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ABSTRACT 

Thls exploratory study focused on t h r e e  quest ions r e l a t i n g  t o  t h e  

development of classroom climate : 

Can teachers '  implementation of a s e r i e s  of in te rac t ion  a c t i v i t i e s  

f a c l l i t a t e  t h e  development of p o s i t i v e  upper-elementary classroom 

cl imates  and students '  p o s i t i v e  self-concepts? 

Can changes i n  the  cl imate of upper-elementary classrooms be 

described by Tuckman's theory of group development? 

Can humanistically or iented  teachers  f a c i l i t a t e  t h e  development of 

p o s l t l v e  classroom cl imate and s tudents '  p o s i t i v e  self-concepts t o  

a g rea te r  degree than more cus tod ia l ly  or iented  teachers?  

TO l n v e s t l g a t e  these  questions, 12 volunteer  teachers  and 275 

s tudents  were p re tes t ed  on appropriate measures and then randomly 

assigned t o  experimental o r  cont ro l  groups. The s i x  teachers  i n  t h e  

expermenta l  group were given a one-day o r i en ta t ion  workshop on t h e  

r a t i o n a l e  and methodology of P ro jec t  GROW, a s e r i e s  of i n t e r a c t i o n  

a c t l v l t l e s  specifically se lec ted  f o r  upper-elementary classroom use. 

Data gathered lncluded the  t eacher ' s  r a t l n g s  on a humanistic-custodial 

s c a l e ,  t e a c h e r - s t u d e n t  i n t e r a c t i o n ,  and s t u d e n t s '  p e r c e p t i o n s  o f  

themselves, t h e i r  classroom, t h e l r  teachers ,  and fel low s tudents  a t  

varlous po ln t s  i n  tune. 

Following a one-year implementation of these  a c t i v i t i e s ,  s t a t i s t i c -  

a l  comparisons were made between high-implemention , low-implementation , 

and zero lmplementatlon c lasses .  Few s i g n i f i c a n t  r e s u l t s  were obtained, 

although t rends  suggested s tudents  from t h e  high-implementation group of 

c l a s s e s  had more bes t  f r i ends ,  more cohesive c l a s s e s  and more p o s i t i v e  

iii 



development of their sense of interpersonal adequacy than did the other 

two groups. The high-implementation group of classes also experienced 

their teachers as more empathic and higher in regard, while their 

classes were experienced as having less friction and difficulty than 

either the zero-implementation or the low-implementation group. 

Tuckman's theory was usefully applied to the data and suggested 

that all groups of classes experienced stage-like group development, but 

with the high-implementation group showing visible differences in its 

development in contrast to the other groups. 

Finally, data suggested that the more custodial-oriented the 

teacher, the more students perceived their class as being competitive, 

with higher friction levels, but more satisfying, in comparison with 

other students. Discussion of limitations follows, together with 

recommendations for further research. 
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CHAPTER ONE 

INTRODUCTION 

The Problem 

This study i s  an inves t iga t ion  i n t o  one aspect  of t h e  s o c i a l  

process of education: the  development of classroom cl imate i n  upper- 

elementary grades. The c e n t r a l  quest ion guiding t h i s  inves t iga t ion  is, 

"Can teachers '  implementation of a sequence of i n t e r a c t i o n  a c t i v i t i e s  

f a c i l i t i a t e  group development i n  upper-elementary classes?".  In order  

t o  explore t h i s  quest ion,  a sequence of i n t e r a c t i o n  a c t i v i t i e s  derived 

from Staniord '  s ( 1977 ) theory w e r e  implemented, and four t imes during 

the  academic year changes i n  classroom cl imate were measured. The 

changes were in te rp re ted  using Tuckman's (1965) theory of group develop- 

ment. Further ,  changes i n  s tudents '  s e l f  -concepts were examined a s  

another poss ib le  e f f e c t  of t h e  implementation program and t h e  teachers '  

o r i en ta t ions  towards teaching were explored a s  an in tervening va r i ab le .  

@lore s p e c l f l c a l l y  t h e  following t h r e e  quest ions were explored: 

Can teachers '  implementation of a series of i n t e r a c t i o n  a c t i v i t i e s  

f a c l l l t a t e  t h e  development of p o s i t i v e  upper-elementary classroom 

c l m a t e s  and s tudents '  p o s i t i v e  self-concepts? 

Can changes In  t h e  cl lmate of upper-elementary classrooms be 

desrlbed by Tuckman' s ( 1965 ) theory of group development? 

Can humanlstlcally or lented  teachers  f a c i l i t a t e  t h e  development of 

pos l t ive  classroom cl imates p d  p o s i t i v e  s tudents '  self-concepts t o  

a g rea te r  degree than more cus tod ia l ly  o r i en ted  teachers? 
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The researcher considered these  quest lons t o  be worth investigating 

fo r  the  following four reasons: 

F l r s t ,  empirical and theoretical wr l t ings  of many educa t iona l i s t s  

(e.y. Dewey 1916, Dunkin and Biddle 1974 and Walbert 1976 and 1979) have 

cont r lbuted  supporting evldence f o r  t h e  pervasive e f f e c t s  of classroom 

clunate  upon students '  learniny.  These s tud ies  have es t ab l i shed  t h e  

importance ok t h e  influence of classroom cl imate,  bu t  few education- 

a l l s t s  have specifically s tudied  its development over the  academic year  

and l ts  e f f e c t  upon students '  self-concepts.  

Second, few s tud les  have focused on teacher ef fec t iveness  and 

soclometrlc research perspectives a s  they a f f e c t .  t h e  development of 

classroom cl lmate.  

Thlrd, no s tud les  could be found whlch s p e c i f i c a l l y  inves t iga ted  

the  development of elementary classroom cl imates over a period of an 

academic year. 

Fourth, only one study was found whlch u t i l l z e d  Tuckman's (1 965) 

theory t o  describe t h e  development of elementary classroom cl imates .  

However, t h l s  study employed doubtful instrumentat ion and vague imple- 

mentatlon procedures. Thus, the re  remains a lack of empirical  support  

f o r  r e l a t l n g  classroom cl lmate development i n  upper-elementary c l a s s e s  

t o  Tuckman's ( I965 ) theory of group development. 

The Purpose 

Thls study was designed t o  i n i t i a t e  a preliminary explora t ion  i n t o  

the  development of classroom cl imate by inves t iga t ing  t h e  t h r e e  previous 

quest lons.  Fur ther ,  it sought t o  examine whether a p a r t i c u l a r  sequence 



of interaction a c t i v i t i e s  can f a c i l i t a t e  group development i n  upper- 

elementary c l a s ses .  

To explore these  quest ions and achieve t h e  purposes of t h i s  

inves t iga t ion ,  twelve grade 6 and 7 teachers  i n  a middle-class, West- 

Coast,  Anglophone Canadian suburban school d i s t r i c t  volunteered t o  be 

mvolvea i n  a year-long study of t h e i r  classroom cl imate.  In  a l l  

c l a s s e s  both teacher and s tudents  were i n i t i a l l y  t e s t e d ,  then t h e  

c l a s ses  were randomly assigned t o  t reatment and contro l  groups. The 

treatment group of teachers was given an o r i en ta t ion  t o  a curriculum of 

sequentially-organized classroom i n t e r a c t i o n  a c t i v i t i e s  known a s  t h e  

P ro jec t  f o r  Group Resourcefulness and Optimal Well-being i n  t h e  Class- 

room, (P ro jec t  G.R.O.W.), by Barl ing (1980b). The experimental group of 

s i x  teachers  implemented Pro jec t  GROW a c t i v i t i e s  during t h e  remainder of 

t h e  academlc year. On t h r e e  more occasions, each two-three months 

a p a r t ,  t h e  experimenter r e v i s i t e d  each classroom i n  t h e  study t o  c o l l e c t  

t u r t h e r  data. 

The experimental design u t i l i z e d  t o  t e s t  e f f e c t s  of t h e  P r o j e c t  

GROW in tervent ion  and the  changes i n  t h e  classroom cl imate was a 

quasi-experimental p re tes t -pos t t e s t  control-group design, using measures 

repeated on four occasions. 

I n i t i a l l y - t e s t e d  va r i ab les  were t h e  teachers ' :  a t t i t u d e s  toward 

pup11 contro l ,  which yielded the  t eacher ' s  pos i t ion  upon a humanistic- 

cus tod ia l  continuum; and teacher-student i n t e r a c t i o n  a s  measured by an 

observation instrument used i n  a teacher-directed classroom discuss ion 

session.  Pupil  va r i ab les  measure-d during t h e  f i r s t  t e s t i n g  per iod  were 

s tudents ' :  academic self-concept; general  self-concept; perception of 
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t h e  c l a s s room c l i m a t e  and c l a s s r a o m  l i f e ;  a t t i t u d e s  toward  t h e i r  

teacher;  and the  students '  c l a s s  f r i endsh ip  pa t t e rns .  

During the  remaining th ree  measurement times a l l  instruments were 

repeated with t h e  exception of t h e  self-concept ques t ionnai res ,  which 

were included only i n  t h e  four th  da ta  co l l ec t ion .  The four th  and f i n a l  

measurement time included a p o s t t e s t  upon t h e  teacher  a t t i t u d e  sca le ,  

and t h e  observation of a classroom discussion.  

A l l  da ta  from the  four measurement times w i l l  be s t a t i s t i c a l l y  

analysed and reported i n  Chapter Four. However, i n  order  t o  f i r s t  

provide a background f o r  t h i s  study, a l i t e r a t u r e  review of: teacher  

e f f e c t i v e n e s s ,  soc iomet ry ,  and group development r e s e a r c h  w i l l  b e  

undertaken In Chapter Two. Af ter  t h e  l i t e r a t u r e  review, a conceptual 

and methodological r a t iona le  f o r  t h e  t h r e e  aspects  of t h e  study w i l l  be 

developed i n  Chapter Three. The experimental design and instruments 

u t i l i z e d  w i l l  a l s o  be presented and discussed wi th in  t h i s  chapter .  

Af ter  t h e  presenta t ion  of da ta  from t h e  various s t a t i s t i c a l  analyses i n  

Chapter Four, Chapter Five w i l l  contain p r a c t i c a l  and t h e o r e t i c a l  

interpretations of t h e  r e s u l t s .  Chapter Six  w i l l  contain a summary of 

the  study and some re levant  conclusions. F inal ly ,  within t h e  appendices 

t h e r e  w l l l  be found: a list of d e f i n i t i o n s  of f requent ly  used terms 

(Appendix A ) ;  t a b l e s  of da ta ;  and a d e t a i l e d  descr ip t ion  of how t h e  

Pro jec t  GROW resource r e l a t e s  t o ,  and was derived from, e a r l i e r  prac t ic-  

a l  and t h e o r e t i c a l  considerat ions.  



CHAPTER TWO 

REVIEW OF LITERATURE 

In t roauct lon  

The purpose of this literature review i s  t o  provide a background of 

re levant  s tud ies  t o  generate both a methodological and conceptual 

rationale whlch w i l l  enable s p e c l f l c  hypotheses t o  be explored. 

The c l a s s  a s  a s o c i a l  system w i l l  provide t h e  general  context  f o r  a 

revlew of research f indings ,  methodology, and instrumentation. This  

study w l l l  seek t o  In tegra te  aspects  of four a r e a s  of research on t h e  

development of classroom cllmate. These four areas  are: 

1. teacher ef fec t iveness  research;  

2. classroom cl imate research; 

3 .  sociametric  research;  

4. group development research. 

The Class  a s  a Soc ia l  System 

Whlle some e a r l l e r  authors (Dewey 1916 and Lewln 1936) had s t r e s s e d  

the  soc la l l z lny  processes of education, lt was not  u n t i l  t h e  1950s t h a t  

t h e  school and t h e  classroom were a c t u a l l y  v i sua l i zed  a s  s o c i a l  proces- 

ses .  t ietzels  and Guba's (1957) model of a s o c i a l  system provided a 

conceptual trarnework f o r  understanding t h e  i n f l u e n t i a l  processes which 

contribute t o  s tudents '  s o c i a l  behavlour. Their model ( r e f e r  t o  Figure 

2-11 dlayrammatlcally r e p r e s e n t s r t h e  main elements of a s o c i a l  system 



m 

P 
l? 
Y 

LC 
I 
I 

UJ 

B 
0 
t-' 

b3 

Cr . 
t-' 
a 
5. 
9 

(D 
a 
[I) 

I 
t) 

i 
% 
(D 

. H i 
3 rr 

rr 
r. 
8 
[I) 

m 
E. 
t-' 
a 
r-' 
3 
9 



7 

and l s o l a t e s  th ree  c e n t r a l  influences upon ' soc ia l  behaviour: i n s t i t u -  

t lonaLly expected ro les ;  group climate; and t h e  ind iv idua l ' s  personal- 

~ t y .  From Figure 2.1 it can be seen t h a t  a  c e n t r a l  influence upon t h e  

lndlvlduals '  s o c l a l  behaviour is  t h e  r o l e  whlch is i n s t i t u t i o n a l l y  

expected of them. The chief purveyor of t h i s  influence i n  t h e  classroom 

1s t h e  teacher ,  who is  a l so  a p r i n c i p a l  inf luence  upon t h e  development 

of t h e  classroom cllmate. Consequently teacher ef fec t iveness  research  

most re levant  t o  the  development of t h e  classroom cl imate must inc lude  

an exammatlon of the  t e a c h e r ' s  ro le .  

Teacher Effec t iveness  Research 

In t roduct ion  

The following l i t e r a t u r e  review w i l l  consider se lec ted  re l evan t  

s tud ies  i n  order t o  evolve both a methodological and conceptual ra t ion-  

a l e  f o r  lnves t lga t lny  t h e  t eacher ' s  r o l e  a s  a  poss ib le  in tervening 

va r i ab le  whlch could influence t h e  classroom cl imate and s tudents '  s e l f -  

concept development. The t eacher ' s  r o l e  w i l l  be explored by two types 

of research: s tud ies  which u t i l l z e  se l f - r epor t  surveys; and s t u d i e s  

whlch u t l l l z e  observation schedules. This  approach was necessary a s  

educational f lndlngs a r e  o f t en  d i f f i c u l t  t o  d iscuss  without reference  t o  

both t h e  methodology and instrumentation used. 

yues t ionnal re  Studies  of Teachers' Roles and Their  E f f e c t s  
O n  Classroom Climate and Students '  Self-Concepts 

I 

Many quest ionnaires have t r i e a  t o  measure teachers '  d i f f e r e n t  

a t t i t u d e s ,  personal i ty  c h a r a c t e r i s t i c s  and teaching s t y l e  preferences. 

Some quest ionnaires have achieved b e t t e r  r e l i a b i l i t y  and v a l i d i t y  than 



others  and a r e  deemed more useful .  One l i n e  of research has u t i l i z e d  a 

v a l i d ,  r e l l a b l e  and useful  ques t ionnai re ,  t h e  Pupi l  Control Ideology 

(PcI) by Willover, E ide l l  and Hoy (1967) .  This instrument descr ibes  

teachers '  r o l e s  a s  being on a continuum from a cus todia l  a t t i t u d e  o r  

o r i en ta t ion ,  t o  a humanistic a t t i t u d e  o r  o r i en ta t ion .  Willower e t  a l .  

argue t h a t  teachers '  cus todia l  o r  humanistic a t t i t u d e s  toward s tudent  

behaviour w i l l  have a pervasive influence over t h e i r  general  teaching 

s t y l e .  The cus tod ia l  versus humanistic continuum was opera t ional ized  by 

Willower, et g. (1967 and 1973), and t h e  c h a r a c t e r i s t i c s  of t h e  

humanistic t eacher ' s  c l a s s  were defined as:  

... an educational  community i n  which members l ea rn  through 
i n t e r a c t i o n  and experience. Students '  learning and behaviour 
is viewed i n  psychological and socio logica l  terms r a t h e r  than 
mora l i s t i c  terms. Learning is looked upon a s  an engagement i n  
worthwhile a c t i v i t y  r a the r  than t h e  passive absorption of 
f ac t s . .  . . The humanistic teacher  is  op t imis t i c  t h a t ,  through 
c lose  personal r e l a t ionsh ips  with pup i l s  and t h e  p o s i t i v e  
aspects  of friendshi-p and respect ,  s tudents  w i l l  be s e l f -  
d i s c i p l i n i n g  ra the r  than d isc ip l ined.  A humanistic or ienta-  
t i o n  leads  teachers  t o  d e s i r e  a democratic classroom cl imate  
with its a t tendant  f l e x i b i l i t y  i n  s t a t u s  and r u l e s ,  open 
channels of two-way communication, and increased s tudent  s e l f  
aetermination. Teachers and s tudents  a r e  wi l l ing  t o  a c t  on 
t h e i r  own v o l i t i o n  and t o  accept r e s p o n s i b i l i t y  f o r  t h e i r  
ac t ions  (Willower e t  a l .  1973, p. 5-61. 

The h u m a n i s t i c a l l y  o r i e n t e d  t e a c h e r ' s  c l a s s  a s  d e s c r i b e d  by 

Willower et &. (1973 would appear t o  be a d r a s t i c a l l y  d i f f e r e n t  

environment from t h e i r  conception of a cus tod ia l  teacher '  s c l a s s ,  which 

is described as:  

Teachers holding a cus tod ia l  o r i e n t a t i o n  conceive of t h e  c l a s s  
a s  an au toc ra t i c  organizat ion with r i g i d l y  maintained d i s t i n c -  
t l o n s  between the  s t a t u s  of teachers  and t h a t  of pupils .  Both 
power and communication f low downward, and s t u d e n t s  a r e  
expected t o  accept the  decisions of teachers  without question. 
Teachers and s tudents  a l i k e  f e e l  responsible f o r  t h e i r  ac t ions  
only t o  t h e  extent  t h a t  orders  a r e  c a r r i e d  out  t o  t h e  l e t t e r  
(Wlllower, E ide l l  and Hoy, 1973, p. 5 ) .  
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The contras t ing  descr ip t ions  of teacher s t y l e  and r o l e s  suggests  

t h a t  s tudents '  perception of t h e i r  classroom cl imate may vary between 

t h e  two c lasses .  A s  described, it would be expected t h a t  s tuden t s  

e x p e r l e n c l n g  a humanistically o r i e n t e d  t e a c h e r  may p e r c e i v e  t h e i r  

c l a s s e s  a s  more f r i end ly ,  cohesive, s a t i s f y i n g  and enjoyable than 

s tudents  I n  c l a s ses  with cus tod ia l ly  o r i e n t a t e d  teachers.  Several  

s tud les  have empirical ly supported these  concepts, a s  w i l l  be shown. 

Classroom C l m a t e .  In  a study by Appleberry and Hoy (1969) t h e  

researchers found t h a t  elementary school teachers  with humanistic pupil-  

con t ro l  ideologies were more l l k e l y  t o  have open organiza t ional  c l imates  

than t h e l r  colleayues who were more cus tod ia l .  . A l a t e r  study by 

P r l t c h e t t  ( 1973 found t h a t  c u s t o d i a l i s m  i n  t e a c h e r  p u p i l - c o n t r o l  

behaviour was associa ted  with negative a t t i t u d e s  toward school on t h e  

p a r t  or  secondary students  who were surveyed. Also, i n  t h e  same year,  

Hoy (1973) reported t h a t ,  i n  general ,  t h e  more cus tod ia l  t h e  pupil-  

con t ro l  ideology of the  school f acu l ty ,  t h e  more a l i ena ted  t h e  s tudents  

t e l t .  Further ,  t h e  more humanistic the  teachers '  pupil-control  ideology 

t h e  more f l e x i b l e  t h e i r  o r i en ta t ion  and t h e i r  view t h a t  s tudents  can be 

se l f -d i sc ip l in ing  and responsible (Willower et &. 1973; Helsel and 

Willower, 1974). 

R e c e n t l y ,  t h e  r e l a t i o n s h i p  between t e a c h e r  PC1 ( P u p i l - C o n t r o l  

Ideology) scores and s tudents '  perception of t h e  classroom cl imate has 

been more specifically inves t iga ted .  Multhauf, Willower and Lica ta  
\ 

( 1978 ) found t h a t  elementary teachers  who exhibi ted  more humanistic 

pup11 contro l  behaviour, a s  measured by t h e  Pupi l  Control Behaviour 

(PCU) , were reported by s tudents  t o  be more " f u l l  of ac t ion ,  i n t e r e s t -  

ing,  exc l t ing  and powerful", than were t h e  more cus tod ia l  teachers .  The 
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researchers  defined these  classroom q u a l i t i e s  within one concept, c l a s s  

"robustness". The "robustness" of a c l a s s  is a t h e o r e t i c a l  cons t ruct  

whlch describes t h e  dramatlc content  of t h e  c l a s s  s t ruc tu re .  In  

essence, it focuses d i r e c t l y  on audience perceptions of school s t r U C -  

t u r e ,  s lml la r  t o  the  perceptions and empathy experienced by an audience 

a t  a t h e a t r i c a l  performance (Lica ta  and Wildes 1980). This concept was 

more s p e c i f ~ c a l l y  researched by L ica ta  and Wildes (1980) and Estep, 

wlllower, and Lica ta  (1980). Licata  and h i s  col leagues have described a 

hlyh- and low-robust classroom i n  more d e t a i l  and have found t h a t  low- 

robust  classrooms tend t o  have teachers  with more cus tod ia l  pupil-  

con t ro l  ldeologles and behaviour scores  than t h e  high-robust c l a s ses .  

Further ,  they found an inverse  r e l a t ionsh ip  between classroom environ- 

mental robustness and classroom rou t in iza t ion .  

These s tud ies ,  while they have only commenced t o  explore t h e  

"robust" conception of c l a s s  environment, suggest t h a t  t h e  more human- 

l s t l c a l l y  or iented  teachers may have a more dynamic, s a t i s f y i n g  and 

enjoyable c l a s s  cl lmate than does t h e  cus tod ia l  teacher.  This  d i r e c t i o n  

of research upon the  c l a s s  cl imate a l s o  provides avenues f o r  f u t u r e  

researchers  t o  include observational ins t ruments ' to  study t h e  concept of 

c l a s s  "robustness". 

Students '  Self-Concepts. No published s tud ies  could be found which 

had d i r e c t l y  inves t iga ted  t h i s  r e l a t ionsh ip  between teachers '  pos i t ion  

upon t h e  humanistic-custodial continuum and t h e  development of s tudents '  

self-concepts.  However, the  humanistic-custodial teacher s t y l e  continu- 

wn and i ts  re la t lonsh lp  with t h e  dogmatism continuum suggests t h a t  t h e r e  

may be a r e l a t ionsh ip  between teacher PC1  scores and s tudents '  s e l f -  

concept development. 
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A related study by Cheong and Wadden (1978) utilized a parallel 

concept or dogmatism (Kokeach 195b) to divide teachers into, "most- 

expermental least-dogmatic" , and "least-experimental or most-dogmatic" , 

groups. The researchers studied fourth-, fifth-, and sixth-grade pupils 

ana thelr self-concept development when they were taught by the two 

extreme groups. Since Willower et al. (1973) found a close relationship 

between teachersn control ideologies and teachers' dogmatism scores on 

the Kokeach (1956) instrument, this study could be seen to approximate a 

humanistic-versus-custodial teacher's effect upon students' self- 

concepts. The results of the study led the researchers to conclude that 

the puplls who were taught by the "most-experimental least-dogmatic" 

teachers, had significantly higher self-concepts than those pupils 

tauyht by the least-experimental and most-dogmatic group of teachers. 

In other words, this study suggests that since teacher dogmatism is 

closely related to the teacher's position upon the P C 1  humanistic- 

custodial continuum, the more humanistic the teacher, the more conducive 

the environment for the development of positive student self-concept. 

The studies reviewed in this section demonstrate congruence among 

their findlngs and all support the usefulness of the humanistic-custodi- 

a1 teacher style concept. However unless observational instruments are 

utlllzed in conjunction with teacher or student self-report question- 

naires, researchers will have to rely upon the validity and reliability 

of their Instruments. Further, researchers will have to assume that 

what the teachers report they are doing on a questionnaire is actually 

bemy done In the classroom. This assumption is often not warranted, 

and is one reason why research upon teacher effectiveness usually 

- includes extensive classroom observation (dedley 1977) 



Observation S tud ies  of Teacherss Roles and Their  E f f e c t s  
on Classroom C l i m a t e  and Students '  Self-concepts 

The use of observation schedules t o  inves t iga te  teachers '  r o l e s  and 

t h e n  re la t ionsh ip  t o  classroom cl imate has a h i s t o r y  which extends back 

t o  the  l a t e  193U's. Since t h i s  ea r ly  beginning t h e  use of observat ional  

methodology has not  developed s u f f i c i e n t l y  t o  a f fo rd  r e l i a b l e  and 

d e t a l l e d  study of the  t eacher ' s  r o l e  and i ts re la t ionsh ip  t o  observed 

changes which occur i n  the  classroom cl imate  during t h e  passage of t h e  

academic year. Instead, the  emphasis i n  research has been upon the  use  

of observation instruments t h a t  measure teachers '  r o l e s  and r e l a t e  t h e s e  

data  t o  s tudent  outcome c r i t e r i a  such a s  s tudent  self-concept develop- 

ment, In t h i s  sec t ion ,  s tud ies  and reviews of observational  s t u d i e s  

w l l l  be discussed t o  support t h e  above genera l iza t ions .  

Classroom climate. In t h e  preceding sec t ion  it was argued t h a t  t h e  

measurement of teachers '  r o l e s  by se l f - r epor t  quest ionnaires should be 

accom~anied by an observation schedule t o  measure what ac tua l ly  happens 

withln t h e  classroom. The following discussion w i l l  demonstrate t h a t  

s lnce  t h e  beglnnlng of teacher e f fec t iveness  research,  observation 

s tud les  have produced no clear-cut  conclusions l ink ing  teacher s t y l e  t o  

classroom climate. 

Ploneering work by Anderson (1939) and h i s  a s soc ia te  Anderson and 

brewer (1945 and 1946) i n  in fan t  schools, and by Lewin, L i p p i t t  and 

Whlte (1939) with summer camp chi ldren ,  produced congruent f indings  

whlch sugyested t h a t  : 

1 )  d i t f e r e n t  s t y l e s  of leader  behaviour produce d i f f e r i n g  

cl imates,  and d i f f e r i n g  group and individual  behaviour; 

2 )  t h a t  group members i n  a democratic s o c i a l  cl imate were 

more f r i end ly  t o  each o ther ,  showed more group-mindedness, 



were more work-minded, showed g rea te r  i n i t i a t i v e ,  and had 

a higher l e v e l  of f r u s t r a t i o n  to le rance  than members i n  

the  o ther  groups. 

The Lewin, L ipp i t  and White (1939 study provided t h e  impetus f o r  

t h e  examination of t h e  e f f e c t s  of networks of r e l a t ionsh ip  and t h e  

c l imate  i n  learning groups and c las ses .  Thelen (1950, 19511, Thelen and 

Wlthall (1949) and Withal1 (1949) worked t o  re-examine t h e  nature  of 

i n t e r a c t i o n  i n  t h e  classroom. Withal l  (1 949) developed t h e  Socio- 

emotional Classroom Index as  an observational  instrument t o  explore t h e  

t eacher ' s  leadership  s t y l e  from a s l i g h t l y  d i f f e r e n t  c r i t e r i o n  of 

" t e a c h e r - c e n t e r e d "  v e r s u s  "group-centered"  p e r s p e c t i v e .  Again,  

Withal l ' s  inves t iga t ion  yielded data  which supported e a r l i e r  f indings .  

However, l a t e r  i n  t h e  1950 's, R.C. Anderson (1959) examined 49 

e x p e r i m e n t a l  s t u d i e s  which compared a u t h o r i t a r i a n  and democra t i c  

leadership  s t y l e s ,  i n  an e f f o r t  t o  synthesize t h e  research f indings.  Of 

t h e  32 s t u d i e s  d i r e c t l y  re levant  t o  t h e  classroom he concluded t h a t  

ne i the r  s t y l e  was associated with higher product iv i ty  o r  morale and t h a t  

t h e  research associa ted  with each s t y l e  had ou t l ived  i t s  usefulness.  In 

a  l a t e r  review Stern  (1970) came t o  s imi la r  conclusions but  h i s  ana lys i s  

pa id  more a t t e n t i o n  t o  non-cognitive gains. He concluded t h a t  non- 

d i r e c t i v e  i n s t r u c t i o n  f a c i l i t a t e d  more f a v o u r a b l e  p u p i l  a t t i t u d e s  

towards themselves, o ther  c l a s s  members, and a subcul tura l  out  group. 

Further ,  i n  

Kantor, 5mith and 

during t h e  1950 's 

. classroom leader ,  

con t ras t  t o  Anderson's (1959) conclusions, Glidwell,  

S t r inyer  (1966) reported a number of s tud ies  conducted 

and 1960's t h a t  demonstrated t h a t  the  teacher ,  a s  t h e  

is the  main inf luence  upon t h e  classroom cl imate and 

t h e  socia l -  emotional character  of t h e  classroom. To support t h e i r  
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c l a m s  they argued t h a t  the  teacher who is more in teg ra t ive ,  democratic, 

student-centered and 1s able  t o  d lsperse  s o c i a l  power and emotional 

acceptance has been found to :  s t m u l a t e  more pupil-to-pupil i n t e r -  

action; r e d u c e  ln te r -pup11  conf l l c t s  and a n x i e t y ;  i n c r e a s e  mutual  

s e l f  - e s t e e m ;  lncrease  s e l f -  i n i t i a t e d  work; and t o  increase  independence 

of oplnlon and respons lb l l l ty .  

The s tud les  whlch supported these  conclusions conflicted sharply 

wlth Anderson's (1959) conclusions and appeared t o  encourage more 

research  s tud les  durlng t h e  1960's. However, t h e  s t u d i e s  during t h e  

1960's tended t o  concentrate more s p e c i f i c a l l y  upon teacher "warmth" and 

teacher  "dlrectlveness-versus-ind1rectlveness1' a s  measures of classroom 

cllmate. 

Dunkln and Blddle 's  (1374) volume revlewed many of these  s t u d i e s  

and discussed over 100 which they c l a s s i f i e d  within t h e  area  of c l a s s -  

room cllmate. They s p e c l f l c a l l y  c l a s s i f l e d  t h e n  classroom cl imate  

s tud ies  under t h e  headings of teacher warmth, teacher d i rec t iveness ,  

teacher  lndl rec t lveness ,  teacher p r a l s e ,  teacher acceptance of pup i l  

ldeas and teacher criticism. 

Dunkin and Blddle (1974) concluded: 

... evldence from experiments 1s equivocal, suggest ing t h a t  t h e  
apparent r e l a t lonsh lps  found I n  f l e l d  surveys is not  causa- 
t l v e .  Thus t h e  case f o r  ind i rec tness  is not demonstrated 
(Dunkln & Blddle 1974, p. 132). 

In  general t h e  research withln t h e  area  of teacher s t y l e  ( a s  

det lned by Dunkin & Biddle (1974) and ~ t s  e f f e c t  upon c l a s s  cl imate and 

student  learnlng outcomes has been, u n t l l  1974, a c o l l e c t i o n  of s tud ies  

whlch contradicted each other  and thus allowed only equivocal conclu- 

s ions  t o  be drawn. Several  reasons f o r  t h e  lack  of c l a r l t y  and con- 

Slstency of f lndlngs  can be proposed but  they ind ica te  t h e  poor s tandard 
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of educational research i n  general and of teacher ef fec t iveness  research  

I n  p a r t l c u i a r .  

Slnce 1974 eaucatlonal  research has become more methodologocially 

soph l s t l ca ted  and considerable progress has been achieved. However, 

only seconaary importance has been placed on t h e  learning environment 

and classroom c l m a t e ,  while researchers '  primary emphasis has been on 

teacher behaviour and ~ t s  direct e f f e c t  on s tudents '  achievement. 

lhscussions of two reviews of teacher ef fec t iveness  s t u d i e s  by 

Medly (1977) and Soar and Soar (1979) se rve  t o  represent  t h e  more recent  

teacher ef fec t iveness  research f indings i n  r e l a t i o n  t o  teacher s t y l e  and 

classroom cllmate. 

Plediey (1977) conducted a comprehensive review of 289 s t u d i e s  of 

teacher ef fec t iveness  from which he s e l e c t e d  14 which met t h e  following 

c r i t e r i a :  co r re la t ions  obtained were g rea te r  than r = .387; classroom 

observations of teacher behaviour were a process measure; s tudent  ga ins  

were outcome measures; and t h e  f indings  had some degree of yeneraliza- 

b i l i t y  beyond t h e  teachers  i n  t h e  sample. 

From t h e  14 s t u d i e s  examined, Medley was ab le  t o  general ize upon 

t h e  e f f e c t i v e  teachers '  r o l e s  i n  r a the r  s p e c i f i c  terms. He concluded: 

Ef fec t ive  teachers  of low-SES pup i l s  i n  Grade 111 o r  below: 
devote more c l a s s  time t o  t a sk  r e l a t e d  academic a c t i v i t i e s ;  
spend l e s s  tlme discussiny matters  unre la ted  t o  lesson con- 
t e n t ;  spend more time with l a r g e  groups o r  t h e  whole c l a s s ,  
r a t h e r  than small groups; ass ign  more s e a t  work; asks  more 
quest ions c l a s s i f i e d  within t h e  lower end of Bloom's Taxonomy; 
allows fewer pup i l - in i t i a t ed  quest ions o r  c o d e n t s ;  u s e  more 
p r a i s e  o r  p o s i t i v e  motivation; spend more time working with 
lnd lv laua l  s tudents  during s e a t  work; and maintain an environ- 
ment t h a t  is supportive and f r e e  from d i s rup t ive  pup i l  behav: 
l o u r ,  than i n e f f e c t i v e  teachers  do (Medley 1977, p. 7 8 ) .  

S l igh t ly  more s p e c i f i c  information upon classroom cl imate was 

obtained from Soar and soar '  s (1979) review of four of t h e i r  own e a r l i e r  
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s tud les .  They studied mixed urban and r u r a l  populations, v a r i a t i o n s  i n  

s o c i o m e t r i c  s t a t u s ,  b l a c k  and w h i t e  s t u d e n t s ,  and advantaged and  

dlsadvantayed students .  Study number one was conducted i n  1968 wi th  55 

c lasses  between grades th ree  and s ix .  Study number two was conducted i n  

1970 wi th  20 grade one c lasses .  S tudies  t h r e e  and four were conducted 

i n  1975 with 59 grade f i v e  c l a s ses  and 22 grade one c la s ses .  ~ 1 1  

s t u d l e s  included in tens ive  classroom observations and a f f e c t i v e  measures 

of self-concept and a t t i t u d e  towards school,  a s  well a s  achievement 

scores  upon reading and ari thmetic.  They concluded: 

... t h e  r e s u l t s  of our s tud ies  provide no support f o r  t h e  
wldely held bel ief  t h a t  it is necessary f o r  a classroom t o  
provlde a warm emotional cl imate f o r  l ea rn ing . .  The r e s u l t s  do 
suggest t h a t  an a f f e c t i v e l y  neu t ra l  classroom can be func- 
t i o n a l .  What is apparently c r u c i a l ,  however, is  t h a t  t h e  
c l lmate  not be negative (Soar and Soar 1979, p. 105) 

while t h e i r  conclusion appears su rp r i s ing  it should be remembered 

t h a t  t h e i r  measure of classroom cl imate was not  from t h e  students '  

perspective but  r a the r  from t h a t  of a t r a i n e d  observer using s p e c i f i c  

o b s e r v a t i o n  i n s t r u m e n t s  which f o c u s e d  upon t h e  t e a c h e r  and c l a s s  

behavlour . However, these  f indings a r e  ind ica t ive  of t h e  teacher ef f ec- 

t iveness  research s tud ies  which have u t i l i z e d  only observation ins t ru -  

ments t o  measure classroom climate. AS a r e s u l t  these  s tud ies  have been 

a b l e  t o  make s p e c i f i c  statements about teachers ,  bu t  only general  

statements about learning environments and classroom climate. The 

reason f o r  t h i s  i s  the  almost exclusive use of observation schedules 

which concentrate upon teacher behaviour, and do not enable t h e  observer 

t o  make more meaninyful comments beyond t h e  recognit ion t h a t  a teach- 

ing-learning interchange displayed negative o r  p o s i t i v e  a f f e c t .  Such a 

general  descr ip t ion  of the  c l a s s  cl imate w i l l  not  permit a study of 

changes within t h e  group s t r u c t u r e s  of t h e  classroom cl imate,  nor w i l l  
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it enable an accurate por t rayal  of how t h e  s tudents  f e e l  about t h e  

cl lmate.  Thus, s tud les  which wish t o  i n v e s t i g a t e  changes i n  classroom 

clunate  should u t i l i z e  more s p e c i f i c  means of c o l l e c t i n g  such data .  

Students ' Self-concepts. Observational s tud ies  within teacher 

e f fec t ivness  research have tended t o  concentrate on student  achievement 

a s  an outcome measure r a the r  than self-concept a s  an outcome measure. 

While t h e r e  have been some e a r l i e r  s t u d i e s  reported by Purkey 

(1970) whlch do consider s tudent  self-concept development a s  a worth- 

while outcome measure, these  s tud ies  tend t o  lack a r igorous method- 

ology. 8y con t ras t ,  a more recent  study with a sophisticated methodol- 

ogy ~y Coker, lvledley and Soar (1980 ) r epor t s  data. which suggests  t h a t  

d e t a l l e d  observation of teachers '  r o l e s  can i s o l a t e  behaviour which can 

be r e l a t e d  t o  s tudents '  self-concept development. U t i l i z i n g  1 UO c lass -  

rooms m one school d l s t r l c t  over a period of two years,  t h e  researchers  

completed extensive observations of a l l  teachers  using four observation 

I n s t r u m e n t s .  Phe t r a i n e d  o b s e r v e r s  c o n c e n t r a t e d  upon 2 5  t e a c h e r  

competencies which were co r re la t ed  with s tudent  achievement and s tudent  

self-concept development measures. Five teacher competencies were found 

t o  be positively r e l a t e d  t o  s tudent  self-concept development: 

teacher uses feedback, verbal  and non-verbal t o  modify 

teaching p rac t i ces ;  

teacher maintains se l f -cont ro l  i n  classroom s i t u a t i o n s  and 

- 
with s tudents ;  

teacher uses p r a i s e  and/or rewards; 

t e a c h e r  a c c e p t s  and i n c o r p o r a t e s  s t u d e n t  i d e a s  i n t o  

lessons ; 

and teacher uses one-to-one counsel l ing with s tudents .  
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However, only the  second teacher competency, " teacher maintains 

se l f -cont ro l  i n  classrooms s i t u a t i o n s  and with students" was found t o  be 

r e l a t e d  t o  both student  self-concept development and achievement. 

Conclusions and Relevance t o  This  Study- 

Thls sec t lon  has discussed research on teacher  r o l e s  from two main 

research perspectives:  f i r s t ,  ques t ionnai re  s tud ies  of teachers '  r o l e s ;  

ana second, observation s tud ies  of teacher  ro les .  Each perspect ive  was 

then discussed i n  r e l a t i o n  t o  research upon t h e  development of s tuden t s '  

self-concept and classroom climate. From t h e  preceding discussions t h e  

following conclusions a r e  considered t o  be relev.ant t o  t h i s  p resen t  

study: 

1. The Pupi l  Control Ideology (PCI) i s  regarded a s  a use fu l  

research instrument t o  measure teacher s t y l e  upon a humanistic-custodial 

continuum and t h e  r e s u l t s  s u g g e s t  t h a t  h u m a n i s t i c  t e a c h e r s  may: 

encourage more student  t a l k  i n  discussions;  develop classroom cl imates  

whlch w l l l  f a c i l i t a t e  g rea te r  development of s tudents '  self-concepts; 

and develop more dynamic, "robust",  and en joyable classroom cl imates ,  

than more cus todia l  teachers.  

2. The PC1 alone a s  a measure of teacher s t y l e  i s  not  adequate. 

Hddltlonal observational  da ta  upon c l a s s  discussions would enable a 

complimentary measure of teacher s t y l e ,  a s  wel l  a s  a measure of t h e  -- 

classroom processes. 

3.  Teacher ef fec t iveness  s tud ies  which have u t i l i z e d  observation 

schedules t o  measure teacher s t y l e  have yielded a mass of research d a t a  

but  equivocal conclusions. 
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4. Teacher ef fec t iveness  s t u d i e s  have demonstrated t h a t  observa- 

t l o n  instruments can iden t i fy  teacher s t y l e  and teacher behaviours which 

can be r e l a t e d  t o  s tuden t ' s  self-concept development. 

5. Teacher ef fec t iveness  s tud ies  and t h e i r  use of observational  

schedules have not provided enough s p e c i f i c  information upon classroom 

cl lmate  t o  a f fo rd  a de ta i l ed  study of changes and development i n  t h e  

cllmate. This conclusion suggests t h a t  i n  order  t o  study t h e  develop- 

ment of classroom climate over a perlod of time, a research methodology 

other  than an observation instrument w i l l  be necessary. 

Classroom Climate Research 

In t roduct ion  

This  body of research has been included a s  a d i s c r e t e  sec t ion  

within the  l i t e r a t u r e  review because it u t i l i z e s  a d i f f e r e n t  methodo- 

l o y l c a l  perspect ive  from classroom cl lmate s t u d i e s  withln t h e  teacher  

effectiveness sect lon .  Thls sec t ion  w l l l  d i scuss  research s t u d i e s  which 

have explored classroom cl lmate from t h e  s tudents '  viewpoint, using 

se l f - r epor t  quest lonnaries.  

Getzels  and Guba's (1957)  model of the  c l a s s  a s  a s o c l a l  system has 

l s o l a t e d  the  classroom cl lmate a s  a major influence upon an ind iv idua l ' s  

s o c l a l  behavlour. One way t o  lnves t lya te  t h e  development of classroom 

cllrnate 1s t o  measure t h e  cl imate from t h e  p a r t i c i p a n t s '  perspective.  
k 

The prevlous sec t lons  of t h l s  review have elaborated upon t h e  l m i t a -  

t l o n s  o t  the  use of an observational  schedule t o  measure classroom 

cl lmate.  Thls sec t lon  w i l l  argue t h a t  s tudent  se l f - r epor t  questlon- 

na l res  can provlde a r e l i a b l e  and v a l i d  measure of classroom cl imate  
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whlch IS s e n s i t i v e  enough t o  enable changes i n  classroom cl imate t o  be 

lnves t lga ted  over an extended per iod  of time. 

Large s tud ies  of high school s tudents  and quest ionnaire development 

ploneered by Walbery (1966), Walberg and Anderson (1968a and 1968b) were 

followed by fu r the r  innovation and a c o l l e c t i o n  of congruently suppor- 

t l v e  f lndlngs  reported i n  Walberg (1979) and by Moss (1979a and 1979b). 

In general ,  t h e  l a rge  number of reported s tud ies  suggest t h a t  f u t u r e  

research upon classroom cl imate should include a measure of t h e  teach- 

e r ' s  s t y l e  and teaching o r i en ta t ion ,  s tudent  se l f - r epor t  ques t ionnai res  

upon classroom cl lmate,  and observational  da ta  t o  support t h e  previous 

two sources 02 data.  

In  t h i s  sec t ion  discussion w i l l  be l imi ted  t o  those  s t u d i e s  which 

employea the  hy Class Inventory ( M C I )  by Anderson (1973) with elementary 

school s tudent  populations. This discussion w i l l  e s t a b l i s h  t h a t  t h e  MCI 

is a r e l l a b l e  and v a l i d  measure of classroom climate. Further ,  it w i l l  

provide a r a t i o n a l e  f o r  inves t iga t ing  t h e  t eacher ' s  pup i l  con t ro l  

o r l en ta t lon  i n  r e l a t i o n  t o  classroom cl imate development. 

Elementary School Students '  
Perceptions of Classroom Climate 

While t h e  majority of classroom cl imate analyses have been com- 

p le ted  upon high school s tudent  populations, Anderson (1973) r e p o r t s  
J 

some s tud ies  which have used t h e  My Class Inventory (MCI )  with element- 

ary school pupils .  The MCI has f i v e  subscales which measure t h e  

s t u d e n t ' s  perception of t h e  c l a s ses '  d i f f i c u l t y ,  cohesion, competitive- 

ness, s a t i s f a c t i o n  and f r i c t i o n .  

I n  g e n e r a l ,  t h e  s t u d i e s  of e l ementa ry  c l a s s room c l i m a t e s  by 

Walberg, Sorenson and Fishback ( 1972 ) , Talmage and Walberg ( 1968) , 
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Talmage and Eash (1978) and E l l e t t ,  Capie, Okey and Johnson (1978) 

support t h e  f lndings from t h e  L E I  (Learning Environment Inventory) and 

classroom cl lmate research upon high school s tudents .  Three recent  

s t u d l e s  by Florrlson (1575), Fraser  and Fisher  (1980), and Prawat and 

Solomon (1981a) have however contr ibuted t o  t h e  cons t ruct  va l ida t ion  and 

usefulness of t h e  MCI  research instrument a s  a measure of classroom 

cllmate. 

A study which mves t iga ted  classroom s t r u c t u r e  and t h e  c l a s s  

c l l m a t e  was conducted  by Morrison.  Morr ison (1979)  i n v e s t i g a t e d  

classroom s t r u c t u r e  ( a s  defined by t h e  amount of c h i l d  a c t i v i t y  and 

proport ion of a c t i v i t y  cont ro l led  by t h e  teacher)  i n  r e l a t i o n  t o  

s tudents '  t e s t  anxlety and s tudents '  perceptions of t h e  classroom 

cllmate. He used observers t o  r a t e  t h e  behaviours of 267 s tudents  and 

t h e n  teachers  I n  each of 32 classrooms of grade four,  f i v e  and s i x  i n  

t l v e  d l t f e r e n t  schools. Morrison found t h a t  t h e  highly-structured 

classrooms (low ac t lv l ty /h lgh  proport ion con t ro l l ed )  contained t h e  

hlyhest  amount of work involvement. This was produced a t  no c o s t  t o  t h e  

classroom cl lmate a s  these  c l a s s e s  had high intimacy, lower f r i c t i o n  and 

s lml la r ly  reported s a t i s f a c t i o n  r a t i n y s  a s  o ther  c l a s ses .  Low-struc- 

tured  classrooms (h lyh ac t iv i ty / low proport ion cont ro l led)  had more 

ac t ive  deviancy. The researcher a l s o  found t h a t  t h e r e  were no i n t e r -  

ac t ion  e f f e c t s  of classroom s t r u c t u r e  with c h i l d  anxiety l e v e l  o r  sex of 

c h l l a .  Again t h i s  study of elementary c l a s s  s t r u c t u r e  and t h e  classroom 

cl lmate is  congruent with t h e  secondary school s t u d i e s  conducted by Moos 

(1979a) and a l s o  h igh l igh t s  the  need f o r  a teacher s t y l e  measurement 

within any study of classroom climate. 
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A major study of classroom cl imate and science curriculum imple- 

mentation which u t i l i z e d  t h e  MY c l a s s  Inventory ( M C I )  was conducted on 

100 yrade seven science c la s ses  i n  Aus t ra l i a  by Fraser  and Fisher  

(1980). Data revealed t h a t  t h e  s e t  of MCI sca les  accounted f o r  an 

increment of between approximately four and seven percent  of t h e  

varlance In  different outcome p o s t t e s t s  over and above t h a t  a t t r i b u t a b l e  

t o  correspondlng general a b i l i t y .  Further ,  each of t h e  outcome measures 

was s l y n i f l c a n t l y  hlyher i n  classrooms perceived a s  more s a t i s f y i n g  and 

l e s s  d l f  f l c u l t .  

Prawat and Solomon (1981a) a l s o  u t l l i z e d  t h e  MCI, but  i n  a multi- 

racial environment. Their study included: teacher interviews and Q 

s o r t ;  s tudent  soclometric and classroom environment measurement upon 

KI; and classroom observation upon 10 randomly se lec ted  c la s ses  from a 

sample of 40. From an integration and ana lys i s  of t h e  d i f f e r e n t  sources 

of da ta  the  researchers concluded: 

... it does appear t h a t  teacher goal o r i e n t a t i o n s  inf luence  
teacher ac t ion  i n  the  classroom and t h a t  t h i s ,  i n  t u r n ,  
impacts on students '  perceptions of t h e  a f f e c t i v e  cl imate of 
t h e  c l a s s  and on s tudents '  wil l ingness t o  pos i t ive ly  i n t e r a c t  
with opposi te  sex and opposi te  race  classmates (Prawat and 
Solomon 1981b). 

This f indlng,  while s p e c i f i c a l l y  r e l a t e d  . t o  race  r e l a t i o n s ,  i s  

consis tent  with Moos' (1979a) conclusions from h i s  research i n  t h e  

secondary schools. 

Conclusions and Relevance t o  This Study 

The preceding research upon classroom cl imate has shown an increas-  

ing  degree of sopn i s t i ca t ion  over t h e  years  and has a l s o  enabled more 

accurate statements about va r i ab les  which a f f e c t  t h e  classroom cl imate,  



2 3 

and In  turn  how these va r i ab les  a f f e c t  s tudent  outcome measures. The 

following maln conclusions can be drawn from t h l s  body of research. 

1. The study of classroom cl lmate from t h e  l ea rne r s '  perspect ive  

has ylelded severa l  useful ,  r e l l a b l e  and v a l i d  instruments which measure 

the  classroom clunate i n  hlgh schools and elementary schools. 

L O  The study of classroom cl imate using t h e  MCI instrument has 

enabled lnves t lga to r s  t o  p red ic t  s tudent  outcomes. Further ,  favourable 

perception of learnlng environments has been r e l a t e d  t o  s tudents '  

achlevement , and a f fec t ive  student  outcomes. 

Because t h e  preceding s tud les  have reported consis tent  s t a t i s t i c -  

a l l y  s l g n l f l c a n t  r e s u l t s  utilizing student  se l f - r epor t  ques t ionnai res  

upon spec l f l c  dlmenslons of classroom cl imate,  it would appear t h a t  

these  mstruments could be used t o  measure changes i n  classroom cl imate 

over a  perlod of tune. The repeated measurement of classroom cl imate by 

student  se l f - repor t  instruments could provide new i n s i g h t s  i n t o  t h e  

changing nature of the  classroom climate. However, s tudent  se l f - r epor t s  

about t h e m  fee l ings ,  perceptions and react ions  t o  l i f e  i n  t h e i r  

classroom a re  only one source of da ta  upon classroom climate. Another 

s p e c l f i c  source of da ta  is s tudents '  f r i endsh ip  choices, explored 

throuyh soclometrlc research. 

Sociometric Research 

Introduction 

This sec t ion  of the  l i t e r a t u r e  review w i l l  d i scuss  s tud ies  which 

have inves t iga ted  t h e  d i s t r i b u t i o n  of c l a s s  sociometric choices and 

r e l a t e d  them t o  the  development of s tudents '  sel t -concepts ,  s tudents '  



perception of: t h e  classroom cl imate,  and t h e  teachers '  teaching s t y l e .  

Wlthan t h e  following discussion t h e  reader should keep i n  mind t h a t  a s  

most s tud les  a r e  co r re la t iona l ,  no cause and e f f e c t  r e l a t ionsh ips  can be 

clalmed. 

The soclometric research perspect ive  can provide an i n s i g h t  i n t o  

t h e  lndividual  s tuden t ' s  needs and personal i ty  a s  displayed by h i s  o r  

her  attraction t o  o thers  and inc lus ion within f r i endsh ip  groups. Thus, 

t h e  soclometric perspective can provide an ind ica t ion  of t h e  individu- 

a l ' s  perception of another aspect  of t h e  c l a s s  a s  a  s o c i a l  system. 

Early Sociometric Research i n  t h e  Classroom 

Derived from Moreno's ( 1934) book Who S h a l l  Survive, t h e  socio- 

metr ic  perspective provided the  methodology and r a t i o n a l e  f o r  allowing 

an "insiders" view of the  in terpersonal  r e l a t i o n s  i n  a  group. Moreno 

aryued t h a t  affective relationships among people a r e  inev i t ab le  wi th in  

any formal oryanlzat lon and unless  they a r e  considered, then t h e  formal 

oryanlza t lonal  functioning w i l l  be l imi ted  o r  disrupted.  1n t h e  

classroom, s tudents  develop fee l lnys  about each o ther  which, unless  

a d d r e s s e d  o r  a l lowed t o  be  e x p r e s s e d ,  may g e n e r a t e  i n t e r p e r s o n a l  

c o n f l l c t  and tenslon.  Tenslon and c o n f l l c t  within t h e  c l a s s  may l i m i t  

t h e  attainment of the  maxlmum p o t e n t i a l  of teaching and learning.  

Comprehenslve revlews of soclometric research s t u d l e s  co_nducted i n  

the  classroom were reported by Withall and Lewis (19631, Gronlund (1959) 

and Glldewell,  Kantor, Smlth and S t r lnger  (1966). Each review reported 

e m p l r l c a l  s t u d i e s  which s u p p o r t  c o n c l u s ~ o n s  t h a t  f r i e n d l i n e s s  and 

popularity a r e  p o s ~ t l v e l y  co r re la t ed  with ( b u t  not  necessar i ly  caused 
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by) ~ n t e l l i g e n c e ,  physical  a t t r a c t l v e n e s s ,  s o c i a l  awareness and socia l  

c l a s s .  

Following on from L i p p i t t  and Gold's (1359) study of hlgh-and-low- 

s t a t u s  s tudents ,  Schmuck (1962, 1963 and 1966) conducted a s e r i e s  of 

s t u d i e s  upon t h e  r e l a t ionsh ips  between classroom f r i endsh ip  s t r u c t u r e  

and s tudents '  outcome measures. Charac te r i s t i c s  of elementary c l a s s -  

rooms which Schmuck described a s  being "diffuse" ( a  wide d i s t r i b u t i o n  of 

p o s l t i v e  and negative choices)  o r  "cent ra l"  ( a  narrow d i s t r i b u t i o n  of 

in terpersonal  acceptance and r e j e c t i o n )  were associa ted  with students '  

achievement. He found t h a t  s tudents  i n  c l a s s e s  where t h e  sociometric  

s t r u c t u r e  was c h a r a c t e r i s t i c a l l y  cen t ra l i zed  were able  t o  perceive t h e i r  

s t a t u s  more accurately;  moreover, i f  they were low s t a t u s  and accura te ly  

perceived t h i s ,  then they were under-ut i l izers  of t h e i r  acaaemic a b i l i -  

t y *  

Research on Soclometrlc Dis t r ibu t ions  Within Classes 

Schmuck's f lndings  were supported by a more recent  study conducted 

by Zeichner (1378 ) .  He s tudied  25 f i f t h  and s i x t h  grade c l a s s e s  i n  4 

elementary schools t o  determine t h e  r e l a t ionsh ip  between t h e  q u a l i t y  of 

t h e i r  peer group experience and t h e i r  a t t i t u d e s  toward school, t h e i r  

self-concept a s  a l ea rne r ,  and t h e i r  school r e l a t e d  anxiety. The 

c l a s s e s  were c l a s s l f l e d  a s  e l t h e r  c e n t r a l  o r  d i f f u s e  s t r u c t u r e s  (us ing  

Schmuck's 1963 d e f i n i t i o n ) .  From simple sociometric da ta  obtained by 

asklny s tudents  t o  ind ica te  t h e  t h r e e  s tudents  i n  t h e i r  c l a s s  t h a t  they 

l lked  the  most, Zeichner ca lcula ted  the  degree of c e n t r a l i t y  o r  d i f fuse-  

ness of t h e  c l a s s  and t h e  degree of s tudents '  acceptance and a t t r a c t i o n  

of the  c l a s s .  The degree of s tudents '  acceptance and a t t r a c t i o n  t o  



c l a s s  groups was measured by "My Classmates", an instrument which was 

l a t e r  published by Zelchner (1980). Using an ana lys i s  of covariance 

procedure, Zeichner found t h a t :  

1. s tudents  i n  c e n t r a l l y  s t ruc tu red  c l a s s e s  general ly had 
more p o s i t i v e  attitudes toward school than s tudents  i n  d i f f u s e  
classrooms; f u r t h e r ,  s tudents  who had hlgh a t t r a c t i o n  t o  t h e i r  
classroom peer groups had more p o s i t i v e  a t t i t u d e s  toward 
school than s tudents  with low a t t r a c t i o n ;  

2. t he  s o c i a l  s t r u c t u r e  of t h e  c l a s s  was not s t a t i s t i c a l l y  
significant i n  i ts  relationship with s tudents '  self-concept a s  
a  l ea rne r ,  bu t  s tudents  with high acceptance within t h e i r  peer  
groups had more p o s i t i v e  self-concepts then s tudents  with low 
acceptance. The same re la t ionsh ip  ex i s t ed  f o r  high a t t r a c t i o n  
and low a t t r a c t i o n  s tudents  (Zeichner 1978, p. 562). 

Whlle h i s  conclusion supports Schmuck' s ( 1966 ) major theory on 

c l a s s  d i f fus ion  and c e n t r a l i t y ,  t h e r e  a r e  two aspects  of ~ e i c h n e r ' s  

f indings  which deserve fu r the r  comment. F i r s t ,  t h e  degree of pup i l  

acceptance and a t t r a c t i o n  t o  t h e  c l a s s  group appeared t o  be a  more 

f i n i t e  measure ( than sociometric da ta )  of group membership, a s  it was 

found t o  consistently r e l a t e  t o  the  o ther  outcome measures. Second, t h e  

t lnding t h a t  s tudents  of c e n t r a l l y  s t ruc tu red  c l a s s e s  general ly have 

more p o s i t i v e  a t t i t u d e s  toward school is  contrary t o  Schmuck's f indings.  

One explanation could be t h a t  t h i s  f inding was due t o  chance o r  was 

influenced by t h e  p a r t i c u l a r  sample studied.  E i the r  way, t h e  present  

study w l l l  t r y  t o  c l a r i f y  t h i s  incongruity by studying s tudents '  

sociometric choices. 
I' 

Sociometric Friendship Dis t r ibu t ions  and Teacher S ty le .  

Recently, a  renewed i n t e r e s t  i n  sociometric research has provided 

new da ta  on the  va r i ab les  which influence s tudents '  f r i endsh ip  choices. 

One var iable ,  the  t eacher ' s  teaching s t y l e  and concomitant educational  
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philosophy has been found t o  be r e l a t e d  t o  t h e  s tudents '  sociometric  

cholce pa t t e rns .  

Hal l inan 's  ( 1979 ) publication was a more soph i s t i ca ted  ana lys i s  of 

her  1976 study of 52 c lasses .  Both longi tudinal  and cross-sec t ional  

soclometric  da ta  were co l l ec ted  from t h e  c l a s s e s  which were c l a s s i f i e d  

a s  e l t h e r  "open" o r  " t r a d i t i o n a l "  upon an independent observation 

instrument (Hall inan 1979, p. 2 5 8 ) .  U t i l i z i n g  a va r i a t ion  upon t r a d i -  

t l o n a l  soclometrlc instrumentation, p a r t i c i p a t i n g  s tudents  were asked t o  

choose from among a l l  t h e  s tudents  i n  t h e  c l a s s ,  t h e i r  "best  f r iends"  

( s tudents  they l iked  very much) , and t h e i r  " f r iends"  ( s tudents  they 

l l k e d  very much but would not c l a s s l f y  a s  bes t  f r i e n d s ) .  

Ha l lman ' s  ( 1979 ) analys is  revealed t h a t  t h e  c l a s s  s i z e ,  c l a s s  

organizat ion and grade l e v e l  a l l  had an influence upon student  fr iend- 

ship choices. Her major conclusions were: 

1. open c lasses  tended t o  r e f l e c t  more peer group in te rac t ion  than 

t r a d l t l o n a l  c l a s ses ;  

2. t r a d l t l o n a l  c l a s s e s  r e t l e c t e d  a more cen t ra l i zed  and hier- 

a rch ica l  d i s t r i b u t i o n  of t h e i r  f r iendship  choices than open c las ses ;  

3 .  s tudents  i n  t r a d i t i o n a l  c l a s ses  tended t o  have more f r i e n d s  

than those i n  open c lasses ;  

4. t he  g rea tes t  number of best-fr iendships appeared i n  t h e  s i x t h  

and seventh grades and these  s tudents  appeared t o  be b e t t e r  ( in teg ra ted  

l n t 0  the  i r l endsh ip  s t r u c t u r e  o t  the  classroom than i n  o ther  grades. 

In general ,  Hallinan' s ( 1979 ) data  analys is  and r e s u l t i n g  Con- 

c lus lons  have supported Schmuck's (1963) f indings  upon d i f fuse  c l a s s  

s t r u c t u r e  a s  well  a s  i s o l a t i n g  t h e  e f f e c t s  of t r a d i t i o n a l  and open, 

Small and l a rye  c l a s s  s i z e  upon s tudents '  sociometric  peer choices. Her 



f lna lngs  suggest t h a t  s tud ies  upon sociometric  d i s t r i b u t i o n s  wi th in  

c l a s s e s  need t o  be accompanied by a  measure of t h e  t eacher ' s  s t y l e .  

Ha l lman ' s  f lndlngs  a l s o  suggest t h a t  teachers '  s t y l e  w i l l  in f luence  

t h e l r  s t r u c t u r e  of a c t i v i t i e s  and the  range of a c t i v i t i e s  s tudents  w i l l  

experlence. This s t r u c t u r e  w i l l  i n  t u r n  inf luence  t h e  oppor tuni t ies  

available f o r  s tudents  t o  develop f r i endsh ip  pa t t e rns .  

Conclusions and Kelevance t o  This  Study. 

The previously c l t e d  s tud ies  have comprised a  number of f indings :  

1. t h e  student  peer group re la t lonsh lps  can inf luence  s tudents '  

a t t l t u d e s  , s e l f  -concept, and achievement; 

2. diffusely s t r u c t u r e d  c las s rooms  can  facilitate s t u d e n t s '  

p o s l t l v e  a t t l t u d e s  toward school, p o s i t i v e  self-concept development and 

readlny achievement ; 

3 .  t he  c l a s s  s l z e ,  type of teaching-learning engaged i n ,  t h e  grade 

l e v e l  and s tudents '  sex can influence t h e i r  peer group choices of b e s t  

f r l ends  . 
Soclometrlc research was a l s o  argued t o  be a  useful  d iagnost ic  t o o l  

t o  enable a  study of c l a s s  f r iendship  pa t t e rns .  Further ,  a s  f r i endsh ip  

p a t t e r n s  a r e  synonymous wlth t h e  group s t r u c t u r e  element of a t t r a c t i o n ,  

t h l s  soclometric o r l en ta t ion  can provide an add i t iona l  source of da ta  t o  

he lp  determine changes m classroom cl imate over a  period of $ h e .  



Group Development Research 

Introduction 

Thls sec t lon  of the  literature review is re levant  t o  t h e  present  

study In  two i n t e r r e l a t e d  ways. F i r s t ,  t he  discussion of theor ie s  of 

group development, i n  p a r t i c u l a r  Tuckman' s ( 1965 ) theory, w i l l  be 

u t l l i z e d  t o  provide the  bas is  f o r  an explanation of the  development of 

t h e  classroom cllmate. Second, a discussion of two recent  s tud ies  upon 

the  development of classroom climate w i l l  provide t h e  bas i s  f o r  con- 

s lde ra t ion  of methodoloylcal concerns t o  be discussed i n  t h e  following 

chapter.  

The previous sec t lons  have elaborated upon research perspectives 

whlch can be u t i l i z e d  t o  inves t iga te  the  d i f f e r e n t  aspects  of the  c l a s s  

a s  a soc la l  system. This sec t ion  w i l l  d iscuss group development theory 

and research which can be used t o  describe the  development and changes 

In  a soc la l  system. The particular focus w i l l  be on classroom climate. 

" Whlle the  vas t  number of theor ie s  of group development have been 

c r l t i c l s e d  because of t h e i r  lack of p red ic t ive  v a l i d i t y ,  they can be 

u t l l l z e d  In  re t rospect  t o  describe the  development of various groups. 

Only a few theor ies  by M i l l s  (19641, Mann (1967), Schmuck and Schmuck 

(19751, Stanford and Roark (1974) and Stanford (1977) have been speci f -  

l c a l l y  derived f o r ,  and applied t o ,  t h e  educational contgxt. They 

descrlbe the  development of t h e  classroom climate a s  it evolves from a 

disassociated aggregate of s tudents  and teacher,  t o  t h e  development of 

an e f f e c t i v e  group of i n t e r d e p e n d e n t  s t u d e n t s  and t h e i r  t e a c h e r  

However, only Tuckman's (1965) theory has been applied t o  and empirical- 

l y  lnvest lyated within the  high school and elementary school context.  



Tuckman' s ( 1965 ) Theory of Group Development 

Whlle not specifically generated t o  descr ibe  t h e  development of 

groups In  education, Tuckman's (1965) theory was incorporated wi th in  

t h l s  study because it has: broad acceptance a s  a useful  t o o l  t o  

descrlbe yroup development; a useful  and p rec i se  explanation of " task  

functions" and "socio-emotional functions" which occur during a group's 

development; and use of t h i s  theory af fords  comparisons with t h e  only 

two previously published s tud ies  of group development i n  educational  

contexts .  

Tuckman's (1965) theory of group development is  t h e  epitome of 

armchalr synthes is  and analys is  of previous s tud ies  and theor ies .  

Tuckman analysed 50 a r t i c l e s  upon group development which he c l a s s i f i e d  

l n t o  four categories:  therapeut ic ,  T-group, na tu ra l ,  and laboratory-  

group s tudles .  Each category of s tud ies  was defined and described by 

Tuclunan with p a r t i c u l a r  a t t e n t i o n  t o  its goal and type of p a r t i c i p a n t s -  

However, despite h i s  in teg ra t ion  of t h e  50 s t u d i e s ,  Tuckman admits t h a t  

h l s  theory is a combination of h i s  personal  b iases ,  synthesized from 

preceding theory and empirical  s tudies .  

Following Benne and Sheats  (1948 ideas upon " task  functions" and 

"soclo-emotional functions" which a group must develop, Tuckman included 

these  concepts within h i s  theory but  r e fe r red  t o  them a s  " task  a c t i v i t y "  

and "group s t ruc tu re"  respect ive ly .  Task a c t i v i t y ,  he defined a s  t h e  

"content of interaction a s  r e l a t e d  t o  t h e  t a sk  a t  hand," while group 

s t r u c t u r e  was defined a s  "the way members a c t  and r e l a t e d  t o  one another 

a s  persons" (Tuckman 1965, p. 385). These c h a r a c t e r i s t i c s  were present  

i n  each of t h e  four s tages  of h i s  model which he summarized as:  



Stage I Forminy 

Group St ructure :  Testiny and dependence 

Task Activity: Orientat ion t o  the  t a s k  

Groups i n i t i a l l y  concern themselves with o r i e n t a t i o n  accom- 
p l i s h e a  primari ly through t e s t i n g .  Such t e s t i n g  serves t o  
i d e n t i f y  t h e  boundaries of both in te rpe r sona l  and t a sk  behav- 
iours .  Coincident with t e s t i n g  i n  t h e  in terpersonal  realm i s  
t h e  establishment of dependency re la t ionsh ips  with leaders ,  
o ther  group members, o r  p reex i s t ing  standards.  It may be s a i d  
t h a t  o r i en ta t ion ,  t e s t i n g ,  and dependence c o n s t i t u t e  t h e  group 
process of forminq. 

Stage 2 Storming 

Group St ructure :  Intragroup c o n f l i c t  

Task Act iv i ty :  Emotional response t o  t a s k  demands 

The second polnt  i n  the  sequence is  charac ter ized  by c o n f l i c t  
and po ia r i za t ion  around in terpersonal  i ssues ,  with concomitant 
emotional responding i n  t h e  t a s k  sphere. These behaviours 
serve a s  r e s i s t ance  t o  group influence and task  requirements 
and may be labeled a s  storminq. 

Stage 3 Norminq 

Group St ructure :  Development of group cohesion 

Task Activi ty:  Open exchange of re levant  i n t e r p r e t a t i o n s  

Resistance i s  overcome i n  t h e  t h i r d  s t age  i n  which ingroup 
f e e l i n g  and cohesiveness develop, new standards evolve, and 
new r o l e s  a r e  adopted. In t h e  t a s k  realm, in t imate ,  personal  
opmions a r e  expressed. Thus, we have t h e  s tage  of norminq. 

Stage 4 Performing 

Group St ructure :  Functional r o l e  re la tedness  

Task Activi ty:  Emergence of so lu t ions  
I 

Fina l ly ,  the  group a t t a i n s  t h e  four th  and f i n a l  s t age  i n  which 
mte rpe r sona l  s t r u c t u r e  becomes t h e  t o o l  of t a sk  a c t i v i t i e s .  
Roles become f l e x i b l e  and funct ional ,  and group energy is  
channeled i n t o  t h e  task .  S t r u c t u r a l  i s sues  have been re- 
solved, and s t r u c t u r e  can now become supportive of t a sk  per- 
formance. This s tage  can be labeled performinq. (Tuckman 
19b5, p. 396) 
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While Tuckman's theory is a general  theory, i ts usefulness has been 

demonstrated through its incorporat ion within two malor s tudies.  

Recent S i g n i f i c a n t  Studies  Upon Group 
Development Within t h e  Classroom 

Only two s tud ies  could be found which t e s t e d  t h e  e f f e c t s  of an 

mte rven t ion  upon the  classroom cl imate and t h e  group development within 

t h e  c l a s s .  Both s tud ies  u t i l i z e d  Tuckman's (1965) theory t o  describe 

the  changes i n  group development which occurred. The f i r s t  study was a 

maJor p lece  of research conducted a s  a doctora l  study by S t i l t n e r  

(1973). The second study reviewed i n  t h i s  sec t ion  was an extensive 

empirical t e s t  of Tuckman's (1965 theory of group development, con- 

ducted i n  Adelaide, Aust ra l ia .  

The Colorado Study. S t i l t n e r  (1 973 ) completed a doctoral study 

upon 20 volunteer  t r a d i t i o n a l  high school teachers.  The teachers, who 

taught  grade seven, e igh t  and nine, were t r a ined  t o  use classroom 

communication a c t i v i t i e s  which were se lec ted  from Human In terac t ion  i n  

Education, by Stanford and Roark (1974). Each teacher was required t o  

complete a l l  30 a c t i v i t i e s  with one of t h e i r  c l a s ses ,  while another of 

t h e u  c las ses  Served a s  a quasi-control.  S t i l t n e r  and other  graduate 

s tudents  v i s i t e d  a l l  20 c la s ses  four times during t h e  semester t o  

admlnlster  s tudent  ques t ionnai res  and they a l s o  v i s i t e d  I1  c lasses  t o  

r 
observe the  teachers '  discussion-leading a b i l i t y .  Data was col lec ted  

upon t h e  changes i n  classroom atmosphere and in terpersonal  relat ion- 

sh ips ,  using student  inventor ies  of c l a s s  climate, t h e  Learning Environ- 

ment Inventory by Walberg (1968) (LEI), a sociometric questionnaire, and 

planned observations. 
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~ t l l t n e r ' s  (1973) study was one of t h e  f i r s t  empirical attempts t o  

measure changes i n  the  classroom cl imate and group process elements over 

tune. Her study produced a massive amount of da ta  which enabled 

t e n t a t i v e  speculat ion upon t h e  complex i n t e r a c t i o n  of group process 

elements within c l a s ses .  

The measurable d i f ferences  between t h e  group development of t h e  

experimental and contro l  c l a s ses  were summarized by t h e  researcher:  

... t h e  i n i t i a l  t e s t i n g  time showed both treatment groups t o  be 
a t  a s imi la r  s tage  of development. Both groups were experi- 
encing t h e  types of concerns t y p i c a l  of forming. A t  t h e  
second time, the  experimental c l a s s  appeared t o  be i n  a 
t r a n s i t i o n  o r  norming s t age  which was dominated by p o s i t i v e  
fee l ing .  In con t ras t ,  t he  cont ro l  c l a s ses  appeared t o  be i n  a 
more negative s t age  of c o n f l i c t  o r  storming.. A t  t h e  t h i r d  
time t h e  experimental c l a s ses  had entered a more negative 
s t a g e  where some tension was apparent. The contro l  c l a s ses  
were i n  a more pos i t ive  pos i t ion ,  somewhat l i k e  t h e  second 
time i n  t h e  experimental c lasses .  The f i n a l  time saw a 
continuation of the  time th ree  t rends  with some moderation, 
probably a s  a r e s u l t  of t h e  impending termination. Some of 
the  experimental c l a s ses  reached more advanced s tages  of 
development charac ter ized  by a high l e v e l  of in terpersonal  
i n t e r a c t i o n  and considerat ion of each o ther ,  a s  well a s  t a s k  
ef fec t iveness .  A few of t h e  experimental c l a s ses  experienced 
strong negative o r  h o s t i l e  phases ( S t i l t n e r  1973, p. 195). 

This  very general descr ip t ion  of S t i l t n e r '  s f indings  ind ica tes  t h a t  

t h e  development of classroom cl imate f o r  both the  experimental and 

con t ro l  c l a s s e s  can be described using Tuckman's (1965) theory of group 

development. Further ,  her r e s u l t s  suggest t h a t  t h e  development of t h e  

experimental c l a s s e s  may be d i f f e r e n t  from t h a t  of t h e  cont ro l  c lasses .  

1 

She suggests  t h a t  a t  her second measurement time t h e  experimental 

c l a s s e s  seemed t o  have progressed through t h e  Storming s tage  and were 

s t a r t i n g  t o  enter  t h e  Norming stage.  In essence t h i s  f inding suggests 

t h a t  c l a s s  c o n f l i c t ,  and emotional responses t o  t a sks ,  have been 

colnpressed and t h e  c l a s s  has progressed t o  t h e  next s tage  of Norming. 

In  general  these  f indings  support t h e  r a t i o n a l e  f o r  in tervent ions  t o  
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f a c l l l t a t e  c l a s s  group development. They provlde evldence t o  suggest 

t h a t  mte rven t lons  can expedite t h e  development of a classroom cl imate  

and maxmlze c l a s s  time spent I n  t h e  productive stages.  These r e s u l t s  

a l s o  provided t h e  empirical support f o r  Stanford ' s  (1977 theory of 

group development whlch w i l l  be d ~ s c u s s e d  i n  more d e t a i l  i n  Chapter 

Three. 

However, whlle S t l l t n e r ' s  (1973) s tudy was a pioneering p iece  of 

research whlch had a major influence upon t h i s  present  study, t h e r e  a r e  

l l m l t a t l o n s  wlthln t h e  study whlch r e s t r i c t  i t s  genera l i zab i l i ty .  

1. S t l l t n e r ' s  (1973) analys is  revealed highly p e r s i s t e n t  teacher  

d ~ f f e r e n c e s  and school differences which made any g e n e r a l i z a b i l i t y  of 

the  da ta  doubtful and which may explain her conservative i n t e r p r e t a t i o n  

of the  data. 

2. The use of teachers  a s  t h e i r  own con t ro l s  may have meant t h a t  

some teachers  could have contaminated t h e  r e s u l t s  by e n t h u s i a s t i c a l l y  

conduc t ing  t h e  i n t e r a c t i o n  a c t i v i t i e s  i n  bo th  c l a s s e s .  F u r t h e r ,  

teachers  conducting t h e  a c t i v i t i e s  i n  one c l a s s  may have a l t e r e d  t h e  way 

t h a t  they would normally t r e a t  t h e  second c lass .  

3.  Within t h e  study the re  was no provision t o  monitor t eachers '  

q u a l i t y  of implementation of t h e  d i f f e r e n t  a c t i v i t i e s .  Teachers may 

have va r i ed  the  l e v e l  of i n t e n s i t y  and length of time t h e  a c t i v i t i e s  

were conducted, and thus  t h e  a c t i v i t i e s  would have d i f f e r e n t i a l l y  

a f fec ted  d i f f e r e n t  c l a s ses .  

To t h e  above problems i n  S t i l t n e r ' s  design must be added t h e  

q u a l i f i c a t i o n s  which apply t o  research of t h i s  type, namely: t h a t  t h e  

population was volunteer  teachers  and thus genera l iza t ion  t o  a non- 

volunteer sample of teachers  should not  be made; and t h a t  observations 
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were made a t  specxfic tlmes and not continuously. These reservat ions  

and c r l t l c l s m s  as lde ,  t h e  study dld  provlde t h e  st imulus and challenge 

fo r  f u t u r e  work i n  t h i s  area. Unfortunately few researchers have r i s e n  

t o  the  challenges i n  t h l s  d l f f l c u l t  y e t  dynamic domain. 

The Adelaide study. One group of researchers  d i d  rise t o  t h e  

challenge and conducted by f a r  t h e  l a r g e s t  reported study conducted upon 

group processes i n  the  classroom, i n  Adelaide, Aust ra l ia  during 1977 and 

1978. Wllson, Laf l e u r  , Brodie, Carey, Dale, Johnson and Young ( 1979) 

s tud led  126 c las ses ,  of which 43 were primary c l a s s e s  from grades two t o  

grade seven, and 51 were high school c lasses .  The remaining 32 were 

cont ro l  c lasses .  The Socia l  Development Projec t  researchers worked with 

volunteer  teachers  who had an i n t e r e s t  i n  s tudents '  s o c i a l  development 

and who were prepared t o  spend some of t h e i r  own time improving t h e  

development of t h e i r  c l a s ses  a s  groups. The experimental group of 

teachers at tended inservice  workshops f o r  a t  l e a s t  one- and one-half 

hours each week to :  improve individual  teaching s k i l l s  and s t r a t e g i e s ;  

develop const ruct ive  in tervent ion  s k i l l s  t o  he lp  t h e i r  c l a s s  group 

develop together;  and t o  discuss t h e  p r o l e c t  and support groups, both 

within and outs ide  the  classroom and school. Teachers were a l s o  exposed 

t o  a model of group development which was evolved by t h e  research team 

( s e e  Table 2.1) .  

The model is an in teg ra t ion  of Tuckman's (1965) conception and 

Harvey, Hunt and Schroder's (1961) developmental model. The research- 

e r s '  model discussed only two dimensions of group process development, 

power and af fec t ion .  Teachers were given d e t a i l e d  descr ip t ions  of t h e i r  

r o l e ,  Student behaviour, s tudent  motivation, l ea rn ing  s t y l e  and environ- 

mental condit ions which charac ter ized  each of t h e  four proposed s t ages  



Table 2. I  

Stage 1 
Dependence 

Staye 2 
Kebelllon 

Stage 3 
Cohesion 

Stage 4 
Autonomy 

Power 

Defini t ion of Stages of Development 

From Wilson e t  a l ,  (1979, p. 13) 

Teacher makes nearly a l l  dec- 
i s ions .  Students car ry  them 
out  i n  an accepting way. 

Teacher makes nearly a l l  t h e  
decisions.  One sub group 
does not carry them out  
i n  an accepting way. 

Students make many group 
decisions.  Students accept 
group decisions and ru les .  

Students make many group 
and individual  decisions. 
Group decisions a re  seen 
a s  guidel ines r a the r  than 
ru les .  

of group development. An a c t i v i t i e s  

provided the  impetus f o r  f a c i l i t a t i n g  

succeeding s tages  of group development. 

Affection 

Some s tudents  d i s l i k e  
teacher.  Some s tudents  
d i s l i k e  o ther  s tudents .  
Students  don' t  argue with 
teachers  o r  o ther  s tudents  
( h o s t i l i t y  is  not  o v e r t ) .  

Two d i s t i n c t  sub groups of 
s tudents :  one doesn' t  l i k e  
teacher o r  o ther  sub group 
of s tudents .  Students l i k e  
t o  argue ( h o s t i l i t y  i s  
over t )  . 
Students near ly  a l l  l i k e  each 
other .  Students near ly  a l l  
l i k e  teacher.  Students don' t 
l i k e  t o  argue. 

Students nearly a l l  l i k e  each 
o ther .  Students near ly  a l l  
l i k e  teacher.  Students 
accept  arguments (without  
h o s t i l i t y ) .  

and intervention-based program 

t h e  c l a s s  group's movement t o  

r 

The Social  Development Projec t  was p i l o t e d  i n  1977 and conducted 

durlny t h e  1978 academic year. The Pro jec t  co l l ec ted  da ta  from a l l  126 

c las ses  using classroom observation (on two occas ions) ,  s tudent  ques- 

t lonna l res  ( on seven occasions) and teacher quest ionnaires ( on two 
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occasions). Twenty-six classes were described in detail with informa- 

tion from interviews ( see Wilson, et al. 1979 Report No. 6). The data 

were collected durlny the second week of first term and subsequently at 

the mlddle and end of first term, three times during second term, and at 

the end of the third term. 

From the mass of data the researchers concluded the following: 

Data collected from the student questionnaires indicated 
that: (a) movement through the four stages of group 
development takes place in one direction only; (b) classes 
of teachers involved in the project were more likely to 
progress to later stages than were other classes; (c) 
cohesive and autonomous classes had higher organisation 
and order and interaction scores than dependent and 
rebellious classes. 

Analysis of responses to the teacher questionnaire indi- 
cated that higher stages of group development were associ- 
ated with a larger number of teacher interventions condu- 
cive to the development of the classroom group. Of 
particular interest were the facts that: (a) rebellious 
classes were associated with less student choice, fewer 
guidelines, less -feedback and fewer efforts to develop 
students' social behaviour than classes at the other three 
stages and (b) the social behaviour of students in co- 
hesive and autonomous classes tended to be of higher 
quality than in dependent and rebellious classrooms. 
(Wilson et al. 1979 Report No. 2, p. 7) 

The congruence of lnformation reported by the researchers appears 

to add considerable support to the empirical validation of ~uckman's 

( 1965 ) model. However the study' s methodology suggests that this 

support may not be as strong as it could have been. While the study's 

strength can be found in the large number of implementing teaphers and 

classrooms throughout the school system and the use of a variety of data 

collection approaches, these attributes cannot overcome methodological 

flaws. The following limitations tend to reduce the generalizability of 

the flndings and the study's support for Tuckman's (1965) group develop- 

ment theory's ability to describe the classroom climate development. 



38 

1. The lack of random se lec t ion  of teachers  and i n  p a r t i c u l a r  t h e  

lack  o t  random a l loca t ion  of teachers  t o  cont ro l  and experimental groups 

has meant t h a t  the re  was no contro l  f o r  t h e  teachers '  predispos i t ion  t o  

be influenced by t h e  Projec t .  

2. The p r inc ipa l  instrument used f o r  s tudents  se l f - r epor t  upon 

l l f e  i n  the  classroom was spec ia l ly  designed f o r  the  study. The Stage 

Development Questionnaire was comprised of only e igh t  items which w e r e  

uniquely organized i n  a dependent p a t t e r n  of two's.  This meant t h a t  a 

response t o  quest ion one, i n  r e l a t i o n  t o  quest ion two, together  sug- 

gested t h e  s tage  of group development within which the  student  perceived 

t h e  c l a s s  t o  be operating within. This instrument 's  general v a l i d i t y  i s  

doubtful,  s ince  an eight-item quest ionnaire which can p red ic t  t h e  s t a g e  

o t  group development within which a c l a s s  i s  operat ing would only have 

one l t e m  per  group s t r u c t u r e  element. That each of these  items could 

d e t e c t  changes during d i f f e r e n t  s tages  of group development is  a l s o  

doubtful.  The Socia l  Development P r o ~ e c t  r epor t s  published no da ta  upon 

t h e  instrument 's  v a l i d i t y  except t o  corroborate i ts  f indings  with 

observational  da ta  ( t h e  v a l i d i t y  and r e l i a b i l i t y  of which is  a l s o  

doubtful ) . 
Further  doubts about the  instrument 's  v a l i d i t y ,  and i ts  a b i l i t y  t o  

de tec t  t h e  s tage  of development through which a c l a s s  is  progressing i s  

evldent  when the  scoring system u t i l i z e d  by t h e  instrument is, examined. 

Besides being confusing, the  scoring of t h e  instrument and subsequent 

declsion of what s t age  of development t h e  c l a s s  i s  i n  is  r a t h e r  a r b i t -  

r a r l l y  based upon an i n t u i t i v e  guess. It appears t h a t  a c l a s s  was 

c l a s s l f l e d  a t  a s t age  i f  40 percent  of t h e  s tudents  responded i n  t h e  

requlred fashion f o r  t h a t  stage. Such a r b i t r a r y  c l a s s i f i c a t i o n  c a s t s  
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doubt upon t h e  instrument 's  discriminant  v a l i d i t y  a s  well a s  i ts  scor ing  

ra t iona le .  

3.  A f u r t h e r  concern regarding t h i s  P ro jec t  is  t h e  general  lack  of 

cont ro l  upon t h e  teachers '  inservice  sessions. Any se r ious  r e p l i c a t i o n  

of t h l s  study is impossible s lnce  t h e r e  1s a lack  of da ta  concerning 

what ac tua l ly  happened i n  the  one- and one-half hours of time t h e  

teachers  spent In  t h e i r  treatment sess lons  each week. Also, t h e  lack  of 

da ta  upon the  observable quant l ty  and q u a l i t y  of teacher in te rven t ions  

a s  suggested by t h e  inservice  sess ions  has l m i t e d  any cause and e f f e c t  

concluslons . 
I n  c o n c l u s l o n ,  t h e  S o c i a l  Development P r o j e c t  h a s  s e r v e d  t o  

provlde: some evldence which supports t h e  usefulness of Tuckman's 

( 1 3 b 5 )  model of group development within elementary and secondary 

classrooms; some evidence t o  suggest t h a t  in tervent ion  can f a c i l i t a t e  

c l a s s  group development; and, f i n a l l y ,  two major t h e o r e t i c a l  develop- 

ments upon Tuckman's ( 1 9 6 5 )  theory by t h e  del ineat ion  of t h e  dimensions 

of power and a f fec t ion .  

Conclusions and Relevance t o  This  Study 

From the  discussion of t h e  group development research perspect ive  

t h e  following general conclusions can be drawn. 

1. Classes can become groups and develop through stages, of group 

development where elements of group processes inf luence  t h e i r  develop- 

ment. These changes can be described i n  theor ie s  of group development. 

2. Tucman's ( 1 9 6 5 )  theory of group development has some empirical  

support a s  a useful  model t o  describe group development i n  classrooms. 

3 .  S t i l t n e r ' s  ( 1973 ) study empirical ly supported Tuckman' s ( 1  965 ) 



model and suggested t h a t  her in tervent ions  f a c i l i t a t e d  c la s ses  t o  higher 

s t ages  of group development, a s  well  a s  minimizing t h e  time spent i n  t h e  

Stormlny stage.  

4. The Adelaide study by Wilson, et g (1979) a l s o  supported t h e  

usefulness of Tuckman's (1965) model. This study found t h a t  in tewen-  

t i o n  succeeded i n  f a c i l i t a t i n g  t h e  c lasses '  development t o  higher s t ages  

of group development than t h a t  reached by contro l  c lasses .  However, 

t h l s  s tudy 's  use  of a suspect instrument and lack of repor t ing  of 

changes i n  group process elements over time tended t o  reduce t h e  

g e n e r a l l z a b l l i t y  of ~ t s  findings.  

Overview of Review of L i t e r a t u r e  

W ~ t h l n  t h l s  chapter ,  a review of re levant  research and theory has 

established a background upon which t o  develop a conceptual and method- 

o log lca l  rationale t o r  each aspect  of t h e  present  inves t iga t ion  i n t o  t h e  

development of classroom cllmate. The general  conclusions from each of 

t h e  research perspect lves  can now be in teg ra ted  and r e l a t e d  s p e c i f i c a l l y  

t o  each aspect  of the  present  study. 

The f l r s t  aspect  of t h i s  study is an inves t iga t ion  i n t o  t h e  e f f e c t s  

o t  interaction activities upon t h e  p o s i t i v e  development of classroom 

cl lmate and Students '  self-concepts.  The preceding survey of l i t e r a t u r e  

and discussion indicates : 1 

1. t h a t  c l a s s room c l i m a t e  can b e  improved by t h e  t e a c h e r ' s  

implementation of i n t e r a c t i o n  a c t i v i t i e s  and c l a s s e s  can develop a s  

yroups. 

2. classroom cl lmate improvement can be r e l i a b l y  assessed upon 

s tudents '  s e l f - r epor t s  on the  MCI instrument and sociometric surveys. 
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The second aspect of t h l s  study is concerned with an inves t iga t ion  

l n t o  t h e  changes In  upper-elementary classroom cl imates and whether 

these  changes can be described by Tuckman's (1965) theory. The pre- 

cedlny survey of literature and dlscusslon suggests: 

1. t h e r e  is  some empirical support f o r  the  usefulness of ~uckman 's  

(1965) model and l ts  a b i l l t y  t o  describe changes i n  classroom climate; 

2. one study which inves t iga ted  elementary and secondary c l a s s e s  

lnd lca tes  t h a t  where ln tervent lons  were utilized, t h e  c l a s s e s  moved 

toward the  upper s tages  of Tuckman's model. However, t h i s  study d id  no t  

~ n v e s t l g a t e  changes i n  classroom cl lmate upon a r e l i a b l e  instrument. 

The t h l r d  aspect  of t h i s  study w i l l  i nves t iga te  t h e  e f f e c t  of 

teacher s t y l e  and a t t i t u d e s  upon t h e  development of classroom cl imate 

and s tudents '  self-concepts.  The preceding survey of l i t e r a t u r e  and 

a lscuss lon supports the  following: 

1. t h e  t eacher ' s  PC1 score  upon a humanistic-custodial continuum 

appears t o  be a useful  se l f - r epor t  method f o r  determining teacher s t y l e ;  

2. teachers '  PC1 scores  have been found t o  c o r r e l a t e  d i r e c t l y  with 

s tudents '  perceptions of classroom cl imate,  school cl imate,  a t t i t u d e s  

toward t h e ~ r  teacher and i n d i r e c t l y  with s tudents '  self-concepts; 

3 .  t e a c h e r s '  P C 1  s c o r e s  s h o u l d  be  accompanied by c las s room 

observation of teaching process t o  f u r t h e r  i d e n t i f y  teacher s t y l e  

c h a r a c t e r i s t i c s .  r 

Bullding upon these  conclusions and t h e  preceding discussion, 

Chapter Three w l l l  evolve both a conceptual and methodological r a t i o n a l e  

f o r  t h i s  present  study, a s  well  a s  t h e  research hypotheses t o  guide t h i s  

study. 



CHAPTER THREE 

RATIONALE AND METHODOLOGY 

Int roduct ion  

In  t h i s  chapter  t h e  arguments, s t u d i e s ,  and theor ies  discussed i n  

the  prevlous chapter w i l l  be u t i l i z e d  t o  evolve a conceptual and 

methodo log ica l  r a t i o n a l e  f o r  each a s p e c t  of t h i s  p r e s e n t  s t u d y .  

Hypotheses w i l l  be derived t o  guide t h e  inves t iga t ion .  Further ,  t h e  

experimental design of each aspect  and t h e  r a t i o n a l e  f o r  t h e  s e l e c t i o n  

of Instruments w i l l  precede an e labora t ion  of t h e .  da ta  ana lys i s  tech- 

nlques u t i l i z e d .  A d e t a i l e d  discussion of r e l i a b i l i t y  and v a l i d i t y  of 

each instrument a s  well  a s  some bas ic  desc r ip t ive  s t a t i s t i c s  w i l l  be 

presented. In conclusion, t h e  se lec t ion  of subjec ts ,  t h e  procedures and 

t h e  t lme-l lne of events during t h e  study w i l l  be presented. 

It w l l l  be argued t h a t  teachers '  implementation of a  sequence of 

ln te rac t ion  a c t i v i t i e s ,  known a s  P ro jec t  GROW, w i l l  improve s tudents '  

s o c l a l  s k l l l s  which, m t u r n ,  w i l l  f a c i l i t a t e  t h e  development of a  

p o s l t l v e  classroom climate, influence s tudents '  self-concept develop- 

ment, and f a c l l l t a t e  t h e  c lasses '  development toward t h e  c r i t e r i a  of an 

effective group while maximizing t h e  more p o s i t i v e  aspects  a s  suggested 

by Tuckman's theory. Further  lt w i l l  be argued t h a t  t h e  teacher's s t y l e  

o r  orientation w i l l  a l s o  influence and possibly modify t h e  e f f e c t s  of 

P r o ~ e c t  GROW implementation upon t h e  classroom cl imate and students '  

self-concept development. Each of these  arguments w i l l  be s p e c i f i c a l l y  

developed i n  r e l a t i o n  t o  each aspect  of t h e  study. 



Aspect One: An Inves t iga t ion  I n t o  Some Ef fec t s  of t h e  Imple- 
men ta t ion  o f  a S e r i e s  of I n t e r a c t i o n  A c t i v i t i e s  
on t h e  Development of C l a s s r o o ~ n  C l i m a t e  a n d  
Students '  Self-concepts 

In t roduct ion  

Within t h e  f i r s t  aspect  of t h i s  s tudy,  t h e  P ro jec t  GROW interven- 

t i o n  by Barl ing (1980b) w i l l  be described. The implementation of t h e  

P r o ~ e c t  GROW a c t i v i t i e s  w i l l  be argued t o  be an educationally des i rab le  

in tervent ion  on th ree  l e v e l s  of abs t rac t ion .  The f i r s t  l e v e i  of 

t h e o r e t i c a l  support f o r  P ro jec t  GROW can be found i n  t h e  educational  

philosophy of John Dewey. The second l e v e l  of conceptual support can be 

found t o  evolve from t h e  work of Stanford (1977). The t h i r d  supporting 

conceptual framework can be generated around t h e  perceptual  psycholo- 

g i s t s '  understanding of self-concept.  Each of t h e  t h r e e  t h e o r e t i c a l  

frameworks w i l l  be discussed and developed i n  more d e t a i l .  It w i l l  be 

argued t h a t  together  they-provide  conceptual and empirical evidence t o  

suggest t h a t  implementation of the  sequence of P ro lec t  GROW a c t i v i t i e s  

should posi txvely influence t h e  classroom cl imate and i t s  development 

towards the  c r i t e r i a  of an e f f e c t i v e  group, a s  w e l l  a s  improve s tuden t s '  

self-concept.  

The P r o j e c t  f o r  Group Resourcefulness and Optimal Well-being i n  t h e  

Classroom (Pro jec t  GROW, by Barl ing,  1980b). Projec t  GROW has been 

placed In  the  Simon Fraser  University Library. It i s  an i n i t i a l  attempt 

t o  evolve a teachers '  resource book of sequent ia l ly  organized i n t e r -  

ac t ion  a c t i v i t i e s .  The a c t i v i t i e s  ( see Appendix B-I ) a r e  taken mainly 

from Vacha, McDonald, Coburn and Black ( 1977 ) , and have been organized 

i n t o  phases of classroom cl imate development which p a r a l l e l  t h e  develop- 

ment suggested by Stanford (1977). 
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In general ,  t he  activities have been designed t o  f a c i l i t a t e  t h e  

classroom cl lmate and mprove students '  self-concepts  by equipping them 

wlth s k l l l s  of soc ia l  in t e rac t ion  and enabling them t o  resolve  con- 

f l l c t s .  The a c t l v l t l e s  were deslgned t o  be implemented throughout t h e  

school year m upper-elementary c la s ses .  

The general goal of t h e  implementation of P ro jec t  GROW a c t i v i t i e s  

1s t o  f a c l l l t a t e  the  development of t h e  c l a s s  toward t h e  c r i t e r i a  of an 

e f t e c t l v e  group (Barl lny 1980b, p. 11-12 and Stanford 1977, p. 2 6 ) .  

The Pro jec t  GROW resource is  a l s o  a manual f o r  teachers  with 

s p e c l f l c  sugyestlons f o r  facilitative teacher behaviour t o  complement 

t h e  interaction activities. Each phase of classroom cl imate development 

IS accompanied by a de ta l l ed  description of expected s tudent  behav3.our 

on dlmenslons of personal,  in terpersonal ,  process and t a s k  concerns. 

The " fac l l l t a t lve - t eacher"  suggestions a l s o  address these  four dimen- 

s lons  upon whlch changes i n  t h e  classroom cl imate can be f a c i l i t a t e d .  

However, f o r  t h e  purpose of t h i s  study Pro jec t  GROW is  t h e  term used t o  

describe the  co l l ec t ion  of i n t e r a c t i o n  a c t i v i t i e s .  The a c t i v i t i e s  

l l s t e d  I n  Appendix B-I were implemented by t h e  experimental group of 

teachers  described i n  Appendix E-2. 

It must be emphasized t h a t  t h e  i n l t ~ a l  P ro jec t  GROW from which t h e  

teachers  worked is an ea r ly  attempt t o  generate a sequence of a c t i v i t i e s  

whlch would be s u l t a b l e  f o r  upper-elementary c lasses .  In t h i s  sense, 

whlle t h e  a c t l v l t i e s  have been organized conceptually and 

l n t o  phases, ~t IS t h e l r  developmental and sequent ia l  na ture  t h a t  i s  

important and not the  phases and t h e i r  descr ip t ion .  Further,  it i s  

an t l c lpa ted  t h a t  adaptlon and revls ion  w i l l  l l k e l y  be necessary t o  
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improve t h l s  resource so t h a t  it may b e t t e r  address teachers '  p r a c t i c a l  

needs and the  following t h e o r e t i c a l  and conceptual r a t iona les .  

John Dewey's Educational Philosophy. The Pro jec t  GROW in tervent ion  

is  an example of a  curriculum innovation designed t o  address Dewey's 

( 1 91 6 ) conception of an i d e a l  educational  environment. Dewey' s educa- 

t i o n a l  philosophy has four c e n t r a l  premises which have influenced t h e  

cons t ruct ion  of P ro jec t  GROW and provided it with an educational  

r a t iona le .  

1. E d u c a t i o n a l  e x p e r i e n c e s  a r e  o p t i m a l  when t h e y  a r e  o r g a n i z e d  

developmentally and they have some degree of cont inui ty .  

2. Exper ient ia l  learning t a s k s  a r e  p re fe r red  t o  optimize learning.  

3. The teaching-learning process is e s s e n t i a l l y  a  s o c i a l  process and 

ideally t h e  teacher should be a leader  of group a c t i v i t i e s .  

4. Education i n  a  democracy should model democratic p r inc ip les .  

The sequence of in te rac t ion  a c t i v i t i e s  i n  t h e  P ro jec t  GROW curricu-  

lum resource addresses each o t  the  p r i n c i p l e s  ( r e f e r  t o  Appendix B-2 f o r  

a  s p e c i f i c  e l a b o r a t i o n ) .  Because t h e  i n t e r a c t i o n  a c t i v i t i e s  a r e  

s p e c i f i c a l l y  designed t o  develop s o c i a l  s k i l l s  within a democratic 

classroom lt is  argued t h a t  c l a s s e s  which experience t h e  P r o ~ e c t  GROW 

in tervent ion  a r e  l i k e l y  t o  have a more s a t i s f y i n g ,  more cohesive cl imate 

with g rea te r  group development than non-implementing c lasses .  Students 

with improved s o c i a l  s k i l l s  a r e  a l s o  l i k e l y  t o  develop b e t t e r  r e l a t ion-  

sh ips  with t h e i r  peers  and t h e  teachers.  With a more conducive s o c i a l  

learning environment s tudents  a r e  more l i k e l y  t o  a s soc ia te  with s i g n i f i -  

cant  o thers  who w i l l  p o s i t i v e l y  inf luence  t h e i r  self-concept develop- 

ment. This process w i l l  be elaborated on i n  g rea te r  depth l a t e r  i n  t h i s  

chapter.  
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Stanford '  s ( 19.77 ) Theory of Group Development. A second conceptual 

r a t i o n a l e  f o r  the  introduction of Pro-Ject GROW a c t i v i t i e s  i n  elementary 

c l a s s e s  can be argued from a group development perspective.  This  

argument a s s e r t s  t h a t  c l a s ses  can develop from an aggregate i n t o  a group 

and then toward the  c r i t e r i a  of an e f f e c t i v e  group. A s  development 

proceeds, theor ie s  of group development can be applied t o  describe 

changes i n  classroom climate. A theory developed by Stanford (1977) 

proposed t h a t  high school c l a s ses  taught  by t r a d i t i o n a l  teachers  w i l l  

pass through f i v e  s tages  of group development i f  t h e  teacher is able t o  

address s tudent  concerns by conducting appropr ia te  i n t e r a c t i o n  a c t i v i t -  

i e s .  These a c t i v i t i e s  w i l l  f a c i l i t a t e  the  classroom, cl imate development 

through s tages  and optimize t h e  c l a s ses '  time within t h e  most productive 

stage.  

Stanford'  s ( 1977 ) theory of group development is  based on Tuckman' s 

( l9b5)  theory, bu t  has been adapted a s  a r e s u l t  of h i s  and S t i l t n e r ' s  

(1973)  j o i n t  doctora l  research. Stanford (1977) in te rp re ted  S t i l t n e r ' s  

(1973) empirical  r e s u l t s  t o  support h i s  model. This model can be 

summarized i n  f i v e  s tages  of Or ienta t ion ,  Es tabl ish ing Norms, Coping 

with Conf l ic t ,  Productivi ty,  and Termination. 

Stage one, "Orientation", is s imi la r  t o  Tuckman's (1965) theory of 

group development and addresses i s sues  of inclusion,  o r i e n t a t i o n  t o  t a s k  

and teacher expectat ions,  and student  dependence on t h e  teacher.  Stage 

two, "Establishing Norms", is  seen by Stanford (1977) t o  be t h e  c r i t i c a l  

s t age  which t o  a l a rge  extent  determines whether a c l a s s  w i l l  develop 

through the  remaining stages.  In s tage  two, the  establishment of group 

respons ib i l i ty ,  responsiveness t o  o the r s ,  cooperation, decision making 
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ment whlch w i l l  e l t h e r  f a c i l i t a t e  o r  d e b i l i t a t e  t h e  c l a s s ' s  development. 

Stanford (1977) argues t h a t  i n t e r a c t l o n  a c t i v l t l e s  w i l l  enable s k i l l s  t o  

be developed which w i l l  f a c i l i t a t e  t h e  c l a s s  t o  move forward toward 

Stage Three of group development. 

Stage three:  "Coping with c o n f l i c t " ,  a r i s e s  out  of successful ly  

confronting problems ra the r  than ignoring them, s tudents '  commitment t o  

responslveness and t h e n  need t o  challenye t h e  t eacher ' s  s i n c e r i t y .  

Ayaln t h e  development of the  c l a s s  through t h i s  s t age  i s  f a c i l i t a t e d  by 

m t e r a c t l o n  a c t l v i t l e s  whlch allow c o n f l i c t  t o  be worked through and by 

the  implementation of various approaches t o  reduce and resolve c o n f l i c t .  

Staye four: "Productivity" , occurs when t h e  c l a s s  has developed 

i n t o  a mature working group which o s c i l l a t e s  between t a sk  and socia l -  

emotional concerns. Stanford (1977) again argues t h a t  a c t i v i t i e s  

deslgned t o  continually enable social-emotional problems t o  be resolved 

w l l l ,  I n  tu rn ,  contlnue t o  f a c l l l t a t e  t h e  group's development. 

Stage f lve :  "Termination", was added by Stanford as  a r e s u l t  of 

h l s  years  of experience a s  a hlgh school teacher.  He observed t h a t  h i s  

c l a s ses  tended t o  r eac t  i n  predic table  ways toward t h e  end of t h e i r  

l l f e - t lme  and t h e  tendency was t o  "decay o r  undo" a l l  t h e  group develop- 

ment t h a t  they had achieved during t h e  semester o r  year. This s tage  has 

s lml la r  attributes t o  Schutz's (1958) descr ip t ion  of t h e  ending of a 

group when it recycles i t s e l f  t o  e a r l i e r  types of behaviour. In order  

t o  prevent such a decay Stanford a l s o  p resc r ibes  some a c t i v i t i e s  f o r  t h e  

c l a s s  teacher t o  t r y  and make the  group ending a p o s i t i v e  experience 

whlch w l l l  hopefully be repeated i n  t h e  fu ture .  
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Whlle s tanford '  s ( 1977 ) theory has been based on Tuckman' s ( 1965) 

theory, the re  remains considerable v a r i a t i o n  i n  scope, o r i en ta t ion ,  and 

sequence. These differences highlight both t h e  r e l a t ionsh ip  between t h e  

two theor ies  and t h e i r  fundamental d i f ferences .  

In terms of "scope", s t an fo rd ' s  (1 977 ) theory was based on empiri- 

c a l  evldence from S t i l t n e r ' s  (1973) research on junior  secondary school 

c l a s s e s  when taught  by t r a u i t ~ o n a l  teachers  who implemented i n t e r a c t i o n  

a c t l v i t l e s .  No empirical evidence from other  s tud ies  o r  o ther  educa- 

t l o n a l  l e v e l s  has been forthcoming t o  support Stanford'  s ( 1977 ) theory 

o r  ~ t s  generalization beyond S t i l t n e r ' s  (1973) sample. By c o n t r a s t ,  

Tuckman's (1965) theory has been found t o  be useful .  i n  describing both 

elementary and secondary school classroom cl imate development i n  t h e  

Auelalde study, by Wilson e t  a 1  (1979) and secondary school classroom 

cl imates by S t i l t n e r  ( 1973 1 .  Further ,  Tuckman's ( 1965 1 theory has been 

derlved from 50 a r t i c l e s  deal lng wlth group development and was designed 

t o r  general use i n  describing group development, r a t h e r  than development 

a t  a s p e c l t l c  educational  l eve l .  

In r e l a t l o n  t o  the  "or ienta t ion"  of each theory, t h e  d i f ferences  

become more pronounced and fundamental. S tanford ' s  (1977) theory 

describes s tages  through which classroom cl imate  w i l l  develop when t h i s  

classroom climate is  f a c i l i t a t e d  by a t r a d i t i o n a l  teacher who implements 

i n t e r a c t i o n  a c t i v i t i e s .  Stanford'  s ( 1977 ) theory is  thus  an ideal ized  

theory of group development which has s p e c i a l  relevance t o  secondary 

school c lasses .  By con t ras t ,  Tuckman's (1965) theory does not  propose 

t h a t  groups w i l l  develop through a l l  s t ages  (development may be a r r e s t -  

e d ) ,  nor does h i s  theory suggest t h a t  i n t e r a c t i o n  a c t i v i t i e s  w i l l  

promote a group's development. Tuckman's (1965) theory is  a general  
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development. 

Variation i n  sequence of s tage- l ike  development a l s o  h igh l igh t s  

another fundamental d i f ference  between the  two theor ies .  Stanford 

( 1977 ) proposes t h a t  s t age  two: Es tabl ish ing Norms, precedes s t age  

three:  Coping with conf l i c t .  By con t ras t ,  Tuckman (1965) argues t h a t  

s t age  two: Storming, precedes s t age  three :  Norming. Stanford (1977) 

reasons t h a t  t h e  d i f ference  i n  sequence is  caused by t h e  f a c t  t h a t  t h e  

teacher IS directive, ye t  f a c i l i t a t i v e  through support ive ac t ion  and t h e  

conducting of in te rac t ion  a c t i v i t i e s .  This serves t o  postpone c o n f l i c t  

u n t l l  a f t e r  norms have been developed. Fur ther ,  Stanford (1977, p. 281) 

argues t h a t  the  c o n f l i c t  experienced i n  Tuckman's (1965) theory a s  s t a g e  

two: Storming, is  caused by t h e  group members being forced t o  cope with 

a non-directive leader. Within s t a n f o r d ' s  (1977) theory and i t s  

appl lca t lon  t o  t r a d i t i o n a l  teachers t h i s  c o n f l l c t  is  not  experienced. 

Another d i f ference  between theor ies  is evidenced by t h e  f a c t  t h a t  

S tanford ' s  (1977 theory has f l v e  s t ages ,  t h e  f i f t h  one deal ing  with 

termination of the  group. Tuckman (1965) does not  consider t h a t  t h e  

concluding phase of a group warrants a separa te  s tage .  

However, the  d i f ferences  between t h e  two theor ies  do not  suggest  

t h a t  they a r e  s trong enough t o  p r o h i b l t  an in tervent lon  based on 

Stanford ' s  (1977 theory t o  be implemented. Further ,  t h e  e f f e c t  of t h e  

in tervent lon  could be argued t o  be bes t  in t e rp re ted  using Tuckman's 

(1965) theory. The f i r s t  proposi t ion w i l l  be expounded here, while t h e  

l a t t e r  w l l l  be discussed wlthln t h e  conceptual r a t i o n a l e  of Aspect l'wo 

of this Study- 
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Because Stanford'  s ( 1977 1 theory of group development has been 

emplr lca l ly  derlved from an educational  context  and because of i ts  

p r e s c r l p t l v e  nature  of suggesting i n t e r a c t i o n  a c t i v i t i e s  and f a c i l i t a -  

t l v e  teacher behaviour, an intervention based on Stanford ' s  p r i n c i p l e s  

should cont r ibute  t o  the  achievement of s imi la r  goals. I f  S tanford ' s  

(1977)  t h e o r y  h a s  any v a l i d i t y  t h e n  s i m i l a r  i n t e r v e n t i o n s  s h o u l d  

facilitate interpersonal  r e l a t i o n s ,  classroom cl imate and t h e  develop- 

ment of t h e  c l a s s  t o  the  c r i t e r i a  of an e f f e c t i v e  group. A s  a r e s u l t ,  

not only would the  classroom cl imate improve, but  t h e  s tudents '  i n t e r -  

personal  r e l a t i o n s  and self-concepts could be expected t o  be b e t t e r  than 

i n  those c l a s ses  where the  teacher had not implemented i n t e r a c t i o n  

a c t i v i t l e s .  Thus, t h e  c e n t r a l  implicat ion within Stanford'  s ( 1977 ) 

theory and any s imi la r  in tervent ion  should be t h a t  when t h e  p red ic tab le  

needs, c o n f l i c t s ,  anx ie t i e s  and f e a r s  of group members a r e  d e a l t  with, 

t h e  c l a s s  w i l l  progress t o  the  c r i t e r i a  of an e f f e c t i v e  group ( s t a g e  

four:  Product iv i ty ,  i n  Stanf ord' s ( 1977 ) theory) . Dealing with these  

predic table  concerns which a r i s e  f o r  c l a s s  members requi res  t h e  teacher  

both t o  understand t h e  process which is occurriny and t o  be able  t o  

s e l e c t  s t a t e g i e s  t o  meet t h e  students '  needs, d iscuss  and acknowledge 

t h e i r  needs and thus  reduce t h e i r  anx ie t i e s ,  o r  confront t h e i r  con- 

f l i c t s .  Stanford (1977) describes t h e  process as:  

Changing a c o l l e c t i o n  of individual  s tudents  i n t o  an e f f e c t i v e  
c l a s s  group comes about only by teacher in tervent ion  t o  
promote group development. In  t h i s  process, t h e  ind iv idua l s  
learn  more productive ways of working together ,  develop t r u s t  
i n  one another ,  become open t o  new experiences, improve t h e i r  
communication, and f e e l  f r e e r  t o  p a r t i c i p a t e  a c t i v e l y  i n  
classroom a c t i v i t l e s  (Stanford 1977, p. 26). 

In order t o  be ab le  t o  f a c i l i t a t e  t h e  c l a s ses '  development t o  an 

e f f e c t i v e  group t h e  following implicat ions drawn from s tanford '  s ( 1977 ) 
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model would have t o  be addressed. These implicat ions a r e  phrased 

pos i t lve ly  a s  "teacher needs to" statements. They w i l l  be l i s t e d  here  

and wlthin Appendix B-3. Each implication w i l l  be explicitly derived 

and the  manner in whlch Projec t  GROW has addressed each implicat ion w i l l  

be discussed i n  d e t a i l .  In general,  P ro jec t  GROW has been derived from 

s t a n f o r a ' s  (1977) model, t o  address t h e  following: 

The teacher needs t o  understand t h e  process of group development 

and ~ t s  s tage  c h a r a c t e r i s t i c s .  

The teacher needs t o  organize in tervent ions  sequentially s o  t h a t  

they promote development and bu i ld  upon previous learnings.  

The teacher needs t o  contlnue t o  u t i l l z e  in tervent ions  t o  f a c i l i -  

t a t e  the  c l a s s '  development. 

The teacher needs t o  recycle  in te rven t ions  during t h e  c l a s s '  

development. 

The teacher needs t o  implement a c t i v i t i e s  which r e l a t e  t o  a l l  

elements of group processes. 

Wlthln the  i n i t i a l  s tage  of group development t h e  teacher  needs t o  

unplement interventions wlth t h e  followiny focuses: o r i e n t a t i o n  t o  

one another, and t o  the  teacher; o r i e n t a h o n  t o  t h e  t a sks ,  require- 

ments and expectat ions;  and o r i en ta t ion  t o  s tandards of behaviour. 

Wlthln the  second s tage  of c l a s s  development t h e  teacher needs t o  

lmplement interventions with the  following focuses : development of 

cohesion; examining norms; and deve lop ing  r e l a t i o n s h i p s  and 

development of cooperation. 

Durlng the  t h i r d  s taye  of group development t h e  teacher  needs t o  

lmplement interventions with the  following focuses: a r e so lu t ion  

o t  mterpersonal  conf l i c t ;  t o l e rance  and acceptance; l i s t e n i n g  and 
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responding s ~ l l s ;  development of cooperation; and t h e  development 

of personal and c l a s s  r e spons ib i l i ty .  

Wlthln t h e  four th  s t age  of c l a s s  development t h e  teacher needs t o  

implement in tervent ions  with t h e  following focuses: maintenance of  

c l a s s  cohesion; avenues f o r  r e so lu t ion  of in terpersonal  problems; 

development of interdependence and f l e x i b i l i t y  ; and development of 

problem solvlny s k l l l s .  

Wlthln the  f l f t h  and l a s t  s t age  of group development t h e  teacher 

needs t o  help students: express t h e i r  genuine fee l ings  about t h e  

c l a s s ,  complete unflnlshed t a s k s  and resolve  t o  r e inves t  t h e i r  

emotional energies i n t o  fu tu re  group experiences. 

The teacher a s  the  principal influence upon classroom cl imate and 

group development w i l l  need t o  model congruent behaviour t o  t h e  

ln te rac t lon  mtervent lons ,  i n  order  t o  r e in fo rce  and o p t m i z e  t h e  

e f f e c t s  of the  mtervent ions .  

A s  t h e  P ro jec t  GROW sequence of a c t i v i t i e s  does e x p l i c i t l y  address 

each of these implicat ions ( see  Appendix B-31, it is argued t h a t  c l a s s e s  

whlch experience t h e  a c t i v i t i e s  w i l l  develop a p o s i t i v e  classroom 

climate. Further,  these c l a s ses  w i l l  a l s o  experience g rea te r  group 

development and w i l l  evolve towards t h e  c r i t e r i a  of an e f f e c t i v e  group, 

more so than non-implementing c lasses .  The a c t i v i t i e s  w i l l  however a l s o  

d i r e c t l y  and i n d i r e c t l y  a f f e c t  s tudents '  self-concepts.  

Self-concept Theory. Within t h i s  sec t ion  the  use of self-concept 

theory w i l l  be argued t o  support t h e  implementation of P ro jec t  GROW 

a c t i v i t i e s  and t o  j u s t i f y  the  se lec t ion  of s tudents '  self-concepts a s  an 

outcome measure t o  assess  t h e  ef fec t iveness  of t h e  in tervent ions .  
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J u s t l t l c a t i o n  f o r  the  use of self-concept measures a s  outcome 

c r l t e r l a  wlthln t h i s  study can be based upon severa l  arguments. 

1. The s o c l a l  p s y c h o l o g l c a l  model of  t h e  perspectives f i r s t  

advanced by G.H. Mead argued t h a t  a p o s i t i v e  self-concept is r e l a t e d  t o  

s o c l a l l y  desirable behaviour, and t h a t  a d i s t o r t e d  self-concept w i l l  

lead t o  soc la l ly  inadequate o r  undesirable behaviour. Since one of t h e  

goals  o t  educatlon IS t o  socialize people s o  t h a t  they function within 

s o c l e t l e s '  norms and can l i v e  harmoniously together ,  t h e  s tudents '  

achievement of a p o s i t i v e  self-concept can be seen t o  be a s o c i a l l y  

des i rable  outcome. Combs, Avila, and Purkey (1971) go so  f a r  a s  t o  

suggest t h a t  a person's  self-concept is t h e  most important s i n g l e  f a c t o r  

af f ect lny behavlour . 
Whlle t h l s  argument has received s t rong t h e o r e t i c a l  support,  a 

recenr. review by Scheirer  and Kraut (1979) ind ica tes  t h a t  empirical  

evldence v a h d a t i n g  t h e  causal  r o l e  of self-concept has not  been 

forthcommg. The authors conclude t h e i r  review by s t a t i n g :  " . . . l i t t l e  

d l r e c t  evldence e x l s t s  i n  e l t h e r  psychology o r  socio logica l  l i t e r a t u r e  

t h a t  self-concept has an independent influence on behaviour (Schei rer  

and Kraut 1979, p. 132 ) " However, while a poor self-concept might not  

be a d l r e c t  cause of soc ia l ly  deviant behaviour, i ts  c lose  r e l a t ionsh ip  

wlth s o c l a l l y  deviant behaviour can be reason enough t o  s t r i v e  t o  

develop pos i t ive  student  s e l f  - concepts. Thus, t h e  development of a 

s tuden t ' s  self-concept can be ] u s t i t i e d  a s  a worthwhile educational  goal 

because of its c lose  r e l a t ionsh ip  with t h e  s o c i a l i z a t i o n  goals of 

educatlon. 

2. A person's  self-concept can a l s o  be a c r i t i c a l  influence upon 

h i s  perception of r e a l i t y  and h i s  learning processes. Perceptual  
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psychologists  Combs, Avila, and Purkey (1971 ) , Combs, Richards, and 

Richaras (19761, and Walberg (197b) argue t h a t  a person's  concept of 

s e l f  and r e a l i t y  a r e  a combination of meaning drawn d i r e c t l y  from 

experience and from meaning drawn from t h e  appra i sa l  o r  evaluat ion of 

others .  fiecause personal  meanings a r e  influenced by our perception of 

r e a l r t y ,  our self-concepts a r e  c r i t i c a l  determinants of personal  meaning 

and learning.  It follows then, t h a t  enhancement of s tudents '  s e l f -  

concepts w l l l  a l s o  enhance t h e i r  view of r e a l i t y  and t h e i r  learning 

processes. Thus, improvement of s tudents '  self-concepts can be seen t o  

be a des i rab le  goal of education because of i ts  concomitant r e l a t ionsh ip  

with the  establishment of personal meaning, o r  t h e  prqcess of learning.  

3 .  Because s t u d e n t s '  s e l f - c o n c e p t s  a r e  i n f l u e n c e d  and p a r t l y  

formed by t h e i r  i n t e r a c t i o n  with o ther  peers  and t h e i r  teacher,  any 

intervention which is  designed t o  a f f e c t  these  r e l a t ionsh ips  p o s i t i v e l y  

may a l s o  a f f e c t  the  s tudents '  s e l f  -concepts. The Pro jec t  GROW a c t i v i -  

ties a r e  s p e c i f i c a l l y  des igned  t o  f a c i l i t a t e  t e a c h e r - s t u d e n t  and 

student-student i n t e r a c t i o n  a s  well  a s  provide s tudents  with s o c i a l  

s k i l l s .  A s  a r e s u l t  of t h e i r  improved s o c i a l  s k i l l s  it is  expected t h a t  

some s t u d e n t  r e l a t i o n s h i p s  w i l l  deve lop  i n t o  c l o s e  f r i e n d s h i p s .  

Fur ther ,  a s  f r i e n d s  o f t en  develop i n t o  " s i g n i f i c a n t  others1' who can be 

powerful inf luencers  upon a person's  self-concept,  it can be argued t h a t  

increas ing both t h e  p robab i l i ty  of making f r i e n d s  and t h e  qua l i ty  of 

s o c i a l  s k i l l s  w i l l  l ead  t o  p o s i t i v e  s tudent  self-concept development. 

Our s o c i a l  behaviour, our sense of r e a l i t y ,  our processes of 

e s t ab l i sh ing  personal  meaning and our in terpersonal  r e l a t i o n s  with 

s i g n i f i c a n t  o t h e r s  a r e  influenced by o r  a t  l e a s t  r e l a t e d  t o  our s e l f -  

concept. Since improvement and development of our self-concept can be 
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considered a worthwhile educational goal,  an in tervent ion  designed t o  

f a c l l l t a t e  t h e  previously discussed t h r e e  processes should improve 

s tudents '  self-concepts . The Pro jec t  GROW a c t i v i t i e s  a r e  an example of 

one  approach des igned  t o  f a c i l i t a t e  t h e  development of s t u d e n t s '  

self-concepts.  The s e r i e s  of in te rac t ion  a c t i v i t i e s  i n  P ro jec t  GROW can 

be argued t o  be a d i r e c t  influence upon t h e  development of p o s i t i v e  

s t u d e n t  s e l f - c o n c e p t s  a s  t h e y  a r e  d i r e c t l y  r e l a t e d  t o  deve lop ing  

students '  a b l l l t l e s  I n  t h e  above areas.  Within Appendix B-4, severa l  

ways Pro jec t  GROW can be seen t o  d i r e c t l y  inf luence  t h e  development of  

p o s l t l v e  self-concepts a r e  elaborated. 

From the  preceding discussion of Dewey's educational  philosophy, 

S t a n t o r d '  s ( 1 9 7 7  ) t h e o r y  of group development and t h e  p e r c e p t u a l  

psycholoylsts '  notion of the  self-concept,  it can be seen t h a t  P ro jec t  

GROW has been designed t o  simultaneously improve t h e  classroom cl imate  

and Improve s tudents '  self-concepts.  Where t h e  classroom cl imate o r  t h e  

s tudents '  self-concept IS unproved, t h e r e  is expected t o  be a concomi- 

t a n t  improvement upon the  other .  A s  a r e s u l t  it was predic ted  t h a t  

c l a s ses  whlch experience t h e  Pro jec t  GROW a c t l v l t i e s  w i l l :  

(a) percelve t h e l r  classroom cl imate more favourably; 

( b )  have more d lverse  f r lendshlp  pa t t e rns ;  

(c) have more student  t a l k  i n  c l a s s  discussions;  

( d )  have developed b e t t e r  self-concepts 

than those s tudents  i n  c l a s ses  where the  teacher d i d  not implement a 

planned sequence of ln te rac t lon  a c t l v l t l e s .  

To yulde t h e  inves t lga t lon  of these  predic t ions  t h e  following 

questions were generated: 
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1. Can the  t eacher ' s  use of P ro jec t  GROW i n t e r a c t i o n  a c t i v i t i e s  

a t t e c t  t h e  classroom cl lmate development? 

2. Can the  t eacher ' s  use of P ro jec t  GROW i n t e r a c t i o n  a c t i v i t i e s  

a f f e c t  t h e  development of s tudents '  self-concepts? 

Based upon the  review of l i t e r a t u r e  these  quest ions and t h e  

previously developed predictions l e d  t o  t h e  generation of t h e  following 

hypotheses i n  t h e i r  n u l l  form. 

Hypothes i s  One: There  w i l l  b e  no s t a t i s t i c a l l y  s i g n i f i c a n t  

d l f t e rences  between the  c l a s s  means of the  cont ro l  and experimental 

groups on t h e  sca les  of the  classroom cl imate inventor ies  a t  any of t h e  

four measurement tlmes . 
Hypothes l s  Two: There  w i l l  b e  no  s t a t i s t i c a l l y  s i g n i f i c a n t  

difference between the  cont ro l  and t h e  experimental c l a s s e s  i n  t h e  

d l s t r r b u t l o n  of sociornetric choice scores a t  any of t h e  four measurement 

t l m e s  . 
Hypothesls Three: There w l l l  be no s t a t i s t i c a l l y  s i g n i f i c a n t  

d i f f e r e n c e s  between t h e  e x p e r i m e n t a l  and c o n t r o l  groups upon t h e  

development of s tudents '  self-concepts . 
Hypothes l s  Four:  There w i l l  b e  no s t a t i s t i c a l l y  s i g n i f i c a n t  

d l f t e rences  between the  frequencies of c l a s s  behavlours observed i n  t h e  

cont ro l  and experimental groups using the  Fu l l e r  Affect ive In te rac t ion  

Record (FAIR) ca tegor les  a t  any of t h e  measurement times. 

Methoaoloyical Rationale For Aspect One 

The previously discussed s tud ies  by S t i l t n e r  (1973) and Wilson eJ 

a l .  (1979 1 have provided a r i c h  source of methodological i n s i g h t  which - 

has guided t h i s  study. The following a r e  some major implicat ions drawn 
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from the  previous discussions of each study. Each implicat ion and how 

t h i s  study has addressed t h e  methodological concern w i l l  be discussed. 

1. Studles which t e s t  t h e  e f f e c t s  of an in te rven t ion  should 

speclfy both the  in tervent ions  and t h e  t r a i n i n y  procedures employed. 

Thls conslderat lon was addressed by t h e  generat ion of t h e  P ro jec t  GROW 

resource ( a v a i l a b l e  from the  Simon Fraser  Universi ty Library) .  The 

t r a i n m y  procedure w l l l  be described l a t e r  i n  t h e  methodology sec t ion  of 

t h i s  chapter .  

2. Process measures should be r e l i a b l e  and v a l i d  instruments. The 

1421 mstrument, discussed within t h e  following sec t ion ,  i s  the  main 

classroom cl imate instrument used i n  t h i s  s t u d y .  and has adequate 

reliability. 

3 .  Studies upon t h e  development of classroom cl imate should t r y  t o  

u t l l l z e  continuous observation, a random sampling of da ta  c o l l e c t i o n  

times and a f ixed  schedule of da ta  c o l l e c t i o n  times. This t h i r d  

considerat ion was only p a r t i a l l y  addressed within t h i s  study. Because 

t h e r e  had been no published study upon t h e  development of t h e  elementary 

classroom climate, using r e l i a b l e  instruments, t h i s  study chose t o  

i n i t i a t e  an inves t iga t ion  i n  t h i s  a rea  with r e l i a b l e  instruments and a 

f ixed schedule of da ta  co l l ec t ion  times. A f ixed schedule was chosen 

because t h e r e  were i n s u f f i c i e n t  c l a s ses  involved i n  t h e  study t o  allow a 

random se lec t ion  of observation and data  co l l ec t ion  times. 

Four data co l l ec t ion  times were undertaken and were organized s o  a s  

t o  allow the  maximum amount of time between each observation. The 

observation and data  co l l ec t ions  were a l s o  scheduled t o  minimize t h e  

in te r rup t ion  e f f e c t s  of holidays and school breaks upon t h e  development 

of c l a s s  s o c i a l  climate. 
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4. The, use of "cohesion-building" exerc ises  following t h e  estab- 

lishment of t r u s t  i n  t h e  c l a s s  was a considerat ion derived from 

S t i l t n e r ' s  study. This considerat ion was only i n d i r e c t l y  addressed 

wl th ln  P ro jec t  GROW a s  it was not c l e a r  a t  what point  i n  time t r u s t  

would have developed i n  the  c lasses .  If t r u s t  is considered t o  have 

been developed before the  end of Stage one, then within P ro jec t  GROW t h e  

"Time Line, " "A Personal Coat of ~ r m s "  and "Revolving Circ les"  

(Barl iny,  1980b, p. 40, 42 and 43 respec t ive ly )  w i l l  he lp  t o  develop 

g rea te r  c l a s s  cohesion. I f  t r u s t  were t o  develop a t  t h e  end of Stage 

one, then only t h e  "Classroom Meeting" a c t i v i t i e s  would be immediately 

conducive t o  promoting c l a s s  cohesion. Moreover, th.ese a c t i v i t i e s  may 

enable t h e  c l a s s  t o  be f a c i l i t a t e d  more quickly through Stage two than 

c las ses  which do not p a r t i c i p a t e  i n  t h e  i n t e r a c t i o n  a c t i v i t i e s .  

In  general ,  t h i s  study has addressed most of t h e  considerat ions and 

implications derived from both S t i l t n e r ' s  (1973) and Wilson et & I s  

(1979) s t u d i e s  and incorporated t h e i r  ideas  i n t o  i t s  design. 

Design. The methodological design employed t o  t e s t  these  hypothe- 

s e s  was a quasi-experimental, p re tes t -pos t t e s t  control-group design, 

using repeated measures on four occasions. The design i s  diagramatic- 

a l l y  represented i n  Figure 3.1, following Campbell and S tan ley ' s  (1963) 

nota t ion  f o r  describing an experimental methodology. 

Each of the  12 teachers  and t h e i r  c l a s s e s  were p r e t e s t e d  (01) upon 

the  quest ionnaires and then t h e  teachers  were randomly assigned t o  a 

con t ro l  and an experimental group. Both groups were subsequently t e s t e d  

a t  tlmes 02, 03 and 04 during t h e  course of t h e  academic year. 



Figure 3.1 Study design using Campbell and 
Stanley ' s  (1963) nota t ion .  

Key : N : 12 volunteer teachers  
E : randomly chosen experimental group, 6 teachers  
CE : randomly chosen contro l  group, 6 teachers  
T : d a t a  co l l ec t ion  time 
XI : treatment, P ro jec t  GROW a c t i v i t i e s .  

The expermenta l  group implemented Pro jec t  GROW ( ~ a r l i n g  1980b) 

a c t i v i t i e s  (XI) while the  cont ro l  group proceeded without any i n t e r -  

vention of s t ruc tu red  o r  planned i n t e r a c t i o n  a c t i v i t i e s .  

The r a t i o n a l e  f o r  t h i s  design was based upon t h e  need t o  t e s t  t h e  

inf luence  of P ro jec t  GROW a c t i v i t i e s  i n  comparison t o  a group of c l a s ses  

whlch d id  not implement the  a c t i v i t i e s .  The use of repeated measures on 

four occasions was u t i l i z e d  t o  a sce r t a in  t h e  development of classroom 

cLlmate during the  year r a the r  than j u s t  a t  t h e  beginning and t h e  end of 

t h e  school year. 

Within t h i s  design t h e  number of teachers  and c las ses  included was 

determined by the  number of teachers  i n  one school d i s t r i c t  who volun- 

t ee red  t o  be involved i n  t h e  study. 

Rationale For Selec t ion  of Instruments. The l i t e r a t u r e  reviewed i n  

Chapter Two aryued t h a t  changes i n  classroom climate can be accurately 

and s e n s i t i v e l y  measured by t h e  administrat ion of s tudent  se l f - repor t  

instruments. It was argued t h a t  observation schedules d id  not possess 
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tne  degree of soph i s t i ca t ion  t o  enable f i n i t e  changes t o  be measured. 

Fur ther ,  it was argued t h a t  t h e  observer can only p a r t i a l l y  understand 

and experience t h e  c l a s s  climate a s  an ou t s ide r .  Measurement of t h e  

classroom cl imate by those who experience it, and c r e a t e  it, w i l l  be a 

valuable da ta  source i f  the  instruments used can d isplay  r e l i a b i l i t y .  

Each of the  instruments u t i l i z e d  within t h i s  aspect  of t h e  study 

(wlth the  exception of Classroom Life ,  CL and FAIR) were se lec ted  t o  

measure an element or  group process which could be in teg ra ted  i n t o  

Tuckman's (1965) model of group development. The My Class Inventory 

(PiCI)  by Anderson (1971 and 1973) was chosen a s  t h e  p r i n c i p a l  instrument 

upon which changes i n  c l a s s  cl imate would be measured. The choice of  

t h e  P1CI a s  a classroom cl imate measure was made upon t h r e e  c r i t e r i a :  

f i r s t ,  t he  instrument had t o  be a r e l i a b l e  one; second, it had t o  be  a 

v a l i d  instrument; t h i r d ,  it had t o  include some dimensions which could 

be r e l a t e d  t o  group processes and t h e i r  development within t h e  c l a s s -  

room. The KI met these  c r i t e r i a  and a l s o  afforded comparison with 

S t i l t n e r ' s  (1973) f indings as  she u t i l i z e d  t h e  LEI instrument. 

The Teacher Relat ionship Inventory (TRI) by Wittmer and Myrick 

(1974) was included within t h i s  present  study a s  it provides a measure 

of s tudents '  perception of t h e i r  c l a s s  t eacher ' s  ( l eader  of t h e  c l a s s  

group) r e l a t ionsh ip  with them. 

The Classroom L i f e  ( C L )  instrument by Fox, Luski and Schmuck (1966) 

was chosen t o  be included within t h i s  study because its items displayed 

high face  v a l i d i t y  with t h e  general dimensions of classroom climate. 

Further ,  the  CL was designed a s  a d iagnost ic  t o o l  whose r e l i a b i l i t y  had 

not  previously been t e s t ed .  This  present  study sought t o  provide some 

i n i t i a l  r e l i a b i l i t y  da ta  upon t h e  instrument. 
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A sociometric survey was a l s o  included within t h i s  study a s  it 

provides a measure of t h e  group process element of a t t r a c t i o n ,  o r  

fr iendship.  The choice of t h i s  p a r t i c u l a r  instrument was made upon two 

criteria. F i r s t ,  t h e  instrument provided each s tuden t ' s  perception of 

t h e l r  "whole c l a s s"  s o c i a l  network, and a t  t h e  same time avoided any 

neyative cholces o r  exclusions of s tudents .  Second t h e  u t i l i z a t i o n  of 

t h l s  p a r t i c u l a r  form of sociometric quest ionnaire has afforded t h e  

opportunity t o  compare t h e  r e s u l t s  obtained from t h i s  study with recent  

work by Hallinan (1979). 

Each of these  four instruments, t h e  MCI, T R I ,  CL and t h e  sociograms 

was considered t o  measure t h e  dependent var iables . .  The independent 

variables i n  t h i s  classroom cl imate development aspect  of t h e  study were 

the  number of P ro jec t  GROW a c t i v i t i e s  conducted. 

The inc lus ion of an observation instrument within t h i s  aspect  of 

the  study was designed t o  provide another source of da ta  t o  measure t h e  

changes i n  classroom processes and social-emotional tone. F u l l e r ' s  

(1969) F A I R  observation schedule was se lec ted  f o r  t h r e e  reasons. F i r s t ,  

t h e  F A I R  has a broad range of both s tudent- ta lk  and teacher- ta lk  

categories (28 ca tegor ies  i n  t o t a l )  . Second, the  FAIR has v e r s a t i l i t y  

ana can be used wlth video o r  audiotape. Third, t h e  use of t h e  FAIR i n  

t h i s  present  study w i l l  a l s o  af ford  a comparison between S t i l t n e r ' s  

(1973) secondary c l a s s  discussions,  and t h i s  s tudy ' s  elementary c l a s s  

discussions.  

In t h i s  present  study, unlike S t i l t n e r ' s  (1973) study,  classroom 

observations using the  FAIR were only conducted a t  Time one and Time 

four.  The r a t i o n a l e  f o r  two measures, p re  and pos t ,  was twofold. 

F i r s t ,  a s  whole c l a s s  discussions were not  a s  prevalent  a teaching 



s t r a t egy  f o r .  upper-elementary s tudents  a s  secondary s tudents ,  it was 

declded t o  c o l l e c t  t h i s  da ta  only upon two occasions. Second, t h e  

researcher wlshed t o  minimize d is rupt ion  of a l l  c l a s s e s  during Times two 

and t h r e e  so as  t o  allow s tudents  t o  concentrate only upon t h e  question- 

na i res .  

The choice of self-concept measures a s  an outcome c r i t e r i o n  i n  t h i s  

aspect of the  study was argued e a r l i e r  i n  t h i s  chapter.  In essence t h e  

argument detended student  self-concept measures a s  valuable i n  t h e i r  own 

r l y h t .  Further it was argued t h a t  self-concept measures a r e  s e n s i t i v e  

outcome c r l t e r l a  a g a l n s t  which P r o  J e c t  GROW i n t e r v e n t i o n  can b e  

measured. Standardized achievement t e s t s  were seen t o  be inappropr ia te  

t o  measure s tudents '  abilities: t o  r e l a t e  with t h e i r  peers; o r  t o  

percelve t h e i r  s o c i a l  development o r  t h e i r  a t t i t u d e  toward school. 

One self-concept test se lec ted  f o r  t h l s  present  study, t h e  "How I 

See Myself I' (HISM) by Gordon (1968 ) does provide a d i r e c t  measure of 

these  student  perceptions. However, t h e  HISM instrument does s u f f e r  one 

major limitation, and t h a t  is  t h a t  the  s tudents '  responses a r e  accepted 

a s  t r u e  and honest lndlca t ions  of t h e i r  phenomenal f i e l d .  Because t h e r e  

have been few widely used and va l ida ted  observation instruments which 

can accura te ly  measure a person's  self-concept and because Gordon (1968) 

a l s o  had d l f f l c u l t y  providing v a l i d i t y  f o r  h i s  HISM instrument us ing 

observation schedules, lt was decided t o  accept t h e  l imi ta t ions  of a 

se l f - r epor t  self-concept instrument, but  t o  include a general  and 

s p e c l f l c  self-concept measure. The HISM was chosen a s  t h e  general 

measure and the  Self-concept of Achievement (SCA) by Brookover, PaterSon 

and Thomas (1962) was chosen a s  a s p e c i f i c  academic self-concept 

measure. The inc lus ion of t h e  SCA was seen t o  be necessary t o  provide a 



more r e l i a b l e  and more s p e c i f i c  measure of s tudents '  academic s e l f -  

concept than the  HISM could be expected t o  y ie ld .  

Data Analysis.  To t e s t  Hypotheses One and Two, c l a s s  means from 

t h e  dependent measures were analysed using a mul t iva r i a t e  analys is  of 

variance (MANOVA) upon t h e  mean t o t a l  scores f o r  each instrument. 

Indlvldual  analyses of variance were then conducted upon t h e  individual  

subscales f o r  each instrument. The three-way analys is  of var iance  

(ANOVA) model lncluded four time periods,  t h r e e  l e v e l s  of t reatment and 

th ree  c l a s ses  i n  each treatment level .  The t h r e e  treatment l e v e l s  were 

t h e  "hlyh- ~mplementation" , " low-implementation" and "no- implementation" 

c lasses .  The s t a t i s t i c a l  model u t i l i z e d  is  included i n  Appendix 0-2. 

Whlle t h e r e  were s i x  cont ro l  group c las ses ,  th ree  were randomly 

chosen t o  enable the  ANOVA t o  be computed with equal numbers of c l a s s e s  

i n  each l e v e l  of treatment. Refer t o  Appendix 0-1 f o r  a designation of 

experimental and contro l  group c lasses .  

The analyses were conducted using t h e  ANOVA program by Greig and 

Os te r l in  (1978). 

In  order  t o  test Hypotheses Three and Four t h e  same ANOVA design 

used t o  t e s t  Hypotheses One and Two was u t i l i z e d .  In t h i s  case however, 

t h e r e  were only two time periods and t h e  dependent va r i ab le  was t h e  

development of s tudents '  self-concept and t h e  F A I R  observation cate-  

gor ies .  

Aspect Two: An I n v e s t i g a t i o n  I n t o  Changes i n  Classroom 
Climate A s  Described by Tuckman's (1965) Theory 

Conceptual Rationale 

The second aspect  of t h i s  study is concerned with t h e  descr ip t ion  

of changes i n  classroom climate and whether Tuckman's (1965) theory can 
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be useful .  E a r l i e r  it was argued t h a t  a c l a s s  could develop from an 

ayyregate t o  become a group. Once a c l a s s  can be considered t o  be a 

group, then theor les  of group development can be applied t o  he lp  explain 

changes i n  group s t r u c t u r e  and classroom cl imate which occur during t h e  

school year. Two e a r l i e r  s tud ies  which were discussed i n  t h e  l i t e r a t u r e  

review i n  Chapter Two inves t iga ted  changes i n  classroom cl imate and both 

found Tuckman's (1965) model t o  be use fu l  i n  describing changes i n  

classroom cllmate. Thus, i n  order t o  provide some comparability with 

these e a r l i e r  s tud ies  it was decided t o  u t i l i z e  Tuckman' s ( 1965 ) theory 

t o  descrlbe any change i n  classrooin cl imate which did occur. 

Besides t h e  ease of comparability with e a r l i e r  s tud ies  the re  a r e  

a l s o  severa l  o ther  reasons f o r  t h e  choice of Tuckman's (1965) theory t o  

describe and i n t e r p r e t  the  changes i n  classroom cl imate a s  changes i n  

group development. F i r s t ,  t o  inves t iga te  and describe t h e  e f f e c t s  of an 

in tervent ion  based on Stanford'  s ( 1977 ) model, another more genera l  

theory neeas t o  be u t l l i z e d  i n  order  t o  prevent problems associa ted  with 

a t au to log ica l  exercise.  Tuckman's (1965) theory i s  s u f f i c i e n t l y  

d i f f e r e n t  from Stanford ' s  (1 977 model and t h e  former a l s o  has general- 

l z a b l l l t y  t o  groups other  than secondary school c l a s ses .  Second, 

r e l a t e d  t o  the  genera l i zab i l i ty  of Tuckman's (1965) theory is  t h e  f a c t  

t h a t  h i s  theory was derlved from research on therapy group, T-group, and 

na tu ra l  and laboratory - group s tudies .  It i s  theory which can be 

generalized t o  other  group contexts.  Thus, a s  a theory it is no t  

l imi ted  by the  context  o r  the  type of group which is being studied.  

This aspect is important s ince  elementary c la s ses  a re  comprised of t h e  

same teacher and s tudents  f o r  t h e  whole academic year ,  younger and 

developmentally d i f f e r e n t  s tudents  than high school c l a s ses ,  and i n t a c t  
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u n l t s  f o r  the  whole year. Thus, t h e  t h e o r e t i c a l l y  projec ted  changes i n  

group development may be more pronounced o r  d i f f e r e n t  from those  changes 

observed i n  high school c lasses .  This present  study sought t o  inves t i -  

ga te  t h e  chanyes In  t h e  classroom cl lmate i n  upper-elementary c l a s s e s  

over the  perlod of the  academic year and t o  u t i l i z e  Tuckman's (1965) 

theory t o  descrlbe these  changes. 

The t h r d  major reason f o r  t h e  s e l e c t l o n  of Tuckman's (1965) theory 

1s t h a t  by comparison wlth other  theor ie s ,  Tuckman's does e labora te ,  

wlth reasonably broad descr ip t ions ,  changes which can be expected upon 

"group s t ruc tu res"  and "task a c t i v i t y "  dimensions. These descriptions 

can be u t l l l z e d  t o  p red lc t  changes upon a number of dunensions which a r e  

re levant  t o  changes i n  classroom cl imate f o r  upper-elementary c l a s s e s  

(See Table 3.1) .  

Table 3.1 IS a diagrammatic representa t ion  of t h e  projec ted  changes 

upon dlmenslons which w i l l  be measured i n  t h i s  study. Each dimension 

dnd l ts  re levant  instrument w i l l  be discussed i n  d e t a i l  withln t h i s  

s e c t l o n .  The dimensions' numer ica l  d e s i g n a t i o n s  were d e r i v e d  by 

v lsual lz lny  each dmenslon on a contlnuum from -4 t o  +4. Thus t h e  

numbers from the  continuum express the  amount of group process element 

(based on a s tandard u n l t  of measurement ( 1 ) l i k e l y  t o  be present  a t  

each s t age  o t  development a s  predic ted  by Tuckman' s ( I965 ) theory. 

Whlle t h e  quantum change 1s an est imate,  t h e  projec ted  direction is  

perhaps t h e  more important indica tor .  

In general ,  Table 3.1 illustrates a decrease i n  measurements of 

s a t l s f a c t l o n ,  cohesiveness and t eacher ' s  empathy and regard from Stage 

one t o  s t age  two. Thls could be predic ted  from Tuckman's (1965) theory 

s m c e  In  s tage  two: Storming, the  c e n t r a l  c h a r a c t e r i s t i c  i s  c o n f l i c t  



Table 3.1  

Pro]  e c t e d  G l o b a l  Changes i n  Classroom C l i m a t e ,  S t u d e n t s '  
Perception of t h e i r  Teacher, and At t rac t ion  t o  Peers a s  
Predicted,  from Tuckman' s ( 1965 ) Model of Group Development 

- - - - - - - - 

Dlmenslon Stage 1 Stage 2 Stage 3 Stage 4 

S a t i s f a c t i o n  1 - 1 2 3 

F r i c t i o n  1 4 2 1 

Competitiveness 1 3 2 1 

Dif f i cu l ty  2 3 2 2 

Cohesion 1 - 1 4 2 

Perception o f :  

Teacher' s empathy 2 1 3 3 

Teacher's reyard 2 1 3 3 

At t rac t ion  t o  peers  1 2 4 3 

1 A standardized u n i t  of measurement 
4 lvlaximum l e v e l  of group process element development 

-4 1~inimu.m l e v e l  of group process element 

caused by in terpersonal  i s sues  between t h e  teacher and t h e  group, a s  

well  a s  the  members of t h e  group. Each member is  t r y i n g  t o  f i n d  h i s  o r  

her own pos l t ion  within the  classroom hierarchy and a t  t h e  same t i m e  i s  

t r y l n g  t o  f e e l  comfortable within t h e  c l a s s .  A s  a r e s u l t  s tudents '  

satisfaction with the  c l a s s ,  t h e i r  work and t h e i r  teacher i s  l i k e l y  t o  

decrease. The group's cohesion w i l l  a l s o  be t e s t e d  a s  members w i l l  f e e l  

threatened and they a re  a l s o  l i k e l y  t o  perceive the  teacher a s  l e s s  than 

sympathetic t o  t h e i r  needs. A s  a r e s u l t  they w i l l  blame t h e  teacher t o  

a c e r t a i n  degree and w i l l  perceive the  teacher a s  l e s s  empathic and 

lower i n  regard than during t n e  Forming staye.  
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By comparison with s t age  two, t h e  c l a s s '  development t o  s t age  

three:  Norming, w i l l  see  an increase upon dimensions of s a t i s f a c t i o n ,  

cohesion and t h e  t eacher ' s  empathy and regard. During t h i s  s t age  

Tuckman's (1965) theory suggests an increase  i n  cohesion due t o  t h e  

resolution of malor in terpersonal  c o n f l i c t  and then t h e  adoption of new 

r u l e s  and norms. A s  a r e s u l t  s tudents '  s a t i s f a c t i o n  i s  l i k e l y  t o  

unprove and they a r e  more l i k e l y  t o  perceive t h e  teacher a s  more 

empathlc and more highly regarding. 

S a t i s f a c t i o n  is  l l k e l y  t o  increase  s t i l l  f u r t h e r  during s t age  four: 

Product iv i ty ,  s ince  s tudents  a r e  l i k e l y  t o  channel t h e i r  energies i n t o  

the completion of t a sks  and a s  a r e s u l t  f e e l  proud of. t h e i r  accomplish- 

ments. Cohesion may however decrease a l i t t l e  during t h e  Product iv i ty  

s t a g e  when f r u s t r a t i o n s  and set-backs may hold up t h e  completion of some 

tasks .  During t h i s  s tage  the  s tudents '  perceptions of t h e i r  t e a c h e r ' s  

empathy and regard is l i k e l y  t o  remain f a i r l y  s t a b l e  and a t  about t h e  

same l e v e l  a s  t h a t  achieved during the  previous stage.  

The amensions  of f r i c t i o n ,  competitiveness and students '  percep- 

t i o n s  of the  d i f f i c u l t y  of t h e i r  work a r e  l i k e l y  t o  follow d i f f e r e n t  

developmental pa ths  than t h e  previously discussed dimensions. From a 

moderate l e v e l  of f r i c t i o n ,  competitiveness and d i f f i c u l t y  experienced 

durlny the  Forming s t age  when s tudents  a r e  o r i en t ing  themselves t o  t h e  

task  and each o ther ,  each dimension is l i k e l y  t o  increase  during t h e  

Stormlng stage.  During s t age  two in terpersonal  c o n f l i c t  w i l l  l ead  t o  an 

increase  i n  f r i c t i o n  and competitiveness. Each student  w i l l  want t o  

secure a comfortable pos l t ion  i n  r e l a t l o n  t o  everyone e l s e  i n  t h e  c l a s s  

and t o  t h e i r  power and leadership a b i l i t i e s .  Students '  perceived 

d i f f i c u l t y  of t a sks  is l i k e l y  t o  increase  s ince  in terpersonal  c o n f l i c t  



rs l l k e l y  t o  d e t r a c t  from the  ease wlth which they a r e  l i k e l y  t o  be able  

t o  complete tasks .  F r i c t ion ,  competitiveness and d i f f i c u l t y  a r e  l i k e l y  

t o  decrease when t h e  group moves t o  t h e  Norming and Performing s tages .  

Class members should have resolved most of t h e i r  c o n f l i c t s ,  developed 

p o s l t l v e  norms and l ea rn  t o  interchange r o l e s  i n  order  t o  perform t h e i r  

t a s k s  a s  bes t  they can during t h e  Performing s tage .  

The l a s t  va r i ab le  within Table 3.1, a t t r a c t i o n  t o  peers ,  could be 

predicted from Tuckman's (1965) theory t o  undertake a d i f f e r e n t  develop- 

ment than any of t h e  preceding var iables .  From a poss ib le  t e n t a t i v e  

s t a r t  with only a few f r i ends  i n  the  c l a s s ,  s tudents  a r e  l i k e l y  t o  

lncrease  t h e n  f r iendships  and a t t r a c t l o n  t o  peers  wtil it reaches a 

peak during t h e  Norming stage. Between s t age  one and the  end of s t age  

two t h e  growth of f r iendships  is  l i k e l y  t o  be small a s  f r iendships  may 

be polar ized  due t o  the  c o n f l i c t  over in terpersonal  and t a s k  i ssues .  

Durlny s t age  three:  Normincj, t h e  development of cohesiveness i s  l i k e l y  

t o  promote a t t r a c t i o n  between peers a s  in terpersonal  c o n f l i c t s  a r e  

r e s o l v e d  and members s t a r t  t o  o r i e n t  themse lves  t o  t h e i r  t a s k s .  

However, during s t age  four the  l e v e l  of a t t r a c t i o n  may " fa l l -o f f "  a 

l l t t l e  due t o  members g rea te r  commitment t o  t h e  completion of t h e i r  

tasks .  

Whlle the  preceding paragraphs have served t o  provide a r a t i o n a l e  

fo r  the  q u a n t i t a t i v e  est imations i n  Table 3.1, it should be kept i n  mind 

t h a t  Tuckman' s ( 1965 theory does not  spec f i ca l ly  e labora te  on t h e  

development o t  each or  these  dimensions i n  each s tage .  Further ,  these  

es t lmat lons  a re  open t o  variation due t o  o ther  influences.  

Wlth these  l i m i t a t i o n s  i n  mind, i n  order  t o  inves t iga te  i f  these  

p red lc t lons  from Tuckman's (1965) theory could be used t o  describe t h e  



development of t h e  classroom cl imate,  t h e  following quest ion was posed 

t o  guide t h e  inves t iga t ion .  

1. Can t h e  changes i n  t h e  classroom cl imate of upper-elementary 

c l a s ses  be described by ~uckman 's  (1965) theory? 

Thls quest lon was expected t o  be answered i n  t h e  af f i rmat ive ,  with 

the  deyree of af f i rmat ion  and t h e  development of individual  group 

process elements being t h e  focus of t h i s  inves t iga t ion .  However, t h i s  

question was not converted t o  a hypothesis a s  t h e r e  a r e  no ob jec t ive  

measures of degree by whlch group s t r u c t u r e  and in terpersonal  r e l a t i o n s  

pa t t e rns  change t o  s ign i fy  a c l a s s ' s  movement t o  another s t age  of group 

development. 

Plethodoloylcal Ratlonale f o r  Aspect Two 

The cholce of Tuckman's (1965) theory has previously been argued 

wl th ln  t h l s  sec t ion  and Chapter Two t o  be a des i reab le  theory t o  

descrlbe the  group development of t h e  classroom climate. However, 

because Tuckman's theory i s  a desc r lp t lve  account of group development 

the re  1s no spec l f i ca t lon  of degree of change upon any s p e c i f i c  dimen- 

s lon .  wlthln t h l s  study both descriptive changes and est imation of 

quantitative changes should provide a comprehensive account of changes 

upon group development dunenslons . 
Data Analysis. Examinatlon of da ta  produced from Hypotheses One 

and Two w i l l  be conducted with s p e c i f i c  reference t o  s t a t i s t i c a l l y  

s l g n l f l c a n t  d l f ferences  due t o  tune, and time x treatment group e f f e c t s .  

Figures of t h e  development of each dependent va r i ab le  upon time X 

t reatment group lndlces  w l l l  be analysed t o  y i e l d  descriptive a s  well  a s  



quantitative es t imates  of changes of classroom cl imate which can be 

equated and in te rp re ted  as  changes on group development s tages .  

Aspect Three: An Inves t iga t ion  i n t o  t h e  E f  f  e c t s o f  Teacher  
A t t i t u d e  on  t h e  D e v e l o ~ m e n t  o f  Classroom .................... ------- 
Climate and s tuden t s '  Self-concepts 

Conceptual Rationale 

Thls aspect  of the  study was included f o r  two main reasons. F i r s t ,  

it was argued i n  Chapter Two t h a t  t h e  t eacher ' s  a t t i t u d e  and o r i en ta t ion  

toward teachmg i s  an intervening var iab le  which has been found t o  

i n f l u e n c e  c la s s room c l i m a t e .  Second, t h e  t e a c h e r ' s  a t t i t u d e  and 

o r l e n t a t l o n  toward teachmg may influence a s tudent '  s .  self-concept de- 

velopment. The c l a s s  teacher i s  o f t en  a s i g n i f i c a n t  person i n  a 

s t u d e n t ' s  l i f e  who can a l so  influence t h e  s tuden t ' s  peer group re la t ion-  

ships and t h e  s tuden t ' s  self-concept development. 

Research re levant  t o  t h i s  t h i r d  aspect  of t h e  present  study, a s  

discussed i n  Chapter Two, suggested t h a t  a humanistic-custodial continu- 

um of teacher a t t i t u d e s  may be a useful  p red ic to r  of classroom climate. 

The humanistic teacher was described by Willower, E ide l l  and Hoy (1967)  

a s  des i r ing  a democratic classroom s t r u c t u r e  and valuing c lose  personal  

r e l a t i o n s  with students .  By con t ras t  t h e  cus tod ia l  teacher was de- 

scr ibed a s  au toc ra t i c ,  maintaining r i g i d  d i s t i n c t i o n s  between h i s  s t a t u s  

and the  puplls .  Control within t h e  humanistic t eacher ' s  c l a s s  was based 

upon indlvldual  r e spons ib i l i ty .  Within t h e  cus tod ia l  t eacher ' s  c l a s s  

cont ro l  was d i rec ted  down from the  teacher t o  t h e  s tudents  who were 

expected t o  obey without question. 
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The classroom cllmate of a humanistic teacher who i s  democratic, 

r e spec t fu l  and f r i end ly  would be l i k e l y  t o  be perceived by s tudents  a s  

havlny a more pos i t ive  atmosphere than t h a t  of cus tod ia l  teachers.  

From t h e  previous discussion and t h e  examination of research 

s tud ies ,  evidence suggests t h a t  t h e  more humanistic teacher (by compari- 

son with a custodial teacher)  may have: 

I .  a more cohesive c l a s s  climate; 

2. a more d i f fuse  c l a s s  f r iendship  pat tern ;  

3 less teacher t a l k  and more pupi l  involvement i n  c l a s s  

discussions;  

4. s tudents  with more p o s i t i v e  a t t i t u d e s  toward them; 

5. and s tudents  with higher self-concept development. 

In  order  t o  inves t iga te  these  predic t ions ,  which would seem t o  have 

some conceptual and empirical support,  t he  following quest ion was posed: 

Does t h e  more humanistically or iented  teacher f a c i l i t a t e  s tudents '  

perception of the  c l a s s  climate, a t t i t u d e  toward t h e i r  teacher ,  and 

development of self-concepts t o  a g rea te r  degree than t h e  more custodi- 

a l l y  or iented  teacher? 

Thls  quest lon and the  previously developed predic t ions  l e d  t o  t h e  

generation of t h e  following hypothesis i n  i ts  n u l l  form. 

Hypothes i s  F i v e .  There  w i l l  b e  no s t a t i s t i c a l l y  s i g n i f i c a n t  

r e l a t ionsh ip  between the  teachers '  scores on t h e  Pupil  Control Ideology 

and: 

( a )  c l a s s  means on the  sca les  of the  classroom cl imate inventor ies ;  

(b) t he  distribution of s tudents '  sociometric choice scores;  
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( c )  t h e  frequencies of c l a s s  discussion behaviours observed using t h e  

observation categories;  

( d )  development of s tudents '  s e l f  -concepts. 

Methodological Rationale 

Deslyn. A teacher  ef fec t iveness  o r i e n t a t i o n  was chosen t o  inves t i -  

ya te  t h e  r e l a t ionsh ip  between t h e  teachers '  a t t i t u d e s  t o  c o n t r o l l i n g  

s tudents  and s tudents '  self-concept.  Dunkin and Biddle 's  (1974, p. 3 8 )  

model t o  guide the  study of research upon teacher ef fec t iveness  con- 

ceptual ized  t h e  teacher presage and contextual  va r i ab les  i n t e r a c t i n g  t o  

a f f e c t  the  processes of teaching and learning i n  t h e  classroom, and i n  

t u r n  the  products of education. This  present  study u t i l i z e d  t h i s  model 

( r e f e r  t o  Figure 3 . 2 ) .  

In  t h e  present  study t h e  teacher presage va r i ab le  was: t h e  

teachers '  humanistic-versus-custodial a t t i t u d e s  a s  measured by t h e  Pupi l  

Control Ideology by Willower E i d e l l  and Hoy (1973).  

The contextual  va r i ab les  measured within t h i s  study were a l s o  seen 

a s  c r l t i c a l  process var iables .  They are:  t h e  s tudents '  perception of 

t h e  classroom climate a s  measured by t h e  My Class Inventory (MCI) and 

Classroom L i f e  (CL) inventor ies  by Anderson (1 971 ) and Fox, Luszki and 

Schmuck (196b) respect ive ly ;  t h e  s tudents '  perceptions of t h e  teacher  

upon t h e  Teacher Relat ionship Inventory (TRI) by Wittmer and Myrick 

(1974); and the  s tudents '  peer group re la t ionsh ips ,  a s  measured by a 

soclometrlc ~ns t rument  . 
The product va r i ab le  i n  t h i s  study is  t h e  p u p i l ' s  self-concept 

measured upon t h e  How I See Myself instrument by Gordon (1968) and t h e  
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Flgure 3.2: A teacher ef fec t iveness  o r i e n t a t i o n  t o  t h i s  present  study 
model adapted from Dunkin and 13iddle (1974, p. 38).  
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p u p i l ' s  Self Concept of Achievement instrument by Brookover, Erickson 

and J o l n e r  (1967). 

Besldes t h e  model evolved by Dunkin and Biddle t h e  teacher effec- 

t lveness  revlew was relevant  t o  t h i s  study a s  it obviated the  need f o r  

o b s e r v a t ~ o n s  of classroom processes. Thus, t h i s  study has u t i l i z e d  t h e  

Fu l l e r  ( 1 969 ) observation schedule t o  ind ica te  what is  ac tua l ly  happen- 

Ing wlthln t h e  c l a s ses  during teacher-led c l a s s  discussions.  

Figure 3.2 diagramatical ly depic ts  Dunkin and Biddle ' s  (1974) model 

t o  yulde teacher ef tec t iveness  s tudies .  Within t h i s  present  study t h e  

independent va r l ab le  i s  the  teachers '  pup i l  cont ro l  a t t i t u d e .  The 

dependent va r l ab les  l n  t h l s  aspect  of the  present  study a r e  t h e  teach- 

e r s '  dlscusslon leadlng s k l l l s  and the  s tuden t s ' :  development of  

self-concepts; attitudes toward t h e i r  teacher;perception of t h e  c l a s s  

cl lmate;  and re la t ionsh ips  with t h e i r  peers. 

Thls design by Dunkin and Biddle (1974) was chosen a s  it provided a 

log ica l  and simple model t o  af ford  the  examination of a teacher s t y l e  

var lable .  Because S t i l t n e r ' s  (1973) f indings  suggested t h a t  teacher 

e f f e c t s  were a main source of s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rences  i n  

her  study, it was decided t h a t  one measure of teacher c h a r a c t e r i s t i c s  

whlch may explain these d i f ferences  could be t h e  P C I ,  humanistic- 

cus tod ia l  continuum. Because of i t s  flexibility and s impl ic i ty ,  t h e  

Dunkln and Biddle (1974) model guided the  designation and s e l e c t i o n  of 

va r l ab les  t o  be u t i l i z e d  i n  t h ~ s  aspect of t h e  study. 

Rationale f o r  Selec t ion  of Instruments. The Pupil  Control Ideology 

(PC11  mstrument was se lec ted  t o  measure teacher s t y l e  upon a human- 

i s t i c -cus tod ia l  continuum. The reasons f o r  s e l e c t i n g  t h e  PC1  a s  a 
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measure o f , t e a c h e r  s t y l e  were the  advantages of t h e  P C 1  and i ts  support- 

ing  conceptuai and empirical evidence. The advantages of t h e  P C 1  a s  a 

teacner se l f - r epor t  instrument are:  it is easy t o  administer and has 

good r e i l a b l i i t y  and v a l i d i t y ;  it has been widely u t i l i z e d  i n  research 

whlch general ly r epor t s  empirical ly and conceptually cons is tent  r e s u l t s .  

In Chapter two it was argued t h a t  teacher s t y l e  measured by a 

se l f - r epor t  instrument should be supplemented by observational  da ta  of  

how t h e  teachers  a c t u a l l y  conduct t h e i r  c l a s ses .  Observational da ta  

from the  F A I R  instrument would provide a process measure of t eachers '  

discussion leadlng s k i l l s  a s  well  a s  da ta  which should provide behav- 

l o u r a l  confirmation of the  teachers '  PC1  scores. . The FAIR  instrument 

was discussed e a r l i e r  w ~ t h i n  t h e  f i r s t  aspect  of t h i s  study. 

Data Analysis.  To t e s t  Hypothesis Five, t h e  teachers '  P C 1  mean 

scores  from time one and time four t e s t i n g  per iods  were regressed upon: 

c l a s s  means on the  classroom cl imate inventor ies ;  t h e  d i s t r i b u t i o n  of 

sociometric choice scores; t h e  Logi ts  ( l og  f / l  -f of classroom discus- 

s ion behaviour; and t h e  development of s tudents '  self-concepts.  The 

SPSS mul t ip le  regression program by Hull and Nie (1979) was u t i l i z e d  f o r  

t h i s  analys is  . 

Subjects  

The teachers who pa r t i c ipa ted  i n  t h i s  study were volunteers  from 

t h e  school d i s t r l c t  of Burnaby, a West-Coast, Anglophone Canadian 

suburban d i s t r i c t .  The twelve teachers  who taught  grades s i x  and seven 

were se lec ted  from f l v e  schools i n  t h i s  middle-class socioeconomic 

d l s t r l c t .  Each teacher could be considered t o  be experienced a s  t h e  
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mean years of teaching was 10 years. The most experienced teacher had 

taught  f o r  27 yea r s  and t h e  l e a s t  experienced f o r  f i v e  years. There 

were seven women teachers and f i v e  men teachers  involved i n  t h i s  study. 

There w e r e  f i v e  grade 6 c l a s s e s ,  f i v e  grade 7 c l a s s e s  and two 

c l a s s e s  were grade 6/7 s p l i t s .  Most c l a s s e s  had roughly an equal  

d l s t r i b u t l o n  of male and female s tudents  who were predominantly white. 

A t o t a l  of 275 s tudents  p a r t i c i p a t e d  i n  t h e  study. Up t o  25 percent  of 

some c lasses  were comprised of chi ldren  with Asian o r  European parents .  

There were few black chi ldren  i n  t h e  sample. A l l  c l a s ses  were taught  i n  

Enyllsh, although some c lasses  had French lessons  each week. The mean 

number of s tudents  per  c l a s s  was 24, t h e  l a r g e s t  c l a s s  being comprised 

of 29 s tudents ,  while t h e  smal les t  had only 18 s tuden t s  ( r e f e r  t o  

Appendix 0-1). Nearly a l l  t he  s tudents  were 11 years  o r  12 years  o ld  a t  

t h e  time of t h e  f i r s t  administrat ion of The sample of 

s tudents  was considered t o  represent  a normal d i s t r i b u t i o n  of i n t e l -  

l e c t u a l  a b i l i t y  f o r  s tudents  of t h e i r  age. 

Within each c las s ,  s tudents  were requested t o  seek t h e i r  pa ren t s '  

permission t o  be involved i n  t h e  study. Each c h i l d  was given a l e t t e r  

from the  researcher and requested t o  r e tu rn  it t o  t h e  c l a s s  teacher  with 

parents '  s ignature ,  approving involvement i n  t h e  study. (Refer  t o  

Appendix C ) .  Students '  involvement r a t e  was high, varying from 100 

percent  i n  most c l a s ses  t o  85 percent  i n  one c la s s .  

The following s t eps  were undertaken t o  achieve t h e  involvement of 

t h e  12 teachers .  After  the  researcher approached t h e  Burnaby D i s t r i c t  

Research and Staf f  Development Director  and obtained permission t o  

conduct the  research i n  t h e  d i s t r i c t ,  he then approached severa l  

p r inc ipa l s  and teachers and explained t o  each t h a t  t h e  research was a 
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year-long study of individual  classroom cl imates.  The teachers were 

lnformed of the  classroom cl imate na ture  of t h e  study and were t o l d  t h a t  

the re  was a p o s s i b i l i t y  of a fu tu re  workshop i n  t h i s  area.  

Instruments 

My Class  Inventory ( M C I ) .  This instrument was f i r s t  devised by 

Anderson & Walberg (1968) and was modified and published by Anderson 

(197 1 and 1973 1. The MCI is  a shortened and s impl i f ied  version of t h e  

Learnlng Environment Inventory (LEI) whlch was a l s o  devised by Anderson 

h Wallberg (1968 1. The MCI was designed f o r  use .with school chi ldren  

from e lgh t  t o  twelve years  of age, t o  determine t h e i r  perception of t h e  

c l a s s  cllmate. This instrument d i f f e r s  from t h e  LEI i n  t h a t :  it 

con tams  only f l v e  o t  t h e  o r l g l n a l  15 LEI subscales;  t h e  wording of t h e  

l t ems  i s  s i m p l i f i e d  t o  enhance r e a d a b i l i t y  and comprehension f o r  

chi ldren  a t  t h i s  aye; and t h e  response format is  s impl i f ied  t o  a 

two-point response format of "yes" o r  "no". 

The MCI instrument a s  it was administered t o  s tudents  is  at tached 

In  Appendix G-I along with d e f i n i t i o n s  of i t s  f i v e  subscales of co- 

hesiveness, f r l c t l o n ,  d i f f i c u l t y ,  s a t i s f a c t i o n  and competitiveness. 

The PlCI r e l i a b i l i t y  da ta  provided by Anderson (1973), and more 

recen t ly  Fraser and Fisher  (1980 1, is  presented i n  Appendix G-2. This  

data reveals  t h a t  the  MCI has high i n t e r n a l  consistency, low discrimin- 

ant  v a l i d i t y  and adequate r e l i a b i l i t y  f o r  t h i s  study. Appendices G-3 

and G-4 repor t  the  alpha r e l i a b i l i t y  c o e f f i c i e n t s  f o r  t h i s  present  

sample of 275 s tuden t s  and t h e  co r re la t ions  between MCI subscales. The 

alpha r e l i a b i l i t i e s  range from 0.789 f o r  t h e  S a t i s f a c t i o n  sca le ,  t o  
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0.542 f o r .  t h e  Di f f i cu l ty  sca le .  The cor re la t ions  range from 0.99 

between Fr ic t ion  and Sa t i s fac t ion ,  t o  -0.05 between S a t i s f a c t i o n  and 

Dif f icul ty .  

Of p a r t i c u l a r  i n t e r e s t  is  t h e  very high p o s i t i v e  c o r r e l a t i o n  

between the  subscales of Sa t i s fac t ion  and Fr ic t ion .  This r e s u l t  

s u g y e s t s  t h a t  bo th  s u b s c a l e s  were measur ing t h e  same a t t r i b u t e .  

Further ,  it c a s t s  doubt upon the  sca les '  ac tua l ly  measuring S a t i s f a c t i o n  

and Fr ic t ion  a s  it would be expected t h a t  these  sca les  would be nega- 

t i v e l y  corre la ted .  A s  these  co r re la t ions  stand,  they ind ica te  t h a t  t h e  

s tuden t sn  perception of a  c l a s s  a s  highly sa t i s fy ing ,  i s  a l s o  concom- 

i t a n t  with high f r i c t i o n  i n  t h e  c l a s s .  This r e s u l t  is contrary t o  what 

t h e  l i t e r a t u r e  sugyests the  r e l a t ionsh ip  between these  two subscales 

should be. However, i n  s p i t e  of t h i s  incongruity t h e  MCI sca le  was 

considered t o  have adequate r e l i a b i l i t y  and v a l i d i t y  t o  be u t i l i z e d  

within t h i s  study. 

The Teacher Relat ionship Inventory (TRI). This  instrument was 

published by Wittmer and Myrick (1974) and it measures t h e  s tuden t s '  

perception of t h e i r  teacher ' s  i n t e r a c t i o n  and re la t ionsh ip  with them. 

The TRI i s  a 24  i t e m  quest ionnaire which has th ree  subscales: t h e  

s tuden t ' s  perception of the  t eacher ' s  l e v e l  of empathy; t h e  s tudentn  s 

perception of the  teacher ' s  l e v e l  of regard; and the  s tuden t ' s  percep- 

t i o n  of the  teachern  s l e v e l  of uncondit ionali ty of regard, o r  warmth. 

The TRI is at tached i n  Appendix H-1. 

The instrument was derived from t h e  Barrett-Lennard (1962) Rela- 

t ionship  Inventory (BLRI ) which was designed t o  test a c l i e n t ' s  sub] ec- 

t l v e  repor t  of his/her  r e l a t ionsh ip  with a the rap i s t .  Since 1962 t h e  

instrument has been adapted by changing t h e  pronouns and s l i g h t l y  
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varylng t h e  vocabulary t o  allow it t o  be used i n  o ther  contexts ,  i n  

particular t h e  teacher-student context  by Mason and Blumbery (1969). 

Wittmer and Myrick (1974) se lec ted  only th ree  of the  o r i g i n a l  s i x  

v a r ~ a b l e s  lncluded i n  the  Barrett-Lennard (1962) instrument and reduced 

t h e  number of items t o  measure these  a t t r i b u t e s .  The authors a l s o  

a l t e r e d  t h e  response format from a +3 t o  -3  on t h e  o r i g i n a l  version,  t o  

s trongly agree, agree, uncertain,  disagree,  s t rongly  d isagree  format. 

Despite two mall requests  f o r  information upon t h e  TRI's r e l i a b i l i t y  and 

validity, and two r e p l i e s  from one of i t s  o r ig ina to r s ,  no information o r  

d l r e c t l o n  t o  any published a r t l c l e s  which u t i l i z e d  t h e  THI. was received. 

A s  a r e s u l t ,  t h e  researcher has respected t h e  face  v a l i d i t y  of t h e  

instrument, especially a s  the  BLRI has  been widely used and has con- 

s iderable  v a l i d i t y  and r e l i a b i l i t y  da ta  ava i l ab le  upon it. Appendix H-2 

r e p o r t s  upon t h e  BLRI and t h e  TRI, wlth BLRI r e l l a b i l i t y  c o e f f i c i e n t s  

obtained by S t i l t n e r  (1973). 

The data  from t h e  TRI  was t r e a t e d  a s  i n t e r v a l  da ta  t o  allow 

r e l l a b i l i t y  and cor re la t ion  c o e f f i c i e n t s  t o  be calculated.  Appendix H-3 

r e p o r t s  t h e  means, s tandard deviat ions and alpha r e l i a b i l i t i e s  f o r  each 

subscale. Slnce the  alpha r e l i a b i l i t y  of the  uncondit ionali ty of regard 

subscale reached only 0.188 it was decided t o  de le te  it from any f u r t h e r  

analysis. In Appendix H-4 the  co r re la t ions  between t h e  subscales of 

empathy and regard was r = 0.85. This  revealed t h a t  empathy i s  highly 

co r re la t ed  with regard and they may be measuring t h e  same a t t r i b u t e -  

Problems associa ted  with t h e  measurement of empathy and regard were 

discussed i n  more d e t a i l  by Barl ing ( l980a) . 
Classroom L l f e  (CL) . Thls nlne i t e m  t e s t  was o r ig ina ted  by Fox, 

Luszki L Schmuck (1966) t o  be used by teachers t o  give them a general  



view of t h e i r  classroom climate. The CL quest ionnaire was designed 

primarily a s  a diagnost ic  t o o l  and not  a s  a v a l i d  and r e l i a b l e  predic- 

t l v e  questionnaire. The instrument was included within t h i s  study 

because unllke t h e  o ther  instruments, CL has two items (2 & 4 1 which 

provlde an i n s i g h t  and measure of s tudents '  motivation and committment 

t o  c l a s s  work. Fur ther ,  because t h e  instrument is  shor t ,  easy t o  

administer and easy t o  respond t o ,  it was included with both the  MCI and 

T K I  s o  t h a t  ~ t s  r e l i a b i l i t y  and v a l l d i t y  could be t e s t ed .  

Classroom Li fe  (CL) required t h e  s tudents  t o  s e l e c t  t h e  b e s t  

alternative from among four t o  s i x  a l t e r n a t i v e s ,  t o  describe how they 

f e e l  about t h e i r  c l a s s  and l i f e  i n  t h e i r  c l a s s .  

Upon examination of t h e  items t h e  researcher f e l t  t h a t  i t e m  seven 

was more r e l a t e d  t o  a s tuden t ' s  self-concept of academic a b i l i t y ,  r a t h e r  

than general classroom cllmate. A s  a consequence r e l i a b i l i t y ,  means and 

s tandara  deviations were ca lcula ted  upon t h i s  inventory both with and 

wlthout ltem seven. 

In  Appendix 1-2 t h e  means, s tandard devia t ion  and alpha r e l i a b i l i -  

t i e s  fo r  the  CL s c a l e  a r e  reported. The alpha r e l i a b i l i t i e s  range from 

0.70 t o  0.788, which ind ica tes  high r e l i a b i l i t y  f o r  t h e  sca le .  The 

cor re la t ion  matrix between the  nine quest ions (Appendix 1-31 r evea l s  

t h a t  quest ion seven is highly co r re la t ed  with quest ion four and i t s  

exclusion could be j u s t i f i e d  on the  grounds t h a t  it was not  measuring 

anything d i f f e r e n t  from quest ion four. 

While the  c o r r e l a t i o n  matrix provided evidence t o  suggest t h a t  t h e  

exclusion of l t e m  seven was j u s t i f i e d ,  t h e  co r re la t ion  of t h e  CL and t h e  
i 

CL-7 s c a l e s  with t h e  MCI and TRI subscales suggests t h a t  t h e  ins t ru-  

ment's v a l i d i t y  would s u f f e r  a s  a r e s u l t  of t h i s  de le t ion .  Appendix 1-4 
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reveals  t h a t  the  t o t a l  CL instrument i s  negatively co r re la t ed  with t h e  

P C 1  Sa t i s fac t ion ,  F r l c t i o n  and Competition subscales,  a s  wel l  a s  with 

the  T R I  empathy and t h e  TRI regard subscales. This suggests  t h a t  t h e  

h ~ g h e r  t h e  student1 s score  upon the CL instrument, t h e  lower h i s  

perception of the  Sa t i s fac t ion ,  F r i c t ion  and Competition within h i s  

c l a s s -  A s  t he  high cor re la t ions  suggest t h a t  t h e  t o t a l  CL instrument is  

more useful  and a more v a l i d  measurement of classroom cl imate than t h e  

CL-7 tormat, lt was decided t o  compute f u r t h e r  analyses upon it. The 

credibility and usefulness of the  CL-7 subscale is  considerably reduced 

by i ts  small co r re la t ion  with only two MCI subscales:  D i f f i c u l t y  and 

Competition. 

The CL instrument i s  a t tached within Appendix 1-1; t h e  da ta  

obtained from it w i l l  be t r e a t e d  a s  i n t e r v a l  data.  

Soclogram. This  instrument was adapted from Moreno' s ( 1 934 1 

o r l y i n a l  conception of a sociogram. Hallinan (1976) used t h e  same 

format a s  t h i s  present  study, whlch required s tudents  t o  s e l e c t i v e l y  

describe t h e i r  in terpersonal  r e l a t i o n s  with each s tudent  i n  t h e  c l a s s .  

Students were required t o  decide whether another s tudent  was: t h e i r  

"best  f r iend"  (someone they l i k e d  very much) ; t h e i r  " f r iend"  ( someone 

they l l k e d  but would not  c l a s s l f y  a s  t h e i r  bes t  f r i e n d ) ;  someone t h a t  

they "know"; and/or someone whom they d i d  "not know". The instrument 

had the  names of a l l  c l a s s  members on it and s tudents  were requested t o  

r a t e  every student .  A blank pro forma of t h e  instrument is  a t tached i n  

Appenalx L. 

The soclogram was used t o  provlde a measure of s o c i a l  c l imate  of 

the  c l a s s ,  i n  the  form of e i t h e r  a cen t ra l i zed  o r  d i f f u s e  c l a s s  s t ruc -  

t u r e .  The data from t h e  form was t r e a t e d  a s  nominal da ta  and only t h e  
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"best  f r lend"  category was analysed s ince  Hallinan (1976) r epor t s  it has 

the  g rea tes t  r e l i a b i l i t y .  Sociometry and t h e  v a l i d i t y  of t h i s  approach 

t o  co l l ec t lny  data  were i n i t i a l l y  e labora ted  and defended by Moreno 

( 1934 ) . More recent ly  researchers Schmuck & Schmuck (1 97 1 ) and Combs 

(1973) have conceptually and experimentally defended t h e  v a l i d i t y  and 

r l c h  source of da ta  ava i l ab le  from sociometric t e s t i n g .  

F u l l e r  A t f e c t l v e  I n t e r a c t i o n  Record (FAIR). T h i s  o b s e r v a t i o n  

instrument was developed by Francis  F u l l e r  (1969) a t  t h e  Texas Research 

and Development Center f o r  Teacher Education and is  reported i n  Simon 

and Boyer ( 1970, p.  43 ) . The FAIR includes 14 teacher response 

gor les  f o r  classification of teacher t a l k  and 14 f o r  s tudent  t a l k .  The 

FAIR was chosen f o r  t h i s  study because of i ts  l a rge  number of both 

teacher and student  response ca tegor ies  which could be u t i l i z e d  i n  a 

v a r i e t y  of s i t u a t i o n s .  Further  t h e  use of t h e  same instrument a s  

S t l l t n e r  (1973) would a t f o r d  some comparlson between elementary and high 

school teachers '  discussion leading s k i l l s .  A summary of t h e  FAIR 

categories appears In  Appendlx F-I. 

Whlle t h e  FAIR was deslgned t o  be u t l l i z e d  with videotaped c l a s s  

lessons,  S t i l t n e r  (1973) t r a ined  observers t o -  complete t h e  recording 

manually In  t h e  classroom. Because of t h e  in te r fe rence  caused by t h e  

presence of videotape equipment and t h e  lack of r e l i a b i l i t y  of l i v e  

observatlons,  t h e  researcher i n  t h l s  study chose t o  audiotape record t h e  

teacher leading a c l a s s  discussion.  

The researcher and another experienced teacher and graduate were 

t r a ined  i n  the  use of the  FAIR upon a c l a s s  discussion tape  which was 

not  from one of the  c l a s s e s  involved i n  t h e  study. Upon another t a p e  

t h e i r  i n t e r r a t e r  r e l i a b i l i t y  was es tabl i shed using Pearson's Product 
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lvloment Correlat ion,  a t  r = 0 . & Z .  The tapes  from each measurement time 

were randomly assigned a number and both r a t e r s  recorded a l l  behaviour 

whlch occurred. The r a t e r s  repeated t h e i r  nota t ion  every t en  seconds i f  

t h e  behaviour continued. Thus, both frequency and durat ion of t h e  

behavlour was recorded. The researcher r a t e d  16 tapes  and t h e  graduate 

s tudent  r a t e d  e igh t  tapes.  The raw da ta  were t r e a t e d  a s  nominal da ta  

and punched i n t o  computer cards,  then converted i n t o  percentages by 

dlvidlng t h e  number of observatlons t h a t  occurred i n  one category by t h e  

t o t a l  number of observations. This method a l s o  allowed t h e  computation 

of a t o t a l  percent  of teacher t a l k  and s tudent  t a l k .  The percentages 

were l a t e r  converted t o  Logits  ( l o g  f / l - f ) i n  an attempt t o  normalize 

t h e n  d l s t r l b u t i o n  and meet t h e  requirements of t h e  analyses procedures. 

Appendix F-2 repor t s  t h e  mean frequencies and ranges f o r  both 

teacher  and s tudent  t a l k  ca tegor ies  upon t h e  F A I R  instrument f o r  a l l  

c l a s ses .  

One c h a r a c t e r i s t i c  of t h e  mean frequencies and ranges of frequen- 

c i e s  f o r  a l l  c l a s s e s  on the  F A I R  observation schedule is  t h e  very l a r g e  

"ranges of frequencies". This  l a r g e  range f o r  each category o f t en  

exceeds the  mean frequency and ind ica tes  t h e  d i f fe rences  between t h e  

l n t e r a c t l o n  In  t h e  c l a s s e s  during t h e  discussions.  

Cateyorles which do not appear i n  Appendix F-2 were excluded 

because t h e n  frequency of occurrence was too  low and i n  most cases no 

observatlons were recorded f o r  t h e  ca tegor ies .  

The  Pup l l  Control Ideology (PC1 1. This instrument was designed by 

Willower , Eide l l  and Hoy ( I967 ) t o  measure t h e  teachers '  ideology 

concernlng pupi l  cont ro l  upon a cus tod ia l  versus humanistic continuum. 

The 20 i t e m  quest ionnaire required the  teacher t o  e i t h e r  s t rongly  agree, 
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agree, undecided, disagree o r  s t rongly  d isagree  with each statement. 

For example, l t e m  7 requested t h e  teacher t o  respond t o ,  "Pupils should 

not be permitted t o  cont radic t  t h e  statements of a teacher i n  c l a s s . "  

~ e a c h e r s '  responses were scored from f i v e  i f  they s t rongly  agreed, 

t o  one i f  they strongly disagreed. Two items ( 5  & 13) were reversed 

upon the  questionnaire ( s e e  Appendix D) , and t h e  higher t h e  score,  t h e  

more cus todia l  a t eacher ' s  pupi l  cont ro l  ideology: t h e  lower t h e  score  

t h e  more humanistic. The data  from t h e  PC1 was t r e a t e d  a s  i n t e r v a l  

aa ta .  The sp l l t -ha l f  r e l i a b i l i t y  of t h e  PC1 was reported a s  .91 and 

.95, by Wlllower e t  a l .  ( 1967 f o r  two d l f f  e ren t  populations using t h e  

Spearman-Brown formula. 

The v a l l d l t y  of the  PC1 has been t e s t e d  i n  a va r i e ty  of ways by t h e  

t e s t  originators and t h e i r  colleagues. Willower e t  a l .  (1967) requested 

seven school p r lnc lpa l s  t o  c l a s s l f y  a spec i f i ed  number of teachers  i n  

t h e l r  schools who were "most cus todia l"  and "most humanistic" according 

t o  the  PC1 de f in l t lons .  Usiny a T-test  t h e  authors found t h a t  teachers 

judyed t o  be most cus tod ia l  had s i g n i f i c a n t l y  higher PC1 scores than 

those Judged t o  be most humanistic. Besides t h i s  behavioral val ida t ion  

t h e  PC1 has a l s o  been found t o  c o r r e l a t e  with: s tudent  a l i ena t ion  

(Raf a l ldes  & Hoy 1971 ) ; t h e  organizational cl imate of a school (Hoy & 

Appleberry 1970 ) ; and dogmatism (Willower -- e t  a l .  1967 ) . The PC1 form 

a l s o  IS accompanied by extensive norms co l l ec ted  by Willower et &. 

(1967). 

For the  purposes of t h l s  study t h e  PC1 form was considered t o  have 

sa t l s fac to ry  v a l i d i t y  and r e l i a b i l i t y .  The PC1 was a l s o  chosen t o  be 

lncluded wlthln t h l s  study a s  it provided a simple y e t  r e l i a b l e  and 
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valid measure upon the  conceptual and behaviouxal dimensions of teacher 

s t y l e .  

The teachers '  responses t o  t h e  PCI upon a p r e t e s t  and p o s t t e s t  

revealed mean scores which ranged from 3'3.5 t o  55.5 with a mean of 46.4. 

This data  meant t h a t  f o r  t h i s  sample t h e  teachers  tended t o  be more 

humanlstlc than cus todia l .  

How I See Myself (HISMI. This  se l f - r epor t  self-concept instrument 

was designed by Gordon (1968) i n  order  t o  o f f e r  teachers  an easy t o  

administer and easy t o  score instrument which would y i e l d  severa l  f a c t o r  

scores upon the  c h i l d ' s  self-concept.  

The Gordon (1 968) HISM c o n s i s t s  of 40 i t e m s  each of which requ i res  

s tudents  t o  thlnk of themselves a s  they a r e  most of t h e  t i m e  and how 

they f e e l  about themselves. Each item then requi res  t h e  s tudents  t o  

p lace  themselves on a f ive-point  continuum upon which each of t h e  

extreme positions a r e  defined. The HISM instrument a s  it was admini- 

s t e red  t o  the  students  is  repr in ted  here i n  Appendix J. 

To determine t h e  reliability of the  HISM Combs and Gordon (1967) 

t e s t e d  80 high school pupi ls  i n  summer make-up c las ses  over a two-week 

perlode Tes t - re t e s t  c o e f f l c l e n t  of r e l i a b i l i t y  f o r  four subscales 

(Teacher, Appearance, Body-build and Academic Achievement) ranged from 

0.62 t o  0.82. Later  i n  t h a t  same year Yeats (1 967) reported s t a b i l i t y  

coe f f i c i en t s  ranging from 0.78 t o  0.89 over a nine day period f o r  

s tudents  of t h e  t h i r d ,  f i f t h ,  eighth and eleventh grades, ~ e a t s '  (1 967) 

t o t a l  population was 8979 students  from a north-central  F lor ida  school 

system. 

In order  t o  provide v a l i d i t y  f o r  t h e  HISM instrument Combs and 

Gordon ( 1967 used a mixture of projec t ive  techniques and observations 
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I n  the  interview s e t t i n g  a s  cues f o r  inferences about pupi ls '  s e l f -  

concepts. The researchers found t h a t ,  although p o s i t i v e  and s ign i f  i- 

cant ly  d i f f e r e n t  from zero, the  co r re la t ions  were general ly of a low 

order.  

Gordon ( 1968 concluded t h a t  t h e  i n f e r r e d  measure of self-concept 

was somewhat d i f f e r e n t  than self-concept measured by t h e  HISM s e l f -  

r epor t  instrument. This suggests  t h a t  self-concept measured by t h e  

se l f - r epor t  instruments may be d i f f e r e n t  from self-concept i n f e r r e d  from 

observations, o r  t h a t  observation may be measuring only one aspect  of 

s e l f  -concept. 

because Gordon's (1968) f a c t o r  ana lys i s  of h i s  items was somewhat 

arbitrary and h i s  f a c t o r  loadings have been c r i t i c i z e d  by Stavelson, 

Huber and Stanton (1976) a s  well  a s  by Marx and Winne (1 978 and 1980 1 

t h l s  researcher decided t o  conduct a f a c t o r  analys is  upon s tudents '  

responses t o  t h e  HISM a t  t h e i r  f i r s t  t e s t i n g  period. This  procedure 

then enabled t h e  most meaningful f a c t o r s  f o r  t h i s  sample of s tudents  t o  

be l s o l a t e d  and explored. 

Two hundred and seventy-four s tudent  responses t o  t h e  HISM ques- 

t lonna l re  were analysed upon a p r inc ipa l  f a c t o r  analys is ,  using SPSS by 

Nle e t  a 1  (1975). Fourteen principal f a c t o r s  were located.  These 
-1- 

f a c t o r s  and t h e i r  quest ions showed only moderate agreement with t h e  

f a c t o r s  proposed by Gordon (1968) and low r e l i a b i l i t y .  Thus, it was 

aecided t o  complete fu r the r  analyses using t h e  varimax r o t a t e d  f a c t o r  

matrlx. The f l r s t  th ree ,  then four ,  and f i v e  f a c t o r s  were r o t a t e d  once 

upon the  varimw ro ta ted  f a c t o r  matrix. The four-factor  ana lys i s  was 

chosen t o  provide t h e  f a c t o r s  f o r  f u r t h e r  ana lys l s  f o r  two reasons. 

F l r s t  , t he  f a c t o r  loadings upon f a c t o r  one were cons i s t en t ly  higher f o r  
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the  four f a c t o r  r o t a t i o n  than f o r  th ree ,  o r  f i v e  ro ta t ion .  Second, t h e  

elgen values j u s t i f i e d  selecting only four f ac to r s .  

The four f ac to r s  se lec ted  had quest ions with f a c t o r  loadings of 

more than + o r  -U.  3 U  and ranged up t o  a loading of -. 75. Together t h e  

tour  f a c t o r s  accounted f o r  32 percent  of t h e  variance of the  t o t a l  HISM 

quest lonnalre.  For individual  f a c t o r  loadings and quest ions which 

contributed t o  each fac to r  see Appendix S. This t a b l e  i d e n t i f i e s  t h e  

four chosen f a c t o r s  a s  a Teacher-School f a c t o r ,  Physical  f a c t o r ,  an 

In terpersonal  Adequacy fac to r ,  and a Socia l  f ac to r .  

The HISM was considered t o  be an instrument of adequate r e l i a b i l i t y  

a s  the  alpha r e h a b i l i t i e s  f o r  the  subscales ranged from Alpha - 0.336 

f o r  Teacher-School, t o  0.625 f o r  t h e  Physical  f ac to r .  The o ther  two 

t a c t o r s  had alpha r e l i a b i l i t i e s  of :  Alpha - 0.554 f o r  In terpersonal  

Adequacy; and Alpha 0.354 f o r  t h e  Socia l  f a c t o r  of 274 s tuden t s  a t  time 

one. 

Self Concept of A b i l i t y  Scales  (SCA). This  s p e c i f i c  measure of 

self-concept of academic a b i l i t y  has been extensively used i n  a number 

o t  l a r g e  s tud ies  conducted a t  Michigan S t a t e  by Brookover, Paterson and 

Thomas (19621, Brookover, LePere, Hamachek, Thomas and Erickson (1965) 

and Brookover, Erlckson and J o l n e r  ( 1 967 ) . 
The researchers defined t h e  "Self-concept of Abi l i ty"  a s  r e f e r r i n g  

t o  tne  evaluating d e f i n i t i o n s  which individuals  hold of themselves with 

respect  t o  t h e i r  a b l l i t y  t o  achieve i n  academic t a sks  i n  general ,  by 

comparison with o thers  i n  t h e i r  c l a s s .  

The SCA s c a l e  IS at tached i n  Appendix K. The SCA i s  scored by 

reversing a l l  t he  values so t h a t  the  student  who has t h e  higher score  
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has the  b e t t e r  self-concept of academic a b i l i t y .  The data  y ie lded by 

che SCA 1s t r e a t e d  a s  l n t e r v a l  data.  

The r e l l a b l l l t y  of t h e  SCA has been reported i n  Brookover et &. 

(19bL 1, Brookover -- e t  a l .  (1967), and by Paterson (1966). Using Hoyt's 

(1941)  a n a l y s l s  of v a r i a n c e  r e l l a b l l i t y  c o e f f i c i e n t ,  t h e  i n t e r n a l  

consistency f o r  t h e  SCA upon samples of sub jec t s  drawn from grades 7 t o  

10, ranged from 0.82 t o  0.92. The t e s t - r e t e s t  reliability reported over 

a one-year i n t e r v a l  using Pearson Product Moment co r re la t ions  ranged 

from U. b9 t o  0.72 f o r  s tudents  i n  grades 8 t o  12. For both male and 

female s tudents  t h e  t e s t - r e t e s t  r e l i a b i l i t y  over the  one-year i n t e r v a l  

f o r  grades 8 t o  12 ranged from 0.688 t o  0.727. In  general  t h e  r e l i a b i l -  

l t l e s  a re  high enough t o  permit t h e  study of individual  d i f ferences .  

Shavelson, Bolus and Keesling (1 981 ) found t h a t  f o r  t h e  SCA t h e  

convergent v a l i d i t y  was i n  t h e  order  of 0.74. The researchers  a l s o  

ca lcu la ted  the  disciminant v a l i d i t y  c o e f f i c i e n t s  which were considerably 

l e s s  than the  convergent v a l i d i t y  c o e f f i c i e n t s  and thus t h e  c r i t e r i o n  of 

discriminant v a l i d i t y  was met. 

Thus, t h e  preceediny v a l i d i t y  and r e l i a b i l i t y  da ta  upon t h e  SCA 

reveals  t h a t  t h e  instrument has s u f f i c i e n t  r e l i a b i l i t y  and v a l i d i t y  t o  

be lncluded wlthln t h i s  study. Fur ther ,  t h e  SCA was chosen f o r  t h i s  

study because lt provided the  most r e l i a b l e  and v a l i d  measure of 

s t u d e n t ' s  self-concept of achievement, more r e l l a b l e  and v a l i d  than t h e  

previously discussed HISM instrument. 

The desc r lp t lve  s t a t i s t i c s  upon t h l s  instrument f o r  267 s tuden t s  a t  

tlme one ylelded a mean of 28.23 with a s tandard deviat ion of 3.97. The 

alpha r e l l a b l l l t y  of t h e  s c a l e  was 0.82. For t h e  purpose of t h i s  study 

t h e  SCA was considered t o  be of good r e l i a b i l i t y .  
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yuan t i ty  of P r o j e c t  GROW A c t i v i t i e s  Implemented. This measure of 

t h e  number o t  activities conducted by t h e  teacher  was obtained by having 

teacners  check t h e i r  P ro jec t  GROW books and t h e i r  d a i l y  work program. 

The t o t a l  number of a c t i v i t i e s  implemented was u t i l i z e d  within t h e  

analyses . 
Because t h e  teachers  were volunteers  i n  a research p r o j e c t  i n i t i a l -  

l y  presented a s  a study of t h e i r  c l a s s  cl imates,  t h e i r  involvement i n  

thls curriculum implementation aspect  of t h e  study was a l s o  voluntary. 

While t h e  researchers had an expectat ion of high implementation, it was 

no t  a condition of t h e i r  involvement t h a t  they implement a l l  a c t i v i t i e s .  

A s  a r e s u l t  the re  emerged two l e v e l s  of implementation: t h e  "high- 

implementers" and t h e  "low-implementers." These da ta  were considered t o  

be v i t a l  by Charters  and Jones (1973) i n  determining t o  be t h e i r  l e v e l  

t h r e e  criterion of " ro le  performance1'; they  were t r e a t e d  a s  o rd ina l  

data.  

91 e c t  GROW A c t i v i t i e s .  This  

measure of implementation a l s o  cont r ibutes  t o  Charters  and Jones (1973) 

c r i t e r i o n  of " ro le  performance" . However, t h e  measure is  o r i en ted  

toward "how w e l l  were t h e  a c t i v i t i e s  conducted". The Teacher In te r -  

ac t ion  Act iv i ty  Schedule (TIAS) was designea by t h e  researcher and 

consis ted  of twelve ca tegor ies  on which the  observer r a t e d  t h e  teacher  

conducting the  a c t i v i t y  ( r e f e r  t o  Appendix E-I). 

Each teacher from the  experimental group conducted t h e  P ro jec t  GROW 

a c t i v i t y  "Don't Tear Me Apart" (Barl ing 1980b, p.  95).  The teachers  

were observed by two r a t e r s ,  t he  researcher and the  school counsel lor .  

A t eacher ' s  TIAS score  was t h e  average of both r a t e r s '  scores  upon t h e  

Items. 
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Because t h e  instrument had not been t r i a l  t e s t e d ,  the re  were no 

reliability o r  v a l i d i t y  da ta  f o r  it. Further ,  when t h e  instrument was 

used severa l  items were found t o  lack relevance t o  t h e  success of t h e  

implementation. A s  a r e s u l t  only items I1 and 12 were used i n  t h e  

ana lys i s  of t h e  data.  These two high-inference items enabled t h e  

researcher  t o  again c l a s s i f y  t h e  teachers  a s  "high-implementers" and 

"low-implementers" upon the  q u a l i t y  c r i t e r i o n .  

Data from both sources, t h e  q u a l i t y  and quant i ty  measures, a r e  

reported i n  Appendix E-3. These da ta  were u t i l i z e d  i n  a post-hoc 

fashion t o  ca tegor ize  t h e  teachers  i n t o  a high- and low-implementing 

group. Both s e t s  of da ta  were congruent with each o ther  a s  t h e  "high- 

impl~nenters" were a l s o  found t o  be only s l i g h t l y  b e t t e r  than t h e  o the r s  

upon the  qua l i ty  of implementation. Further  da ta  on teachers ,  c l a s s e s ,  

and groups a r e  a l s o  provided i n  Appendix 0-1. 

Procedure 

An o v e r a l l  matrix of t h e  Study Desiyn, Time-Line of In tervent ions ,  

and Data Collect ion i s  presented i n  Appendix T-I; t h i s  should be 

r e f e r r e d  t o  i n  t h e  following discussion.  

Each of the  twelve teachers  and t h e i r  c l a s s e s  were p re tes t ed  upon 

t h e  quest ionnaires during t h e  f i r s t  two weeks i n  October 1980 (01). 

Teachers were then randomly assigned t o  an experimental group (ER), and 

a cont ro l  group (CK) using a t a b l e  of random numbers. 

The experimental group. The s i x  teachers  who had been randomly 

chosen were approached by t h e  researcher who requested t h e i r  involvement 
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I n  a one-day profess ional  development workshop and subsequent imple- 

mentatlon of t h e  P ro jec t  GROW curriculum of i n t e r a c t i o n  a c t i v i t i e s .  A l l  

t eachers  assigned t o  the  experimental group agreed and p a r t i c i p a t e d  i n  a 

workshop with t h e i r  school counsel lor  on November 12th, 1980. 

Durlny t h e  workshop t h e  researcher explained t h e  r a t i o n a l e  and 

t h e o r e t i c a l  framework underlying Pro jec t  GROW and t h e  theory of group 

development proposed by Tuckman ( 1965 1. Teachers were o r i en ted  t o  t h e  

a c t l v l t i e s  i n  Phase One and Phase Two of P ro jec t  GROW through small  

yroup dlscusslon and preview of each a c t i v i t y .  Discussion of problems 

associa ted  with implementation and ideas t o  improve t h e  a c t i v i t i e s  were 

a l s o  shared a t  t h e  workshop. 

The alm or the  one-day workshop was pr imar i ly  t o  o r i e n t  teachers  t o  

Projec t  GROW as  a curriculum resource and t o  induce them t o  commit 

themselves t o  implement t h e  a c t i v i t i e s .  Because of t h e  l imi ted  durat ion 

of the  o r l e n t a t i o n  workshop the re  was no attempt t o  t r a i n  teachers  t o  

lmprove t h e n  implementation of i n t e r a c t i o n  a c t i v i t i e s .  The workshop 

was w e l l  recelved by both the  school counsel lors  and t h e  implementing 

teachers .  The counsel lors  agreed t o  provide support and expert  a s s i s -  

tance t o  the  teachers.  The teachers  a l l  agreed t o  commence implementing 

t h e  a c t l v i t i e s .  

Several aspects  of t h e  workshop and t h e  f u t u r e  implementation of 

the  a c t l v i t i e s  deserve individual  comment: 

1. Teachers were encouraged t o  s e l e c t  and adapt a c t i v i t i e s  t o  s u i t  

t h e l r  own and t h e i r  c l a s s ' s  needs. 

2. The teachers  were encouraged t o  conduct a t  l e a s t  one, and 

hopefully two a c t i v i t i e s  during t h e  i n i t i a l  weeks of t h e  Projec t .  They 
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were requested t o  conduct the  activities i n  t h e  order  t h a t  they appeared 

I n  the  P ro jec t  GROW book. 

3 The teachers  were ylven ownership of t h e  P ro jec t  GROW resource 

and encouraged a s  a group t o  provide t h e  researcher with va luable  

feedback upon t h e l r  lmplementatlon success o r  f a i l u r e  and t h e  s u i t a b i l -  

l t y  of the  exercises.  This feedback was t o  enable f u t u r e  revis ion  of 

t h e  P ro jec t  GROW resource. 

4. The teachers  who implemented Pro jec t  GROW a c t l v l t r e s  met a s  a 

group wlth the  researcher on th ree  more occasions. On these  occasions 

t h e  experimental group of teachers  and t h e  researcher met f o r  approxi- 

mately two hours t o  dlscuss t h e  unplementation. process, teachers '  

problems, f u t u r e  goals  and f u t u r e  adaptations of t h e  Pro J e c t  GROW 

a c t l v l t l e s .  

The precedlng four aspects  of the  workshop and l a t e r  implementation 

were derlved from curriculum implementation l i t e r a t u r e  a s  suggested 

success tu l  strategies . Fullan ( 1979 ) elaborated upon t h e  need f o r  

teachers  t o  f e e l  a sense of ownership of t h e i r  resources and t o  f e e l  

f r e e  t o  adapt t h e  material. Thls mutual adaptat ion mode f o r  projec ted  

fu r the r  development of t h e  curriculum resource was a l s o  advocated by 

Berman and NlcLaughlin ( 1977 i n  t h e l r  extensive curriculum implementa- 

t l o n  repor t  f o r  t h e  Rand Corporation. The key p r inc ip les  and f a c t o r s  

r e l a t e d  t o  e f f e c t l v e  C W ~ ~ C U ~ U ~  implementation l i s t e d  by Fullan ( 1979) 

were considered and acted upon i n  order  t o  increase  t h e  l ike l ihood of 

successful  imj&ementatlon by t h e  experimental group of teachers.  

The contro l  group. The s i x  teachers  who were randomly a l loca ted  t o  

t h e  cont ro l  group were t o l d  t h a t  a t  t h e  conclusion of t h e  study they 
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would be glven a copy of the  P r o ~ e c t  GROW resource book and an orienta-  

t l o n  t o  ~ t s  concepts and a c t i v i t i e s .  The teachers  were requested t o  

conduct t h e l r  c l a s s  a s  they normally would, b u t  t o  r e f r a i n  from imple- 

rnentmg a curriculum of in te rac t ion  a c t i v l t i e s .  A s  none of them had 

prevlously mplemented many i n t e r a c t i o n  a c t i v i t i e s  t h i s  request  was not  

d i f t l c u l t  t o  meet. Each contro l  group c l a s s  was v i s i t e d  during t h e  same 

week a s  the  experimental group c l a s s e s  and t h e  four da ta  c o l l e c t i o n  

tlrnes were those indica ted  i n  Figure 3 . 3 .  

Dura t ion  of Study.  The s t u d y  commenced i n  October  1980 and  

continued u n t i l  t he  end of May 1981. During t h i s  time the re  were four  

da ta  collection times which a r e  dlagramatical ly depicted i n  Figure 3 . 3 .  

Figure 3 . 3  a l s o  depic ts :  the  s p e c i f i c  da ta  co l l ec t ion  times f o r  

c l a s ses ;  t h e  implementation of P ro jec t  GROW a c t i v i t i e s  during each da ta  

co l l ec t ion  time; and the  supplementary a c t i v i t i e s  t h e  experimental group 

undertook. 

Implementation of A c t i v i t i e s .  A l l  experimental group teachers  

conducted i n t e r a c t i o n  a c t i v i t i e s  during t h e  academic year. While Figure 

3 - 3  i n d l c a t e s  t h e  Phase of P ro jec t  GROW t h e  activities were chosen from 

and when they were mplemented, Table 3 . 2  includes da ta  which r e l a t e s  

t h e  t e s t i n g  time t o  the  predic ted  s t age  of group development a s  indi-  

cated by Tuckman's (1965) model; and the  implementation of P ro jec t  GROW 

a c t l v l t i e s  which correspond t o  each period of time between t e s t i n g  

tunes. 

When Table 3.2 i s  examined i n  conjuction with t h e  more d e t a i l e d  

Appendix E-3, t h e  number of a c t i v i t i e s  and the  p a r t i c u l a r  a c t i v i t y  

conducted between each t e s t i n g  time can be obtained f o r  each teacher.  

In  general these  da ta  ind ica te  t h a t  a l l  experimental group teachers  
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Figure 3 . 3 :  Study Desiyn and Time Line In tervent ions  
and Data Col lec t ion  

Key: E : randomly assigned experimental group 
R 

C : randomly assigned contro l  group 
R 

T : d a t a  co l l ec t ion  time 1 - 14 October 1980 
3 
T : 3 - 9 December 1980 

23 - 27 February 1981 

13 - 22 May 1981 

( a )  : t h e  I-day workshop, 12 November 1980 

( b )  : the  second meeting of t h e  experimental group, 3 December 1980 

( c )  : t h e  t h i r d  meeting of t h e  experimental group, 4 February 1981 

( d )  : the  four th  meeting of the  experimental group, 22 Apr i l  1981 

x : implementation of P ro jec t  GROW a c t i v i t i e s  from Phase 1 
1 

X : implementation of P ro jec t  GROW a c t i v i t i e s  from Phase 2 
2 

X : implementation of P ro jec t  GROW a c t i v i t i e s  from Phase 3 
3  



Table 3 -2 

Predicted Stages of Group Development 
(Tuckman, 1965 ) and P r o j e c t  GROW A c t i v i t i e s  

Test ing Predicted Stages P ro jec t  Grow 
Tlme Tuckman (1965) Sequence of ~ c t i v i t i e s *  

T 1 During S t  age 1 : After  TI, Phase 1 
Forming a c t i v i t i e s  

S t a r t  of Stage 2: 
Storming 

-- 

After  T2, phase 2 
a c t i v i t i e s  

T3 S t a r t  of Stage 3: After  t3 ,  Phase 3 and 
Norming Phase 4 a c t i v i t i e s  

Approaching t h e  
end of Stage 4 : 
Performing 

*See Appendix E-3 for  a descr ip t ion  of P ro jec t  GROW a c t i v i t i e s  conducted 
by teachers  between each t e s t i n g  period. 

implemented t h e  majori ty of Phase 1 a c t i v i t i e s  between 12 November 1980 

and Christmas time. A l l  experimental group teachers  implemented t h e  

"Classroom Meeting" a c t i v i t y  ( a c t i v i t y  number 13 ) a s  a regular  f e a t u r e  

of t h e i r  c l a s s '  weekly program during t h e  remainder of t h e  school year.  

During t h i s  period of time from Christmas u n t i l  t h e  end of May t h e r e  

emerged two d i s t i n c t  groups of teachers.  These data  were u t i l i z e d  t o  

categorize the  experimental group of teachers  i n t o  high-implementation 

and low-implementation groups. The high-implementation group introduced 

the  majori ty of the  remaining Phase Two, Three and Four a c t i v i t i e s ,  

whlle t h e  low-mplementing group of teachers  introduced fewer and fewer 

a c t i v i t i e s  a s  the  year progressed. So not iceable  was t h e  low-implement- 

m y  group' s d e c l m e  t h a t ,  besldes t h e  classroom meeting a c t i v i t y ,  they 

implemented only a few a c t i v i t e s  from Phase Two, and only one from 

Phases Three and Four. 
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p e s t i o n n a i r e  Administration. A t  each da ta  co l l ec t ion  time t h e  

researcher administered each ques t ionnai re  and conducted t h e  c l a s s  f o r  

the  durat ion.  On some occasions the  c l a s s  teacher  l e f t  t h e  classroom. 

The order  of administration of t h e  ques t ionnai res  i s  reported i n  

Appendix T-2. 

A l l  s tudents  who p a r t i c i p a t e d  i n  t h e  study were administered each 

of the  quest ionnaires.  This s t r a t egy  was adopted t o  allow an accura te  

"c las s  perception" t o  be gained from each instrument. Absences a t  each 

measurement time were not followed up and general ly t h e r e  was a 75 

percent  mlnimum response r a t e  from each c las s .  The f a c t  t h a t  t h e r e  was 

a mlnlmum school time of seven weeks between quest ionnaire administra- 

t ~ o n  and t h a t  t h e r e  were four ques t ionnai res  within each administrat ion 

would tend t o  minimize the  p robab i l i ty  of t e s t - r e t e s t  e f f e c t s .  Fur ther ,  

a t  each administrat ion it was s t r e s s e d  t h a t  t h e r e  were no r i g h t  o r  wrong 

answers, but  s tudents  should s e l e c t  answers t o  describe how they " f e e l "  

about l l f e  i n  t h e l r  c l a s s  a t  t h e  present  time. The d i rec t ions  t o  each 

questionnaire were then read t o  the  s tudents  a s  they progressed from one 

instrument t o  t h e  next. 

Data processing and analysis. Data co l l ec ted  from a l l  instruments 

except the  W L ,  T R I  and CL were d i r e c t l y  keypunched i n t o  computer d a t a  

processing cards whlch were v e r l f i e d  f o r  accuracy. 

The u n i t  of analys is  i n  t h i s  study is  t h e  c l a s s  group. A l l  

analyses of the data  a s  described i n  t h e  previous sec t ions  were com- 

p le ted  upon t h e  Simon Fraser  University computer. The r e s u l t s  of t h e s e  

analyses a r e  reported i n  Chapter Four. 



CHAPTER FOUR 

KESULTS OF THE STUDY 

Int roduct ion  

Withln t h i s  chapter da ta  pe r t a in ing  s p e c i f i c a l l y  t o  each aspect  of 

t h e  study and the  analyses designed t o  t e s t  each hypothesis a r e  pre- 

sented. The r e s u l t s  w i l l  be presented i n  summary form, reviewing only 

t h o s e  which r e a c h  s t a t i s t i c a l  s i g n i f i c a n c e  a t  t h e  ( p < . 0 5 )  l e v e l .  

Spec l f i c  da ta  pe r t a in ing  t o  each ana lys i s  conducted.wil1 be presented i n  

the  Appendices. 

While t h e  da ta  pe r t a in ing  t o  Aspect One of t h i s  study a r e  pr imar i ly  

concerned with t i m e  x treatment group in te rac t ions ,  it has been decided 

t o  represent  these  da ta  graphica l ly  even i f  they do not  reach s t a t i s -  

t i c a l  s igni f icance .  The graphical  presenta t ion  of da ta  w i l l  be t h e  

b a s i s  of the  i n t e r p r e t a t i o n  t o  explore t h e  quest ion posed t o  guide t h e  

investigation i n t o  Aspect Two of t h i s  study. 

Tes ts  f o r  School Ef fec t s .  

The preceding l i t e r a t u r e  review i n  Chapter two suggested t h a t  

school cllmate va r i ab les  may a f f e c t  classroom v a r i a b l e s  ( S t i l t n e r  1973). 

In  order t o  de tec t  i f  school cl imate va r i ab les  were s t a t i s t i c a l l y  

s lgn l f  l can t  lnf  luences within t h i s  present  study, a one-way ana lys i s  of 

variance, wlth school a s  t h e  f a c t o r  was performed. The ANOVA was 

performed on t h e  data  using the  SPSS (Nie, e t  a 1  1975) program. 
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Appendix P-3 r epor t s  these  data,  which i n d i c a t e  t h a t  t h e r e  were s t a t i s -  

t i c a l l y  significant di f ferences  (p<.O5) between schools upon t h e  MCI 

subscales of s a t l s f a c t i o n ,  f r i c t i o n  and cohesion. 

U t l l l z i n g  t h e  Scheffe (1959) procedure f o r  t e s t i n g  t h e  range of 

d i f f e rences  among the  schools ( r e f e r  t o  Appendix P - I ) ,  s t a t i s t i c a l l y  

s i y n l f l c a n t  differences (p<.05) were found between School two and t h e  

other  f l v e  schools upon the  MCI Sa t i s fac t ion  subscale. Further ,  t h e r e  

was a s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rence  (p< .O5 between School f i v e  

and the  other  schools upon the  MCI F r i c t i o n  subscale. No other  s t a t i s -  

t l c a l l y  s i g n i f x a n t  d i f ferences  were detec ted  upon t h e  MCI, TRI o r  CL 

subscales using t h e  Scheffe (1959) procedure. 

When a second ANOVA was conducted upon t h e  means from t h e  t h r e e  

instruments t o  t e s t  fo r  s l y n i f i c a n t  d i f f e rences  between t h e  experimental 

group and the  cont ro l  group a t  time one, no s t a t i s t i c a l l y  s i g n i f i c a n t  

r e s u l t s  were found. Refer t o  Appendix P-2 f o r  t h e  r e s u l t s  of t h i s  

analys is .  

A s  a r e s u l t  of both analyses it was concluded t h a t  except f o r  

d i f f e rences  between schools two and f i v e ,  and t h e  rest of t h e  schools  

upon s a t i s f a c t i o n  and f r i c t i o n  respect ive ly ,  d i f f e rences  between schools  

whlch influenced t h e  MCI, TRI, and CL responses were i n s i g n i f i c a n t .  

From these  analyses it was concluded t h a t  d i f ferences  among schools was 

an intervening va r i ab le  which would have l i t t l e  consequence (except  f o r  

s a t l s f a c t i o n  and f r i c t i o n  subscales of t h e  MCI)  upon f u t u r e  in te rp re ta -  

t i o n  of r e s u l t s .  Thus, t h e  following analyses should pr imar i ly  be 

measuring d i f ferences  i n  classroom cl imate r e l a t e d  t o  t h e  experimental 

and contro l  condit ions,  r a t h e r  than influences r e l a t e d  t o  d i f fe rences  

among schools In  the  experimental sample. 



Aspect One: Can t h e  Teacher's Implementation_of A S e r i e s  of - 
I n t e r a c t i o n  A c t i v i t i e s  F a c i l i t a t e  The P o s i t i v e  
Development of Upper-Elementary Classroom C l i -  
mates and Student Self-Concepts? 

Hypothesis One 

There w i l l  be no statistically s i g n i f i c a n t  d i f ference  between 
t h e  c l a s s  means of the  cont ro l  and experimental groups on t h e  
s c a l e s  of t h e  classroom cl imate inventor ies  a t  any of t h e  four 
measurement times. 

Data From Analyses To Tes t  Hypothesis One 

The f i r s t  analys is  completed upon t h e  da ta  t o  t e s t  t h i s  hypothesis  

was a mul t iva r i a t e  analys is  of variance (MANOVA). Data from t h i s  

analys is  a r e  reported i n  Table 4.1. 

Withm t h i s  ana lys i s  t h e r e  were t h r e e  f ac to r s : .  t ime ( four  measure- 

ments); treatment group ( t h r e e  l e v e l s ) ;  and t h e  i n t e r a c t i o n  of time X 

t reatment group. 

Table 4.1 r e p o r t s  t h r e e  s t a t i s t i c a l l y  s i g n i f i c a n t  e f f e c t s  (p<.05).  

For t h e  PC1 t he re  was a s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rence  between 

tlmes. For the  TRI s c a l e  t h e  statistically significant differences were 

reported between tunes and f o r  t h e  i n t e r a c t i o n  of time and treatment 

group. 

In order  t o  l s o l a t e  whlch subscales were ind ica t ing  s t a t i s t i c a l l y  

s l y n l f l c a n t  e f f e c t s ,  a s e r l e s  of three-way ANOVA'S were completed upon 

t h e  subscales of t h e  MCI, TRI and t h e  CL sca le .  These da ta  a r e  reported 

In  Hppendlces g-I and 9-2. A summary of the  s t a t i s t i c a l l y  s i g n i f i c a n t  

r e s u l t s  is reported here i n  Table 4.2. A l l  p r o b a b i l i t i e s  have been 

rounded t o  the  more conventionally used p robab i l i ty  values. 

In general the  da ta  i n  Table 4.2 i n d i c a t e s  t h a t  t h e r e  were s t a t i s -  

t l c a l l y  s i g n i f i c a n t  d i f f e rences  (pC.05) f o r  a l l  groups, on most sub- 

sca les ,  over time. Only one treatment group e f f e c t  was s t a t i s t i c a l l y  



Table 4.1 

Manova f o r  MCI and TRI  Scales  

Source Wilks Lambda F  Value Probab i l i ty  
MCI TRI lvlC I TRI MCI TRI 

Scale Scale Scale Scale Scale Scale  

A (Time) 

B (Treatment Group) 2.6522 6.7931 2.0562 0.2844 0.2541 0.9286 

s iyn i f  i can t ,  with the  MCI subscale of Cohesion (p< .O25 r e g i s t e r i n g  a  

s t a t l s t i c a l l y  s i g n i f i c a n t  d i f ference;  t h e  Empathy s c a l e  alone showed a  

s t a t i s t i c a l l y  s i g n i f i c a n t  (p<.025) r e s u l t  due t o  an in te rac t ion  of time 

x  treatment group. 

In order  t o  f u r t h e r  i n t e r p r e t  these  r e s u l t s  each s t a t i s t i c a l l y  

s l y n l f l c a n t  f m d i n g  w i l l  be p l o t t e d  and discussed i n  more d e t a i l .  A l l  

s t a t l s t l c a l l y  s i g n i f i c a n t  e f f e c t s  were i s o l a t e d  using t h e  post-hoc 

analys ls  known a s  ~ u n c a n '  s Mult iple Range Test f o r  ~ lpha=O.  05. (Refer 

t o  SPSS manual by Nie, et  a 1  1975). This  ana lys i s  enabled data  t o  be -- 
interpreted f o r  each treatment group, a t  each of t h e  d i f f e r e n t  measure- 

ment times, and i n  r e l a t i o n  t o  each o ther  t reatment group. The follow- 

ing Figures include d e t a i l s  upon t h e  t h r e e  treatment groups u t i l i z e d  

within t h e  analyses: ( E l )  a r e  t h e  experimental c l a s ses  (high-implement- 

e r s  of Projec t  GROW a c t i v i t i e s ) ;  (E2) is t h e  group of c l a s s e s  which 

lnlplemented only a  few Pro jec t  GROW a c t i v i t i e s ;  and ( C )  t h e  randomly 

se lec ted  th ree  c l a s ses  which formed the  cont ro l  group. 

Ply Classroom Inventory (PAC1 ) data. Figure 4.1 i l l u s t r a t e s  t h e  

development of t h e  t h r e e  treatment groups upon t h e  MCI dimension of 



Table 4.2 

Levels of S ign i f i can t  Differences on Dependent Measures 

MCL, TFS, and CL from ANOVA Analysis 

Scale Source 
A (Time) B (Treatment Group) 

MCI 
Sa t i s fac t ion  
F r i c t i o n  
Competition 
D i f f i c u l t y  
Cohesion 

TKI: 

Empathy 
Regard 

Fr i c t ion .  The high-implementing c l a s s e s  ( E l )  maintained a low l e v e l  of 

f r i c t i o n  from time one-to-time three .  There was an increase  i n  t h e  

l e v e l  of f r i c t i o n  f e l t  i n  these  c l a s s e s  a t  time four. Both t h e  con t ro l  

c l a s ses  and t h e  low-implementing c las ses  showed an increase  i n  f r i c t i o n  

from time one t o  time two, and then a slower r a t e  of increase  u n t i l  t ime 

four. 

There was a s t a t i s t i c a l l y  s i g n i f i c a n t  d i f ference  (p<.002) between 

measurements a t  time one and t h e  o ther  t h r e e  measurement times. Of 

p a r t i c u l a r  i n t e r e s t  i n  Figure 4.1 is  t h e  cons i s t en t ly  higher l e v e l  of 

f r i c t i o n  i n  t h e  low-implementing group. Their l e v e l  of f r i c t i o n  

experienced is a l s o  cons i s t en t  and p a r a l l e l  i n  i ts  development with t h e  

cont ro l  group. 

This unexpected f inding was a l s o  duplicated within t h e  PIC1 subscale 

Cohesion. Figure 4.2 i l l u s t r a t e s  t h e  change i n  t h e  l e v e l  of cohesion 
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Figure 4.2 Treatment Group x Time In te rac t ion  on Dependent Variable MCI 
Subscale Cohesion. 
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experlenceg from times one t o  four. The low-implementing group main- 

t a ined  a cons i s t en t ly  lower and p a r a l l e l  development upon t h e  index of 

cohesion I n  r e l a t i o n  t o  the  con t ro l  group of c lasses .  While t h e  

h~gh-lmplementers followed a s imi la r  p a t t e r n  t o  t h e  o ther  groups, and 

showed a decrease i n  cohesion a t  time two and an increase  a t  time t h r e e ,  

they continued t o  increase  t h e i r  cohesiveness while t h e  o ther  two 

yroups' l e v e l  of cohesion decreased a t  time four. 

Wlthln F i g u r e  4.2 t h e r e  i s  a l s o  a s t a t i s t i c a l l y  s i g n i f i c a n t  

d l f  ference (p< . d 5 )  between t h e  cohesion measurements a t  time one and t h e  

o the r  measurement times. Further ,  t h e r e  i s  a s t a t i s t i c a l l y  s i g n i f i c a n t  

d i f f e rence  (p<.025) between t h e  high-implementing and contro l  groups and 

t h e  low-mplementing group. 

Wlthln Figure 4.3 t h e  l e v e l  of perceived d i f f i c u l t y  t h e  s tudents  

experienced with t h e i r  school work is  i l l u s t r a t e d .  In general ,  t h e  

l e v e l  of d i f f i c u l t y  decreased from time one t o  t m e  two. The decrease 

con t~nued  but  was in te r rup ted  i n  t h e  low-implementing group a t  t h e  

four th  measurement time. The l e v e l  of d i f f i c u l t y  experienced by t h i s  

group increased from time th ree  t o  tlme four. Within Figure 4.3 t h e r e  

were statistically s i g n i f i c a n t  d i f ferences  (p< .OO5 ) due t o  time. This  

d i f ference  was s t a t i s t i c a l l y  s i g n i f i c a n t  between time one and a l l  t h e  

o the r  measurement times. There was a l s o  a low-level of s t a t i s t i c a l  

s lgn i f l cance  (p<.10) between treatment groups. This d i f f e rence  was 

between t h e  high-implementing group and t h e  con t ro l  group over t h e  four 

measurement t i m e s .  

Teacher Relat ionship Inventory (TRI) data. The l e v e l  of teacher  

empathy perceived by each group is i l l u s t r a t e d  i n  Figure 4.4. While t h e  

low-implementmy c l a s s e s  and t h e  con t ro l  group c l a s s e s  perceived t h e i r  
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teachers '  empathic r e l a t ionsh ip  with them a s  d e t e r i o r a t i n g  during t h e  

year ,  t h e  high-implementing c l a s s e s  saw t h e i r  teachers  a s  more empathic 

a t  tune two and tune three .  The high-implementincj group, however, saw 

t h e n  teachers  a s  being l e s s  empathlc a t  time four than time three .  

The contro l  c l a s ses  perceived only a small de te r io ra t ion  during t h e  

year .  By con t ras t  t h e  low-implementing c las ses  experienced t h e i r  

perception of t h e i r  teachers '  empathy a s  decreasing a t  a g rea te r  r a t e  

and magnitude during t h e  year ,  e spec ia l ly  from time t h r e e  t o  time four. 

The s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rence  (pC.005) was found between t h e  

teachers '  empathy a t  time four and t h e  o ther  t h r e e  measurement times. 

There was a l s o  a t i m e  x treatment group i n t e r a c t i o n  (pC.025) between t h e  
i 

low-implementmy group a t  time four and t h e  cont ro l  group, and t h e  

high-implementing group and low-implementing group a t  t i m e  two. 

Fur ther ,  t h e  d i f ference  a l s o  ex i s t ed  between t h e  high-implementing group 

and the  cont ro l  group a t  a l l  measurement times except time four.  The 

high-implementing group was a l s o  s t a t i s t i c a l l y  and s i g n i f i c a n t l y  

d i f f e r e n t  from t h e  low-implementing group a t  t imes two and th ree .  

Figure 4.5 illustrates t h e  change i n  s tudents '  perception of t h e  

l e v e l  of teacher regard t h a t  i s  displayed t o  them during the  year. This 

f i g u r e  1s somewhat s imi la r  t o  t h e  previous Figure 4.4 i n  t h a t  t h e  

cont ro l  group, and t h e  high-and-low-implementing groups share a s i m i l a r  

r e l a t i o n s h i p  t o  each other .  However, upon c loser  inspection t h e  TRI 

Keyard s c a l e  1s d i s t i n c t l y  d i f f e r e n t  from t h e  TRI Empathy sca le .  

A l l  groups showed an increase  i n  t h e i r  perception of t h e i r  teach- 

e r s '  l e v e l  of regard displayed t o  them from time one t o  time two. This 

increased then gently decreased during t h e  remainder of t h e  year f o r  t h e  

high-m~plementiny group and t h e  cont ro l  group. By con t ras t ,  t h e  
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low-implementing group and t h e i r  perception of t h e i r  t eacher ' s  regard 

t e l l  sharply from tlme two t o  time t h r e e  and then more sharply from time 

th ree  t o  tlme four. This sharp " fa l l -o f f "  i n  t h e  l e v e l  of teacher  

regard was a l s o  experienced by t h e  low-mplementing group f o r  teacher  

empathy. Withln Figure 4.5 the re  was a l s o  a s t a t i s t i c a l l y  s i g n i f i c a n t  

difference (pC.025) between t h e  l e v e l  of regard experienced by a l l  

s tudents  a t  measurement time one and four compared with t h e  l e v e l  of  

regard a t  times two and three .  

Classroom L i f e  (CL) Data. The analys is  on CL d a t a  revealed no 

statistically significant major e f f e c t s  o r  in te rac t ion  e f f e c t s  between 

t h e  groups of c l a s ses .  

Conclusion 

From the  preceding Figures, Tables and discussion of t h e i r  da ta ,  it 

can be concluded t h a t  Hypothesis one should be accepted i n  its n u l l  

form. Thls suggests t h a t  t h e  da ta  general ly support t h e  claim t h a t  

the re  a r e  no s t a t i s t i c a l l y  s i g n i f i c a n t  d i f ferences  between t h e  c l a s s  

means of the  cont ro l  and t h e  experimental groups on t h e  sca les  of 

classroom cllmate inventories a t  the  four measurement t i m e s .  

From Table 4.2 and the  subsequent Figures of each subscale it can 

be seen t h a t  of the  e ight  va r i ab les  the re  was only one which recorded a 

s t a t l s t l c a l l y  s i g n l f l c a n t  e f f e c t  due t o  treatment group: cohesion 

( p < . U s ) .  One other  var iable ,  teacher empathy, recorded a s t a t i s t i c a l l y  

s i y n l f l c a n t  tlme x treatment group in te rac t ion  (p<.025). For these  two 

va r i ab les  the  n u l l  hypothesis was re]  ected. However, while the re  were 

few s t a t l s t l c a l l y  significant r e s u l t s  r e l a t e d  t o  t r e a t m e n t  group 

e f f e c t s ,  there  were a number of dependent var iables  which showed changes 
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I n  the  anticipated di rec t ions .  In general ,  these  changes suggest t h a t  

t h e  hlgh-implementing group of teachers  had s tudents  who experienced 

t h e i r  c l a s ses  a s  l e s s  d i f f i c u l t ,  having l e s s  f r i c t i o n ,  and being more 

cohesive. Fur ther ,  t h e i r  teachers  were perceived a s  more highly regard- 

lng than were those of the  cont ro l  and low-implementing groups. 

Hypothesis Two 

There w i l l  be no s t a t i s t i c a l l y  s i g n i f i c a n t  d i f ferences  between 
the  cont ro l  and the  experimental groups i n  the  d i s t r i b u t i o n  of  
soclometric choice scores a t  any of t h e  four measurement 
t i m e s .  

This  hypothesis is a l so  r e l a t e d  t o  t h e  f i r s t  aspect  of t h i s  study: 

an inves t iga t ion  of t h e  e f f e c t s  of i n t e r a c t i o n  a c t i v i t i e s  upon t h e  

development of classroom climate. In  order  t o  inves t iga te  s tudents '  

f r iendship  p a t t e r n s  and t h e i r  changes during t h e  year ,  analyses were 

conducted upon: c l a s s  mean number of bes t - f r iend (BF)  choices; per- 

centage and l o g i t  of s tudents  receiving 3 o r  more BF choices; t h e  

percentage and l o g i t  of s tudents  receiving 6 o r  more BF choices; t h e  

percentage and l o g i t  of s tudents  who received zero BF choices; and t h e  

c l a s s  s tandard deviat ion of BF choices. 

Table 4.3 r epor t s  t h e  l e v e l s  of s i g n i f i c a n t  d i f f e rences  from t h e  

a n a l y s l s  of v a r l a n c e  conducted  individually upon each s o c i o m e t r i c  

measure. The complete desc r ip t ive  s t a t i s t i c s  f o r  each analys is  may be 

found In  Appendices 9-3 t o  Q-6. 

Table 4.3 p resen t s  da ta  t h a t  ind ica tes  t h a t  near ly  a l l  sociometric 

measures showed s t a t i s t i c a l l y  s i g n i f i c a n t  (p<.025) d i f ferences .  These 

d i f ferences  can malnly be a t t r i b u t e d  t o  t h e  d i f f e r e n t  times t h e  measure- 

ments were taken. 



Table 4.3 

Levels of S ign i f i can t  Differences on 
Sociometric Choice Data ANOVA 

Scale  Source 
A (Time) B (Treatment Group) AB 

Mean Cholce B.F. 0.0002 
3 + Choice B.F. Logit -- 
6 + Choice B.F. Logit 0.017 
U Choice B.F. Logit 0.0007 
Deviation of B.F. Choices 0.014 

Each of these  s t a t i s t i c a l l y  s i g n i f i c a n t  r e s u l t s  w i l l  be graphica l ly  

depicted and described i n  more d e t a i l  i n  t h e  following f i g u r e s  t o  enable 

both changes over tlme and differences between groups t o  be more e a s i l y  

recognized. 

Mean number of BF choices. Figure 4.6 dep ic t s  t h e  i n t e r a c t i o n  

Treatment Group x Time f o r  t h e  mean number of BF choices received i n  t h e  

c l a s s e s  i n  each of the  treatment groups over t h e  four da ta  co l l ec t ion  

times. 

S ix  o r  more BF choices. Figure 4.7 i l l u s t r a t e s  t h e  change i n  t h e  

l o y l t  of s i x  o r  more BF choices received by each group. In general ,  a l l  

t h r e e  groups demonstrate adherence t o  a s imi la r  increase  i n  t h e  number 

of 6 o r  more best-fr iend choices received, u n t i l  time th ree ,  then a 

l e v e l l i n g  o f f ,  o r  s l i g h t  decrease occurs. 

Withln Figure 4.7 t h e r e  was a s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rence  

(pC.025) between the  Logit of 6 o r  more BF choices measured a t  time one, 

compared with time three .  However, the  d i f ferences  between the  high- 

lmplementlng group and t h e  o ther  two groups f a i l e d  t o  reach s t a t i s t i c a l  

s igni f icance .  
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Of p a r t i c u l a r  i n t e r e s t  i n  Figure 4.7 i s  t h e  t rend which genera l ly  

app l l e s  t o  Figures 4.2 through 4.6 . This  t r end  r e f l e c t s  cons i s t en t ly  

higher r a t i n g s  by t h e  high-implementing group, compared t o  t h e  con t ro l  

and low-implementing groups. 

Flgure 4.8 i l l u s t r a t e s  t h a t  a l l  groups showed a decrease i n  t h e  

number of s tudents  who d i d  not rece ive  any best-fr iend choices from t i m e  

one t o  time two. The contro l  group decreased i t s  number of s tudents  who 

recelved no best-fr iend choices from time two t o  time th ree ,  however, a t  

t lme four t h e i r  number had s l i g h t l y  increased. The s i g n i f i c a n t  e f f e c t s  

displayed i n  Figure 4.8 a re  d i f fe rences  (p<.001) between t h e  measure- 

ments taken a t  time one and t h e  o ther  t h r e e  times. Although no t  

s ign l f  i c a n t  (p<0.1) ,  the  d i f ference  due t o  treatment l e v e l  was between 

t h e  cont ro l  group and t h e  high-and low-implementing groups. There was 

a l s o  a time x treatment group i n t e r a c t i o n  ( p < . l )  ind ica t ing  d i f fe rences  

between t h e  con t ro l  group a t  a l l  t imes and t h e  high-implementing group 

a t  time one, two and three .  The high-implementing group a t  time one and 

t h r e e  a l s o  d l f f e r e d  from t h e  low-implementing group. 

Deviation of BF choices. Figure 4.9 depic ts  t h e  time x treatment 

group m t e r a c t i o n  f o r  the  deviat ion of best-fr iend choices ( t h e  standard 

deviat ion around t h e  mean number of choices f o r  each c l a s s ) .  This  

f iyure  i l l u s t r a t e s  t h a t  each group has shown an increase  from time one 

t o  tune four. Both experimental groups showed no change a t  time two, 

but  showed a rapid  r a t e  of increase  t o  time three .  The high-implement- 

iny group maintained t h a t  l e v e l ,  but  t h e  low-implementing group f e l l  

sharply a t  t i m e  four. 
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Figure 4.9 a l s o  i l l u s t r a t e s  t h a t  t h e  cont ro l  group's p a t t e r n  of  

Change is d i f f e r e n t  from t h e  o ther  two groups. The con t ro l  group has a 

sharp increase  from time one t o  time two and then decreases. 

Conclusion 

The preceding f lgures  and t a b l e  suggest t h a t  hypothesis two should 

be accepted s ince  the re  were no s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rences  

between t h e  cont ro l  and the  experimental groups over time. 

However, t h e  analyses employed t o  t e s t  t h i s  hypothesis de tec ted  

considerable,  though not s t a t i s t i c a l l y  s i g n i f i c a n t ,  changes i n  s tudents '  

friendship p a t t e r n  over time. The high-implementing group tended t o  

show cons i s t en t ly  b e t t e r  r e s u l t s  than t h e  con t ro l  group and t h e  low- 

implementing group. Hence, while not s i g n i f i c a n t  t h e  r e s u l t s  i n d i c a t e  

t h a t  within t h e  high-implementing group s tudents  received more BF 

choices, and more s tudents  received s i x  o r  more BF choices, than wi th in  

t h e  con t ro l  group. Results  upon dependent va r i ab le  measures of t h r e e  o r  

more BF choices, and zero BF choices showed l e s s  c l e a r  t rends  of one 

group's cons i s t en t ly  b e t t e r  performance than t h e  o thers .  

Hypothesis Three 

There w i l l  be no s t a t i s t i c a l l y  s i g n i f i c a n t  d i f ferences  between 
the  experimental and contro l  groups upon t h e  development of  
s tudents '  self-concepts . 

Data From Analyses t o  Tes t  Hypothesis Three 

Both t h e  SCA and HISM were analysed using separa te  ANOVA'S. The 

r e s u l t s  of t h e  ANOVA's upon the  four H I S M  f a c t o r s  a r e  reported i n  Table 

4.4. In general they ind ica te  no s t a t i s t i c a l l y  s i g n i f i c a n t  main e f f e c t s  
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o r  ln te rac t lons  except f o r  a tune e f f e c t  upon t h e  teacher-school f a c t o r  

(p<.O5). 

However, upon c lose r  examination it can be seen t h a t  t h e r e  a r e  

d l f ferences  approaching s t a t i s t i c a l  s ign i f i cance  f o r  t h e  physical  f a c t o r  

(p<.Ut5) and t h e  in terpersonal  adequacy f a c t o r  (p<.107). While these  

confidence l e v e l s  have decreased and it could not be sa fe ly  assumed t h a t  

t h e  r e s u l t s  a r e  due t o  chance, they do i n d i c a t e  a t r end  which could 

requl re  f u r t h e r  inves t iga t ion .  

HISn data. Figure 4.10 i l l u s t r a t e s  t h e  i n t e r a c t i o n  of t ime x 

treatment group upon t h e  HISM fac to r  of Teacher-School. 

Thls Flyure (4.10) i l l u s t r a t e s  t h a t  a l l  groups showed a s l i g h t  

decrease In  t h e n  a t t i t u d e s  toward t h e i r  school and t h e i r  teacher.  This  

d l f t e rence  between time one and tune  four was s t a t i s t i c a l l y  s i g n i f i c a n t  

(p<.05).  However, c lose r  examination reveals  t h a t  t h e  low-implementing 

group and the  con t ro l  group showed a somewhat l a r g e r  decl ine  i n  s tu-  

dents '  perceptions of t h e i r  teacher and school. The high-implementing 

yroup by con t ras t  showed a very s l i g h t  decl ine  i n  i t s  s tudents '  percep- 

t l o n s  of t h e l r  teacher and school. 

Flcjure 4.11 illustrates t h e  tune x treatment group i n t e r a c t i o n  f o r  

t h e  HISM f a c t o r  of Physical self-concept.  Figure 4.11 dep ic t s  t h e  

hlgh-unplementmg group and t h e  low-implementing group a s  showing a 

s l l y h t  increase  from time one t o  time four. By con t ras t  t h e  con t ro l  

yroup s tudents  and t h e i r  physlcal  self-concepts show a comparatively 

sharp d e c l ~ n e  from t i m e  one t o  time four.  The low-implementing group 

tlme four scores approached statistical significance (p<.08) i n  i ts  

d l f t e rence  from both the  hlgh-implementing and t h e  con t ro l  groups. 



Table 4.4 

ANOVA f o r  HISM Teacher-School Physical  
and Interpersonal  Adequacy and Socia l  Factors  

Factor Source Mean F Value Probab i l i ty  
Square 

Teacher- A (Time) 1 5.4230 6.7444 0.0401 
School 

B (Treatment Group) 2 1.7695 0.5129 0.6264 

C (Teacher) 6 3.4501 

In te r -  A 

personal  
Adequacy b 

AB 

C 

AC 
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Figure 4.12 i l l u s t r a t e s  the  time x treatment group i n t e r a c t i o n  f o r  

t h e  HISM f a c t o r  of In terpersonal  Adequacy. In  general ,  it i l l u s t r a t e s  a 

decl ine  i n  both t h e  low-implementing and contro l  groups, while t h e  high- 

implementing group shows an increase  from time one t o  time four. 

This f i g u r e  (4.12) dep ic t s  a small increase  i n  t h e  high-irnplement- 

lng  groups' score  from time one t o  time four.  The high-implementing 

groups' score nearly reached acceptable s t a t i s t i c a l  s igni f icance  with 

(p<.lU7) by comparison with i ts  di f ference  from t h e  low-implementing 

group. 

SCA data. The r e s u l t s  from t h e  SCA ANOVA have been placed i n  t h e  

Appendix Q-19. This t a b l e  showed no s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e r -  

ences between t h e  groups due t o  time, t reatment group o r  a time x 

treatment group in te rac t ion .  

Conclusions 

The preceding analyses and t h e i r  r e s u l t s  ind ica te  t h a t  Hypothesis 

Three should be accepted, s ince  t h e  analyses revealed no s t a t i s t i c a l l y  

s i g n i f i c a n t  d l f ferences  (p<.05) between t h e  treatment groups. 

The data  from t h i s  ANOVA analys is  indicated:  one e f f e c t  (p<.05) 

due t o  tlme on t h e  Teacher-School f ac to r ;  a weak (p<.08) t reatment group 

e f f e c t  upon t h e  Physical f ac to r ;  and a weak (p<.107) t reatment group 

e f f e c t  upon t h e  In terpersonal  Adequacy fac to r .  

The t rends  observed i n  these  data  suggest t h a t  t h e  high-implement- 

ing  group showed s l i g h t l y  more changes over time than t h e  low-implement- 

ing and contro l  groups. However, these  t rends  were not  l a r g e  enough t o  

enable t h e  high-implementing group's r e s u l t s  t o  be s t a t i s t i c a l l y  d i f fe r -  

en t  from t h e  o ther  two groups. 
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Hypothesis Four 

There w i l l  be no s t a t i s t i c a l l y  s i g n i f i c a n t  d l f ferences  between 
t h e  f r e q u e n c i e s  of c l a s s room b e h a v i o u r s  obse rved  i n  t h e  
con t ro l  and experimental groups using t h e  Fu l l e r  Affec t ive  
In te rac t ion  Records (FAIR) ca tegor ies  a t  any of t h e  measure- 
ment times. 

Data From Analyses TO Tes t  ~ y p o t h e s i s  Four 

Table 4.5 repor ts  the  l e v e l s  of s t a t i s t i c a l l y  s i g n i f i c a n t  e f f e c t s  

revealed by t h e  three-fac tor  ANOVA conducted upon t h e  l o g i t s  of t h e  FAIR 

observatlon ca tegor ies .  

Table 4.5 i n d i c a t e s  t h a t  the re  was a s i g n i f i c a n t  d i f f e rence  between 

times on teacher t a l k  ca tegor ies  of "nurtures,  and " t o t a l  teacher t a lk" .  

However the  category of "nurtures" was not  considered t o  be representa- 

t l v e  s lnce  on examination it was found t h a t  the  s i g n i f i c a n t  d i f f e rences  

were caused by only one c l a s s  i n  each case. 

Flgure 4.13 shows t h e  changes i n  teacher t a l k  during d iscuss ion 

per lods ,  between time one and time four.  This f i g u r e  has been drawn 

from the  raw data  which was converted t o  percentages of t h e  t o t a l  amount 

of teacher and s tudent  t a l k  engaged i n  during t h e  discussions.  The 

percentage frequencies w i l l  g ive an est imate of t h e  changes i n  classroom 

discussion behaviour. However, it should be remembered t h a t  t h e  

analyses t o  t e s t  t h i s  hypothesis were completed upon t h e  l o g i t s  of t h e  

percentage frequencies. 

FAIR teacher  category data.  Figure 4.13 i l l u s t r a t e s  t h e  percentage 

of t o t a l  teacher t a l k  a t  time one and time four .  

Figure 4.13 i n d i c a t e s  t h a t  i n  a l l  c l a s s e s  t h e  teachers  decreased 

t h e i r  amount of t a l k  during t h e  c l a s s  discussions conducted a t  t ime 

four.  This decrease between t i m e  one and time four was a s t a t i s t i c a l l y  

significant d i f fe rence  (p< . 0 5 ) .  While each group shows a s i m i l a r  



Table 4 - 5  

Levels of S ign i f i can t  Differences Upon 
FAIR Observation Schedule, ANOVA 

Var lable  source 
A (Time) B (Treatment Group) AB 

Teacher : 

Nurtures 0.05 - - - - 

Total  t a l k  0.05 -- - - 

decl ine  the re  were no s t a t i s t i c a l l y  s i g n i f i c a n t  e f f e c t s  due t o  time o r  

time x treatment group in te rac t ion .  

F A I R  s tudent  category data. There were no s t a t i s t i c a l l y  s ign i f  i- 

cant  differences reported upon any r e l i a b l e  ca tegor ies  of s tudent  t a l k .  

However, examlnatlon of raw da ta  revealed t h a t  t h e  " t o t a l  s tudent  t a lk9*  

lncreased from tlme one t o  tune four and t h e  number of "student  ques- 

t lons"  a l s o  lncreased upon t h e  second measurements. 

Conclusion 

The preceding discussion and analyses of t h e  F A I R  observation 

instrument revealed t h a t  Hypothesis Four should a l s o  be accepted s i n c e  

t h e r e  were no s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rences  between t h e  groups 

over time. 

The analyses of variance conducted on t h e  F A I R  observation ins t ru -  

ment revealed t h a t  of t h e  four r e l i a b l e  ca tegor ies ,  one recorded 

s t a t l s t l c a l l y  significant di f ferences  between time one and time four.  

Total  teacher t a l k  decreased from time one t o  time four  (p<.05).  



- E; Experimental group of  high Pro jec t  GROW implementation 
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Talk 
4b 

2 3 
Time 

Flgure 4.13 Time x Treatment Group In te rac t ion  f o r  FAIR Teacher "Total  
Talk" 



Aspect Two: Can changes i n  the  cl imate of upper-elementary 
classrooms be described by Tuckman's theory of 
group development? 

Unllke t h e  o ther  ma3or aspects  of inves t iga t ion  i n  t h i s  s tudy,  

the re  were no hypotheses generated t o  s p e c i f i c a l l y  t e s t  t h e  quest ion 

which guided t h i s  inves t iga t ion .  Ins tead ,  d a t a  from Hypotheses One t o  

Three were examined f o r  changes over time. A s  had been previously noted 

and i l l u s t r a t e d  i n  the  preceding f igures  t h e  majori ty of s t a t i s t i c a l l y  

s i g n i f i c a n t  changes observed i n  t h e  analyses were between measurements 

taken a t  different t i m e s .  These observed changes were subsequently 

compared t o  changes which were previously predic ted  from Tuckman's 

(1905) theory i n  Chapter Three, Table 3.1. 

Table 4.6 r epor t s  da ta  which was a sub jec t ive  est imate a s  suggested 

by Tuckman's (1965) theory and was a l s o  reported e a r l i e r  i n  Table 3.1. 

The data  f o r  t h e  high-implementing group ( E l )  and t h e  con t ro l  group ( C )  

was a l s o  an estimation based upon t h e  change i n  subscale da ta  from time 

one t o  tune four. The magnitude of t h e  changes were ca lcula ted  from 

Figures 4.1 t o  4.6 by assuming t h a t  t h e  f i r s t  da ta  c o l l e c t i o n  a t  t ime 

one was equal t o  t h e  estimated magnitude of t h a t  dimension. Changes a t  

t lmes two, th ree ,  and four a r e  expressed r e l a t i v e  t o  t h e  tune one 

measurement and a constant  u n i t  of change was developed f o r  each 

dimension. 

The measurement times of T T T and T were considered t o  
1' 2'  3 4 

correspond t o  measurements taken during Stage One, a t  t h e  s t a r t  of Stage 

Two; a t  the  s t a r t  of Stage Three, and toward t h e  end of Stage Four of 

Tuckman's (1965) theory. 

Table 4.6 can be understood When t h e  f igures  f o r  one dimension a r e  

explained i n  d e t a i l .  On t h e  Fr i c t ion  subscale f o r  t h e  M C I  instrument 
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t he  changes were projec ted  and a r a t i o n a l e  f o r  these  changes was 

developed i n  Chapter Three. These f i g u r e s  make up t h e  Frict ion:  

E s t m a t e  row. The magnitude of the  changes on t h e  F r i c t i o n  E dimension 
1 

was in te rp re ted  from Figure 4.1. The q u a n t i t a t i v e  development was 

estimated from lts base l e v e l  ( 1 )  during t h e  Forming s tage ,  t o  remain 

constant  u n t l l  t h e  end of t h e  Performing s t age  where it increased 

s l l g h t l y  ( an ac tua l  change of 0.6 and a quantum est imate of 1 ) . These 

f iyures  a r e  expressed i n  the  Fr ic t ion:  E row. 
1 

By cont ras t ,  the  changes i n  F r i c t i o n  within t h e  cont ro l  group of 

c l a s ses  s t a r t e d  off a t  the  same base r a t e  a s  t h e  high-implementing 

group, but  then the  l e v e l  of F r i c t ion  increased by .two u n i t s  (two times 

0.6, o r  an ac tua l  change 1.3) t o  +3. This  l e v e l  of F r i c t ion  was 

maintained during the  next two measurement times and i s  represented i n  

Fr lc t ion:  C row. In t h i s  example, t h e  constant  u n i t  of change was 0.6 

which was equated t o  a quantum est imate of one u n i t  i n  Table 4.6. 

From Table 4.6 t h e  da ta  can be explained i n  a number of d i f f e ren t  

ways: f i r s t ,  a l eve l  of agreement with t h e  est imate;  second, t h e  data 

can be examined and the  l e v e l  of agreement with t h e  d i r e c t i o n  of changes 

presented by Tuckman can be determined; and t h i r d ,  a descript ive 

in te rp re ta t ion  of changes i n  each group across t h e  d i f f e r e n t  indices  can 

be utllizeci.  

The f l r s t  analys is  of da ta  f o r  the  high-implementing group and the 

control  group suggests t h a t  t h e i r  respect ive  l e v e l s  of agreement with 

t h e  Tuckman derived est imates a r e  0.36 and 0.40. The second analyses 

r e s u l t s  suggests t h a t  the  high-implementing group's r e s u l t s  (using the 

d i rec t ion  of change) agree with estimated changes i n  group dimensions as 



Table 4 .b 

Projected Global Changes Predicted from Tuckman's (1965) Model 
of Group Development ( ~ s t i m a t e )  and Changes Observed i n  t h e  
High-Implementing Group (E l )  and t h e  Control Group ( C )  on MCI ,  
TRI, and Sociometric Subscales (Figures 4.1 t o  4.6) 

Changes on Subscale Dimensions 

During S t a r t  S t a r t  End of 
Subscale Source Stage 1 Stage 2 Stage 3 Stage 4 

Time 1 Time 2 Time 3 Time 4 

F r i c t i o n  E 

Cohesion E 

Empathy E 

Regard E 
1 

E 

Pie an E 

BF E 
1 

Choices C 

E = Estimate from Theory 
E = High Implementing Group: Results  
c1 = Control  Group: Results  
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suggested by Tuckman 0.16 of the  time. Likewise t h e  cont ro l  group's 

ayreement can be approximated a t  0.38 of t h e  time. 

However such an analys is  does not take  i n t o  account those measure- 

ments which have remained s t a t i c  and thus  f a i l e d  t o  i n d i c a t e  e i t h e r  

support o r  r e fu ta t ion  f o r  Tuckman's theory t o  describe t h e  development 

of classroom cl lmate.  Thus a general  desc r ip t ive  ana lys i s  of s imi la r i -  

ties whlch can be integrated across dimensions may be more useful .  

U t l l l z ing  t h l s  method t h e  data  indica tes :  

a l l  groups experienced s t a t i s t i c a l l y  s i g n i f i c a n t  changes (due t o  

t lme) upon most dimensions during t h e  academic year; 

during Stage TWO, t h e  high-implementing group experienced l e s s  

f r i c t i o n  and more empathy, and regard, than t h e  cont ro l  group and 

the  estimated changes suggested by Tuckman's (1965) theory; 

from S t a g e  Three  t o  S t a g e  Four ,  t h e  high-implementing group 

experienced l e s s  of a decl ine  i n  cohesion and best-fr iend choices 

than t h e  cont ro l  group and t h e  es t imates  derived from Tuckman's 

(1965) theory; 

g e n e r a l l y  t h e r e  i s  l i t t l e  d i f f e r e n c e  between groups  on each  

dimension, and from Stage Two through t o  Stage Four t h e  l e v e l  of 

ayreement between t h e  high-implementing group and t h e  cont ro l  group 

IS r e l a t i v e l y  high (0.64 i n  q u a n t i t a t i v e  terms).  

CONCLUSION 

When examlned together ,  t h e  da ta  suggest t h a t  classroom cl imates  

d id  change during t h e  academic year and t h a t  Tuckman's (1965) theory Can 

be useful  i n  describing these  changes. However, it must be r e a l i z e d  

t h a t  s i m i l a r i t i e s  with Tuckman's (1965) theory were not  present:  i n  a l l  
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groups a t  each measurement time; i n  a high degree of agreement between 

t n e o r e t i c a l l y  derived maynltudes of change; nor was it based on stan- 

dardlzed objec t lve  ca lcula t ions  e x p l i c i t l y  c i t e d  by Tuckman (1965). 

Aspect Three: Can humanistically o r i en ted  teachers  f a c i l i t a t e  
t h e  development of p o s i t i v e  classroom cl imates 
and s t u d e n t s '  p o s i t i v e  s e l f  - c o n c e p t s  t o  a 
g r e a t e r  d e g r e e  t h a n  t h e  more  c u s t o d i a l l y  
o r i en ted  teachers?  

Hypothesis Five 

There  w i l l  be  no s t a t i s t i c a l l y  s i g n i f i c a n t  r e l a t i o n s h i p  
between the  teachers '  scores on t h e  Pupil  Control Ideology 
and: a )  c l a s s  means on t h e  sca les  of t h e  classroom cl imate 
inventor ies ;  b)  t h e  d i s t r i b u t i o n  of s tudents '  sociometric  
choice scores;  c )  t h e  frequencies of c l a s s  discussion behav- 
iours  observed using t h e  FAIR observation ca tegor ies ;  d )  
development of s tudents '  self-concepts . 
Data r e p o r t e d  i n  t h i s  s e c t i o n  d e s c r i b e s  r e s u l t s  of  m u l t i p l e  

regress ions  upon 33  dependent var iables .  A mul t ip le  regression equation 

was u t l l i z e d  as  a fu r the r  check upon t h e  previous ANOVA'S t o  de tec t  t h e  

influence of t h e  number of P ro jec t  GROW a c t i v i t i e s  conducted. Thus, t h e  

equation regressed the  two independent va r i ab les  of the  teachers '  PC1 

score and the  number of Projec t  GROW a c t i v i t i e s  t h e  teachers  conducted 

upon t h e  33 dependent var iables .  The following discussion w i l l  concen- 

t r a t e  upon the  teachers '  PC1 scores  and t h e  r e s u l t s  of t h e  regress ions  

r e l a t e d  t o  t h i s  independent var iable .  

In general t h e  da ta  i n  Appendices R-1 through R-7 i n d i c a t e  very few 

statistically s i g n i f i c a n t  corre la t ions .  The data  can however give t h e  

percentage of variance upon each dependent measure which can be a t -  

t r i b u t e d  t o  the  independent var iable .  This da ta  is  congruent with t h e  

e a r l i e r  ANOVA analyses which indica ted  very few treatment group e f f e c t s .  

However, upon two regressions of t h e  Classroom Li fe  (CL) and the  FAIR 
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student-ta1.k category, the re  w e r e  s t a t i s t i c a l l y  s i g n i f i c a n t  corre la-  

t l o n s  . 
C L  Data. Table 4.7 r epor t s  t h e  r e s u l t s  of t h e  mul t ip le  regression 

upon t h e  Classroom Li fe  Instrument (CL). A s t a t i s t i c a l l y  s i g n i f i c a n t  

c o r r e l a t i o n  (pC.025) was reported f o r  t h e  PC1 score.  

The t o t a l  variance accounted f o r  was 44 percent  with the  teachers '  

PC1 score  accounting f o r  41 percent  of t h a t  variance. The cor re la t ion  

between t h e  teachers '  PC1 scores and s tudents '  perceptions of t h e i r  

Classroom L i f e  was F-. 64 ( see  Appendix 1-4 1.  This suggests t h a t  t h e  

higher the  teachers '  PC1 score  ( t h e  more cus tod ia l  they a r e )  the  more 

l l k e l y  s tudents  a r e  t o  score low on t h e  Classroom L i f e  quest ionnaire.  A 

low score on the  CL instrument suggests  t h a t  s tudents  perceived t h e i r  

classrooms a s  high i n  s a t i s f a c t i o n ,  competition, and f r i c t i o n  (See 

Appendix 1-4 f o r  co r re la t ions  between CL and MCI sub-scales) .  

Also deplcted on Table 4.7 i s  t h e  lack of a s t a t i s t i c a l l y  s i g n i f i -  

cant r e s u l t  f o r  the  CL-7 instrument regressed upon t h e  teachers '  PC1 

scores.  No statistics were reported f o r  t h e  number of P ro jec t  GROW 

a c t l v l t l e s  conducted a s  these  f a i l e d  t o  reach t h e  minimum amount of 

varlance t o  be accounted f o r  An order t o  enable t h e  ana lys i s  t o  be 

completed. 

FAIR Observation Schedule Data. Appendix R-3 repor t s  t h e  teachers '  

PC1 scores and the  number of P ro jec t  GROW a c t i v i t i e s  conducted, regres- 

sed upon t h e  Students '  t a l k  ca tegor ies  of t h e  FAIR observation ins t ru-  

ment. A l l  ca tegor ies  of s tudent  t a l k  f a i l e d  t o  reach a s t a t i s t i c a l l y  

s i g n i f i c a n t  co r re la t ion ;  however t h e  "usual" category had a p robab i l i ty  

of r=0.051. This category was defined by F u l l e r  (1969) a s  " rout ine  

feedback i n  response t o  teacher d i rec t ions ,  quest ions and whether t h e  



Table 4.7 

filultiple Regression of Teachers' PC1 and 
Number of P ro jec t  G.R.O.W. A c t i v i t i e s  

Conducted on t h e  CL Scale  

2 
Dependent Independent B F Prob.(F) df .  

2 
R i4dj.R 

Varlable Variable Coef. 

CL PgI  -0.1512 7.0857 0.0238 (2 ,9 )  0.4464 0.3234 
Tota l  N G.R.O.W. -U.2271 3.6292 0.0699 

Constant 6.1821 

CL PC I 0.1083 0.0693 0.7976 (2 ,9)  0.0068 -0.0924 
- 7 Constant -1.1420 

response is cor rec t  o r  not." The c o r r e l a t i o n  with both independent 

va r i ab les  accounted f o r  48 percent  of t h e  variance with t h e  teachers '  

P C 1  accounting f o r  21 percent  of t h e  variance.  The teachers '  PC1  

co r re la t ed  r=-0.45 with t h e  frequency of s tudent  wusuall '  responses, 

while t h e  number of P ro jec t  GROW a c t i v i t i e s  t h e  teacher  conducted 

cor re la t ed  ~ 0 . 6 1 .  

These r e s u l t s  suggest t h a t  a s  the  teachers '  PC1 increases  towards 

the  more cus tod ia l  end of the  continuum, s tudents  were observed t o  make 

less "usual1' responses during t h e  c l a s s  discussion.  This co r re la t ion  

r=-0.45 is  however not a s  s trong a r e l a t ionsh ip  a s  t h e  one between t h e  

number of P ro jec t  GROW a c t i v i t i e s  conducted and s tudents '  "usual" 

responses. With a co r re la t ion  of r=0.61 the re  is evidence t o  suggest  

t h a t  a s  the  number of P ro jec t  GROW a c t i v i t i e s  conducted increases  s o  

does the  number of s tudent  "usual" responses. 

Conclusions 

Based upon t h e  r e s u l t s  of t h e  m u l t i p l e  r e g r e s s i o n  a n a l y s e s ,  

hypothesis f i v e  was accepted i n  its n u l l  form s ince  i n  general  t h e r e  i s  
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no s t a t i s t i c a l l y  s i g n i f i c a n t  r e l a t ionsh ip  between t h e  teachers '  PC1 

scores  and t h e  dependent var iables :  c l a s s  means upon t h e  MCI and T R I ;  

t h e  d i s t r i b u t i o n  of sociometric choices; t h e  frequencies of c l a s s  

discussion behaviours observed upon t h e  FAIR, and t h e  development of 

s tudents '  self-concepts . 
There was however one dependent va r i ab le  which required t h a t  

Hypothesis Five be re lec ted .  This dependent va r i ab le  was t h e  Classroom 

L i f e  (CL) ques t ionnai re  which was pr imar i ly  co r re la t ed  i n  t h e  teachers '  

PC1  scores. This r e s u l t  suggested t h a t  t h e  more cus tod ia l  t h e  teacher  

t h e  more l i k e l y  s tudents  w i l l  perceive t h e i r  classroom a s  highly 

sa t i s fy ing ,  competitive, and high i n  f r i c t i o n .  



CHAPTER F I V E  

DISCUSSION OF RESULTS 

Int roduct ion  

Wlthln t h l s  chapter  t h e  discussion of a  number of l imi ta t ions  of 

the  study and poss lb le  reasons f o r  t h e  general  lack of s t a t i s t i c a l l y  

s l g n l f l c a n t  e f f e c t s  w i l l  precede a more d e t a i l e d  discussion of t h e  

r e s u l t s .  

The r e s u l t s  of each analys is  w l l l  be discussed i n  r e l a t i o n  t o  t h e i r  

conslstency wlth the  t h e o r e t i c a l  arguments proposed i n  Chapter Three. 

Following t h l s ,  some p o s s l b l e  r e a s o n s  t o  e x p l a i n  n o n - s i g n i f i c a n t  

i lndlngs  w l l l  be explored p r l o r  t o  a  review of t h e  t h e o r e t i c a l  implica- 

t l o n s  of t h e  r e s u l t s .  

General Limi ta t ions  of This  Study 

The following reasons f o r  non-signif icant  r e s u l t s  i n  t h i s  study 

illustrate some main l imi ta t ions  which have broad appl ica t ion  t o  each 

lndlvldual  hypothesis. Because of t h e  general lack  of s t a t i s t i c a l l y  

significant treaunent  e f f e c t s  it was decided f i r s t  t o  d iscuss  general  

reasons, then s p e c i f i c  reasons, f o r  t h e  non-signif icant  r e s u l t s  ob- 

t amed .  

1. Perhaps t h e  most obvious reason f o r  t h e  general  lack of s t a t i s -  

t i c a l l y  s i g n i f i c a n t  r e s u l t s  i n  t h i s  study is t h e  small sample s i ze .  AS 

(1960, p. 643) commented, " i f  t h e  n u l l  hypothesis i s  not  Nunnal l y  

re]  ected, 

were only 

it is probably because the  N i s  too  small". Because t h e r e  

t h r e e  c l a s s e s  within each treatment group any changes upon 
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classroom clrmate dimensions would have had t o  be considerable i n  order  

t o  reach s t a t i s t i c a l  s igni f icance .  Since d i f fe rences  between groups 

were found, an increase  i n  t h e  number of teachers  i n  each treatment 

group may have allowed these  d i f ferences  t o  reach s t a t i s t i c a l  s i g n i f i -  

cance. 

2. The l ack  of s t a t i s t i c a l l y  s i y n i f  i c a n t  t reatment e f f e c t s  may 

have been due t o  the  d i f ferences  i n  classroom cl imate due t o  t h e  

influence of school e f f e c t s .  While these  e f f e c t s  were t e s t e d  a t  t m e  

one, they may have been more i n f l u e n t i a l  a t  l a t e r  times during the  year. 

A s  a r e s u l t ,  any e f f e c t  t h a t  t h e  P ro jec t  GROW a c t i v i t i e s  had within t h e  

classroom may have been modified by t h e  pervasive school cl imate 

c h a r a c t e r i s t i c s .  

Evldence t o  support t h i s  explanation may be found i n  Figure 4.1 of 

t h e  treatment group x time in te rac t ion  upon t h e  MCI subscale of Fric-  

t l o n .  The preceding tests f o r  school e f f e c t s  had i s o l a t e d  school number 

f i v e  a s  being s t a t i s t i c a l l y  and s i g n i f i c a n t l y  d i f f e r e n t  from t h e  o the r  

schools  upon t h e  dimension of classroom f r i c t i o n .  The f a c t  t h a t  two 

teachers from t h i s  school were i n  the  low-implementing group makes it 

q u l t e  poss ib le  t h a t  t h e  general school cl imate may have had an important 

r o l e  i n  the  low-implementing c l a s s ' s  perception of f r i c t i o n .  

3 .  Another limitation of t h e  study is  t h e  p r a c t i c a l  necess i ty  of 

the  r e s t r i c t i o n  of research of t h i s  type t o  volunteer  teachers .  The 

teachers  i n  t h i s  sample may have volunteered f o r  a number of d i f f e r e n t  , 

reasons. These could range from a genuine i n t e r e s t  i n  t h e  development 

of an e f f e c t i v e  classroom cl imate t o  involvement i n  t h e  research because 

it could help t h e i r  chances of promotion. For whatever reasons they 
\ 

involved themselves i n  t h e  study, the re  may have been an e f f e c t  upon t h e  
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way they implemented t h e  Pro jec t  GROW a c t i v i t i e s  o r  t h e i r  general  

approach t o  the  development of a  p o s i t i v e  classroom climate. Because 

they a l l  volunteered t o  be involved i n  t h i s  s tudy,  they may a l l  have had 

good classroom cl imates and a predispos i t ion  toward ensuring t h a t  they 

were not dlSgraCed by t h e  r e s u l t s  of t h e  study. Whatever b iases  they 

brought t o  t h e  study may have a f fec ted  t h e  r e s u l t s  and consequently 

l lml ted  t h e  genera l i zab i l i ty  of t h e  r e s u l t s  t o  o ther  populat ions,  i n  

particular, non-volunteer populations. 

4. Beside t h e  preceding th ree  l i m i t a t i o n s  t h e  lack  of s t a t i s t i c -  

a l l y  significant r e s u l t s  may a l s o  be due t o  the  lack of coincidence 

between measurement times and the  s t ages  designated. i n  Tuckman' s ( I965 ) 

theory ( s e e  Table 3.2 1. For the  purposes of t h e  i n t e r p r e t a t i o n  of d a t a  

lt was assumed t h a t  t h e r e  was a degree of coincidence. This  may not  

have been the  case f o r  a l l  groups of c l a s ses ,  o r  individual  c l a s s e s  

whlch could have developed a t  d i f f e r e n t  r a t e s .  A s  a  r e s u l t ,  c l a s s e s  may 

not have been measured a t  t h e  optimum time t o  d isplay  c h a r a c t e r i s t i c s  

l n d l c a t l v e  of one s t age  o r  another. Because of t h i s  p o s s i b i l i t y ,  any 

s l y n l i l c a n t  differences between t h e  experimental group of c l a s s e s  and 

t h e  cont ro l  group of c l a s ses  which could have occurred may have been 

measured a t  a  l e s s  than optimum time. With t h i s  l i m i t a t i o n  i n  mind it 

should be remembered t h a t  t h e  i n t e r p r e t a t i o n  of t h e  da ta  does assume 

t h a t  t h e  measurement times d id  approximate those s tages  i n  Tuckman's 

(19b5) theory a s  described i n  t h e  e a r l i e r  Table 3.2. 

Further ,  beslde these  general  limitations and caut ions  which should 

be applied t o  the  i n t e r p r e t a t i o n s  of a l l  da ta ,  more s p e c l f l c  reasons f o r  

non-slgnlf lcant  r e s u l t s  w i l l  be developed f o r  each aspect  of t h e  study. 



Aspect One: Can t e a c h e r s '  implementa t ion  of a s e r i e s  of  
l n t e r a c t l o n  a c t i v l t l e s  f a c i l i t a t e  t h e  development 
of pos i t ive  upper-elementary classroom cl imates  
and students '  p o ~ l t l v e  self-concepts? 

Dlscusslon of Resul ts  

The focus of t h e  discussion of r e s u l t s  i n  t h i s  aspect  of t h e  study 

1s upon t h e  d i f fe rences  between t h e  groups and how these  r e s u l t s  

support ,  o r  a r e  contrary t o ,  t h e  t h e o r e t i c a l  frameworks evolved i n  

Chapters Two and Three. These frameworks support the  implementation of  

a s e r l e s  of l n t e r a c t l o n  activities. 

In general severa l  subscales and r e s u l t s  reported i n  Chapter Four 

(Flgures 4.1 t o  4.13) i l l u s t r a t e  t rends  where t h e  high implementing 

yroup repor t s  more favourable r e s u l t s  than t h e  con t ro l  group and t h e  

low-implementing group. These d i f fe rences  although small and not  

s t a t i s t i c a l l y  s i g n i f i c a n t  can support t h e  a s se r t ion  t h a t  t h e r e  may be an 

associa t ion  between hlgh-implementation of P ro jec t  GROW a c t i v i t i e s  and 

improvement upon some classroom cl imate indices .  These t r ends  w i l l  be 

more s p e c i f i c a l l y  defined and d i f fe rences  between t h e  treatment groups 

w l l l  be discussed a s  they r e l a t e  t o  each dependent var iable .  

MCI. While t h e  d i f ferences  between groups upon t h e  MCI subscales - 

a r e  small,  t h e r e  a r e  some fea tu res  which suggest t h a t  t h e r e  a r e  d i f fe r -  

ences between the  two groups of c lasses .  F i r s t ,  t h e  high-implementing 

yroup 1s consistently lower upon t h e  difficulty subscale and consistent-  

l y  hlgher upon the  cohesion subscale than the  con t ro l  group of c l a s ses .  

Thls conslstency cannot s o l e l y  be attributed t o  t h e  l e v e l  of each 

dlmenslon as  measured a t  time one, s ince  it was c l e a r l y  demonstrated i n  

t h e  analys ls  presented m Appendlx P-2 t h a t  t h e r e  were no s t a t i s t i c a l l y  

s i g n l f l c a n t  d ~ f f e r e n c e s  between the  experimental and con t ro l  c l a s ses  a t  

t lme one on any of t h e  subscales. 
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Taken together  the  MCI subscale r e s u l t s  i n d i c a t e  some t e n t a t i v e  

support f o r  t h e  suggestion t h a t  t h e  d i f ferences  between groups i n d i c a t e  

t h a t  t h e  high-implementation of P ro jec t  GROW within these  c l a s ses  was 

associa ted  with higher cohesion and l e s s  d i f f i c u l t y  a s  perceived by 

s tudents  i n  each group. These r e s u l t s  w e r e  cons is tent  with t h e  aims and 

ob jec t ives  of P ro jec t  GROW, but  genera l ly  t h e r e  was a lack  of s t a t i s t i c -  

a l l y  s i g n i f i c a n t  d i f f e rences  between t h e  high-implementing group and t h e  

con t ro l  group. The unexpected r e s u l t s  associa ted  with t h e  low-imple- 

mentlng group w i l l  be explored within t h e  next sec t ion .  

TR1. Resul ts  from t h e  TRI subscales of empathy and regard i n d i c a t e  

t h a t  t h e  d i f fe rences  between t h e  high-implementing group and t h e  con t ro l  

yroup were increased from time one t o  time two and then t h i s  d i f f e rence  

was maintained with a s l i g h t  decrease a t  time four. The contro l  group 

changed very l i t t l e  upon both indices ,  but  t h e  experimental groups 

changed q u i t e  d r a s t i c a l l y  from time one t o  time two. The low-imple- 

mentiny group caused statistically s i g n i f i c a n t  time x treatment group 

in te rac t ions  t o  occur a t  time two with t h e  high-implementing group, and 

time four with the  cont ro l  group upon t h e  empathy sca le .  In general  t h e  

t rend was fo r  the  low-implementing group of s tudents  t o  perceive t h e i r  

teachers  a s  less-empathic and less-highly regarding than t h e  high-imple- 

ment ing group. 

These r e s u l t s  a r e  again cons i s t en t  with t h e  aims and objec t ives  of 

P ro jec t  GKOW and suggest t h a t  f o r  t h i s  group of c l a s s e s  t h e r e  may be an 

associa ted  increase  i n  s tudents '  perception of t h e  t eacher ' s  empathy and 

r e g a r d  c o i n c i d e n t a l  w i t h  t h e  h igh- implementa t ion  o f  P r o j e c t  GROW 

activities . The implementation of P ro jec t  GKOW a c t i v i t i e s  was a l s o  
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associa ted  with g rea te r  change upon these  indices  than was evident  with 

the  cont ro l  group of c lasses .  

Soclometrlc data.  Taken a s  a group of s imi la r  measurements of t h e  

aeyree of c l a s s  f r iendship  and a t t r a c t i o n ,  t h e  sociometric dimensions 

revealed t h a t  t h e r e  was one d i s t i n c t  t r end  which emerged between t h e  

hiyh-mplementing group and the  cont ro l  group. 

The mean number of BF choices received and t h e  changes upon t h i s  

va r i ab le  between the  high-implementing group and t h e  cont ro l  group 

followed a s imi la r  p a t t e r n  of change over t h e  school year.  The d i f fe r -  

ence between t h e  two groups was q u i t e  small with t h e  high-implementing 

group of s tudents  averaging 3.2 BF choices a t  tune th ree ,  and t h e  

cont ro l  group averaging 3 BF choices received a l s o  a t  i ts  peak, a t  t ime 

th ree .  A l a r g e r  d i f ference  between t h e  cont ro l  group and t h e  high- 

implementing group was found upon t h e  s i x  o r  more BF choices received 

dimension. Again, development of each group was p a r a l l e l  with a peak a t  

tune th ree  and a gent le  decrease t o  time four. 

Another c r i t e r i o n  upon t h e  sociometric da ta  was t h e  standard 

deviat ion of BF choices. This s t a t i s t i c  indica ted  the  spread of scores  

around t h e  mean and has been used i n  t h e  p a s t  a s  a crude measure of 

c l a s s  d i f fuseness  or  c e n t r a l i t y .  In essence pas t  s tud ies  have argued 

t n a t  t h e  lower t h e  standard devia t ion  t h e  more d i f f u s e  t h e  c l a s s  

friendship s t r u c t u r e  isr a s  the re  a re  fewer people with higher scores  

and l e s s  likelihood of a hierarchy within t h e  c l a s s .  The r e s u l t s  from 

t h i s  study ind ica te  t h a t  the  high-implementation group d i f f e r e d  markedly 

from t h e  cont ro l  group a t  times one, t h r e e  and four. Times t h r e e  and 

four a r e  the  i n t e r e s t i n g  ones a s  they ind ica te  opposi te  t rends.  From 

time two t o  time four t h e  experimental group had an increas ing standard 
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devia t ion  t o  a maximum of 2.6 BF  choices. The contro l  group had a 

decreasing standard deviat ion t o  a minimum a t  time four of 1.6 BF 

choices received. 

It was predic ted  t h a t  t h e  i n t e r a c t i o n  a c t i v i t i e s  and t h e i r  imple- 

mentation would be associated with a decl ine  i n  the  standard devia t ion  

and a more equal spread of BF choices throughout t h e  c l a s s .  It was not  

predic ted  t h a t  t h e  treatment would be associa ted  with a measure of  

increased c e n t r a l i t y  within c l a s s  f r i endsh ip  s t ruc tu res .  This r e s u l t  

was however cons is tent  with S t i l t n e r ' s  (1973) f indings and w i l l  be d i s -  

cussed i n  more d e t a i l  i n  the  t h e o r e t i c a l  implicat ions sec t ion .  

SCA and HISM data. The general  lack  of s t a t i s t i c a l l y  s i g n i f i c a n t  

t reatment e f f e c t s  within these  analyses suggests t h a t  t h e r e  i s  no 

re la t ionsh ip  between t h e  implementation on Pro jec t  GROW and the  SCA 

measurements, but  a s l i g h t  ( n o t  s t a t i s t i c a l l y  s i g n i f i c a n t )  r e l a t i o n s h i p  

between Pro jec t  GROW implementation and H I S M  f a c t o r s  was detected.  

While t h e  changes were again small,  they represent  an ana lys i s  of 

r e s u l t s  f o r  a t  l e a s t  70  s tudents  i n  each group. The da ta  does however 

suggest t h a t  t h e  high-implementation of P ro jec t  GROW a c t i v i t i e s  may be 

associa ted  with s tudents '  perception of themselves a s  having improved 

upon t h e i r  a b i l i t y  t o  i n t e r a c t  with o thers  and be in terpersonal ly  

capable. A s  t h i s  was one of t h e  main aims of P ro jec t  GROW t h i s  r e s u l t  

is  a lso  support ive of t h e  t h e o r e t i c a l  framework and r a t i o n a l e  f o r  t h e  

m t e r a c t i o n  a c t i v i t i e s .  

Taken toyether  these  r e s u l t s  suggest some support f o r  t h e  high- 

implementation of P ro jec t  GROW t o  be associa ted  with improvements upon 

s tudents '  perceptions of t h e i r  physical  d i spos i t ion ,  t h e i r  in terpersonal  

competence and adequacy, and b e t t e r  teacher-school a t t i t u d e s  than t h e  
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contro l  group of s tudents .  However, these  t rends  were observed a s  small 

changes upon t h e  dependent va r i ab le  measurements and t h e  d i f fe rences  

between groups were not s t a t i s t i c a l l y  s i g n i f i c a n t .  

FAIK data. The analys ls  of varlance conducted upon t h e  FAIR 

observation categor ies  produced data  which genera l ly  supported t h e  

regression ana lys i s  conducted upon Pro jec t  GROW and t h e  FAIK categor ies .  

The r e s u l t s  o f fe red  l i t t l e  support f o r  d i f f e rences  between t h e  treatment 

groups except upon the  student  "usual" category. The number of s tudent  

"usual" responses increased i n  the  high-implementing group, while t h i s  

category drastically decreased i n  t h e  con t ro l  group. This  r e s u l t  

reinforced e a r l i e r  f indings by S t i l t n e r  (1973) and was discussed e a r l i e r  

withln t h e  regress ion  analys is  sec t ion .  

When the  analyses fo r  a l l  four hypotheses a r e  examined together ,  

t h e  emergence of t h e  previously discussed t rends  may suggest t h a t  t h e  

high-implementing group is cons i s t en t ly  d i f f e r e n t  from t h e  cont ro l  group 

and t h e  lowimplementing group. Fur ther ,  these  r e s u l t s  were genera l ly  

cons is tent  with t h e  t h e o r e t i c a l  frameworks evolved i n  Chapter Three. 

Discussion of unexpected r e s u l t s .  It was expected t h a t  implementa- 

t i o n  of even a few Pro jec t  GROW a c t i v i t i e s  may be associa ted  with an 

improvement of classroom climate. In  f a c t ,  t h e  reverse  seems t o  be 

demonstrated m t h e  r e s u l t s :  t h e  conducting of a few Pro jec t  GROW 

a c t i v i t i e s  seemed t o  be associa ted  with a decrease upon t h e  dimensions 

of p o s i t l v e  growth i n  classroom climate. The low-implementing group 

cons i s t en t ly  scored: higher than t h e  cont ro l  group upon t h e  f r i c t i o n  

sca le ;  lower than the  cont ro l  group upon the  cohesion sca le ;  and lower 

than the  cont ro l  group a t  time four upon t h e  empathy and regard sca les .  
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~t l e a s t  two p o s s i b i l i t i e s  may explain t h i s  unexpected r e s u l t .  

F i r s t ,  it may have been t h a t  inf requent ly  conducting Projec t  GROW 

a c t i v i t i e s  tended t o  r a i s e  i s sues  which were not  s a t i s f a c t o r i l y  re- 

solved, d e a l t  with o r  in tegra ted  i n  a meaningful way i n t o  t h e  classroom 

lea rn ing  s i t u a t i o n .  In  essence, t h e  few a c t i v i t i e s  may have "opened a 

can of worms" which l ed  t o  increased f r i c t i o n ,  l e s s  cohesion and fewer 

l3F choices. 

A second poss ib le  reason is associa ted  with explanation number two 

of poss ib le  reasons f o r  lack of s i g n i f i c a n t  r e s u l t s .  This explanation 

argued t h a t  school e f f e c t s  may have been more pervasive than i n i t i a l l y  

t e s t e d  a t  time one. While the  s t a t i s t i c a l  t e s t s  d i d  reveal  t h a t  school 

f i v e  had s tudents  who perceived t h e i r  c l a s ses  a s  s t a t i s t i c a l l y  and 

significantly higher i n  f r i c t i o n ,  t h e r e  were no o ther  e f f e c t s  which 

indica ted  a l a r g e  d i f ference  among t h e  schools. However, two of t h e  

th ree  low-implementing teachers  were from school f i v e .  Questions such 

as :  "How i s  t h i s  school d i f f e r e n t  from other  schools  i n  t h e  research 

sample?" and "Why is  it t h a t  you were only able  t o  implement a few 

Pro jec t  GROW a c t i v i t i e s ? "  were discussed with t h e s e  teachers  a t  t h e  

conclusion of the  study. 

The researcher learned t h a t  t h e r e  was one major c h a r a c t e r i s t i c  of 

school number f i v e  which d is t inguished it from other  schools. It was 

smaller .  This meant t h a t  t h e  two teachers  involved i n  t h e  research,  

both of whom were senior  teachers ,  had considerable adminis t ra t ive  and 

organiza t ional  t a s k s  t o  deal '  with each day. They f e l t  pressured by t h e  

sum t o t a l  of demands placed upon them and a l s o  saw Pro jec t  GROW a s  an 

"addea extra" which they seldom achieved. Another f a c t o r  r e l a t e d  t o  t h e  

s i z e  of the  school is  t h a t  i n  general the re  was only one c l a s s  a t  each 
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grade l eve l .  This meant t h a t  peers  usually moved through t h e  school 

remalnlng i n  t h e  same c l a s s  with t h e  same students .  A s  a r e s u l t  

entrenched f r iendships  and h o s t i l i t i e s  had developed. Further ,  one 

c l a s s  had well developed "anti-school" norms from t h e  previous year and 

were considered a problem c lass .  

Another f a c t o r  whlch may help t o  explain t h e  unexpected r e s u l t s  

obtalned by the  low-implementing c lasses  was sub3ectively observed by 

t h e  researcher.  In  two of the  t h r e e  low-implementing c l a s s e s  t h e  

t eachers  appeared t o  be l e s s  well organized and l e s s  purposeful i n  t h e i r  

teachlng than d id  the  high-mplementing teachers  i n  t h e i r  c lasses .  

Whlle these  teachers were not s i g n i f i c a n t l y  d i f f e r e n t  from t h e  o ther  

t eachers  on t h e l r  P C 1  scores,  they appeared t o  be l e s s  "robust" than t h e  

hlyh-implementing teachers. Their c l a s ses  lacked a dynamic and dramatic 

component whlch was of ten  present  In  t h e  o ther  c lasses .  This observed 

c h a r a c t e r i s t i c  of t h e i r  teaching may have influenced t h e i r  s tudents '  

perception of the  classroom climate. 

Thls observatlon and t e n t a t i v e  conclusion may a l s o  suggest t h a t  

f u r t h e r  research i n t o  Willower e t  a1  ' s ( 1978 ) const ruct  of "robustness" 

o t  classrooms should be explored from a more d e t a i l e d  ana lys i s  of 

s tuden t s '  perception of classroom cllmate. Further ,  t h i s  sub jec t ive  

observatlon may a l s o  suggest t h a t  fu tu re  research i n t o  t h e  organiza- 

t i o n a l  a b i l i t y  of t r a d i t i o n a l  ye t  humanistic teachers may prove t o  be 

worthwhile. 

The general t rend of the  low-implementing group's r e s u l t s  t o  be 

lower o r  more e r r a t i c  than t h e  other  groups' was a l s o  found t o  be 

p resen t  In o ther  r e s u l t s .  Consequently, fu tu re  discussion w i l l  focus 
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upon comparisons between t h e  high-implementing group and t h e  con t ro l  

group r e s u l t s .  

Poss lb le  Reasons f o r  Non-Significant 
Resul ts  Related t o  Aspect One 

In  t h i s  sec t ion  a b r i e f  e labora t ion  upon some add i t iona l  reasons 

f o r  the  lack of s t a t i s t i c a l l y  significant di f ferences  due t o  t reatment 

a l f f e rences  w i l l  be presented. 

The p o s s l b l l l t y  e x ~ s t s  t h a t  t h e  reason t h e  n u l l  hypothesis was 

accepted was because t h e  P ro jec t  GROW treatment was ine f fec t ive .  Two 

p o s s l b l l l t l e s  may explain t h i s  s l t u a t l o n :  f i r s t ,  t h e  P ro jec t  GROW 

a c t l v l t l e s  may have been arranged i n  an inappropriate order;  second, 

each a c t l v l t y  may not have been lmplemented i n  such a way a s  t o  produce 

t h e  expected outcomes. 

Wlth respect  t o  t h e  f l r s t  possibility, t h e  order  of P ro jec t  GROW 

a c t i v i t i e s  may not have coincided with the  p a r t i c u l a r  aspect  of develop- 

ment of classroom cl imate being experienced by t h e  c l a s s  a t  a p a r t i c u l a r  

time and may have l imi ted  t h e  p o s s i b i l i t y  of s i g n i f i c a n t  e f f e c t s .  A s  a 

r e s u l t ,  when data  was co l l ec ted  upon t h e  classroom cl imate,  l i t t l e  

change had occurred. Because the  order  of a c t i v i t i e s  was not  v a r i e d  

between c las ses ,  the re  is no way of t e l l i n g  i f  t h i s  explanation has any 

v a l l d i t y  . 
Second, t h e  p o s s i b i l i t y  t h a t  the  P ro jec t  GROW a c t i v i t i e s  were not  

lmplemented i n  the  most e f f e c t i v e  way i n  each c l a s s  may have contr ibuted  

t o  a lack of s i g n i f i c a n t  e f f e c t s .  While an attempt was made t o  measure 

t h e  qua l i ty  of implementation of an a c t i v i t y ,  t h i s  sampling represented,  

in one case,  a one-in-24 q u a l i t y  cont ro l  measurement. It may have been 

t h a t  the  teachers '  implementation of the  a c t i v i t i e s  va r i ed  



d u r i n g  t h e  year ,  and t h a t  the  one observation was unrepresentat ive o f  

t h e l r  g e n e r a l  q u a l i t y  of mplementation. Thus, it is poss ib le  t h a t  

w h l l e  t h e  a c t i v i t i e s  were lmplemented, they were not implemented i n  such 

a way t h a t  t h e  optimal e f f e c t s  could be rea l ized .  

F u r t h e r ,  whlle t h e  qua l i ty  and order  of implementation may have 

b e e n  u n c o n t r o l l e d  i n t e r v e n i n g  v a r i a b l e s ,  t h e  number o f  a c t i v i t i e s  

a c t u a l l y  lmplemented may a l s o  have s u b s t a n t i a l l y  cont r ibuted  t o  t h e  lack  

o t  s t a t l s t l c a l l y  s i g n i f i c a n t  d i f ferences  between t h e  treatment groups. 

By comparison with S t i l t n e r ' s  (1973 1 study where 30 a c t i v i t i e s  were 

implemented by each teacher ,  t h e  maximum number of a c t i v i t i e s  imple- 

m e n t e d  I n  t h e  high-implementing group was 24 and. the  minimum was 17. 

T h e  low-implementing group conducted considerably fewer a c t i v i t i e s .  

T h i s  d a t a  would tend t o  suggest t h a t  even with t h e  high-implementing 

g r o u p ,  a s s o c i a t e d  changes upon students '  self-concepts  would be q u i t e  

s m a l l .  

Another reason f o r  t h e  lack  of s i g n i f i c a n t  r e s u l t s  i n  r e l a t i o n  t o  

A s p e c t  One may be found i n  the  f r iendship  and a t t r a c t i o n  data.  A 

s o c i o m e t r i c  measurement i s  a s u b ~ e c t i v e  measure r a t h e r  than a r e l i a b l e  

and e x t e r n a l l y  va l ida ted  f inding.  A s  a r e s u l t  of t h e  na ture  of t h e  

i n s t r u m e n t ,  cause and e f f e c t  cannot be implied. Thus a range of 

variables may influence a change i n  s tudents '  f r i endsh ip  choices and 

t h i s  r a n g e  cannot be control led.  One i n f l u e n t i a l  f a c t o r  may be t h e  

effect of s tuden t s '  pas t  r e l a t ionsh ips  with t h e i r  peers  i n  e a r l i e r  

classes. Beiny i n  grade 6 and 7 presumably a t  t h e  same school f o r  most 

of t h i s  time, s tudents  w i l l  tend t o  bu i ld  f r iendships  which may ca r ry  

t h r o u g h  f o r  a number of years. Thus, a s tudent  who has no bes t - f r iends  

i n  h i s  c l a s s  may not be r e j ec ted  o r  i s o l a t e d  a s  he may have a number of 
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best-fr iends o r  f r i ends  i n  o ther  c lasses .  The e f f e c t s  of s tudents '  p a s t  

r e i a t ionsh lps  with t h e i r  peers  may have influenced and l imi ted  t h e  

ef f ect lveness of t h e  Pro -J e c t  GROW a c t i v i t i e s  t o  provide an environment 

where t h e i r  within-class f r iendships  could develop. Also t h e  coinci- 

dence of t h e  four da ta  co l l ec t ion  times and var ious  c l a s s  and school 

events may have negatively influenced t h e  measurement of f r i endsh ip  

pat terns .  The collection of da ta  a f t e r  a c l a s s  week-long camp, school 

concert ,  Christmas par ty ,  excursion, awards day o r  S t .  Valentine'  s Day 

may be more a r e f l e c t i o n  of mmediate f r iendships  r a t h e r  than being 

i n d l c a t l v e  of developing f r iendship  pa t t e rns .  

Theore t ica l  Implicat ions of Resul ts  

Three main implicat ions of t h e  previous r e s u l t s  w i l l  be discussed: 

the  implicat ions of the  n o n - s t a t i s t i c a l l y  s i g n i f i c a n t  t rends  which 

support t h e  ob J ec t lves  of Proj  e c t  GROW; agreement and disagreement with 

prevlous s tud ies  discussed i n  e a r l i e r  chapters;  and sociometric da ta  

implications. 

Support f o r  P ro jec t  GROW Ac t iv i ty  Implementation. In  general  t h e  

previous discussion of t rends  i n  t h e  da ta  from most analyses upon 

dependent  variables p r o v i d e s  m i l d  s u p p o r t  f o r  t h e  a s s o c i a t i o n  o f  

high-lrnplementation of P ro jec t  GROW a c t i v i t i e s  with improvements on 

classroom cl imate dimensions. Because t h e  changes upon classroom 

cllmate dimensions between the  high-implementing group and t h e  con t ro l  

yroup have been congruent with t h e  aims, objec t ives  and bas ic  philosophy 

of Projec t  GROW, they provide support for  its ra t iona le .  In p a r t i c u l a r  

t h e  d i f ferences  between t h e  groups (al though not  s t a t i s t i c a l l y  s i g n i f i -  

cant )  suggest t h a t  t h e  implementation of t h i s  sequence of l o g i c a l l y  
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derived a c t i v i t i e s  may be associa ted  with improvement upon classroom 

cl imate va r i ab les  of f r i c t i o n ,  cohesion, d i f f i c u l t y ,  and a t t r a c t i o n .  

However, the  purpose of t h i s  study was t o  provide an exploratory 

study of t h e  area.  Consequently t h i s  conclusion, although based upon 

data  which lacks  s t a t i s t i c a l  s igni f icance ,  does suggest t h a t  a l a r g e r  

s tudy may be successful  i n  f inding s t a t i s t i c a l l y  s i g n i f i c a n t  d i f ferences  

i n  classroom cl imates between high-implementing groups of c l a s s e s  and a 

con t ro l  group. Fur ther ,  t h e  support f o r  t h e  changes i n  classroom 

c l m a t e  associa ted  with high-implementation of P ro jec t  GROW may be 

support f o r  t h e  particular a c t i v i t i e s  i n  P r o ~ e c t  GROW, o r  t h e  continual  

implementation of in te rac t ion  a c t i v i t i e s .  In o r d e r . t o  test which aspect  

of t h i s  study 1s being supported, f u t u r e  s t u d i e s  of t h i s  type should 

lnclude a placebo group which would implement a randomly organized 

s e l e c t i o n  of a c t i v i t i e s .  

Agreement and Disagreement with Previous Studies .  When speci f ic-  

a l l y  examined i n  r e l a t i o n  t o  other  researchers '  r e s u l t s ,  t h i s  study adds 

add i t iona l  support t o  t h e i r  f indings  t h a t  i n t e r a c t i o n  a c t i v i t i e s  can 

a f f e c t  classroom climates. The r e s u l t s  of t h i s  present  study share  some 

degree of commonality with S t i l t n e r ' s  (1973)  study,  i n  t h a t :  ( a )  both 

repor t  s t a t i s t i c a l l y  s i g n i f i c a n t  treatment e f f e c t s  only f o r  the  co- 

hesiveness dimension of classroom climate; ( b )  both repor t  s t a t i s t i c -  

a l l y  s i g n i f i c a n t  e f f e c t s  due t o  time of measurement upon t h e  dimensions 

of cohesion and f r i c t i o n ;  ( c )  both repor t  only small changes upon 

classroom cl imate dimensions between groups. 

From these  s i m i l a r i t i e s  it can be suggested t h a t  t h e  implementation 

of in te rac t ion  a c t i v i t i e s  i n  upper-elementary grades and high school 

c l a s s e s  may be associa ted  with t h e  increase  i n  classroom cohesion beyond 
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cohesion is a c r i t i c a l  group process dimension which is  a product of t h e  

in teg ra t ion  of a l l  group process elements, these  c l a s s e s  can be con- 

s idered  t o  have a hea l th ie r  classroom climate than the  o ther  c lasses .  

While t h e  previous po in t s  of comparison a r e  few, t h e  s t u d i e s  a l s o  

enable d i f ferences  t o  be compared. One major d i f f e rence  between t h e  

r e s u l t s  of the  two is t h e  measurement time when groups experienced a 

peak o r  a trough i n  the  various classroom climate indices .  Within 

S t l l t n e r ' s  (1973) study t h e  peaks and troughs were general ly experienced 

a t  t h e  second measurement time. A t  t h i s  time her experimental group 

experienced a peak and her cont ro l  groups experienced a trough. Her 

r e s u l t  f o r  the  cont ro l  group is  consis tent  with Tuckman' s ( 1  965 ) theory 

and a l so  is support ive of the  power of her t reatment t o  be associa ted  

with dramatic changes a t  time two. 

By comparison with t h i s  study, the  high-implementing group peaked 

a t  measurement time th ree  and then s l i g h t l y  t r a i l e d  o f f .  The con t ro l  

group however o f t en  tended t o  decl ine  a t  time two and i n  most cases 

continued t o  slowly decl ine.  A l l  of the  groups i n  t h i s  study had a 

p a t t e r n  of change which was l e s s  c l e a r  and more d i f f i c u l t  t o  determine 

than S t i l t n e r ' s  r e s u l t s .  The lack of a peak a t  time two within t h i s  

s tudy may suggest t h a t  the  treatment was not optimally experienced u n t i l  

it peaked a t  time three .  Further ,  the  treatment may have been l e s s  

e f f e c t i v e  i n  i ts  associa t ion  with improvement upon t h e  classroom cl imate 

indices  a t  time two than the  treatment i n  S t i l t n e r ' s  study. 

A second s i g n i f i c a n t  d i f ference  between t h e  two s t u d i e s  i s  t h e  

deyree of school e f f e c t s  experienced i n  each study. Upon most of 

S t i l t n e r ' s  dependent va r i ab les  t h e r e  were s t a t i s t i c a l l y  s i g n i f i c a n t  
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d l f fe rences  between schools. In t h i s  present  study only two di f ferences  

upon the  f r l c t l o n  and s a t i s f a c t i o n  subscales of t h e  MCI were s t a t i s t i c -  

a l l y  s l g n l f ~ c a n t .  In each case one school d i f f e r e d  from t h e  o ther  

schools. This d i f ference  between s tud ies  may be ind ica t ive  of t h e  

d l f fe rences  between t h e  p r inc ipa l  i n f l u e n t i a l  f a c t o r s  which a f f e c t  

classroom cl lmates i n  high school a s  opposed t o  elementary schools. 

The r e s u l t s  of t h i s  present  study a r e  a l s o  support ive of t h e  

Adelalde study by Wllson et 2. (1979) t o  t h e  extent  t h a t  they a r e  

support ive of a s imi la r  intervention and treatment associa ted  with 

lmproved classroom cllmate. However, because t h e  Adelaide study used a 

a f f e r e n t  and less r e l ~ a b l e  global instrument, support f o r  t h e i r  r e s u l t s  

must be very general  and tentative. 

By comparison with S i l t n e r ' s  (1973) high school population t h i s  

present  study f a i l e d  t o  achieve a s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e rence  

between groups due t o  treatment upon t h e  deviat ion of f r i endsh ip  choice 

c r l t e r l o n .  However, the re  was a t rend f o r  t h e  high-implementing group 

t o  exceed the  cont ro l  group durlng tunes th ree  and four. This  d i f f e r -  

ence between s tud ies  may be p a r t l y  explained by the  d i f f e r e n t  socio- 

metr lc  procedures u t l l i z e d  i n  each. This study requl red  s tudents  t o  

r a t e  a l l  c l a s s  members while S t i l t n e r  had them s e l e c t  f i v e  s tudents  with 

whom they would and would not l i k e  t o  work upon a p ro jec t .  While t h e  

methodoloyy was d i f f e r e n t  and the  r e s u l t s  from t h i s  study d i d  not  reach 

s lgn l f  lcance,  t h e  f indings  do support each other .  

Both r e s u l t s  s u g g e s t  t h a t  t h e  implementa t ion  of  i n t e r a c t i o n  

a c t l v i t l e s  can be associated with a tendency f o r  c l a s s e s  to :  d i sp lay  a 

grea ter  variability of the  number of BF choices received; lead  t o  a more 

uneven d l s t r l b u t l o n  of choices o r  a l e s s  d i f fuse ly  s t ruc tu red  classroom 
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f r l endsh lp  s t ruc tu re ;  and therefore  tend t o  become more cen t ra l i zed  i n  

t h e l r  krlendshlp s t ruc tu re .  This r e s u l t  is contrary t o  t h e  f indings  and 

theoretical formulations reviewed In  Chapter Two by Schmuck (1  963 and 

1966 and Schmuck and Schmuck (1 979). The agreement between t h i s  s tudy 

and ~ t l l t n e r ' s  (1973) study suggests a number of poss ib le  conclusions. 

1. That Schmuck's theory is cor rec t  and t h e  s tud ies  have been 

i n e f f e c t i v e  i n  t h e i r  association with t h e  development of a cen t ra l i zed  

f r lendshlp  s t ruc tu re .  

2. schmuck's theory is incor rec t  and t h e  more des i rab le  classroom 

fr lendshlp  s t r u c t u r e  is a cen t ra l i zed  one. 

3 schmuck's theory is cor rec t ,  but  t h e  crude measurement of 

centrallzeci o r  d i f f u s e  s t r u c t u r e  by u t i l i z i n g  t h e  deviat ion of BF 

cholces 1s not an adequate measure. 

Exlst lng theory and empirical evidence c i t e d  i n  Chapter Two, by 

Zeichner (1978) would suggest t h a t :  t h e  second conclusion should be 

re jec ted;  t h e  f l r s t  conclusion i s  p a r t l y  correc t ;  and t h e  t h i r d  conclu- 

s ion may be probable. In r e l a t i o n  t o  t h e  t h i r d  conclusion it seems 

poss lb le  t h a t  t n e  standard deviation of BF choices shoulfi be seen i n  

r e l a t lonsh lp  t o  t h e  mean number of BF choices and other  s t a t i s t i c s  i n  

order  t o  be a more meaningful measurement of c e n t r a l i t y  o r  diffuseness.  

In Appendix U,  s t a t i s t i c s  a r e  presented f o r  c l a s s  four from t h e  

hlgh-implementing group and c l a s s  e i g h t  from t h e  low-implementing group. 

The data  illustrates t h a t  a s  time goes on t h e  mean number of BF 

cholces recelved I n  c l a s s  four tends t o  increase,  a s  does t h e  standard 

devlat lon of BF cholces. However, the  number of zero BF choices 

decreases,  and t h e  number of t h r e e  o r  more and s i x  o r  more BF choices 

recelved a l s o  Increases.  In shor t ,  t h i s  c l a s s  has become more d i f f u s e  
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with more s tudents  receiving BF choices and fewer s tudents  not being 

chosen. By con t ras t  c l a s s  e igh t  has a low mean and a low standard 

devlat lon around t h a t  mean. Rather than being d i f f u s e l y  s t ruc tu red  t h i s  

c l a s s  is  h le ra rch lca l  and has a r a t h e r  cen t ra l i zed  f r i endsh ip  s t r u c t u r e  

with between four and ten  s tudents  receiving more than th ree  BF choices 

and a comparable number of zero BF choices. 

It would appear from these  data  t h a t  a s tandard deviat ion of BF 

cholces alone 1s an inadequate and inaccura te  way t o  measure t h e  

centrality o r  d i f fuseness  of c l a s ses '  f r iendship  pa t t e rns .  Fur ther ,  

when data  r e l a t e d  t o  hypothesis number two is  re-examined i n  t h i s  l i g h t ,  

t h e  hiyh-implementing group (by comparison t o  the  con t ro l  group) has an 

associated mprovement i n  c l a s s  f r i endsh ip  pa t t e rns .  This improvement 

is toward g rea te r  diffuseness and an increased number of BF choices 

durlng t h e  academic year. This  r e s u l t  a l s o  adds support t o  t h e  a b i l i t y  

of the  hlyh-implementing group upon Pro jec t  GROW t o  be associa ted  with 

t h e  c r e a t l o n  of a more diffusely s t r u c t u r e d  c las s room f r i e n d s h i p  

pa t t e rn .  

Conclusion of Discussion on Aspect One 

The preceding hypotheses were generated I n  order  t o  explore t h e  

question, "can teachers '  implementation of a s e r i e s  of i n t e r a c t i o n  

a c t l v l t l e s  facilitate t h e  development of p o s l t i v e  upper-elementary 

classroom cl imate and p o s i t i v e  s tudents '  self-concepts?" The da ta  from 

t h i s  small sample of c l a s s e s  does not  enable u s  t o  give a d e f i n i t e  

answer t o  t h i s  question. The high-implementing teachers  were not ab le  

t o  facilitate t h e i r  classroom cl imates so  t h a t  they were s t a t i s t i c a l l y  

and significantly d i f f e r e n t  from t h e  c o n t r o l  and low-implementing 
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groups. Further ,  t h e  high-implementing group of teachers  were not  

associa ted  wlth s tudents  who had s t a t i s t i c a l l y  and s i g n i f i c a n t l y  g rea te r  

development on t h e i r  self-concepts.  

However, t h e  purpose of t h i s  study was t o  provide an i n i t i a l  

exploration i n t o  t h e  development of  c l a s s r o o ~ n  c l i m a t e  i n  upper-  

elementary c l a s ses .  Thus, within t h e  limits placed upon t h e  in terpre-  

t a t l o n  of the  r e s u l t s  by the  problems of i n t e r n a l  v a l i d i t y ,  the  da ta  

does reveal  valuable information when severa l  ind ices  a r e  examined 

together .  Within t h i s  small sample a l a rge  number of dependent va r i -  

ab les  lndlca ted  t h a t  t h l s  p a r t i c u l a r  group of high-implementing teachers  

taught  c l a s ses  which, a s  a group, were perceived by t h e i r  s tudents  a s  

havlng: hlgher development upon indices  of cohesion and a t t r a c t i o n ;  

lower l eve l s  of d i f f i c u l t y  and f r i c t i o n ;  and g rea te r  development of 

mte rpe r sona l  adequacy, than t h e  con t ro l  o r  low-implementing groups. 

This t rend,  while not s t a t i s t i c a l l y  s i g n i f i c a n t  i n  i t s  d i f fe rence  from 

t h e  other  groups, does suggest t h a t  while t h e  quest ion was answered i n  

t h e  neyatlve,  more r igorous and l a r g e r  s c a l e  research may f i n d  s t a t i s -  

t l c a l l y  s i g n i f i c a n t  d i f ferences .  

However, s t a t i s t i c a l l y  s i g n i f i c a n t  d i f ferences  between measurement 

times were found t o  e x i s t  and were t h e  focus of t h e  second aspect  of  

t h i s  study which sought t o  explore t h e  question: 

Aspect Two: Can changes  i n  t h e  c l i m a t e  o f  upper-elementary 
classroom be  d e s c r i b e d  by Tuckman's t h e o r y o f  
group development? 

A s  t h e  second aspect  of t h i s  study was concerned with t h e  changes 

which occurred over time, ra the r  than treatment e f f e c t s ,  da ta  from 

Hypotheses One and Two w i l l  be discussed i n  order  t o  inves t iga te  t h e  
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previous question. These data  were graphica l ly  presented i n  Figures 4.1 

t o  4.13 and changes i n  these  f igures  were t r a n s l a t e d  i n t o  standard 

es t imates  of change and recorded i n  Table 4.6. Both sources of da ta  

provide the  information base f o r  the  following discussion.  

Discussion of Results .  

This  discussion of changes on dimensions of classroom cl imate  

during the  academic year w i l l  focus on th ree  major f indings:  f i r s t ,  

da ta  which suggests  t h a t  a l l  groups can be described a s  proceeding 

through s tages  of group development which can be use fu l ly  described by 

Tuckman' s ( 1965 theory; second, t h e  high implementing group' s d i f f e r e n t  

experience of Stage Two; and t h i r d ,  the  high-implementing group's 

d i t f  e r e n t  experience of Stage Four. 

F i r s t ,  t h e  preceding da ta  provides some evidence t o  t e n t a t i v e l y  

suggest t h a t  a l l  groups within t h e  study experienced changes i n  t h e  

aevelopment of t h e i r  classroom cl imate i n  ways t h a t  could be described 

by Tuckman's (1965) theory. The evidence t o  support t h i s  conclusion i s  

basea on: t h e  l a r g e  number of s t a t i s t i c a l l y  s i g n i f i c a n t  r e s u l t s  due t o  

time on nearly a l l  indices  of classroom climate; moderate agreement with 

quantitative est imates derived from Tuckman's ( 1965) theory (expressed 

i n  Table 4.6); the  almost p a r a l l e l  development of a l l  groups of c l a s ses ,  

p a r t i c u l a r l y  t h e  high-implementing group and t h e  con t ro l  group over t h e  

academic year;  and s p e c i f i c  examples where Tuckman's (1965 ) theory and 

t h e  r e s u l t s  from t h i s  study a r e  congruent. Each of t h e  above asse r t ions  

w i l l  be consecutively subs tan t i a t ed  i n  grea ter  d e t a i l  i n  t h e  subsequent 

paragraphs. 
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The a a t a  presented i n  Chapter Four, Tables 4.2 and 4.3, r e p o r t s  

s t a t i s t i c a l l y  s i g n i f i c a n t  r e s u l t s  due t o  time f o r  nine of t h e  13 

classroom cl imate indices.  These changes which occurred from one 

measurement period t o  t h e  next a r e  i n  some cases q u i t e  small and t h e  

r e s u l t s  do not r e f l e c t  s t a t i s t i c a l l y  s i g n i f i c a n t  changes between each 

and every measurement time. However, t h e  accompanying f i g u r e s  4.1 t o  

4.9 do i l l u s t r a t e  changes upon classroom cl imate dimensions which can be 

interpreted uslng Tuckman's (1965) theory of group development i f  it can 

be assumed t h a t  measurement t i m e s  correspond t o  t h e  appropr ia te  s t age  

within t h e  theory. When Tuckman' s ( 1965 ) desc r ip t ive  c r i t e r i a  a r e  

u t i l l z e d  t o  i n t e r p r e t  these  observed changes then it can be argued t h a t  

each group of c l a s s e s  and t h e i r  classroom cl imate do change and s i g n i f i -  

cant s i m i l a r i t i e s  can be determined. For example: a l l  groups except 

t h e  high-implementing group experienced an increase  i n  f r i c t i o n  from 

tlme one t o  tlme two; a l l  groups experienced a decrease i n  cohesion from 

tlme one t o  tune two and then an lncrease  u n t i l  t ime three ;  a l l  groups 

except the  high-implementing group experienced a decrease i n  Empathy 

from tune one t o  tlme two, and s tudents '  bes t - f r lend choices increased 

from tune one t o  time two. These changes were predic ted  by Tuckman's 

(1965) theory and specifically apply t o  h i s  descr ip t ion  of changes from 

the  Formlng t o  t h e  Storming Stage. 

Further  support f o r  t h e  conclusion t h a t  a l l  groups of c l a s s e s  tend 

t o  show a sequent ia l  development i n  classroom cl imate is shown i n  Table 

6 Thls t a b l e  ind ica tes  t h a t  t h e  c l a s ses  tended t o  show s tage- l ike  

chanyes i n  t h e i r  cl imate throuyhout time. Unfortunately t h e r e  appears 

t o  be a g rea te r  degree of correspondence between t h e  High-Implementing 

Group ( E l )  and the  Control Group ( C )  on t h e i r  developments, then between 
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e l t h e r  E o r  C groups and the  developmental s tages  predic ted  from 
1 

Tuckman's theory. The two groups' s l m l l a r l t y  of changes on t h e  sca les  

of a t t r a c t l o n ,  regard, difficulty, cohesion, and f r i c t i o n  yielded an 

o v e r a l l  s t a t i s t l c  of agreement of 0.64. Thls  suggests  t h a t  t h e  high- 

lmplementlng and contro l  group of c l a s s e s  had a high degree of s imi lar -  

l t y  on most of t h e i r  indlces  of cla~SrOOm cl imate  and o f f e r s  general  

support t o  the  notlon t h a t  the  changes In  classroom cl imate fo r  a l l  

groups of c l a s ses  can be use fu l ly  in te rp re ted  using some theory of 

s tage- l lke  development. 

Some lndlces ,  however, tended t o  show a c lose r  correspondence with 

predicted changes. In p a r t i c u l a r ,  the  sociometric measurements tend t o  

illustrate t h l s  polnt .  In r e l a t l o n  t o  Tuckman's (1965) theory t h e  

"peakmy" of a t t r a c t i o n  among peers a t  time t h r e e  can be in te rp re ted  a s  

belng colncldenta l  with s t aye  three :  Norming. Within t h i s  s t age  t h e  

ln terpersonal  c o n f l i c t s  of s t age  two have glven way t o  g rea te r  cohesion 

and c loser  f r lendshlps .  

Another c h a r a c t e r l s t l c  of t h e  r e s u l t s  which can be described by 

Tuckman's theory IS t h e  gradual decrease i n  s tudent  f r i endsh ip  choices 

trom tune th ree  t o  t l m e  four. During s t age  four,  Performing, Tuckman 

(19b5) describes the  ln terpersonal  r e l a t i o n s  between members a s  being of 

secondary importance t o  t h e n  t a s k  performance . Roles become more 

t l e x l b l e  and the  group energy 1s channeled i n t o  the  task .  This behav- 

lour  could a l s o  be associated wlth a decrease i n  t h e  number of BF 

cholces received. 

Whlle t h e r e  a r e  po ln t s  of agreement and disagreement with Tuckman's 

( l9b5) theory and the  r e s u l t s  of t h i s  study, the re  would appear t o  be 

some evldence t o  suggest t h a t  'ruckman' s ( 1965 ) theory can use fu l ly  
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explaln t h e  development of upper-elementary classroom cl imates  f o r  t h e  

groups of c l a s s e s  i n  t h i s  study. Observable changes were small ,  

however, ana were compared t o  t h e  quan t i f i ed  es t imates  suggested by 

Tuckmanis ( 1 9 6 5 )  theory. Further ,  while t h e r e  were some s i m i l a r i t i e s  

wlth Tuckman's ( 1 9 6 5 )  theory,  t h e r e  were a l s o  important a reas  of 

variance.  

The second aspect  of t h i s  discussion focusses on an examination of 

the  da ta  which suggests  t h a t  the  high-implementing group may experience 

t h e  second s t age  differently than t h e  o ther  groups. Upon t h e  f r i c t i o n  

dimension the  cont ro l  group of s tudents  perceived t h e  l e v e l  of f r i c t i o n  

increas lny from time one t o  time two, and remaining a t  t h i s  l e v e l  u n t i l  

t he  end of the  year. 

In  Table 4.b t h i s  change was represented a s  a +2 movement i n  t h e  

cont ro l  group, while the  high-implementing group remained t h e  same. 

Thls could be i n d i c a t i v e  t h a t  t h e  con t ro l  group of c l a s s e s  more d ras t i c -  

a l l y  experienced s tage  two: Storming, of Tuckman's ( 1 9 6 5 )  theory. By 

con t ras t ,  t h e  high-implementing group remained a t  t h e  same l e v e l  of 

f r i c t i o n  u n t i l  it increased s l i g h t l y  a t  time four. ~uckman 's  ( 1 9 6 5 )  

theory p r e d l c t s  t h a t  during s t age  two: Storming, t h e r e  w i l l  be a higher 

l e v e l  of c o n f l i c t  and f r i c t i o n  while t h e  groupsi cohesiveness w i l l  

decl ine.  The development observed within t h e  high-implementing group 

suggests t h a t  t h i s  group d id  not experience classroom cl imate develop- 

ment ind ica t ive  of s t age  two a s  described by Tuckman ( 1 9 6 5 ) .  This 

r e s u l t  suggests t h a t  the  in tervent ion  of P ro jec t  GROW a c t i v i t i e s  m y  be 

associa ted  with t h e  maintenance of a low l e v e l  of f r i c t i o n  and an 

avoidance of t h e  projec ted  problems associa ted  with s t age  two of 
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d l f f e rences  between t h e  groups t o  support t h i s  claim. 

EVldence of the  different experience of t h e  Storming s t age  by t h e  

hlyh-lmplementlng group 1s a l s o  found upon t h e  TRI s c a l e s  of empathy and 

regard. These sca les  measured t h e  s tudents '  perceptions of t h e i r  

t e a c h e r ' s  empathy and regard, and t h e  changes during s t age  two a r e  seen 

a s  more p o s l t i v e  than those changes upon t h e  cont ro l  group's develop- 

ment. 

When these  changes upon t h e  empathy and regard subscales a r e  

in te rp re ted  w ~ t h i n  Tuckinan's (1965) model it must be remembered t h a t  h i s  

model was evolved from a majori ty of small group s t u d i e s  where t h e  

leader was usually non-directive. Within t h i s  study t h e  teachers  

displayed t r a d l t l o n a l  teacher-leadership and d id  not  assume a non- 

directive r o l e  t o  force  s tudents  t o  assume r e s p o n s i b i l i t y  f o r  t h e  c l a s s  

o r  t h e i r  school work. Thus, i n  s t age  two, Storming, it would be 

expected t h a t  s tudents '  perception of t h e i r  teachers '  empathy and regard 

would decrease along with t h e  increased c o n f l i c t s  they experience with 

o thers  i n  t h e i r  c lass .  The contro l  group showed a very s l i g h t  indica- 

t i o n  of such a decrease. By con t ras t  t h e  high-implementing group showed 

a dramatic increase  which was maintained u n t i l  time th ree ,  then de- 

clines.  his change is again support ive of t h e  high-implementing 

group' s reduced experience of t h e  Storming stage. Again, these  r e s u l t s  

suggest t h a t  t h e  implementation of P ro jec t  GROW a c t i v i t i e s  may be 

associa ted  with experiences of less c l a s s  f r i c t i o n ,  and more p o s i t i v e  

perceptions of teachers  a t  t imes two and th ree  within t h e  high-imple- 

menting group. 
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The t h i r d  f inding observed i n  t h e  previous f igures and on Table 4.6 

l n  Chapter Four suggests t h a t  t h e  high-implementing group may have 

experienced s tage  four (Performing) d i f f e r e n t l y  from the  other  groups. 

Upon the  MCI cohesion subscale,  t h e  changes over time indica te  t h a t  

t h e  hlyh-implementing and c o n t r o l  groups r e a c t e d  a s  d e s c r i b e d  by 

Tuckman's theory u n t i l  time three .  The high-implementing group contin- 

ued t o  maintain t h i s  l e v e l  of cohesiveness while the  control  group 

regressed t o  a l e v e l  previously experienced a t  time two. 

Further  evidence of the  high-implementing group experiencing t h e  

Performing s t age  d i f f e r e n t l y  was provided by t h e  sociometric dimensions 

of the  mean number of BF choices and t h e  s i x  or  .more BF choice data.  

Upon both of tnese  measures of a t t r a c t i o n  and peer group f r iendship  

pa t t e rns ,  the  high-implementing group experienced l e s s  of a " fa l l -o f f "  

i n  choices than t h e  cont ro l  group. This tends t o  suggest t h a t  t h e  

high-implementation of Projec t  GROW may be associated with a higher 

maintenance of f r iendships  between c l a s s  members. 

While the  preceding data  suggests  t h a t  Tuckman's ( 1  965 theory can 

descrlbe some changes i n  classroom cl imate i n  upper-elementary c la s ses ,  

the  conclusions a r e  t e n t a t i v e  f o r  severa l  reasons: the  changes and 

differences between groups over t ime were qu i t e  small; t h e  t r ends  

suggested here were not demonstrated upon a l l  dimensions of the  c l a s s -  

room cllmate subscales; and t h e  da ta  has been in te rp re ted  on t h e  

assumption t h a t  each measurement time coincided with a p a r t i c u l a r  s t age  

within Tuckman's (1965) theory. 



Theore t ica l  Implicat ions of Results  

The preceding discussion argued t h a t  Tuckman's (1965) theory of 

yroup development can be a reasonably useful  model t o  f a c i l i t a t e  t h e  

u n d e r s t a n d i n g  of changes i n  c l a s s room c l i m a t e  i n  upper-e lementary  

classrooms. The high-implementing group's development suggested t h e  

p o s s i b i l i t y  of the  reduction of t h e  sever i ty  of t h e  Storming s t age  and a 

s l l g h t  tendency t o  experience l e s s  of a decl ine  i n  t h e  socio-emotional 

dimensions a t  the  four th  s t age  of Performing. Each of these  po in t s  w i l l  

be discussed i n  r e l a t i o n  t o  t h e i r  implicat ions f o r  e x i s t i n g  theory and 

research.  

The data  from t h i s  study suggests  t h a t  Tuckman.'s ( 1  965) theory can 

be useful  In  describing classroom cl imate changes i n  upper-elementary 

c l a s ses .  This conclusion supports t h e  f indings  of Wilson, e t  a l .  (1979) 

who adapted 'l'uckman's (1965) theory and a l s o  found it a use fu l  descrip-  

t i v e  theory. Pioreover, a s  discussed e a r l l e r ,  Tuckman's (1965) theory is  

a general desc r ip t ive  model which has l i t t l e  d e t a i l  on s p e c i f i c  dimen- 

s ions  and t h e  way they a r e  expected t o  change over t h e  l i f e - t ime  of t h e  

group. A s  a r e s u l t ,  any quan t i f i ca t ion  of changes must be seen a s  crude 

est lmatlons and, because of t h i s ,  any c r i t i c a l  comparison with t h e  

theory 1s very d i f f i c u l t .  Thus, the  degree of usefulness of ~uckman 's  

(19b5) theory may be r e l a t e d  t o  its lack of s p e c i f i c i t y  and i ts  general  

desc r ip t ive  nature.  A s  such t h i s  c h a r a c t e r i s t i c  a l s o  l i m i t s  any 

r lgorous appl ica t ion  of t h e  theory o r  comparison between theory and 

empirical  r e s u l t s .  With t h i s  l i m i t a t i o n  i n  mind, these  exploratory 

study r e s u l t s  should be regarded a s  o f fe r ing  only t e n t a t i v e  support f o r  

Tuclanan's (1965) theory. Future research i n  t h i s  a rea  could be d i r e c t e d  

toward: g rea te r  spec i f i ca t ion  of the  theory, an increase  i n  t h e  number 
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of c l a s s e s  inves t iga ted ,  and an increase  i n  t h e  d i v e r s i t y  of measure- 

ments of classroom cl imate u t i l i z e d .  

In r e l a t l o n  t o  S t i l t n e r ' s  (1 973) f indings  from her  high school 

populatlon, the  r e s u l t s  of t h i s  present  study tend t o  lend some support 

t o  her conclusions. She reported data  which suggested t h a t  t h e  experi- 

mental group d id  not experience t h e  Storming s t age  of Tuckman's model. 

Her conclusion was based pr imar i ly  upon t h e  development of t h e  cohesion 

sca le  which reported a s t a t i s t i c a l l y  s i g n i f i c a n t  time x treatment i n t e r -  

ac t lon  a t  t i m e  two. Support f o r  S t l l t n e r ' s  conclusion from t h i s  present  

study can a l s o  be found upon the  f r i c t i o n  subscale of t h e  MCI. While 

t h e  high-implementing group experienced considerably l e s s  f r i c t i o n  a t  

times two and three ,  the  cont ro l  group experienced a rapid  increase  i n  

t h e  l e v e l  of perceived f r i c t i o n  from time one t o  time two, a l e v e l  which 

was maintained u n t i l  t h e  end of t h e  year. Further  support f o r  

S t l l t n e r ' s  conclusion can a l so  be found i n  t h e  r e s u l t s  from t h e  stu-  

dents '  perceptlon of the  teachers '  empathy and regard. The high-imple- 

mentlny yroups did not d lsplay  a decrease, but  r a t h e r  an increase ,  i n  

these  two dunenslons a t  tune two and time three .  However, the  r e s u l t s  

from t h l s  present  study were malnly t rends  which were not  supported by 

s t a t l s t l c a l l y  significant tune x treatment in te rac t ions  o r  d i f f e rences  

between yroups. 

Smce  ~ t i l t n e r '  s ( 1973 ) f indings  were in te rp re ted  by Stanford 

(1977) and formed the  bas i s  of h i s  t h e o r e t i c a l  model of group develop- 

ment, t h e  f lndlngs of t h i s  present  study a l s o  provide t e n t a t i v e  support 

t o r  Stanford ' s  theory. Stanford (1977) proposed t h a t  high-school 

c l a s s e s  which were taught  by a t r a d i t i o n a l  teacher who intervened with 

interaction a c t i v i t i e s  over the  period of a semester would progress 
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through h l s  f l v e  s tages  of Orientat ion,  Norm Establishment, Conf l ic t ,  

Productivity , and Termination . 
The r e s u l t s  from t h i s  study suggest t h a t  t r a d i t i o n a l  upper-ele- 

mentary classroom teachers who implement a l a rge  number of sequen t i a l ly  

organized i n t e r a c t i o n  a c t i v i t i e s  may have c l a s s e s  which have l e s s  

c o n f l l c t  durlng t h e i r  development and l e s s  severe decl ine  upon s o c i a l  

dlmenslons durlng t h e n  l a t e r  l i f e  than do contro l  c lasses .  Whlle t h e  

support f o r  Stanford ' s  (1977) theory is  t e n t a t i v e  t h e  da ta  from t h e  

hlgh-mplementlng group by comparison with t h e  con t ro l  group does 

suggest t h a t  a d i f f e r e n t  and more p o s i t i v e  development may be experi- 

enced. 

Whlle t h l s  conclusion is t h e  major support ive f inding of t h i s  study 

whlch IS re levant  t o  S t i l t n e r ' s  conclusions, t h e r e  is a l s o  one major 

d l f  ference between t h e  two s tud ies .  S t i l t n e r '  s ( 1 973 ) f indings  suggest 

t h a t  a l l  groups d id  not experience Tuckman's s t ages  of development. 

S t l l t n e r  found t h a t  during a semester her  secondary c l a s s e s  d id  not pass  

through these  s tages  unless in tervent ion  of i n t e r a c t i o n  a c t i v i t i e s  

occurred. Wlthin t h e  elementary school and over t h e  period of an 

academlc year it would appear t h a t  t h e  groups of c l a s ses  i n  t h i s  sample 

may have a l l  experienced Tuckman's s tage- l ike  c h a r a c t e r i s t i c s .  This 

f lndiny 1s congruent with Tuckman's theory t h a t  a l l  groups experience 

t h e s e  developmental changes over time. It appears t h a t  circumstances of 

t h e  elementary school, such as  t h e  one c l a s s  together  a s  a group f o r  a 

year ,  may help  t o  f a c i l i t a t e  t h e  development of classroom cl imate 

throuyh the  projec ted  s tages .  

S t i l t n e r  ( l 9 7 3 ) ,  Stanford (197.7) and Wilson e t  a l .  (1979) have - - 

c l t e d  empirical evidence t o  suggest t h a t  t h e  development of classroom 
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c l m a t e  can be a r res t ed ,  usually a t  s t age  two. Further  they a s s e r t  t h a t  

~t will take  mte rven t ions  of t h e  i n t e r a c t i o n  a c t i v i t y  type t o  f a c i l i -  

t a t e  t h e  c l a s s  through t o  the  l e v e l  of development a t  s t age  four. The 

da ta  tentatively in te rp re ted  from t h i s  study i n d i c a t e  t h a t  upon t h e  

cohesion, a t t r a c t i o n  and empathy dimensions, a l l  groups of c l a s s e s  may 

experience a s lmi la r  developmental t r end  and do not  necessa r i ly  have 

t h e l r  development a r res t ed  a t  s t age  two. 

However, t h e  da ta  from t h l s  study only compared groups of c l a s s e s  

and not individual c lasses .  Thus, it would appear t h a t  t h e  e a r l i e r  

s tud ies '  f lnd ings  f o r  individual  c l a s s e s  experiencing re tarded growth a t  

s tage  two a l so  may be found within t h i s  study. What i s  i n t e r e s t i n g  i s  

t h e  suggestion t h a t  groups of c l a s s e s  may be described a s  experiencing 

a l l  s tages  upon cohesion, f r i c t i o n  and a t t r a c t i o n  dimensions. 

These t e n t a t i v e  f indings  suggest t h a t  i n  s p i t e  of t h e  p o s s i b i l i t y  

of the  teacher l imi t ing  t h e  development of t h e  c l a s s  a s  a group, 

upper-elementary c l a s s e s  may experience classroom cl imate development 

which could be described as  progressing through Tuckman's (1  965 ) s t ages  

of group development upon socio-emotional dimensions. 

Thus, i f  f indlngs from t h i s  present  study a r e  able  t o  be r e p l i c a t e d  

so  t h a t  they can be general ized,  teachers  may be able  t o  p red ic t  changes 

i n  t h e i r  classroom climate. A s  a consequence, t h e  in t roduct ion  of  

i n t e r a c t i o n  a c t i v i t i e s  may a l so  f a c i l i t a t e  t h e  development of t h e  c l a s s  

through t h e  s tages  o r  help t o  optimize t h e  p o s i t i v e  aspect  of t h e  

s tages .  Data i n  t h i s  study a l s o  suggested t h a t  t h i s  may be a proba- 

b i l i t y .  

Another not icable  d i f fe rence  between t h e  r e s u l t s  from each study i s  

the  lack of change upon S t i l t n e r ' s  dimensions a t  t imes t h r e e  and four.  



I64 

This present  study had a grea ter  degree of v a r i a b i l i t y  of r e s u l t s  a t  

both of these  tune periods. This  may have been due t o  t h e  end of t h e  

academlc year and the  anx ie t i e s  at tached t o  t h e  unknowns of t h e  follow- 

lng year ,  especially f o r  grade seven students .  A t  t ime four t h e r e  was a 

s l l y h t  t rend f o r  t h e  high-implementing group not t o  experience a 

r e d u c t ~ o n  In  t h e  socio-emotional dimension of cohesion. 

This f lnding, although small,  tends t o  provide some weak empirical  

support f o r  Stanford ' s  ( 1977 ) f i f t h  s tage.  

Conclusion of Discussion on Aspect Two 

The preceding discussion has examined t h e  r e s u l t s  from t h e  analyses 

associated with Hypotheses One and Two i n  order  t o  answer t h e  quest ion,  

"Can changes i n  t h e  cl imate of upper-elementary classroom cl imates  be  

described by Tuckman's (1965) theory of group development?" The da ta  

from t h e  prevlous hypotheses d id  ind ica te  t h a t  upper-elementary c lass-  

room clunates do change over time. Examination of these  changes 

revealed t h a t  they could be use fu l ly  in te rp re ted  within t h e  t h e o r e t i c a l  

framework of Tuckman's (1965) theory of group development. 

Data was discussed which suggested t h a t  t h e  groups of c l a s s e s  

wlthln the  study progressed through stages.  The high-implementing group 

dld however experience time two with l e s s  f r i c t i o n ,  more cohesion, 

grea ter  s tudent  a t t r a c t i o n  and t h e i r  teachers were perceived a s  more 

empathic and highly regarding than t h e  o ther  groups. This evidence was 

in te rp re ted  a s  suggesting t h a t  i n  t h i s  study the  teachers  who implement- 

ed a high number of P ro jec t  GROW a c t i v i t i e s  had c las ses  who only mildly 

experienced t h e  S t o n i n g  s t age  of group development. Further ,  t h e  

hlgh-implementing group of c l a s ses  a l s o  experienced t h e  l a s t  s t age  of 
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group development with l e s s  decl ine  upon severa l  dimensions. Together 

the  d i f ferences  suggest t e n t a t i v e  support f o r  s t a n f o r d ' s  (1977) model of  

group development, o r  a t  l e a s t  t h e  p o s s i b l i t y  t h a t  when a t r a d i t i o n a l  

teacher implements in te rac t ion  a c t i v i t i e s  i n  t h e  c l a s s ,  t h e  c l a s s ' s  

group development is  no longer accura te ly  and adequately described by 

Tuckman's (1965) theory. 

Evidence t o  suggest t h a t  t h e  cont ro l  group and t h e  low-implementing 

group a l so  experienced the  s tages  of group development a s  described i n  

Tuckman's model was provided by t h e  p a r a l l e l  development of each group 

upon the  dimension of cohesion, t h e  mean number of BF choices, and s i x  

o r  more BF choices received. However, these  i n t e r p r e t a t i o n s  a r e  

extremely t e n t a t i v e  because of the  small d i f ferences  between groups of 

c l a s s e s  used t o  genera l ize  each group's development and subsequent 

incorporat ion within Tuckman's theory. 

Further ,  these  conclusions should be regarded a s  t e n t a t i v e  s ince  

the  a b i l i t y  of Tuckman's ( 1965 ) theory t o  describe d i f fe rences  between 

t h e  cont ro l  group and t h e  high-implementing group upon t h e  ind ices  of 

classroom clunate  was l imi ted  by th ree  f ac to r s :  f i r s t ,  t h e  l i m i t a t i o n s  

of t h l s  present  study and ~ t s  problems associa ted  with i n t e r n a l  va l id i -  

t y ;  second the  d i f ferences  between t h e  high-implementing and con t ro l  

groups were not s t a t l s t i c a l l y  s i g n i f i c a n t ;  t h i r d ,  t h e  r a t h e r  crude 

attempts t o  i n t e r p r e t  Tuckman's theory quan t i t a t ive ly  could only provide 

a rough comparatlve standard. 

The t h i r d  aspect  of t h i s  study was or iented  toward a measure of t h e  

teachers '  a t t i t u d e s  toward con t ro l l ing  students  and t h e i r  e f f e c t  Upon 

t h e  development of t h e  classroom cl imate and s tudents '  self-concepts-  

Spec l f l ca l ly  the  quest ion posed was: 



Aspect Three: Can humanistically o r i en ted  teachers  f a c i l i t a t e  
t h e  development of p o s i t i v e  classroom c l i m a t e s  
a n d  s t u d e n t s '  ~ g s i t i v e  s e l f - c o n c e p t s  t o  a ------------- ---- 
g r e a t e r  d g 2 r e e  t h a n  t h e  more c u s t o d i a l l y  ........................ 
or iented  teachers? 

Discussion of Resul ts  

Within t h i s  sec t ion  t h e  r e s u l t s  and t h e  lack  of s t a t i s t i c a l l y  

s i g n i f i c a n t  f indings w i l l  be discussed with recognit ion t h a t  e i t h e r  they 

could r e f l e c t  an instrumentat ion problem, o r  t h a t  t h e r e  i s  no re la t ion-  

sh ip  between the  va r i ab les  inves t iga ted .  However, it w i l l  be genera l ly  

assumed t h a t  t h e  f i r s t  p o s s i b i l i t y  has been minimized and t h e  data  does 

i n  f a c t  r e f l e c t  r e l a t ionsh ips  between accurately measured concepts. 

The cor re la t ions  of teachers '  P C 1  scores  with s tudents '  perceptions 

of the  classroom cl imate upon t h e  MCI, TRI ,  sociometric measures and 

s t u d e n t s  s e l f - c o n c e p t s  were n o t  s t a t i s t i c a l l y  s i g n i f i c a n t  and t h e  

percentage of variance i n  each case was minute. Evidence t h a t  t h e  MCI 

and T K I  subscale scores were not  co r re la t ed  with t h e  teachers '  PC1 

scores ind ica tes  t h a t  t h e  teachers  may not be a s  i n f l u e n t i a l  upon 

dimensions of classroom cl imate a s  i n i t i a l l y  believed. An a l t e r n a t i v e  

explanation could be t h a t  t h e  P C 1  humanistic-custodial continuum i s  not  

a s u f f i c i e n t l y  adequate measure of t h e  teachers '  classroom behaviour t o  

allow s t a t i s t i c a l l y  s i g n i f i c a n t  co r re la t ions  t o  be made upon t h e s e  

dimensions. 

The one malor and s t a t i s t i c a l l y  s i g n i f i c a n t  co r re la t ion  achieved i n  

r e l a t i o n  t o  t h i s  hypothesis was the  teachers '  PC1 scores and t h e i r  

r e l a t ionsh ip  with s tudents '  perception of the  classroom cl imate upon t h e  

Classroom Li fe  (CL) instrument. The teachers '  P C 1  scores accounted f o r  

41 percent  of t h e  variance upon t h e  CL instrument and achieved a 
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statistically s i g n i f i c a n t  co r re la t ion  of (p<.025) and a c o r r e l a t i o n  of 

(r=-0.64). 

Because t h e  CL instrument is highly negatively co r re la t ed  with some 

of the  MCI dimensions t h e  above statements can be more e x p l i c i t l y  

expressed as:  t h e  more cus todia l  t h e  classroom teacher ,  t h e  more l i k e l y  

students  a r e  t o  perceive the  c l a s s  a s  having a high degree of s a t i s f a c -  

t i o n ,  competition, f r i c t i o n  and teacher empathy; by c o n t r a s t ,  t h e  more 

humanistic t h e  teacher t h e  more l i k e l y  s tudents  a r e  t o  perceive t h e  

classroom a s  low i n  s a t i s f a c t i o n ,  f r i c t i o n ,  competition and teacher 

empathy. This r e s u l t  was contrary t o  the  conceptual and t h e o r e t i c a l  

framework evolved i n  Chapter Three and may be explained by severa l  

p o s s l b l l l t l e s .  F i r s t ,  the  CL instrument may not be a s  v a l i d  a measure 

of classroom cl lmate a s  i t s  face  v a l i d l t y  ind ica tes .  Because t h i s  

instrument has not  been widely used i n  previous research and t h i s  

researcher could f i n d  no published data  upon it, t h e  r e s u l t s  should be 

interpreted tentatively u n t i l  f u r t h e r  analyses upon t h e  instrument can 

be performed. A s  a consequence, da ta  co l l ec ted  from t h i s  instrument 

need t o  be cautiously in te rp re ted .  

A second reason t o  explain t h i s  r e l a t ionsh ip  between t h e  teachers '  

PC1  scores and s tudents '  perception of t h e  classroom cl imate could be 

found i n  the  r e l a t ionsh ip  between t h e  va r i ab les  with which t h e  CL i s  

hlyhly co r re la t ed  and which, presumably, it is measuring. Assuming t h a t  

t h e  measurements a r e  v a l i d  and r e l i a b l e  and t h a t  t h e  r e l a t i o n s h i p  

between t h e  va r i ab les  has been accurately measured, then t h e  quest ion 

becomes, "Why would s tudents  experience a cus todia l  t e a c h e r ' s  c l a s s  a s  

beiny highly satisfying, more competitive, and high upon f r i c t i o n ,  while 

t h e  teacher was viewed a s  more empathic?" The answer may l i e  i n  t h e  
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degree of s a t i s f a c t i o n  achieved from a competitive and f r i c t i o n  o r i en ted  

classroom. Both elements when found i n  moderation could s t imula te  and 

motivate t h e  s tudents .  They may see t h e i r  c l a s s  a s  more challenging, 

l l v e l y  and an exc i t ing  place t o  be. However, i f  t h e  l e v e l  of competi- 

t i o n  and f r l c t i o n  r i s e s  above an optimal l e v e l  t h e  classroom cl imate  may 

become l e s s  sa t i s fy ing .  

The c o r r e l a t i o n  between t h e  CL and t h e  TRI empathy subscale was 

r=-0.6b which ind ica tes  t h a t  when t h e  teacher i s  more cus tod ia l ,  t h e  

lower t h e  CL score  and the  higher t h e  s tudents '  perception of t h e  

t eacher ' s  empathy. A s  t h e  previous discussion of t h e  TRI has estab- 

l i s h e d  t h a t  t h e r e  was no d i r e c t  c o r r e l a t i o n  between t h e  teachers '  PC1 

scores and t h e i r  perceived l e v e l  of empathy and regard, t h i s  r e s u l t  

should be excluded from se r ious  considerat ion a s  it is not  a d i r e c t  

measure of the  teachers '  empathy. 

Poss ib le  Reasons f o r  Non-Significant 
Resul ts  Related t o  Aspect Three 

Besides t h e  l i m i t a t i o n s  of t h e  i n t e r n a l  v a l i d i t y  of t h i s  s tudy,  

which have been discussed e a r l i e r ,  t he re  remain some s p e c i f i c  reasons 

why the  r e s u l t s  r e l a t i n g  t o  t h i s  hypothesis d id  not  reach s t a t i s t i c a l  

s igni f icance .  

1. Despite t h e  ranye of teacher P C 1  scores  from t h e  most cus tod ia l  

( 5 5 ) ,  t o  the  most humanistic (40),  it would appear t h a t  t h i s  sample of 

teachers  did not contain extremely humanistic o r  extremely cus tod ia l  

teachers.  The PC1 scores f o r  teachers  i n  t h i s  study yielded a mean of 

46.4 while Willower e t  a 1  (1 967 reported a mean P C 1  score  of 55.3 f o r  

4b4 elementary teachers.  From these  means it can be seen t h a t  t h e  

present  sample of teachers  i s  l e s s  cus tod ia l  and more humanistic than 



Willower ' s . i n i t i a l  sample. Further ,  s ince  t h e r e  were no extreme 

examples upon t h e  continuum, t h e  co r re la t ions  had t o  be found within a 

moaerate range of PC1 teacher scores i n  order  t o  be s t a t i s t i c a l l y  

s l y n l f l c a n t .  This may have l imi ted  the  p o s s i b l i t y  of any s t a t i s t i c a l l y  

s l y n l t l c a n t  co r re la t ions .  

2. The unpredicted r e s u l t s  obtained from t h e  low-implementing 

group may a l s o  have a f fec ted  t h e  p robab i l i ty  of achieving s t a t i s t i c a l l y  

s i g n l f l c a n t  co r re la t ions  between t h e  teachers '  PC1 scores  and t h e  

dependent va r i ab les .  Again these  negative r e s u l t s  would have served t o  

moderate any p o s l t l v e  r e l a t ionsh ips  t h a t  may have occurred between t h e  

teachers '  P C 1  scores and the  dependent va r i ab les .  . 

3. It may be t h a t  t h e  type o t  instruments employed t o  measure t h e  

L 

dependent va r i ab les  were too s p e c i f i c a l l y  o r i en ta ted  t o  f i n i t e  dimen- 

s lons  such as  f r i c t i o n .  The CL instrument which was cor re la t ed  with t h e  

teachers '  P C 1  scores is by con t ras t  a general  instrument which incorpor- 

a t e s  a number of different aspects  of t h e  classroom climate. 

4. The p o s s i b i l i t y  e x i s t s  t h a t  t h e  instrument chosen t o  measure 

t h e  independent va r i ab le  was not  a s  appropriate a s  i n i t i a l l y  thought. 

The P C 1  has general  p red ic t ive  v a l i d i t y  but  does not have an accompany- 

m g  de ta l l ed  descr ip t ion  of expected teacher behaviours. Its general  

na ture  does however allow inferences t o  be made, but  these  inferences  

may have been beyond t h e  l e v e l  of p r e d i c t a b i l i t y  of t h e  instrument. For 

example predic t ing  t h a t  humanistic teachers  w i l l  be r e l a t e d  t o  t h e  l e v e l  

of classroom f r l c t i o n  i s  a genera l iza t ion  from t h e  desc r ip t ion  of a 

humanistic teacher.  It may require  a l a rge r  study with more f i n i t e  

observation t o  support t h e  predic t ion .  In shor t ,  t h i s  explorat ion may 

have se lec ted  too  general  a measure of teacher s t y l e .  
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These f a c t o r s  added t o  those already mentioned i n  e a r l i e r  sec t ions  

may have operated t o  r e s t r i c t  t h e  attainment of s t a t i s t i c a l l y  s i g n i f i -  

c a n t  c o r r e l a t i o n s  between t e a c h e r s '  P C 1  s c o r e s  and t h e  dependent  

variables. 

Theore t ica l  Impiicat ions of Resul ts  

Because of the  l imi ta t ions  associa ted  with t h e  i n t e r n a l  v a l i d i t y  of 

t h i s  e x p l o r a t o r y  s t u d y  and t h e  l a c k  of  s t a t i s t i c a l l y  s i g n i f i c a n t  

f indings ,  t h e  r e s u l t s  should have l i t t l e  impact upon t h e  e x i s t i n g  

theory. The r e s u l t s  of t h i s  study would need t o  be v e r i f i e d  within a 

r e p l l c a t l o n  study before any conclusions could .have an impact upon 

exls t lny  theoretical frameworks. However, while t h e r e  was a general  

l ack  of s t a t l s t i c a l l y  s i g n i f i c a n t  r e s u l t s ,  t h e  i n t e r p r e t a t i o n  of t h e  two 

s t a t l s t l c a l l y  s l y n i f i c a n t  co r re la t ions  can be attempted i n  t h e  l i g h t  of 

ex l s t lng  theory. 

P C 1  a n a  CL R e l a t l o n s n i p .  Assuming t h a t  t h e  r e s u l t s  from t h e  

correlation between the  teachers '  P C 1  score and s tudents '  perception of 

t h e  classroom cl lmate a r e  v a l l d  and r e l i a b l e ,  t h e  associa t ion  of 

dmenslons measured by the  CL instrument leads t o  some i n t e r e s t i n g  

con ] ecture.  Classroom cl imates which were competitive and high on 

f r i c t l o n  were perceived a s  being more sa t i s fy ing .  This r e s u l t  i s  

probably a matter of degree and t h e r e  may be a threshold point  where t h e  

r e l a t lonsh lp  1s reversed. This r e l a t ionsh ip  may be explained by Estept 

Wlliower, Llca ta  (1980) conception of classroom "robustness". These 

researchers found evldence t o  suggest t h a t  t h e  dynamic, dramatic and 

empathlc na ture  of a  robust  c l a s s  was associa ted  with higher s tudent  

l n t e r e s t  and s a t i s f a c t i o n .  However t h e i r  more robust c l a s s  was found t o  
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be conducted by a more humanistic teacher and not a more cus tod ia l  

teacher.  The r e s u l t s  of t h i s  study suggest t h e  opposite.  

However, these  r e s u l t s  need not necessar i ly  c o n f l i c t  with t h e  

Willower e t  a l .  (1980) f indings  s ince  t h e  c r i t i c a l  word i n  t h e  previous 

paragraph i s  more. Within t h i s  present  study t h e  range of scores upon 

t h e  P C 1  may not  have been s lmi la r  t o  t h e  e a r l i e r  study and t h e r e  was no 

attempt t o  f i n d  cor re la t ions  with only t h e  extreme teachers  i n  t h i s  

sample. I f  t h e  r e s u l t s  a r e  in te rp re ted  a s  cont radic tory  t o  t h e  Willower 

e t  a l .  (1980 f indings then t h e  d i s p a r i t y  may a l s o  be accounted f o r  by -- 
t h e  lack  of spec i f i ca t ion  of t h e  l e v e l s  of competition, f r i c t i o n  and 

satisfaction. Because t h i s  l i n e  of research i s  r e l a t i v e l y  new, develop- 

ments wlthln t h e  area  hopefully w i l l  remedy t h e  lack of s p e c i f i c  da ta  

and t l y h t  conceptual izat ion of key terms. 

P C 1  R e l a t i o n s h i p  w i t h  FAIR C a t e g o r i e s .  The g e n e r a l  l a c k  of 

variance accounted f o r  by the  teachers '  P C 1  scores upon t h e  classroom 

discusslon leading behaviour of t h e  teachers  i n  t h i s  study c r e a t e s  doubt 

about t h e  a b l l i t y  of t h e  P C 1  t o  p r e d i c t  s p e c i f i c  teacher behaviour o r  

s t y l e s .  Further ,  doubt is  a l s o  associa ted  with t h e  r e l i a b i l i t y  of t h e  

F A I R  ca tegor ies  and whether two sampled discussions can be representa- 

t i v e  of t h e  teachers '  discussion leading a b i l i t y  a s  wel l  a s  t h e i r  

teaching s t y l e s .  

In r e l a t i o n  t o  t h e  r e l i a b i l i t y  of t h e  observations and t h e i r  

yenera l l zab i l l ty ,  Rowley (1978) presents  evidence t o  suggest t h a t  two 

observation per iods  of 20 minutes each would only allow r e l i a b i l i t y  of 

measurement t o  be 0.402. This s t a t i s t i c  would only allow t h e  predic t -  

a b l l l t y  o t  the  sample of discusslon leading behaviours t o  be general ized 

t o  the  year-long sample of teacher discussion leading a b i l i t y  and not  
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general  teaching s t y l e .  Thus, it could be argued t h a t  t h e  lack of  

co r re la t ion  between t h e  teachers '  PC1 scores  and t h e i r  discussion 

leadmy behaviour is  due t o  a low r e l i a b i l i t y  of t h e  observation 

measurement and t h e  p o s s i b i l i t y  t h a t  t h e  teachers '  s t y l e  i s  not  ade- 

quately represented by t h e i r  discussion leading a b i l i t y .  

However, t h e  P C 1  and t h e  F A I R  instruments were included i n  t h i s  

study t o  allow v a l i d i t y  checks upon each other .  The r e s u l t s  i n d i c a t e  

t h a t  f o r  t h i s  sample t h e  lack of statistically s i g n i f i c a n t  co r re la t ions  

sugyests  t h a t  i n t e r p r e t a t i o n  of r e s u l t s  upon both instruments i s  of 

l lmi ted  and doubtful  v a l i d i t y .  

Overview and Conclusions Upon Aspect Three 

The preceding discussion has suggested t h a t  t h e  lack of s t a t i s t i c -  

a l l y  s i g n i f i c a n t  f indings could be accounted f o r  by instrumentat ion 

problems and problems with t h e  i n t e r n a l  v a l i d i t y  of t h e  study. A s  a 

consequence the  i n t e r p r e t a t i o n  of f indings was made more d i f f i c u l t .  

However, In  general t h e  f indings  suggested t h a t  t h e  teachers '  human- 

i s t i c -cus tod ia l  o r i en ta t ion  was not r e l a t e d  to :  s tudents '  perceptions 

o r  t h e i r  clasroom cl imate upon t h e  MCI and T R I  instruments; t h e  dis-  

t r l b u t i o n  of s tudents '  sociometric choices ; t h e  frequency of classroom 

behavlours observed using t h e  FAIR observation ca tegor ies  and t h e  

development of s tudents '  s e l f  -concepts. 

There  was one s t a t i s t i c a l l y  s i g n i f i c a n t  r e l a t i o n s h i p  between 

teacher o r l en ta t ion  and t h e  Classroom Life  responses given by s tudents .  

In  general  s tudents  perceived t h e  classrooms of t h e  more humanistic 

teachers  a s  being l e s s  sa t i s fy ing ,  l e s s  competitive, and having l e s s  

f r i c t l o n  than t h e  cus tod ia l  teachers.  While t h i s  r e l a t i o n s h i p  was 



s t rong it was contrary t o  t h e  t h e o r e t i c a l  r a t i o n a l e  evolved i n  Chapter 

Three. This r e s u l t  suggested t h a t  fu r the r  research upon these  concepts 

and the  instruments would need t o  be conducted before t h e  t h e o r e t i c a l  

framework was a l t e red .  

In conclusion, da ta  from t h ~ s  study d id  not  support t h e  f a c i l i t a -  

t l v e  relationship between the  humanist ical ly o r i en ted  teacher and t h e  

development of classroom cl imate and s tudents '  self-concepts .  Ins tead  

data  supported t h e  opposi te  r e l a t ionsh ip .  Students i n  t h i s  study 

perceived t h e  more cus todia l  teachers  having classroom cl imates which 

were more sa t i s fy ing ,  competitive and higher on f r i c t i o n  than t h e  more 

human~s t i c  teachers '  classrooms. Since t h e  key word i n  t h i s  l a s t  s t a t e -  

ment i s  more, a r e p l i c a t i o n  study with more extreme humanistic and 

cus tod ia l  teachers  may serve t o  c l a r i f y  t h i s  conceptual incongruity. 



CHAPTER SIX 

SUMMARY AND CONCLUSIONS 

Summary of t h e  Study 

This study was deslgned a s  an explorat ion of t h e  development of 

c l a s s room c l i m a t e  i n  upper-e lementary  g rades .  S p e c i f i c a l l y  t h r e e  

questions were mnvestlgated: 

1. Can teachers '  implementation of a s e r i e s  of i n t e r a c t i o n  a c t i v i t i e s  

f a c ~ l i t a t e  t h e  development of p o s i t i v e  upper-elementary classroom 

cl imates  and students '  p o s i t i v e  self-concepts? 

2. Can changes i n  t h e  cl lmate of upper-elementary classrooms be  

described by Tuckman's theory of group development? 

3 .  Can humanistically or iented  teachers  f a c i l i t a t e  t h e  development of 

p o s i t i v e  classroom cl lmates and s tudents '  p o s i t i v e  self-concepts t o  

a g rea te r  degree than more cus tod ia l ly  or iented  teachers?  

These t h r e e  quest ions were inves t iga ted  by studying 12 volunteer  

teachers and t h e i r  upper-elementary c lasses .  The grades 6, 7 and 6/7 

were p re tes t ed  then randomly assigned t o  treatment and con t ro l  groups. 

Six teachers i n  the  experimental group were given a one-day o r i e n t a t i o n  

workshop and each implemented P r o j e c t  GROW i n t e r a c t i o n  a c t i v i t i e s  

throughout t h e  academic year. The contro l  group of teachers  d i d  no t  

implement a program of i n t e r a c t i o n  a c t i v i t i e s .  A l l  c l a s s e s  and s tudents  

were t e s t e d  on four occasions, each a t  l e a s t  seven school weeks apar t .  

Data gathered include t h e  t eacher ' s  r a t i n g s  on a humanistic-custodial 

s c a l e ,  t e a c h e r - s t u d e n t  i n t e r a c t i o n ,  and s t u d e n t s '  p e r c e p t i o n s  of  

themselves, t h e i r  classroom, t h e i r  teachers ,  and fel low s tudents .  



Summary of Flndings 

The results were analysed by dividing the experimental group into 

two : the high-implementing group ; and the low-implementing group. 

Three classes from each of these groups and the control group had their 

data analysed using analysis of variance procedures and a multiple 

regression. Because of the small number of classes in each group it was 

not surprlsing that only a few analyses produced results which indicated 

statistically significant differences between treatment groups. 

In relation to aspect one of this study: 

Tan teachers' implementation of a series of interaction 
activities facilitate the development of positive upper- 
elementary classroom climates and students' positive self- 
concepts?" 

each null hypothesis was accepted as there was a lack of statistically 

slgnificant evidence which could distinguish the experimental groups 

from the control groups. However, small differences between groups were 

seen as indicative of possible trends which suggested that the high- 

implementing group of teachers had students who experienced their 

classes as having less friction and difficulty, and greater attraction 

and cohesion than either the control or low-implementing group of 

classes. The high-implementing teachers were also experienced as more 

empathic and more highly regarding than the other teachers. Upon the 

self-concept scales, trends were more difficult to isolate, but the 

high-implementing group had greater development of their sense of 

interpersonal adequacy than the other groups. 

The second aspect of this study investigated the question: 

"Can changes in the climate of upper-elementary classrooms be 
described by Tuckman' s theory of group development? " 
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Data was in te rp re ted  by examining s t a t i s t i c a l l y  s i g n i f i c a n t  changes 

on dmlenslons over time and a l s o  comparing these  changes with quant i ta -  

t i v e  est imates based on Tuckman' s ( I965 ) theory. These analyses 

suggested t h a t  a l l  groups of c l a s ses  could be in te rp re ted  a s  having 

evolved through s t ages  of group development which could be use fu l ly  

descrlbed by Tuckman's (1965) theory. Changes not  incons i s t en t  with 

Tuckman's (1965) model were found on t h e  cohesion, a t t r a c t i o n ,  and 

empathy scales.  Changes occurring within t h e  high-implementing group on 

t h e  f r l c t l o n  and teacher empathy s c a l e s  suggested t h a t  t h i s  group of 

c l a s ses  may have experienced a reduction i n  c o n f l i c t  associa ted  with 

Tuckman's (1965) s t age  two (Storming). Fur ther ,  da ta  from t h e  cohesion 

and s o c i o m e t r l c  s c a l e s  s u g g e s t e d  t h a t  t h e  high-implementing group 

experlenced t h e  l a s t  s t age  of development differently from t h a t  pre- 

d ic t ed  by Tuckman's s t age  four (Performing). These conclusions were 

t e n t a t i v e  however s ince:  changes on dimensions over time were general ly 

small,  comparison wlth Tuckman's (1965) theory was based on es t imates ,  

and each group of c l a s ses  only comprised t h r e e  c lasses .  

I n  r e l a t i o n  t o  aspect  th ree  of t h i s  study, "Can humanist ical ly 

o r l en ted  teachers  f a c i l i t a t e  t h e  development of p o s i t i v e  classroom 

clunates  and s tudents '  p o s i t i v e  self-concepts t o  a g rea te r  degree than 

more cus tod ia l ly  o r i en ted  teachers?,"  t h e  teacher a t t i t u d e  measures were 

regressed upon 33 dependent var iables .  The teachers '  humanistic- 

cus tod ia l  o r i e n t a t i o n  was general ly found not  t o  c o r r e l a t e  with t h e  

dependent va r i ab les  a t  any s t a t i s t i c a l l y  s i g n i f i c a n t  l e v e l ,  although 

t h e r e  was one exception t o  t h i s  genera l iza t ion .  Students '  perception of 

"Classroom Life" was found t o  be strongly and negatively co r re la t ed  with 

t h e i r  teacher ' s  PC1 score.  This suggested t h a t  t h e  more cus tod ia l  t h e  



teacher ,  t h e  more s tudents  perceived t h e i r  c l a s s e s  a s  being competitive, 

having hlgh l e v e l s  of f r i c t i o n ,  but  a l s o  being more sa t i s fy ing .  Again, 

because of t h e  small sample s i z e  and o ther  i n t e r n a l  v a l i d i t y  problems 

t h i s  r e l a t ionsh ip  would need t o  be f u r t h e r  explored i n  a r e p l i c a t i o n  

study t o  confirm i ts  va l id i ty .  

Practical Implicat ions of Resul ts  

Because of t h e  small sample s i z e  and o ther  problems associa ted  with 

t h e  i n t e r n a l  v a l i d i t y  of t h i s  exploratory study, its ex te rna l  v a l i d i t y  

and p r a c t i c a l  value is a l so  l imited.  Thus, no attempt should be made t o  

genera l ize  from t h e  r e s u l t s  of t h i s  study t o  o ther  populations o r  

s i t u a t i o n s .  However, a s  an exploratory study t h i s  inves t iga t ion  has 

exammed t h e  development of upper-elementary classroom cl imates and has 

revealed some f indings  which suggest t h a t  t h i s  a rea  of research deserves 

f u r t h e r  inves t iga t ion .  

The few p r a c t i c a l  implicat ions t h a t  can be drawn from t h i s  study 

a r e  l l s t e d  below. 

1. Classroom c l i m a t e  development can b e  i n v e s t i g a t e d  by t h e  

va r i ab les  and instrumentat ion u t i l i z e d  within t h i s  study. 

2. The r e s u l t s  of t h i s  exploratory study suggest f u r t h e r  research 

with a l a rge r  population w i l l  be necessary t o  determine i f  t h e  previ-  

ously suggested i n t e r p r e t a t i o n s  a r e  i n d i c a t i v e  of s t a t i s t i c a l l y  s i g n i f i -  

cant  d i f ferences  associa ted  with t h e  P ro jec t  GROW in tervent ions .  

3.  Classroom cl imate development in te rp re ted  by Tuckman's (1965) 

theory of group development can provide a useful  a i d  t o  f a c i l i t a t e  

understanding of changes i n  classroom climate. 
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4. F u r t h e r  i n v e s t i g a t i o n  of t e a c h e r s '  h u m a n i s t i c - c u s t o d i a l  

o r i en ta t ion  and its re la t ionsh ip  t o  classroom cl imate development may be 

worthwhile. In t h i s  study r e s u l t s  suggested t h a t  t h e  teachers '  or ienta-  

t i o n  was r e l a t e d  t o  classroom climate, p a r t i c u l a r l y  when t h e  cl imate was 

measured general ly.  Future s tud ies  should insure  t h a t  a l a r g e r  teacher  

population a l s o  contains teachers  with a more extreme humanistic and 

custodial orientation toward teaching. 

5. Results  suggest t h a t  t h e  Classroom L i f e  (CL)  inventory has high 

reliability, hlgh cor re la t ions  with o ther  classroom cl imate dimensions 

and may be a useful  research instrument i n  f u t u r e  s tud ies .  

Sub 1 e c t i v e  Findings 

Being involved with teachers ,  p r inc ipa l s ,  c l a s ses ,  and s tudents  

over t h e  period of an academic year has l e d  t h i s  researcher t o  de r ive  

t h e  following i n t u i t i v e  and sub jec t ive  f indings.  

1. The Pro jec t  GROW a c t i v i t i e s  were e n t h u s i a s t i c a l l y  received by 

both teachers  and students .  The teachers  were p a r t i c u l a r l y  g r a t e f u l  f o r  

t h e  year-long curriculum and suggested f a c i l i t a t i v e  teacher behaviour. 

2. Teachers' ownership of t h e  P ro jec t  GROW resource and t h e  mutual 

adap ta t ion- implementa t ion  s t r a t e g y  was b e n e f i c i a l .  Feedback from 

teachers  and s tudents  a t  t h e  conclusion of t h e  study revealed t h a t  t h e  

"Classroom aeet ing"  was a useful ,  construct ive,  and valuable a c t i v i t y .  

Two other  activities were received with less enthusiasm and t h e  feedback 

from teachers and s tudents  would suggest t h a t  they need revis ion .  The 

a c t l v l t l e s  were "Do a s  I say", and "Communication Breakdown" (Bar l ing  

1980b, p. 45 and 61 respec t ive ly ) .  
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3.  The high-implementing t e a c h e r s  had c o n s c i o u s l y  dec ided  t o  

implement a s  many a c t i v i t i e s  a s  they could. They saw t h e  in teg ra t ion  

of the  c l a s s '  s o c i a l  development a s  proceeding hand-in-hand with t h e i r  

cognl t lve  development. By c o n t r a s t  t h e  low-implementing group of 

teachers  general ly held the  same views but  d i d  not  have the  degree of 

commitment t o  t h e  mplementation of P ro jec t  GROW a c t i v i t i e s .  They 

appeared t o  be under more pressure,  and found it d i f f i c u l t  t o  organize 

t h e l r  c l a s ses  t o  implement more a c t i v i t i e s .  

4. The four meetings with teachers  were most benef i c i a l  and helped 

t o  maintaln i n t e r e s t  and commitment t o  t h e  implementation of t h e  

activities. The meetings could have been improved. by scheduling them 

more o f t en  and developing t h e  teachers  a s  a group themselves. Further ,  

t r a i n i n g  sess ions  t o  improve teachers '  s k i l l s  i n  conducting a c t i v i t i e s  

would have been advantageous. 

By way of combination of these  sub jec t ive  f indings  and t h e  empiri- 

c a l  r e s u l t s  of t h i s  study, t h e  following ideas f o r  f u r t h e r  research were 

y enerated. 

Suygestlons f o r  Fur ther  Research 

Because of t h e  exploratory nature  of t h i s  research i t s  purpose was 

t o  iden t i fy  t rends  which may warrant more comprehensive and thorough 

inves t iga t ion .  The preceding chapters  have elaborated on t h e  t r ends  

which were iden t i f i ed .  It now remains t h e  t a sk  of f u t u r e  research t o  

e s t a b l i s h  i f  these  t r ends  can be rep l i ca ted  t o  enable them t o  be 

generalized. The following suggestions should a s s i s t  t h i s  endeavour. 

1. This study needs t o  be rep l i ca ted  with: a l a r g e r  sample s i z e ;  

a r e s t r i c t i o n  of c l a s ses  t o  one grade l e v e l  (no t  t h e  most sen io r  
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elementary grade) ;  u t i l i z a t i o n  of d i f f e r e n t  observation ca tegor ies  

throughout t h e  term of t h e  study; and more regular  meetings with 

implementing teachers.  

2. Classroom cl imate research t o  da te  has not tapped t h e  r i c h  

p o t e n t l a l  of t h e  key influence upon classroom cl imate development: t h e  

teacher.  Questionnaires which survey t h e  teachers '  experience of t h e i r  

c l a s ses  over t h e  period of the  year could be an invaluable source of 

lnformation upon t h e  group development i n  classrooms. 

3. The dimension of power, both from a t eacher ' s  perspect ive  and 

s tudents '  perspect ives ,  could be a useful  va r i ab le  which warrants more 

research of i ts  re la t ionsh ip  t o  t h e  development of classroom climate. 

4. The variation of a c t i v i t i e s ,  both t h e i r  order  and type, i n  a 

well-controlled study could provide valuable information t o  e i t h e r  

support o r  negate t h e  t h e o r e t i c a l  and p r a c t i c a l  r a t i o n a l e  upon which 

Prolec t  GROW-type in tervent ions  a r e  based. 
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Glossary of Terms 

In  t h i s  study t h e  following d e f i n i t i o n s  have been applied:  

A Soc ia l  System. This i s  a conceptual term used t o  descr ibe  a 

co l l ec t ion  of people who i n t e r a c t  with each o ther  t o  achieve a common 

goal. A s o c i a l  system is charac ter ized  by t h r e e  man social-psycho- 

log ica l  aspects  of the  p a t t e r n s  of r e l a t ionsh ips ,  namely: r o l e s ,  norms, 

and values (Katz 6 Kahn, 1978). 

Classroom Climate. Refers t o  s tudents '  perceptions of c l a s s  norms, 

b e l i e f s ,  a t t i t u d e s ,  and p a t t e r n s  of r e l a t ionsh ip  t h a t  a r e  r e f l e c t e d  i n  

i n s t r u c t i o n a l  p a t t e r n s ,  c l a s s  behaviour p r a c t i c e s  and i n t e r a c t i o n a l  

p a t t e r n s  (Lezotte ,  Hathaway, Mil ler ,  Passalacqua and Brookover, 1980). 

In  t h i s  study, classroom cl imates were measured upon t h e  My Classroom 

Inventory ( I C I ,  Anderson, 1973) and its subscales of cohesion, s a t i s f a c -  

t i o n ,  difficulty, f r i c t i o n ,  and competition. A sociogram measured t h e  

degree of in terpersonal  a t t r a c t i o n  between s tudents .  

Group Development. Describes t h e  s tage- l ike  changes i n  groups upon 

dimensions of group s t r u c t u r e  elements and t a s k  a c t i v i t y .  

Group St ructure .  Refers t o  t h e  i n t e r a c t i o n  of group cohesion, 

norms, communication, leadership,  indiv idual  and group expectat ion,  and 

a t t r a c t i o n .  Each of these  elements is defined below: 

( a )  leadership:  an in terpersonal  influence process comprised 
of behaviours, some des i rab le  and some undesirable,  which 
help t h e  group toward p a r t i c u l a r  o b ~ e c t i v e s  (Schmuck & 

Schmuck, 1979 1. 



( b )  norms: shared expectat ions o r  a t t i t u d e s  about appropr ia te  
s c h o o l  r e l a t e d  p r o c e d u r e s ,  b e h a v i o u r s ,  t h o u g h t s ,  and 
f e e l i n g s  (Schmuck & schmuck, 1979). 

( c )  communication: occurs whenever persons a t t r i b u t e  s i g n i f i -  
cance t o  message-related behaviour. Communication is  
dynamic, p r o - a c t i v e ,  i n t e r a c t i v e ,  and c o n t e x t u a l  
(Wortensen, 1972). 

( d )  a t t r a c t i o n :  f r i endsh ip  between s tudents  which was demon- 
s t r a t e d  by the  l i k i n g  p a t t e r n s  which ex i s t ed  within t h e  
classroom (Schmuck & Schmuck, 1979). 

( e l  e x p e c t a t i o n s :  a r e  eva lua t ions - -whe the r  c o n s c i o u s  o r  
unconscious--that a  person forms of another. This evalu- 
a t ion  leads the  evaluator  t o  t r e a t  the  person being evalu- 
a t ed  a s  though t h e  assessment were val id .  The person 
doing t h e  evaluat ion t y p i c a l l y  an t i c ipa ted  o r  p r e d i c t s  
t h a t  t h e  o ther  person w i l l  a c t  i n  a  manner cons i s t en t  with 
t h e  assessment (Schmuck & Schmuck, 1979). 

( f  ) cohesion: t h e  sum of t h e  preceding group processes t h a t  
converge t o  influence s tudents '  f ee l ings  of inc lus ion and 
involvement (Schmuck & Schmuck, 1979 ) . 

Sociometric choice. Refers t o  s tudents '  s e l e c t i o n  of t h e i r  b e s t  

f r i e n d s ,  f r i ends ,  s tudents  they know and others  who they do not  know. 

1. Diffuseness of sociometric choice describes t h a t  d i s t r i b u t i o n  

of s t u d e n t  f r i e n d s h i p  c h o i c e s  which r e f l e c t e d  a r e l a t i v e l y  e q u a l  

d i s t r i b u t i o n  of f r iendship  choices. A d i f fuse ly  s t ruc tu red  classroom 

has an absence of d i s t i n c t  sub-groups whose members rece ive  a l a r g e  

proportion of choices. 

2. Cen t ra l i ty  of sociometric choice describes t h a t  d i s t r i b u t i o n  of 

f r iendship  choices with a c l a s s ,  whereby a few s tudents  rece ive  many 

f r i endsh ip  choices and most chi ldren  rece ive  few sociometric choices. 

Task Functions. 

1. Task-maintenance group funct ions  a r e  i n t e r a c t i o n s  t h a t  a r e  

d i r e t e d  toward t h e  task-oriented goal of t h e  group. For example, 

s tudents '  i n t e rac t ions  and a t t i t u d e s  toward t h e i r  group's so lu t ion  of a  

s o c i a l  s tud ies  problem. 
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2. Socio-emotional group functions are interactions within a group 

whlch are oriented toward the interpersonal and feeling concerns of 

group members. For example, reducing a new class member's anxiety and 

makmg him feeling welcome and part of the class. 

PrOlect G.R.O.W. The Project for Group Resourcefulness and Optimal 

Well-being (G. K. O.W. in the classroom through improving the social 

climate, was designed by Barling (1980b) for use by upper elementay 

classroom teachers. Project G.R.O.W. (Barling, 1980b) represents the 

initial phase of development of a useful resource for upper elementary 

school teachers. 
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PROJECT GeR-0.W. ACTIVITIES 

The following a c t i v i t i e s  throughout P ro jec t  G.R.O.W. have been 
s e l e c t e d  from Vacha, E., e t  a l .  Improving Classroom S o c i a l  
Cl imate :  Teacher  ' s Handbook. N .  Y .  : Hol t  , R i n e h a r t  and 
Winston, 1979, t h e  P ro jec t  f o r  Securing Every   earner's Future 

(S.E.L.F.). 

P ro jec t  G.R.O.W. 
Page 

Pro jec t  G.R.O.W. Act iv i ty  

Many Sides t o  Me 
The Microphone 
Columbo 
Revolving Circles 
Back t o  Back 
Comiunication Breakdown 
Don't Push Our Button 
Does It Bug You? 
Most Correct Answer t o  Task 
and People Job Worksheet 
Play Your Cards 
What Should We/Bring? 
What/Should We Bring? 
What ' Should We Bring? 
Group Roles 
I Think...My Teacher Thinks... 
Pos ter  Design 
Survival  K i t  
Opinion Box 
Who Influences Us? 
I Am... ? Cause They Think I Am? 
Put t ing  It Together 
Play a Role 
Things That Make A Friend 
Knotted Compliments 
Who's Who i n  Our Room? 
Finding S i m i l a r i t i e s  
Word P ic tu re  
Fixed Words Story 
S i l e n t  Movies 
Candyland 
Compliment Time 

Pro jec t  S.E.L.F. 
Reference Page 
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Pro jec t  GROW A c t i v i t i e s  and Their Relat ionship 
t o  Dewey's Philosophy of Education 

F i r s t ,  Dewey argued t h a t  educational  experiences a r e  optimal when 

they a r e  organized developmentally and they have some degree of con- 

t i n u i t y .  Be s a i d ,  

... every experience both t akes  up something from those which 
have gone before and modifies i n  some way the  q u a l i t y  of those  
which come a f t e r  (Dewey, i n  Knowles, 1973, p. 69) 

This p r inc ip le  was p r a c t i c a l l y  applied within P ro jec t  GROW by: t h e  

sequencing of a c t i v i t i e s  'weekly and twice-weekly during t h e  course of 

t h e  academic year; the  sequencing of a c t i v i t i e s  i n  a developmental way 

a s  proposed from t h e  implicat ions of Tuckman' s ( I965 ) group development 

theory; the  sequencing of a c t i v i t i e s  which b u i l t  upon t r u s t ,  communica- 

t i o n  s k i l l s ,  cohesion-developing a c t i v i t i e s  and cooperation a c t i v i t i e s .  

Second, Dewey asse r t ed  t h a t  a l l  education comes about through 

experience--"doing, r a t h e r  than t a l k i n g  about doing". This aspect  of 

Dewey's philosophy is c e n t r a l  t o  a l l  P ro jec t  GROW a c t i v i t i e s  where t h e  

emphasis is  upon experience and learning through experiencing. One 

example from each phase of P ro jec t  GROW w i l l  se rve  t o  i l l u s t r a t e  t h e  

experimental na ture  of t h e  a c t i v i t e s .  The "Experience Walk", "Communi- 

ca t ion  Breakdown", "Fish Bowl", "Time Capsule" and "Symbol" ( Barl ing  

1980b, p. 47, 61, 124 and 125, r e spec t ive ly ) ,  a r e  a l l  examples of 

a c t i v i t i e s  within t h e  P ro jec t  GROW curriculum which a r e  exper ien t i a l  i n  

na ture .  Each a c t i v i t y  is described i n  d e t a i l  i n  P ro jec t  GROW. 

Third, Dewey argued t h a t  i n  essence t h e  teaching-learning process 

is  a s o c i a l  process. AS most learning takes  p lace  within classrooms, 

t h e  s o c i a l  context of t h e  c l a s s  a l s o  cont r ibutes  t o  and inf luences  t h e  

learning process. Because t h e  development of a cooperat ive atmosphere 



and r e l a t i a n s h i p  w i l l  f a c i l i t a t e  t h e  teaching-learning process,  Dewey 

argued t h a t  the  teacher should i d e a l l y  become a leader of group a c t i v i -  

t i e s  t o  promote s o c i a l  learning,  cooperation and a conducive environment 

f o r  teaching and learning.  This aspect  of Dewey's educational phi los-  

ophy is  t h e  "raison d ' e t r e"  f o r  P ro jec t  GROW. A l l  a c t i v i t i e s  have been 

s p e c i f i c a l l y  se lec ted  t o  promote s k i l l s  which f o s t e r  b e t t e r  communica- 

t l o n  and a more cohesive, s a t i s f y i n g  and f r i end ly  classroom climate. 

Fourth, Dewey a l s o  argued t h a t  education i n  a democracy should 

model democratic p r inc ip les .  He maintained t h a t :  

... democratic soc ia l  arrangements promote a b e t t e r  q u a l i t y  of 
human experience, one which is  more widely access ib le  and 
en joyed, than do non-democratic arid anti-democratic f o m s  of 
s o c i a l  l i f e  (Dewey, i n  Knowles 1973, p. 69) .  

Within t h e  P r o j e c t  GROW c u r r i c u l u m  of i n t e r a c t i o n  a c t i v i t i e s  

"Classroom ~ e e t i n g "  (Barl ing 1980b, p. 64)  provides t h e  bes t  example of 

an a c t i v i t y  which allows fb r  the  p r a c t i s e  of a democratic c l a s s  s t ruc -  

t u r e  anu p r inc ip les .  This a c t i v i t y  is of c e n t r a l  importance t o  Phase 

two: Shared Influence, and it is  suggested t h a t  it be conducted each 

week during t h i s  phase, i f  not  f o r  t h e  continuation of t h e  academic 

year. 

Thus f a r ,  it has been argued t h a t  i n  t h e  i n i t i a l  s t ages  of develop- 

ment, t h e  Projec t  GROW curriculum resource has t o  some extent  addressed 

t h e  c r i t e r i a  evolved by Dewey i n  h i s  philosophy of education. I f  t h i s  

is the  case then empirical support fo r  Dewey's arguments would suggest 

t h a t  c l a s ses  which implement t h e  P ro jec t  GROW a c t i v i t i e s  should expect 

t o  produce more s a t i s f y i n g  classroom cl imates,  more conducive s o c i a l  

learning,  g rea te r  s tudent  learning,  and g rea te r  development of s tudent  

self-concepts,  than non-democratic c l a s ses  which d id  not implement 

P ro jec t  GROW a c t i v i t i e s .  



APPENDIX B-3 

Some Implications from Stanford's (1977) Theory of Group 
Development, and a Discussion of How Project GROW Addresses 

Each Implication. 

1. "The teacher needs to understand the process of group develop- 

ment and its stage characteristics." This implication is derived from 

Stanford's model which presents descriptions of the characteristic of 

each stage of group development and provides a logically developed 

sequence of behaviour and concerns of,group members. The teacher's lack 

of knowledge of these processes could lead to inappropriate interven- 

tions at inappropriate times. 

la) 

lb) 

(c) 

teachers were given a one day orientation to the Project GROW 

resource, its structure and Stanford's theory of group development; 

each phase in Project GROW and the written introduction to the 

resource provides a detailed elaboration upon stage characteristics 

and group development ; 

Project GROW also provides a bibliography of selected texts upon 

group development. While these resources were available to 

teachers no measure of their understanding of group development was 

undertaken. It was assumed that as the implementing teachers 

proceeded through the activities they would read the accompanying 

theoretical elaboration. This expectation was generally seen to be 

accurate when implementing teachers met to discuss their progress. 

2. "The teacher needs to sequentially organize interventions SO 

that they promote development and build upon previous learnings". This 

implication is drawn from the developmental notion of both models. Both 

models could be seen as analogous processes to Erikson's (1950) succes- 

sive stages of social development. Just as each person at each stage of 
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development must learn  t o  cope with new problems and must develop new 

s k l l l s  and a t t i t u d e s ,  so a l s o  is t h e  group's development from one s t age  

t o  another dependent upon t h e  development of new s k i l l s  and reso lu t ion  

of conflicts. The sequent ia l  and developmental na ture  of in tervent ions  

w i l l  help t o  f a c i l i t a t e  group development. 

This  implicat ion from Stanford ' s  model was addressed within t h e  

Projec t  GROW resource by t h e  ordering of a c t i v i t i e s  i n t o  Phases of group 

development and arranging them upon a weekly schedule. The a c t i v i t i e s  
-.. 

were considered t o  be developmentally sequenced a s  demonstrated by t h e  

leadership  a c t i v i t y ,  "Task and People Jobs" (Barl ing 1980bt p. 70) ,  

preceding t h e  group a c t i v i t i e s  of "Survival i n  t h e  Rockies" and "Myster- 

i e s "  (Barl ing 1980bt pp. 120 and 134). 

3. "The teacher needs t o  continue t o  u t i l i z e  in te rven t ions  t o  

facilitate the  c l a s s ' s  development." This implicat ion from Stanford ' s  

(1977) model can be seen t o  be drawn from t h e  whole developmental 

conceptuahzat ion  of the  change i n  group processes. It can be seen t h a t  

an in tervent ion  a t  Stage one w i l l  un l ike ly  a f f e c t  t h e  group's develop- 

ment a t  Stage four. Thus, throughout t h e  l i f e  of t h e  c l a s s  t h e  teacher  

should continue her in tervent ions  i n  order  t o  have an optimal e f f e c t  

upon each s t age  of development. 

T h i s  i m p l i c a t i o n  from S t a n f o r d ' s  t h e o r y  was s t r e s s e d  t o  t h e  

implementing teachers  a t  t h e  one-day o r i en ta t ion  workshop. The design 

of t h e  Projec t  GROW resource r e f l e c t s  t h i s  need f o r  cont inui ty  through 

its week-by-week "Suggested Weekly Schedule" (Bar l ing  1980b, p. 23-24). 

4. "The teacher needs t o  recycle  her  in tervent ions  during t h e  

c l a s s ' s  development". This is  t o  say t h a t  an in tervent ion  presented 

when t h e  c l a s s  is  a t  Stage one can be re-introduced and const ruct ive ly  
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d e a l t  wlth In  l a t e r  s tages .  This implicat ion can be j u s t i f i e d  by an 

examination of Stanford ' s  (1977 ) s tages ,  t o  discover t h a t  i s sues  i n  one 

s t age  a r e  o f t en  recycled and d e a l t  with i n  a d i f f e r e n t  way i n  a l a t e r  

s tage.  For example, within t h e  Orientat ion s t age  s tudents  a r e  o r i e n t i n g  

themselves t o  each o ther  and t r y  t o  answer t h e  quest ion,  "Who a r e  t h e  

pup l l s  i n  t h i s  c l a s s?"  Later i n  t h e  Productivi ty s t age  when members a r e  

t r y l n g  out  new r o l e s  i n  t h e  group t h e  previous quest ion t akes  on a 

s l i g h t l y  d i f f e r e n t  form, "What i s  my place i n  t h e  c lass?"  ~ h u s ,  

\ 
i n t e rven t ions  introduced t o  help s tudents  answer t h e  f i r s t  quest ion i n  

Stage one, can be recycled t o  help s tudents  answer t h e  second quest ion 

i n  Stage four. 

Thls implicat ion from Stanford ' s  theory was demonstrated t o  have 

been addressed by the  inc lus ion of:  "Many Sides t o  ~ e "  during Phase 

one; "I am a Person Who" and "Who's Who i n  our Room" i n  Phase four 

(Bar l ing  1980b, p. 34, 130 and 132 respec t ive ly ) .  

5 .  "The teacher needs t o  implement a c t i v i t i e s  which r e l a t e  t o  a l l  

elements of group processes". This implicat ion is  drawn from Stanford ' s  

mention of t h e  group process of "cohesion" being of c e n t r a l  importance 

t o  changes and s tages  of group development. Cohesion has been defined 

a s  t h e  sum of group processes t h a t  converge t o  influence s tudents '  

f ee l ings  of inclusion and involvement (Schmuck and Schmuck 1979). Thus, 

i f  t h e  development of and change i n  cohesion a r e  important elements of 

group development, then in tervent ions  which c a t e r  t o  o ther  group process 

elements and combine t o  form t h e  group's cohesion w i l l  a l s o  be impor- 

t a n t .  This implies t h a t  in tervent ions  should seek t o  cover t h e  range of 

group process elements. 
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This  implicat ion from s t a n f o r d ' s  theory can be seen t o  be addressed 

when t h e  group dynamics c h a r a c t e r i s t i c s  of each a c t i v i t y  a r e  examined i n  

t h e  "Suggested Weekly schedule. " Each group process element of a t t r a c -  

t i o n ,  cohesion, communication, norms, leadership  and expectat ions has a 

number of a c t i v i t i e s  which a r e  s p e c i f i c a l l y  r e l a t e d  t o  the  development 

of each aspect  of group processes. 

6. "Within t h e  Orientat ion Stage of c l a s s  development the  teacher 

needs t o  implement in tervent ions  with t h e  following focuses: 
\ 

( a )  o r i en ta t ion  t o  one another, and t o  the  teacher;  

(b) or ien ta t ion  t o  the  t a sks ,  requirements and expectations; 

( c )  o r i en ta t ion  t o  s tandards of behaviour." 

In tervent ions  designed t o  focus upon these  concerns a r e  d i r e c t l y  

implled from Stanford ' s  model. Stanford i d e n t i f i e s  group members' 

i n i t i a l  concerns of o r i en ta t ion ,  t e s t i n g  and dependence a s  c o n s t i t u t i n g  

t h e  group processes most a c t i v e  i n  t h e  Orientat ion stage.  I f  these  a r e  

the  key group processes, then in tervent ions  designed t o  s a t i s f y  these  

process needs w i l l  be most re levant  a t  t h i s  s tage.  Interventions 

designed wlth t h e  above focuses w i l l  reduce s tudents '  needs t o  engage i n  

d i s r u p t ~ v e  and counter-productive t e s t i n g  and dependent behaviour i n  

order  t o  s a t i s f y  these  needs. 

A c t l v l t i e s  which attempt t o  o r i e n t a t e  s tudents  t o  each o ther  and 

t h e  teacher are: "Many Sides t o  ~ e , "  "~olumbo," "A Personal Coat of 

A r m s , "  "Happy Days and Revolving Circ les"  (Barl ing 1980b, p. 34, 38, 41, 

42, and 43 respec t ive ly ) .  Both t h e  o r i en ta t ion  t o  t a sks  and o r i en ta t ion  

t o  s tandards of behaviour were elaborated upon i n  t h e  resource i n  a 

sec t ion  t i t l e d ,  " F a c i l i t a t i v e  Teacher Behaviour t o  Help Achieve t h e  

Goals of Phase 1: Orientat ion" (Barl ing 1980b, p. 31-33). 
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7. "During the second stage of class development the teacher needs 

to implement interventions with the following focuses: 

(a) confronting problems; 

(b) tolerance and acceptance; 

(c) listening and responding skills; 

( dl development of cooperation; 

(el development of personal and class rewonsibility." 

During the Establishing Norms stage the class members experience 

conflict as they struggle with issues of power and try to evolve 

interpersonal harmony. Stanford argues that the establishment of 

positlve norms durlng this stage is of critical importance to later 

yroup development. This implies that teacher interventions which 

address: the resolution of conflict, the development of tolerance, the 

development of listening and responding communication skills, the 

development of cooperation, and the development of responsibility, will 

facilitate the class through this stage. Facilitation will be accom- 

plished as the students become equipped with skills to constructively 

deal with their conflicts and as they are shown a more acceptable way of 

dealing with interpersonal differences. 

The many activities which are designed to meet these criteria are 

listed in Appendix B-3.1. 

8. "Within the third stage of class development the teacher needs 

to implement interventions with the following focuses: 

(a) development of cohesion; 

(b) examininy norms; 

(c) developing relationships; 



( d )  development of cooperation; 

( e )  r e so lu t ion  of conf l ic t . "  

Stanford describes t h e  "coping with c o n f l i c t "  s t age  as evolving 

when c o n f l i c t s  a r e  confronted and d e a l t  with i n  a support ive way. These 

c o n f l i c t s  a r i s e  when during t h e  previous s t age  s tudents  have developed 

norms t o  ac t ive ly  confront and respond t o  problems. Again, interven- 

t i o n s  which provide a vehic le  f o r  t h e  c l a s s  t o  engage i n  s a t i s f y i n g  

these  needs w i l l  be f a c i l i t a t i v q  Further ,  in tervent ions  which speci f -  

i c a l l y  encourage t h e  development of group cohesion w i l l  be p a r t i c u l a r l y  

re levant  during t h i s  s tage.  

Again, these  implicat ions were addressed by a number of d i f f e r e n t  

a c t i v i t i e s .  Each implicat ion and i ts contr ibut ing  a c t i v i t i e s  were 

mainly located  i n  Phase 3 and Phase 2 of t h e  P ro jec t  GROW resource. The 

a c t i v i t i e s  and t h e i r  relevance t o  each implicat ion a r e  l i s t e d  i n  

Appendix B-3.2. 

9. "Within t h e  Product iv i ty  s t age  of c l a s s  development the  teacher 

needs t o  implement in tervent ions  with t h e  following focuses: 

l a )  maintenance of c l a s s  cohesion; 

( b )  avenues fo r  resolu t ion  of in terpersonal  problems; 

( c )  development of interdependence and f l e x i b i l i t y ;  

( d)  development of problem solving s k i l l s .  " 

Stanford describes t h i s  s t age  a s  one where t h e  in terpersonal  

c o n f l i c t s  have been d e a l t  with and s tudents  can now accept each o the r  

and work more cooperat ively upon t h e i r  tasks .  However, while t a s k  

concerns a r e  paramount within t h i s  s tage ,  Stanford argues t h a t  a group 

w i l l  o s c i l l a t e  between t a sk  and in terpersonal  concerns. A s  a r e s u l t ,  

in tervent ions  i n  t h i s  s t age  should continue t o  allow avenues f o r  
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ln terpersonal  r e l a t i o n s  development, a s  well a s  t o  improve productivi ty,  

coheslon and problem solving s k i l l s .  

These implicat ions and t h e  Pro jec t  GROW activities which seek t o  

provlde experiences f o r  s tudents  t o  achieve these  needs a r e  l i s t e d  i n  

Appendlx B-3.3. 

10. "within t h e  f ~ f t h  s t age  of group development: Termination, t h e  

teacher needs t o  help s tudents  express t h e i r  genuine fee l ings  about t h e  

c l a s s ,  complete unfinished tasks  and help  them t o  resolve  t o  re inves t  

t h e l r  emotional energies i n t o  f u t u r e  group experiences." 

Stanford identifies severa l  c h a r a c t e r i s i i c s  of t h e  termination 

s t age  which suggests t h a t  t h e  c l a s s  w i l l  experience increased c o n f l i c t ,  

le thargy,  a breakdown i n  group s k i l l s  and anger a t  t h e  teacher. In 

order  t o  avoid a concentrat ion on the  negative aspects  of t h e  group's 

experiences, i n t e r a c t i o n  a c t i v i t i e s  should concentrate on reviewing t h e  

pos i t ive  aspects  of t h e  group's l i f e ,  help s tudents  express t h e i r  

f e e l l n g s  about the  end of t h e  c l a s s ,  and t o  look positively t o  new group 

experiences. 

These implications and t h e  Pro jec t  GROW a c t i v i t i e s  which seek t o  

provlde experiences fo r  s tudents  t o  achieve these  needs a r e  l i s t e d  a s  

t h e  l a s t  e igh t  a c t i v i t i e s  i n  P ro jec t  GROW. They include "Time Capsule 

and Symbol, I' "S i lent  Movies ," "Candyland," and "Remember When" (See 

Barl ing,  1980b, pp. 154-161). 

11. "The teacher ,  a s  t h e  principal influence upon c l a s s  develop- 

ment, w l l l  need t o  conduct herse l f  i n  a  congruent manner t o  her  in te r -  

ventlons,  In  order  t o  r e in fo rce  and optimize t h e  e f f e c t s  of her  in ter -  

ventions." This m p l i c a t i o n  is not drawn d i r e c t l y  from Stanford 's  

1 19-17 ) theory but  1s a teaching-learning p r i n c i p l e  espoused by Bandura 
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(1969 1 and other  s o c i a l  learning t h e o r i s t s .  I f  s tudents  experience a 

teacher who demonstrates good " l i s t e n i n g  s k i l l s , "  then s o c i a l  l ea rn ing  

theory would a s s e r t  t h a t  these  s k i l l s  a r e  more l i k e l y  t o  be developed by 

t h e  students .  

Thls s o c l a l  learnlng p r i n c i p l e  is  reinforced throughout t h e  P ro jec t  

GROW resource with a d i r e c t  reference within each sec t ion  t o  t h e  

"Facilitative Teacher Behaviour t o  Help Achieve the  Goals of each 

Phase", of c l a s s  s o c i a l  cl imate development. This sec t ion  l is ts  

suggestions f o r  "general f a c i l i t a t i v e "  behaviour and " spec i f i c  f a c i l i t a -  

t ive"  teacher behaviour . I 

The preceding ca tegor iza t ion  of P ro jec t  GROW a c t i v i t i e s  has served 

t o  demonstrate t h a t ,  a s  an i n i t i a l  teacher resource, P ro jec t  GROW 

addresses many of t h e  implicat ions of Stanford ' s  ( 1 9 7 7 )  model. Further ,  

i f  a teacher is able t o  implement t h e  a c t i v i t i e s ,  combined with t h e  

suggested f a c i l i t a t i v e  behaviour, then t h e  c l a s s  is more l i k e l y  t o  

evolve l n t o  an e f f e c t i v e  group than a c l a s s  which d id  not experience t h e  

interaction activities. 



APPENDIX B-3.1 

PROJECT GROW ACTIVITIES: STANFORD'S STAGE TWO 

A c t i v i t i e s  from Pro I e c t  G. R. 0. W. which Meet 
t h e  Implicat ions from Stanford ' s  (1977) Model During 

Stage TWO: Es tabl i sh ing  oms 

Implicat ion 

a )  Confronting 
Problems 

b )  Tolerance & 

Acceptance 

c )  Lis tening & 

Responding S k i l l s  

d )  Development of 
Cooperation 

e )  Development of 

Personal & Class 
Responsib i l i ty  

P ro jec t  G.R.O.W. Act iv i ty  

Class Meeting 
Don't Push Our Button 
Does It Bug You 
Don't Tear Me Apart 
Problem Solving Group Progress 

I 

Class Meeting 
Don't Push Our Button 
Does It Bug You 
Don't Tear M e  Apart 
Problem Solving Group Progress 

Opinion Box 
Fishbowl 
Things That Make a Friend 

Back t o  Back 
Communication Breakdown 
The Microphone 
Do A s  I Say 
Classroom Meeting 
Reducing Communication Gaps 
Fishbowl 

Class Meeting 
Task & People Jobs 
Problem Solving Group Progress 
Play Your Cards 
Group Roles 
Survival  K i t  

Fishbowl 

Class Meeting 

Task & People Jobs 
Survival  K i t  
Problem Solving Group Progress 

Page 

64 
6 7 
6 9 
9 5 

1 I8 

64 
67 
69 
95 

1 I8 

103 
124 
I28 

60 
6 1 
3 6 
4 5 
64 

10 1 
124 

64 
70 

118 
8 3 
8 8 
9 9 

124 

64 
7 0 
9 9 

1 I8  



APPENDIX B-3.2 

A c t i v i t i e s  from Projec t  G.R.O.W. Which Meet 
The Implicat ions from Stanford'  s ( 1977 ) Model 

of Group Development during Stage Three: 
Coping with Conf l ic t  

Implicat ion Pro 1 e c t  G. R. 0. W. Act iv i ty  

a )  Development of Class Meeting 
Cohesion Problem Solving Group Progress 

Survival  i n  t h e  Rockies 
Put t ing  it Together 
Knotted Compliments 

/ 
Who' s Who i n  Our Room 
Mysteries 
Broken Squares 
Word P i c t u r e  
Fixed Words Story 
Time Capsule & Symbol 
Candy land 
Remember When 

b) Examining Norms Don't Tear l e  Apart 

Opinion Box 
Wlio Influences U s  
Things That Make a Friend 

c )  Developing Put t ing  it Together 
Relat ionships Fishbowl 

Things That Make a Friend 
I Am a Person Who . . . 
Who's Who i n  Our Room 
Word P i c t u r e  

d) Development of Problem Solving Group Progress 
Cooperation Plysteries 

Broken Squares 

e )  Resolution of Class Meeting 
Conf l ic t  Problem Solving Group Progress 

Page 



APPENDIX B-3.3 

PROJECT GROW ACTIVITIES: STANFORD'S STAGE FOUR 

A c t i v i t i e s  from Projec t  G.R.O.W. Which Meet 
t h e  Implicat ions from Stanford ' s  (1977)  Model 

of Group Development During Stage Four: 
Product iv i ty  

Implication Projec t  G. R. O.W. Act iv i ty  

a) Maintenance of Problem Solving Group Progress 
Class Cohesion Put t ing  it Together 

Knotted Compliments 
Who's Who i n  O u r  Room ' 
Mysteries 
Broken Squares 
Fixed Words Story 
Time Capsule & Symbol 
Remember When 

b )  Avenues f o r  Class Meeting 

Resolution of Problem Solving Group Progress 
In terpersonal  
Problems 

C )  Development of Problem Solving Group Progress 
Interdependence & 

F l e x i b i l i t y  

d) Development of Problem Solving Group Progress 
Problem Solving 

S k i l l s  

Page 



APPENDIX B-4 

PROJECT GROW ACTIVITIES AND THEIR RELATIONSHIP 
TO SELF-CONCEPT THEORY. 

I .  Some Pro jec t  GROW a c t i v i t i e s  have been designed t o  increase the  

p robab i l i ty  of s tudents  f inding a t  l e a s t  one best-fr iend i n  t h e  c l a s s .  

The following a c t i v i t i e s  o f f e r  s tudents  t h e  opportunity t o  ge t  t o  know 

d i f f e r e n t .  aspects  of o thers  i n  t h e  c l a s s :  "Many Sides t o  ~ e , "  

"Colurnbo , I' "A Personal Coat of A r m s ,  " "Happy Days, " and "Revolving 
\ 

Circ les" ,  (Barl ing,  1980b, p. 34, 38, 41, 42, and 43 respect ive ly) .  

Each a c t i v i t y  provides s tudents  with t h e  opportunity t o  discover new 

information about s tudents  i n  t h e  c l a s s .  It a l s o  gives s tudents  an 

opportunity t o  explore new f r iendships ,  and increase  the  p o s s i b i l i t y  of 

receiving p o s i t i v e  reinforcement from peers. 

2. Some Pro jec t  GROW a c t i v i t i e s  have been designed t o  allow 

s tudents  t o  share t h e i r  perceptions of r e a l i t y .  A c t i v i t i e s  of t h i s  kind 

a r e  : "Happy Days, " "Revolving Ci rc les ,  I' "Trust Walk" and the  "Classroom 

Meeting" (Barl ing,  1980b, p. 42, 43, and 64 respect ive ly) .  These 

a c t i v i t i e s  allow s tudents  t o  express t h e i r  ideas  and receive feedback 

upon them from others  i n  t h e  c l a s s .  

3 .  Some Pro jec t  GROW a c t i v i t i e s  have been designed t o  s e n s i t i z e  

s tudents  t o  t h e  e f f e c t s  of "put downs" and negative in te rac t ions  

A c t l v l t i e s  of t h i s  type are:  "Don't Push our Buttons," "Does it Bug 

You," "Don't Tear Me Apart", and "Survival K i t "  (Barl ing,  1980b, p. 67, 

b9, 95, and 99 respec t ive ly ) .  Within these  a c t i v i t i e s  s tudents  have the  

opportunity t o  share with o the r s  how it f e e l s  t o  be "put down" and t o  

recognlze when they may be pu t t ing  someone e l s e  down. 



4. Some Pro jec t  GROW a c t i v i t i e s  have been designed t o  increase  

s tudents '  s e n s i t i v i t y  t o  o thers '  f ee l ings  and t h e i r  acceptance of 

d i f f e rences  among people. A c t i v i t i e s  which he lp  s tudents  t o  achieve 

these  a b i l i t i e s  are:  "Don't Tear Me Apart," "The Experience Walk," 

"Does it Bug You;" and "Opinion Box," "Classroom Meeting," and ~ i s h b o w l "  

( a a r l i n g  1980b, p. 95, 47, 69, 103, 64 and 124 respec t ive ly ) .  This 

range of a c t i v i t i e s  w i l l  he lp  s tudents  t o  develop empathy f o r  o the r s ,  a s  
I 

well  a s  increase  t h e i r  acceptance and to lerance  of o the r s  with d i f f e r e n t  

ldeas  t o  t h e i r  own. 

In  general ,  most of t h e  P ro jec t  GROW a c t i v i t i e s  have been o r i en ted  

toward increas ing t h e  opportunity f o r  s tudents  t o '  i n t e r a c t  with each 

o the r  i n  t h e  classroom in a p o s i t i v e  and cooperat ive manner so  a s  t o  

help them f e e l  b e t t e r  about themselves. A s  a r e s u l t ,  it is expected 

t h a t  s tudents  who have experienced t h e  Pro jec t  GROW a c t i v i t i e s  w i l l  have 

developed more p o s i t i v e  self-concepts than those who have not  experi- 

enced t h e  a c t i v i t i e s .  



A P P E N D I X  C 
P E R M I S S I O N  LETTER FOR STUDENT INVOLVEMENT I N  T H I S  STUDY 



September 2 5 ,  1980 

Dear Parent :  

I am an e d u c a t i o n a l i s t  p r e s e n t l y  engaged'in s tudy  a t  Simon F r a s e r  
Un ive r s i t y .  A s  a requirement f o r  my Doctoral  D i s s e r t a t i o n  I have proposed 
a s tudy  o f  an impor tan t  i n f luence  upon your c h i l d ' s  e f f e c t i v e  l e a r n i n g  -- 
t h e  classroom c l ima te .  I n  o r d e r  t o  improve o u r  knowledge of e f f e c t i v e  
t each ing  and l e a r n i n g  environments I would l i k e  t o  observe and admin i s t e r  
some ques t ionna i r e s  t o  both t eache r  and s t u d e n t s .  

Your c h i l d ' s  anonymity w i l l  be p ro t ec t ed  on a l l  d a t a  c o l l e c t e d .  Most 
information w i l l  be c o l l e c t e d  and expressed  i n  t he  form of  grade averages.  
Your c h i l d ' s  t eache r  has  volunteered  t o  involve  h i m h e r s e l f  i n  t h i s  s t u d y ,  
t h e  School District Off i c e  has  approved my implementation of  t h e  r e sea rch ,  
t h e  Un ive r s i t y  Research & E t h i c s  Committee has  a l s o  approved my proposa l  - 
f i n a l l y ,  t o  enable  d a t a  t o  be c o l l e c t e d ,  1 r eques t  your permission t o  a l l o w  
your c h i l d  t o  p a r t i c i p a t e  i n  the study.  

I can be contac ted  t o  answer any ques t ions  about t h e  s tudy  by phoning: 
Of f i ce  - 291-4344; Home - 939-Q980. Copies of my procedure and a d e s c r i p t i o n  
of each ques t ionna i r e  can be ob ta ined  from your P r i n c i p a l  o r  myself upon 
r eques t .  Resul t s  of t h e  s tudy  w i l l  be  a v a i l a b l e  from your School Board and 
D i s t r i c t  o f f i c e  o r  by w r i t i n g  t o  me a t  t h e  above address .  

While you may withdraw your  c h i l d  from p a r t i c i p a t i o n  i n  t h e  s tudy  a t  
any t i m e ,  I r eques t  t h e i r  i n c l u s i o n  i n  t h i s  s tudy  o f  t h e  important  a r e a  of  
"classroom c l ima te . "  I f  you do consent  t o  your c h i l d ' s  p a r t i c i p a t i o n  i n  
this s tudy ,  p l e a s e  s i g n  the  form and have your  c h i l d  r e t u r n  t h e  l e t t e r  t o  
h i s h e r  t e a c h e r  tomorrow. 

Thank you. Respec t fu l ly ,  

Norman Bar l ing  \,-,-) 

Graduate S tudent  

I consent  t o  have be p a r t  o f  t h i s  r e sea rch .  
Name of Ch i ld  

S igna tu re  
1 

Date 



\ 

APPENDIX D 

The Pupil Control Ideology (P.C.I.) by 
Willower, Eidell and Hoy (1973). 

(Directions are included on the P.C.I. form.) 



FQRM PCI. -- 
INFORMAT ION. 

Qn t h e  fo l lowing  pagee a number of s t a t emen t s  abou t  t e a c h i n g  a r e  
preeented ,  Our purpose is  t o  g a t h e r  informat ion  r ega rd ing  t h e  a c t u a l  
a t t i t u d e s  of  e d u c a t o r s  concerning t h e s e  s ta tements .  

You w i l l  r e cogn ize  t h a t  t h e  s t a t emen t s  a r e  of such a n a t u r e  t h a t  
t h e r e  a r e  no c o r r e c t  o r  i n c o r r e c t  answers. We a r e  i n t e r e s t e d  o n l y  i n  
your f r a n k  op in ion  o f  them. 

Your response6  w i l l  remain c o n f i d e n t i a l ,  and no i n d i v i d u a l  o r  
s choo l  w i l l  b e  named i n  t h e  r e p o r t  of  t h i s  study. Your co-opera t ion  is 
g r e a t l y  a p p r e c i a t e d .  

I n s t r u c t i o n s :  

Following a r e  twenty s t a t emen t s  about  s choo l s ,  t e a c h e r e ,  and p u p i l s .  
P l e a e e  i n d i c a t e  your pe r sona l  opin ion  about  each s t a t emen t  by 
c i r c l i n g  t h e  a p ~ o p r i a t e  response  a t  t h e  r i g h t  of  t he  s t a t emen t .  

It is d e s i r a b l e  t o  r e q u i r e  p u p i l s  t o  si t  i n  
a s s i g n e d  s e a t s  du r ing  assembl ies .  

P u p i l s  a r e  u s u a l l y  n o t  capable  of  so lv ing  
t h e i r  problems through l o g i c a l  reasoning.  

D i r e c t i n g  s a r c a s t i c  remarks toward a d e f i a n t  
p u p i l  is  a good d i s c i p l i n a r y  technique.  

Beginning  t e a c h e r s  a r e  no t  l i k e l y  t o  
ma in ta in  s t r i c t  enough c o n t r o l  over  t h e i r  
pup i l e .  

TeacKers should  cons ider  r e v i s i o n  o f  t h e i r  
t e a c h i n g  methods i f  t h e s e  a r e  c r i t i c i z e d  
by  t h e i r  pup i l s .  I 

The b e s t  p r i n c i p a l s  g ive  unques t ioning  cup- 
p o r t  t o  t e a c h e r s  i n  d i s c i p l i n i n g  pup i l s .  

P u p i l s  shou ld  n o t  be permi t ted  t o  c o n t r a d i c t  
t h e  s t a t e m e n t s  of  a t e a c h e r  i n  c l a s s .  

It is  j u s t i f i a b l e  t o  have p u p i l s  l e a r n  many 
f a c t s  a b o u t  a s u b j e c t  even i f  t hey  have no 
immediate a p p l i c a t i o n .  

Too much p u p i l  t ime i s r p e n t  on guidance u d  
a c t i v i t i e s  and t o o  l i t t l e  on academic 
p r e p a r a t i o : ~  . 
Being f r i e n d l y  with p u p i l s  o f t e n  l e a d s  them 
t o  become t o o  f a m i l i a r .  

It i s  more impor tant  f o r  p u p i l s  t c  l e a r n  t o  
obey r u l e s  than  t h a t  they make t h e i r  own 
d e c i s i o n s .  

S t u d e n t  governments a r e a  good " ~ a f  e t y  valve'' 
b u t  shou ld  n o t  have much i n f l u e n c e  on 
s c h o o l  po l i cy .  

P u p i l s  can be  t r u s t e d  t o  vork t o g e t h e r  
w i thou t  supe rv i s ion .  
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+, .( a E X 
If a p u p i l  uses obscene o r  profane $A A U D SD 
language in school,  i t  must be Considered 
a n o r a l  offense.  

If p u p i l s  a r e  allowed t o  use t h e  lavatory SA A U D SD 
without g e t t i n g  permission,  t h i s  p r iv i l ege  
w i l l  be abused. 

A few p u p i l s  a r e  j u s t  young hoodlums and SA A U D SD 
should be t r e a t e d  accordingly. 

It is  of ten  necessary t o  remind p u p i l s  that  SA A U D SD 
t h e i r  s t a t u s  in school d i f f e r s  from that  
of teachers ,  

A p u p i l  who des t roys  school  material_ or SA A U D SD 
proper ty  should be severe ly  punished. 

P u p i l s  cannot perceive t h e  d i f f e r e n c e  SA A U D SD 
between democracy and anarchy i n  t h e  
clasaroom. 

P u p i l s  o f t e n  misbehave i n  order  t o  make . SA A U D S D  
t h e  t eacher  look bad. 

Before going on check t o  make s u r e  youhave 
c i r c l e d  one response f o r  each otatement. 

INFORMATION SKEET. 

Ins t ruc t ions :  

P lease  complete t h i s  form by checking the appropr ia te  boxes and  
f i l l i n g  i n  blanks where indiceted.  

I. Name : 

2. Sex: 
( Hale ( ) Female 

3.  Years Teaching experience 

4. Years Teaching grade  6 - 



APPENDIX E-I 

Direct ions:  Observe t h e  teacher conducting t h e  "Don't Tear Me Apart" 
a c t i v i t y  and c i r c l e  an appropriate number corresponding t o  your r a t i n g  
of t h e  t eacher ' s  behaviour. 

Teacher In te rac t ion  Ac t iv i ty  Schedule 

the  

1. 

2. 

3 .  

4. 

5.  

b. 

This observation schedule i s  designed f o r  you t o  observe a teacher  
conducting a p a r t i c u l a r  15-20 minute i n t e r a c t i o n  a c t i v i t y ,  a copy of 
which 1s at tached.  - 

Please r a t e  each of t h e  following teacher behaviours according t o  
your observations and p lace  a number t o  correspond with your choice i n  

8 appropriate box 

The t eacher ' s  in t roduct ion  of t h e  i n t e r a c t i o n  a c t i v i t y  was ... 
l i f e l e s s  e n t h u s i a s t i c  
boring dynamic 
I 2 3 4 5 6 7 8 9 10 

The purpose of t h e  a c t i v i t y  was s t a t e d  ... 
not a t  a l l  s e n s i t i v e l y  

c l e a r l y  
1 2 3 4 5 6 7 8 9 10 

The t eacher ' s  d i r ec t ions  f o r  t h e  a c t i v i t y  were ... 
very confusing c l e a r l y  understood 

1 2 3 4 5 6 7 8 9 10 

The percentage of s tudents  involved and a t tending t o  t h e  teacher  
during t h e  f i r s t  ha l f  of t h e  lesson (5-10 minutes) was ... 

The s tudents '  enjoyment of t h e  a c t i v i t y  during t h e  f i r s t  ha l f  of 
t h e  lesson was ... 
low medium high 
1 2 3 4 5 6 7 8 9 10 

The t eacher ' s  management of t h e  a c t i v i t y  was ... 
d i s  jo in tea  smooth 
1 2 3 4 5 6 7 8 9 10 



7. The students' enjoyment of the second half of the lesson (last 5-10 
minutes) was . . . 
low medium high 
1 2 3 4 5 /  6 7 8 9 10 

8 .  The percentage of students involved and attending to the teacher 
and each other during the second half of the lesson was ... 

9. The percentage of students who actively contributed to the discus- 
sion was ... 

10. The teacher related the students' responses to the lesson objective ... 
poorly moderately well effectively 
1 2 3 4 5 6 7 8 9 10 

11. The teacher's achievement of the oblective of the lesson was ... 
minimal optimal 

1 2 3 4 5 6 7 8 9 10 

12. Your overall rating of the effectiveness of the teacher's conduct- 
ing of the lesson was ... 
poor 
1 2 3 4 

excellent 
6 7 8 9 I0 

Definition of Terms 

US. Students' enjoyment will be behaviourally aemonstrated as they 
actively participate in the activity and as they identify with the 
characters in the story and respond to the teacher's questions. 

y6. The teacher's management of the activity will be defined as the 
general conducting of the learning experience, organization of the 
students, the setting of procedures, and the movement from one part 
of the activity to another. 

y12. The overall effectiveness rating should be a combination of the 
teacher's skill in conducting the lesson and the students' enjoy- 
ment and achievement of the objective of the lesson. 



APPENDIX E-2 

NUMBER OF PROJECT G.R.0.W. ACTIVITIES CONDUCTED 
AND QUALITY OF IMPLEMENTATION FOR 

EXPERIMENTAL GROUP TEACHERS 
L 

Teacher Number of Quality E 
1 

E 
Activities Measure Hlgh- Low- 2 

Conducted Implementers Implementers 



APPENDIX E-3 

PROJECT GROW A C T I V I T I E S  IMPLEMENTED -- I1 

T e a c h e r  A c t i v i t i e s  I m p l e m e n t e d  
N u m b e r /  B e t w e e n  
Sex (M/F) I m p l e m e n -  ------------Ap------------- ........................... 
& G r a d e  t a t i o n  1 

level  G r o u p  

1 , 5 , 1 0  13,14 
P h a s e  I P h a s e  2 
A c t i v i -  A c t i v i -  

t i es  t i es  

T o t a l  
N u m b e r  of 
A c t i v i t e s  
C o n d u c t e d  

3 1 6 
P h a s e  3 & 4 
A c t  i v  i- 
t i e s  



APPENDIX F-1 

FULLER'S (1969) AFFECTIVE INTERACTION RECORD (F.A.1.R.) 

i 

D ~ r e c t i o n s :  Class i fy  each teacher and s tudent  behaviour each 
5 seconds. Repeat t h e  coding i f  t h e  behaviour continues f o r  
another 5 second period. 

Teacher Categories 

Values 
Values f ee l ings ;  i d e n t i f i e s ;  shares.  L i s t ens  a t t en t ive -  
ly .  Unqualified acceptance. Includes laughing o r  being 
sad with someone, "I f e e l  t h a t  way too." (Person o r i -  
ented. ) 

Nurtures 
Teacher gives focused encouragement. Guides. Hints. 
"Come on, Johnny, you know t h i s  one." Gives p ra i se ,  
a p p r o v a l  t o  p r e v i o u s  behav iour  . Smi les .  I n c l u d e s  
recoynit ion of s tudent  volunteer ,  and "Thank you f o r  
helping me. " (A•’ f e c t  ) 

O.K. - 
"That 's  t h e  r i g h t  answer." Acknowledgement t h a t  t h e  
student  is r i g h t .  

Delves 
Probes t h e  meaning of a s tudent  response. Asks f o r  more 
information about a s tudent  response. Asks f o r  feedback 
on teacher (own) i n t e r p r e t a t i o n ,  r e f l e c t i o n  o r  incorpora- 
t i o n  of s tudent  idea. "Do I understand?" "What do you 
th ink  of what B i l l  said?" Correctness of s tudent  re- 
sponse is not an issue .  (Task o r i en ted)  

Confirms 
Incorporates s tudent  ideas  and uses them i n  l ec tu re .  
Responsively gives information o r  opinion; a t t e n t i v e  t o  
s tuden t  feedback and quest ions.  Includes repeating; 
a l so ,  in t e r rup t ing  s e l f  t o  c a l l  on a s tudent .  S h i f t s  
ac t ion  on b a s i s  of previous s tudent  response, suggestion. 

Ponders 
" I ' m  not  sure." "Well.. .maybe, but.. . .I1 Ponders a 
s tudent  response o r  expresses doubt. Includes "Don't you 
understand? " 



K. Correc ts  
"That' s t h e  wrong answer. " "Do t h i s  .I8 "Quit t h a t .  " 

Behaviour change requested is  speci f ied .  Corrects  o r  
ques t ions  what preceded; opportunity f o r  r i g h t  response 
offered.  May be se r ious  o r  humorous. 

C. C r i t i c i z e s  
Student behaviour condemned. Change of behaviour re- 
quested. Includes cold,  h o s t i l e ,  s a r c a s t i c  remarks, 
scolding,  t eas ing  and b e l i t t l i n g .  

Y. Yea - 
Teacher p r a i s e s  s e l f ;  expresses self-approval.  "This 
time I was r ight ."  Includes den ia l  of mistake. " I 
d i d n ' t  add it wrong." "Right on time." 

T. Tangential  
Tangential t a l k  o r  ac t ion  t o  s e l f .  Teacher "out t o  
lunch." Sighs; looks out  window. Fusses with ob jec t s ,  
s h u f f l e s  papers, s tands  by indecis ive ly .  

0 .  OWnS UE 
Scolds s e l f ;  expresses self-disapproval;  admits e r r o r .  
"I don ' t  know what's t h e  matter  with me today." "Here's 
my mistake." 

I I n i t i a t e s  
i n i t i a t e s  a probe o r  asks broad question. (Open-ended 
question: "What i f .  . . . " ) 

M. Manages 
Teacher gives procedural d i rec t ions .  Teacher asks  narrow 
quest ion (quest ions with s p e c i f i c ,  p red ic tab le  answer). 
May b e  e i t h e r  s u b s t a n t i v e  o r  p r o c e d u r a l .  I n c l u d e s  
teacher " d r i l l .  I' 

L. Lectures 
Gives information o r  opinion; n o t  i n  response t o  feed- 
back. Students a r e  passively recept ive  ( l i s t e n i n g )  . 
Includes ignoring s tudent  at tempts t o  p a r t i c i p a t e .  

S o l i t a r y  Work 
Grading papers, wr i t ing  on board without reference  t o  
s tudents ,  arranging mate r i a l ,  b u l l e t i n  board, opera t ing  
pro] ec to r  . 

Student Categories 

J. Rejoices 
Student p r a i s e s  s e l f ;  expresses self-approval.  "I go t  it 
r i g h t  ." "Now I understand." "Me f i r s t .  " 



W. Woolgathering 
Extraneous behaviour with only s e l f  involved. Not work 
oriented.  Bored, yawning, sleeping. Includes r e s t  
per iods  i n  primary. 

A. A d m i t s  

Student owns up o r  admits e r r o r .  "I don ' t  understand." 
"I got t h a t  one wrong." Expresses self-disapproval .  
Includes se l f -puni t ive  ac t ions :  banging f i s t  on desk, i f  
d i r ec ted  agains t  s e l f .  t 

G. Generates 
Student i n i t i a t e s ,  asks f o r  new information on own o r  
o f f e r s  own ideas. 

H. How 
Student asks f o r  "the" answer; asks  f o r  d i r e c t i o n s  on how 
t o  do something without reference t o  preceding teacher  
behaviour. Asks i f  preceding answer is r i g h t ;  a l s o ,  i f  
it i s  O.K. t o  do something. 

8. Brings Out 
Student gives information o r  opinion. Reads repor t ;  
r e c i t e s .  

So. S o l i t a r y  Work 
Ac t iv i ty  which is not  under immediate supervision ( in-  
d iv idual  o r  group); such as :  doing assignments, a r t  
work, sharpening penc i l s ,  computer a s s i s t e d  ins t ruc t ion .  

M. Student Manager 
Student takes  over t h e  r o l e  of group leader  and gives 
d i r e c t i o n s  and ins t ruc t ions  t o  t h e  c l a s s .  

2;. Z e a l  - 
Student is responsive, pa r t i c ipa t ing .  L i s t ens  a t t en t ive -  
l y .  Values o r  recognizes another ' s  f ee l ings .  Waves 
hand, shows pleasure ,  apprecia t ion ,  good mood, laughing 
with soneone. "Oh, boy .I1 (Af f e c t )  - 

E. Encourages 
Encourages teacher o r  another s tudent  t o  go on. Includes 
"Thank you f o r  helping me." Gives approval; p ra i ses .  
"You got it r ight ."  Includes choosing i n  a game, elec- 
t i o n  panel. 

0 .K. - 
Any acknowledgement t h a t  t h e  teacher i s  r i g h t  ( acqui- 
escence),  t h a t  i s  not included i n  another category. 
Include "Yes, sir ." " Y e s ,  ~ a '  am." 



X. Explores 
S t u d e n t  a s k s  f o r  i n f o r m a t i o n ;  may b e  i n c o r p o r a t i n g  
teacher idea i n  response. Student g e t s  teacher  o r  
another s tudent  t o  glve idea ,  t a l k .  " ~ u t  why?" "Is it 
l i k e  what w e  d id  yesterday?'' (Task o r i en ted)  

U. Usual 
Rou t ine  feedback i n  r e s p o n s e  t o  t e a c h e r  d i r e c t i o n ,  
quest ions whether response is  cor rec t  o r  not.  

I 
V gues t ions  

Questions o r  ponders a preceding response by doubting, 
arguing, o r  bringing up new information. "But yes ter -  
day.. . . " "I don' t ge t  it." 

S .  Suggests 
Student reques ts  change of behaviour. Makes co r rec t ing  
suggestion. "Why don ' t  we.. . ." May be se r ious  o r  
humorous. 

R. Res i s t s  
Student r e s i s t s .  Openly ignores teacher ,  e.g., rudeness, 
h o s t i l i t y ,  aggressive antipathy,  obvious foot-dragging, 
"Aw, nu t s  ." 



APPENDIX F-2 

FAIR OBSERVATION DATA 

Mean Frequencies and Ranges of Teacher and Student 
Talk Categories Upon t h e  FAIR Observation 

Instrument 

Teacher Talk Categories 

lvle an 

Freq. 
T. 1 

Lectures 7.1 
Nanages 3.5 
I n i t i a t e s  11.0 
Delves 20.3 
0. K. 6.4 
Confirms 10.8 
To ta l  63.U 

Student Talk Categories 

Mean 

Freq. 
T. 1 

Generates 1.6 
Brings Out 52.8 
Questions 0 8 
Usual 3.8 
To ta l  65.1 

a t  Time Oneiand Time Four 

Mean 

Freq. 
T. 1 

8.2 
4.5 
9.2 

18.2 
3.4 
7.8 

56.8 

Mean 

Freq. 
T. 1 

Range 

Time 1 

15 
11 
19 
2 3 
16 
16 
4 0 

Range 

Time I 

Range 

Time 4 

Range 

T i m e  4 



APPENDIX G-1 

MY CUSS INVENTORY ( MCI ) BY ANDERSON ( 1 973 ) 

Direct ions : 
This is  not  a t e s t .  The quest ions i n s i d e  a r e  t o  f i n d  out  what your 

c l a s s  1s l i k e .  Please answer a l l  t h e  quest ions.  

Each sentence i s  meant t o  describe your c l a s s .  I f  you agree with 
t h e  sentence p lace  a one i n  t h e  box t o  s tand f o r  yes. 1 

I f  you d isagree  with t h e  statement, p lace  a two i n  t h e  box t o  s tand 
f o r  no. 2 

Example Place  1 o r  2 
i n  t h e  box 

1 = yes 
2 = no 

1. ~ o s t  chi ldren  i n  t h e  c l a s s  a r e  good f r i e n d s  . 

I f  you th ink  t h a t  most chi ldren  i n  t h e  c l a s s  a r e  good f r i e n d s ,  
p lace  1, t o  s tand f o r  YES, i n  t h e  box l i k e  t h i s :  

1. ~ o s t  chi ldren  i n  t n e  c l a s s  a r e  good f r iends .  1 

If you do not th ink t h a t  most chi ldren  i n  t h e  c l a s s  a r e  good 
f r i e n d s ,  p lace  2, t o  s tand f o r  NO, i n  t h e  box l i k e  t h i s :  

1. iviost chi ldren  i n  t h e  c l a s s  a r e  good f r iends .  2 



Definition of MCI Subscales 

The five subscales of the MCI are cohesiveness, friction, diffi- 

culty, satisfaction and competitiveness. Each subscale was briefly 
\ 

described within the manual: 

Cohesiveness: When several individuals interact for a period of 

time a feeling of intimacy or cohesiveness may develop. This 

property separates members of the group from nonmembers. 

Friction: The friction scale measures, from the pupil's viewpoint, 

essentially the three observational categories 'shows disagree- 

ment, ' ' shows tension, ' and ' shows antagonism' of Bales ( 1959 ) 

interaction process categories. 

Difficulty: This scale was incorporated specifically for course 

evaluation and to measure perceived difficulty levels associated 

with class work. 

Satisfaction: Whether or not pupils like their class can be 

expected to affect their learning. If students dislike the 

subject, the teacher, or their classmates their frustration may 

result in less than optimal performance. 

Competitiveness: Competitiveness is a central concept in group 

dynamics and was defined as the desire between students to compete 

by finishing first and getting higher grades (Anderson, 1973, pp. 

11-13). 



APPENDIX G-2 

Scale 

Cohesiveness 

F r i c t i o n  

D i f f i c u l t y  

S a t i s f a c t i o n  

Fraser  (1980, p. 148) Descript ive S t a t i s t i c s  of 
NCI Alpha R e l i a b i l i t y  and Sample Scale Items 

I 

Descript ive Information Scale Validat ion 
a 

S t a t i s t i c s  

Sample Item No. of Alpha Mean Correl .  
Items Rel. with Other 

Scales 

Some people i n  6 0.94 0.27 
my c l a s s  a r e  not  
my f r i e n d s  ( -  ) . 
Many of t h e  8 0.94 0.30 
chi ldren  i n  our 
c l a s s  l i k e  t o  
f i g h t  (+) . 
I n  our c l a s s  t h e  8 0.90 0.20 
work is  hard t o  
do (+).  

Some pup i l s  a r e  9 0.96 0.28 
not  happy i n  t h e  
c l a s s  ( - 1 .  

Competitiveness Most chi ldren  want 7 0.91 0.13 
t h e i r  work t o  be 
b e t t e r  than t h e i r  
f r i ends '  work (+). 

Items designated ( + I  a r e  scored 3 and 1,  respect ive ly ,  f o r  responses Yes 
and No. Items designated (-1 a r e  scored i n  t h e  reverse  manner. Omitted 
o r  inva l id  responses a r e  scored 2. 

a 
Scale  s t a t i s t i c s  were ca lcu la ted  using t h e  c l a s s  mean a s  t h e  u n i t  of 

analys is .  



APPENDIX G-3 

MCI SUBSCALE ANALYSIS I1 

Sub-scale 

Sa t i s fac t ion  

F r i c t i o n  

Cornpetition 

Uif f i c u l t y  

Cohesion 

MCI Subscale Means, Standard Deviations, and 
Alpha R e l i a b i l i t i e s f o r  N = 275 Students 

a t  Time One 

Mean 

19.33 

Standard 
Deviation 

R e l i a b i l i t y  

( Alpha ) 

APPENDIX G-4 

MCI SUBSCALE ANALYSIS I11 

Pearson Correlat ion Coefficient  Between MCI Subscales 

Subscales Sat.  F r l  . Compet. Dif. Coh. 

Satisfaction 1 .UO 

Fr ic t ion  0.99 1 . O O  

Competition 0.57 0.59 

Difficulty -0.05 -0.11 

Cohesion 0.11 0.11 



The Teacher Relat ionship Inventory (TRI) 
by Yittmer and Myrick (1974) 

Direct ions:  Think of your r e l a t ionsh ip  with your 
teacher and t r y  t o  decide how you f e e l  about your 
teacher  i n  t h e  following examples. Look a t  t h e  
f i r s t  statement. 

My teacher  r e spec t s  me a s  a person. 

I f  you f e e l  t h a t  your teacher respects  you a s  a 
, person, and you s t rongly  agree,  then p lace  a 5 i n  

the  box opposite.  I f  you agree, you a r e  uncer ta in ,  
you d isagree  o r  you s t rongly  disagree with t h i s  
statement put  a 4, 3 ,  2 o r  1 i n  t h e  box opposi te .  



TEACHER RELATIONSHIP INVENTORY Card 

D i r e c t i o n s  Col 8 

Consider  each s ta tement  below wi th  r e g a r d s  t o  your p r e s e n t  r e l a t i o n s h i p  wi th  your t e a c h e r .  Read 
each s ta tement  and p l a c e  t h e  number i n  t h e  box cor responding  t o  how s t r o n g l y  you f e e l  t h e  s t a t c -  
ment i s  t r u e  o r  no t  t r u e  of  your  p r e s e n t  r e l a t i o n s h i p  w i t h  your  t e a c h e r .  P l e a s e  p l a c e  a  number 
i n  each box. ,.. 

My t e a c h e r .  

S t r o n g l y  
Agree 

Respects  me as a  person  

Wants t o  unders tand  how 
I s e e  t h i n g s  

I n t e r e s t  i n  me depends 
upon t h e  t h i n g s  I say 
o r  do 

F e e l s  a t r u e  l i k i n g  f o r  me 

Understands my words, bu t  
does no t  s e e  t h e  way I 
f e e l  

1s  i n p a t i e n t  wi th  me 

Almost always knows 
e x a c t l y  what I mean 

Depending on my b e h a v i o r ,  
she/he has a  b e t t e r  o p i n i o n  
of me sometimes than a t  
o t h e r s  

Seeas t o  r e a l i z e  o r  
sense  what I am f e e l i n g  

Wants me t o  be a p a r -  
t i c u l a r  kind of  person 

Cares  f o r  me 

Sometimes she/he t h i n k s  I 
f e e l  a  c e r t a i n  way because 
t h a t  is t h e  way she/he f e e l s  
Likes c e r t a i n  t h i n g s  
about me and t h e r e  a r e  
o t h e r  t h i n g s  she /he  docs 
no? 1-ike 
I f e e l  she /he  d i sapproves  
of  'me 

R e a l i z e s  what I mean even 
when I have d i f f i c u l t y  
saying i t  

Usual ly unders tands  
what I mean 

1 s  f r i e n d l y  and warm 
with me 

Does not t a k e  any n o t i c e  
o f  some t h i n g s  I t h i n k  
and f e e l  

A p r e c i a t z s  e x a c t l y  how 
tRe t h i n g s  I exper ience  
f e e l  t o  me 

Approves of some t h i n g s  
I do and p l a i n l y   disapprove^ 
of  o t h e r s  

Understands me 

I s  t r u l y  i n t e r e s t e d  i n  me 

I f ee l  l i k e  I can t a l k  
about l i t t l e  t h i n g s  
She/he w i l l  l i k e  me b e t t e r  
i f  I say t h e  r i g h t  t h i n g s  

Agree 

4 

4 

- 
4 

4 

Uncer ta in  

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

J 

Disagree  

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

L 

S t r o n g l y  
Disagree  

1 

1 

1 

1 

1 

1 

1 

1  

1 

I 

1  

1 

1 

1 

1  

1 

1  

1 

1 

1 

1 

1  

1  

1 

0 
5 
c o l '  10 

0 
0 
0 
n 
0 
Col 15 

0 
0 
U 
n 
EJ 
Col zn 

r.-1 
1-17 
U 
0 
U 
Col L S  

C? 
U 
0 
0 
n 
C1 
0 
Col 32 



APPENDIX H-2 

TRI SUBSCALE ANALYSIS I 

Sample Items & Number of Items from Teacher Relat ionship Inventory by 
Wittner & Myrick ( 1 9 7 4 )  a l s o  Scales,  Sample items, number of items and 
Spl i t -ha l f  R e l i a b i l i t i e s  f o r  t h e  Barrett-Lennard Relat ionship Inventory 

( 1 9 6 2 )  

Sca le  Sample Item 

TRI 

Wittner 
& Myrick 

( 1 9 7 4 )  

S t i l t n e r  
(1973  

, T R I  BLRI 

No. of No. of R e l i a b i l i t y  
items items Coeff ic ient  

mpathy lvly teacher.  . .seems 
t o  r e a l i z e  o r  sense 
what I am f e e l i n g  

Regard Is impatient with me 

Uncondi- I n t e r e s t  i n  me depends 
t i o n a l i t y  on t h e  th ings  I say 
of regard o r  do 

Congruence - - 0 16 

a 
r e l i a b i l i t y  c o e f f i c i e n t  was Cronbach's alpha. 



Subscale 

,' 

APPENDIX H-3 

TRI SUBSCALE ANALYSIS I1 

TRI Subscale and Tota l  Means, Standard Deviations, and 
Alpha R e l i a b i l i t i e s  f o r  N = 272 Students  

a t  Time One 

Standard 
Deviation 

R e l i a b i l i t y  
( Alpha) 

Empathy 33.82  4.95 0.735 

Uncondltionality 

of Regard 20.30  

Tota l  



APPENDIX H-4 

TRI SUBSCALE ANALYSIS 111 

Pearson Corre la t ion  Coeff ic ients  Between TRI Subscales 

Subscales EmP Reg. Un-reg. Tota l  

Empathy 1 . O O  

Regard 0.85 1.00 

Unconditionality of Regard 0.39 0.40 

To ta l  0.96 0.89 



APPENDIX 1-1 

CLASSROOM LIFE (CL) BY FOX, LUSZKI AND SCHMUCK (1966) 

Direct ions:  A s  indica ted  upon t h e  quest ionnaire.  



D i r e c t  ions 

CLASSROOM LIFE Card a 
Col 8 

Hers i s  a  l i s t  of some s t a t e m e n t s  t h a t  d e s c r i b e  l i f e  i n  your  c l a s s r o m .  S e l e c t  t h e  
b e s t  a l t e r n a t i v e  t o  d e s c r i b e  how you f e e l  about  t h i s  c l a s s  and p l a c e  t h e  cor responding  
l e t t e r  i n  t h e  a p p r o p r i a t e  s q u a r e .  There a r e  no r i g h t  o r  wrong answers .  P l e a s e  p l a c e  
a  l e t t e r  i n  each box. 

1.it.c i n  t h i s  c l a s s  wi th  your r e g u l a r  t e a c h e r  has 

a .  a l l  good t h i n g s .  
b. mostly good t h i n g s .  
c. more good t h i n g s  than  bad .  
d .  about  a s  many good t h i n g s  a s  bad.  
e .  s o r e  bad t h i n g s  than  good 
f .  m s t l y  bad t h i n g s .  

Hov h a r d  a r e  you working t h e s e  days on l e a r n i n g  what i s  b e i n g  t a u g h t  a t  s c h o o l ?  

8 .  Very hard .  
b. Q u i t e  h a r d .  
c .  Not very hard .  
d .  Not hard  a t  a l l .  

When I'm i n  t h i s  c l a s s ,  I Ca l  1n 
a .  
b. 
C .  
d .  

How 

a .  
b. 
C .  
d .  
e .  

How 

a .  
b. 
C .  
d .  

- -  -. 
usua l ly .  f e e l  wide awake m d  very i n t e r e s t e d .  
am p r e t t y  i n t e r e s t e d ,  k ind  o f  bored p a r t  o f  t h e  t ime .  
am n o t  very i n t e r e s t e d ,  bored q u i t e  a  l o t  of  t h e  t i n e .  
d o n ' t  l i k e  i t ,  f e e l  bored and n o t  w i t h  i t .  

h a r d  a r e  you working on schoolwork compared wi th  t h e  o t h e r s  i n  t h e  c l a s s ?  

Harder than most.  
A l i t t l e  h a r d e r  than most. 
About t h e  same a s  most. 
A l i t t l e  l e s s  than  most. 
Qui te  a  b i t  l e s s  than most 

many of  t h e  p u p i l s  i n  t h i s  - c l a s s  do what the  t e a c h e r  s u g g e s t s ?  

Most o f  them do.  
&re than  h a l f  do. 
Less than h a l f  do. 
Hardly anybody does.  

I f  we h e l p  each o t h e r  w i t h  o u r  work i n  t h i s  c l a s s ,  t h e  t e a c h e r  

8. l i k e s  i t  a  l o t .  
b ,  l i k e s  i t  some. 
c .  l i k e s  it a  l i t t l e .  
d .  d o e s n ' t  l i k e  i t  a t  a l l .  

How good I s  your  schoolwork compared wi th  t h e  work of  o t h e r s  i n  t h e  c l a s s ?  

a .  Much b a t t e r  than most. 
b. A l i t t l e  b e t t e r  than  most. 
c .  About t h e  same as  most. 
d .  Not q u i t e  a s  good a s  most.  
e .  Much worse than most. 

How o f t e n  do t h e  p u p i l s  i n  t h i s  c l a s s  h e l p  one a n o t h e r  w i t h  t h e i r  schoolwork? 

a .  & s t  o f  t h e  t ime .  
b. , S o r e t i r e s .  

Hardly e v e r .  C .  
d .  

How 

a .  
b. 
C .  
d .  

Never.. U 

o f t e n  do the  p u p i l s  i n  t h i s  c l a s s  a c t  f r i e n d l y  toward one a n o t h e r ?  

Always. 
Host o f  t h e  t ime .  
Sometimes. 
Hardly e v e r .  

Col 1 7  



APPENDIX 1 - 2  

C.L. TEST ANALYSIS I 

Scale 

C l a s s r o o m  L i f e  (C .L . )  M e a n s ,  Standard D e v i a t i o n s ,  and 
A l p h a  R e l i a b i l i t i e s  fo r  Students a t  T i m e  O n e  

T o t a l  

EXp 

C o n t r o l  

( - i t e m  7 ) E x p .  

C o n t r o l  

Q u e s t i o n  

I 

2 

3 

4 

5 

b 

7 

8 

9 

N M e a n  Standard R e l i a b i l i t y  
D e v i a t i o n  ( ~ l p h a )  

APPENDIX 1-3 

C.L. TEST ANALYSIS I1 

C o r r e l a t i o n  M a t r i c  fo r  C l a s s r o o m  L i f e  ( C L )  

Q u e s t i o n s  a t  T i m e  O n e ,  N = 2 7 4  



APPENDIX 1-4 

C.L. TEST ANALYSIS 111 

C.L. Scale, Pearson Correlation Coefficients 
with Other Dependent Variable Subscales 

Subscales PC1 MCI MCI MCL MCI MCI TRI TRI CL CL 
Sat Frict Comp Diff Coh Emp Reg ( -7 

CL Total -0.64 -0.89 -0.85 -0.54 -0.10 -0.09 -0.66 -0.47 1.00 -0.12 



APPENDIX J 

HOW I SEE MYSELF (HISM) 

by Gordon (1968) 

Directions: 

I would l i k e  t o  explain t h i s  s c a l e  t o  you and t e l l  you why you a r e  
being asked t o  answer these  quest ions.  This i s  p a r t  of a study. W e  a r e  
t r y i n g  t o  ge t  information t h a t  we hope w i l l  eventual ly h e l p  t o  improve 
the  kind of school and education f o r  you and other  pupi les .  

Let me emphasize t h a t  t h i s  is not  a t e s t  t o  see  how much you know 
o r  do not  know about something. These quest ions a r e  a l l  about you. 
They a r e  t o  l ea rn  how you see  yourself  most of t h e  time. There a r e  no 
r i g h t  o r  wrong answers. W e  a r e  only i n t e r e s t e d  i n  what you think about 
yourse l f .  

I am going t o  ask you t o  th ink  about yourself  f o r  a l i t t l e  while 
before you w r i t e  anything. I want you t o  th ink of how you are most of 
t h e  time...not how you th ink  you ought t o  be - not  how the  teacher  
th inks  you ought t o  be...not how you want t o  be o r  your parents o r  
f r i e n d s  want you t o  be. No - t h i s  is t o  be how you yourself  fee you a r e  
most of t h e  time. 

Let  me f i r s t  promise you t h a t  these  papers w i l l  no t  be seen by 
anyone other  than t h e  people making t h i s  study. Your teacher w i l l  no t  
s e e  them nor your parents  o r  f r i ends .  No one w i l l  know your answers bu t  
you and t h e  ones who a r e  doing t h i s  study. W e  a r e  asking you t o  p u t  
your names on t h e  paper so  t h a t  we can check then on any o ther  sca les  we 
might give you i n  t h e  fu ture .  

Now - l e t ' s  look a t  t h e  papers. 
Look a t  No. 1. On t h e  s i d e  it has "Nothing g e t s  me mad" and on t h e  

o ther  s i d e  "I g e t  mad e a s i l y  and explode". I f  you f e e l  t h a t  nothing 
g e t s  you too  mad most of t h e  time, you would c i r c l e  t h e  1. If you f e e l  
t h a t  most of t h e  time you g e t  mad e a s i l y  and explode, you would c i r c l e  
t h e  5 .  I f  you f e e l  you a r e  somewhere i n  between, you would c i r c l e  t h e  
2 ,  3 ,  o r  4. 

Look a t  No. 2. It is d i f f e r e n t .  On one s i d e  it has "I don't  s t a y  
with something till I f in ish" .  I f  you f e e l  t h a t  most of the  time you 
don ' t  s t a y  with th ings  and f i n i s h  them, you would c i r c l e  a 1. I f  you 
f e e l  t h a t  most of t h e  time you do s t a y  with th ings  and f i n i s h ,  you would 
c i r c l e  a 5. I f  you f e e l  you f i t  somewhere i n  between, you would c i r c l e  
t h e  2 ,  3 ,  o r  4. It is important t o  see  t h a t  some of these  mean one 
th ing  on the  l e f t  s i d e ,  some of them mean another. So it is very 
important t o  th ink  about each s t a t ement . a s  I read it. I w i l l  answer any 
ques t ions  you need answered, so  f e e l  f r e e  t o  ask them. 

Remember, we how you yourself f e e l .  We want you t o  be honest with 
u s  i n  your answer. Remember, it is how you f e e l  most of t h e  time. 



Name u 
D i r e c t i o n s  -- 
C i r c l e  t h e  a p p r o p r i a t e  numher  t o  i n d i c e t e  y o u r  
p o s i t ~ o n  and a l s o  w r i t e  t h e  number  i n  t h e  a p p r o -  
p r i a t e  box on t h e  r i g h t  hand s i d e  o f  t h e  p a g e .  

i I .  

1 2 .  

1 3 .  

1 4 .  

1 5 .  

1 6 .  

1 7 .  

1 8 .  

I ? .  

2 0 .  

2 1 .  

2 2 .  

2s. 

2 4 .  

2 5 .  

26.  

2 7 .  

28 .  

2 9 .  

30. 

31.  

3 2 .  

3 3 .  
3 4 .  

35. 

36 .  

37. 

3 8 .  

39.  

4 0 .  

4 1 .  

4 2 .  

4 5 .  

1 4 .  

1 5 .  

4 0 . 
4 7 .  

d R .  

4 9 .  

so .  

N o t h i n g  g e t s  me t o o  mad 

I  d o n ' t  s t a y  w i t h  t h i n g s  a n d  f i n i s h  
them 

I ' m  v e r y  good a t  d r a w i n g  

1  d o n ' t  l i k e  t o  work on c o m m i t t e e s ,  
p r o j e c t s  

I w i s h  I w c r e  s m a l l e r  ( t a l l e r )  

I w o r r y  n l o t  

1 w i s h  1 c o u l d  d o  s o m e t h i n g  w i t h  
my h a i r  

'Te :~chc r s  1  i k c  me 

I ' v e  l o t s  o f  e n e r g y  

1 d o n ' t  p l a y  eamcq v c r y  w c l l  

I ' m  j u s t  t h e  r i g h t  w c i f i h t  

The g i r l s  d o n ' t  l i k c  mc, l c a v c  me o u t  I  2 3 4 5 

I ' m  v e r y  cood  a t  s p e a k i n g  h c f o r e  a  
&?rc'JI' 
My f a c e  i s  p r e t t y  (good  l o o k i n g )  

I ' m  v e r y  good i n  m u s i c  

I g e t  a l o n g  i ~ l l  w i t h  t e a c h e r s  

I  d o n ' t  l i k e  t e a c h e r s  

I d o n ' t  r e e l  .at e a q c ,  c o m f o r t ; r b l r  
i n s i d e  

I J o n ' t  i i k c  t o  t r y  new t h i n g s  

1 h a v e  t r o u h l c  c o n t r o l l i n g  my 
r e c l i n g s  

1  do  w e l l  i n  s c h o o l  work 

I want  t h c  b o y s  t o  l i k c  me 

T d o n ' t  l i k c  t h e  way I l o o k  

I J o n ' t  want  t h e  g i r l s  t o  l i k e  me 

I ' m  v c r y  h e a l  t h y  

I d n n ' t  rlancc w c l l  

I % r i t e  w e l l  

I l i k e  t o  work crlonc 

I u s e  my t  imc wcl 1  

I'm n o t  much pond :I; making t h i n p s  
wi t i?  I.;V h a n d s  

I w i s h  1  c o l ~ l d  d n  . ;omrt l~ic~l :  nlrout m y  
S ~ I I I  

S c h o o l  i s n ' t  i n t e r c s t ~ n g  t o  mc 

1  d o n ' t  do arithmetic w e l l  

I ' m  no r  a s  s m a r t  n s  t h e  o t h e r s  

The Iioyr l  i kc me a  l o t ,  c h o o s e  mc 

My c l o t h e s  a r c  n o t  a s  I ' d  1 i k c  

I I l h c  q c h o o l  

I w i s h  I w r v r  I ) i l i l t  l i k c  r h r  o t h e r s  

I d o n ' t  read we1 1  

I d o n ' t  l e a r n  ncw t h i n g s  e o s i i v  

C 0 l  4 - 5 

s e x  I , ,  

C a r d  [ a i r /  

C o l  9 - 1 0  

- 
t  mad c ~ s l l y  a n d  e x p l o d e  

I  s t a y  w i t h  s o m e t h i n g  t i l l  1  f i n i s h  
I I 

I 'm  n o t  much good i n  d r a k i n g  

I l i k e  t o  work w i t h  o t h e r s  

I ' n l  j t ~ s t  t h e  r i g h t  h e i g h t  

I do l l f  t  w o r r y  'much 

Ely h a i r  i s  n i c e - l o o k i n g  

7 'c ;1chcrs  d o n '  t 1  i k c  me 

I 11:1\.(:1i't much c n c r f y  

1 I I I . I Y  ~ n m c s  v e r v  we1 1  Col  2 0  

t 
I- 

1 wiqh I w e r e  h e a v i e r  ( l i g h t e r )  

l ' l ir  r i l - I s  l i k e  me n l o t ,  c h o o s e  me 

I ' m  l i o t  milch good a t  s p c a k i n g  b e f o r e  
;I g r o u p  

I'm l iot 11i11ch good i n  m u s i c  

I d o n ' t  s r t  ;11onp w i t h  t c a c h e r s  

!E' 1  w i s h  1 w c r r  p r e t t i e r  (good  l o o k i n g ) '  

1 1 iLc t c , a c h c r s  v c r y  much 

t 
I i c r l  v c r y  a t  c a s e ,  c o m f o r t a b l e  
i n s i c i c  

I l t k e  t o  t r y  new t h l n g s  

I  c:in 11;l11dle my f e e l  i n g s  
Co l  30 

I d o n ' t  d o  w c l l  i n  s c h o o l  

I d o n ' t  wan t  t h e  b o y s  t o  l i k c  me 

1 1 ~ h r  t h e  way 1 l o o k  

I w a n t  t h e  g i r l s  t o  l i k c  me 

I ~ c t  sick n l o t  

1'111 ;I v c r y  good d a n c e r  

1 d o n ' t  w r i t e  w e l l  1 -.! 
1 d o n ' t  l i k e  t o  work a l o n e  -i 

I 
I d o n ' t  klirw how t o  p l a n  my t i m e  

I ' i n  v e r y  ~ o o d  a t  n ~ a k i n g  t h i n g s  
wlt11 niy hands 

t: 
Col 40 , , 

--4 
Fly s k ~ n  i 5  nice-looking I I 

u 
S c h o o l  1 5  \ ' c ry  ~ n t c r c s t i n g  

L_ 

I ' m  I . ~ . . I I  !:cod i n  a r i t h m e t i c  
CJ 

I ' m  -~ t ) . l r - t r t .  t h a n  mor;t o f  t h e  o t h e r s  I 

l l ie !.oys J o n '  t  1  i k c  me, I c a v e  me 7, 
1>l11 

hi!. c l o r l i c s  a r c  111cc 

1 11011'1 1 I L C  scIino1 
'4 

1'111 11:1pp\ w i t h  thr* way I ,!In 

I I ' C ; I ~  vt . l .y  w r l  l 

1 I r a r n  nrw t h i n g s  c a 5 i l y  c o l  50 



APPENDIX K 

SELF-CONCEPT OF ACHIEVEMENT (SCA) SCALE 

by Brookover, Erickson, and Jo ine r  ( I967 ) 

Directions: 

Think of yourself  and your a b i l i t y  and then answer each quest ion by 
se lec t ing  t h e  bes t  answer f o r  you and wr i t ing  i ts  corresponding number 
i n  t h e  appropriate box. 



p l a c e  t h e  c o r r e s p o n d i n g  numbcr  1 ,  2 ,  3 ,  4 ,  o r  5 
in t h e  s q u a r e  on t h e  r i g h t - h a n d  s i d e  o f  e a c h  
s t a t e m e n t  w h i c h  b e s t  a n s w e r s  e a c h  q u e s t i o n  f o r  
you .  T h e r e  a r e  n o  r i g h t  o r  wrong  a n s w e r s ,  
P l a c e  a  1 ,  2 ,  3 ,  4 ,  o r  5 i n  e a c h  s q u a r e .  

C o l  4 - 5 
I, 

S e x  M/F U 

C a r d  1 0 / 5 i  

1.  T h i n k  o f  y o u r  f r i e n d s .  no y o u  t h i n k  you  c a n  do  s c h o o l  work h e t t e r ,  t h e  same o r  
p o o r e r  t h a n  y o u r  f r i e n d s ?  

. . . . . .  P r t t r r  t h a n  a l l  ~f t h r m  1  . . . . . .  D c t t c r  t h : ~ n  1no4t o f  tlrcm 2 7 
A h o t ~ t  t h e  qnmc . L_i 

I 'oorcr  t li.111 most o f  thcrn . , . . 
. . . . . .  I 'onrer  t11:111 a l l  o f  them 5 

Co l  11 
2 .  Th ink  o f  t h e  s t u d e n t s  i n  y o u r  c l a s s .  Do you  t h i n k  Y O I I  c a n  do  s c h o o l  work b e t t e r .  

t h e  same o r  p o o r e r  t h a n  t h e  s t u d r n t s  i n  y o u r  c l a s s ?  

. . . . . .  Art t  c r  t h a n  a l l  -of thtam 1  

. . . . . .  I \ c t t e r  t l ~ n u  mokt o f  them 2 
Alrotit t h r  snmr . . . . . .  3 

. . . . . .  I ' o o ~ c r  th . ln  mos t  o f  thcm 4 1 

. . . . . .  I ' o o r c r  t h a n  ,111 o f  them 5 

3 .  Whcn you f i n i s h  h i g h  q c h o o l ,  do  you t l i i n k  yo11 w i  i l  c711r o r  t h c  b c ? t  : ; t u d e n t s ,  
a b o u t  t h e  same a s  nloC;t n r  h e l o w  most c ~ f  t l rc  s t ~ r t l c r i t  s ?  

ullc 0 s  t h c  h c s t  . . . . . .  1 
B c t t c r  t l r ; r i ~  I I I O G ~  o f  t i i ~  : : ~ i ~ d ~ ~ i t s  . . . . . .  2 

Same a.; r!lo.;t ( 1 1  t llc s t u t l c n t  s . . . . . .  3 
Rclow 111ost o f  t h e  s t u t l c n t q  . . . . . .  4 

Onc o f  t h e  w o r s t  . . . . . .  5 

4 .  Do you t h i n k  you c o u l d  f i n i s h  c o l l r g c ?  

Y c s ,  f o r  s ~ i r c  . . . . . .  1 
. . . . . .  . Y r s  l n o l ~ n l l  l y  2 

blny!rc . . . . . .  1 
No, prol!;~l)l  y n o t  4 

I-- 
. . . . . .  

Yo, f o r  s u r e  5 
L . . . . . .  

5 .  I f  you went t o  c o l  l c g c ,  d o  you t h l n k  you wou ld  he orre o l  t l \ r  l r e s t  students, same 
a s  most  o r  be low most o f  t h c  s t r r c !c r~ t s?  

6 .  I f  you want t o  l ~ c  a d o c t o r  o r  n t c a c h < . r ,  yoti rice,! marc :!:a!! T o u r  y e a r s  o f  c o l l e c t . .  
Uo you  t h i n k  you  cou l t l  do  t i i n t ?  

. ,  . . . . . .  ) ' I . .  l o r  s t i r c ~  1 
Y t - 5 ,  ~ i r o i ~ ; ~ l ~ l ! .  . . . . . .  2 

. . . . . .  ? l n y l ~ r  3 r- 
NO, ; ' i ' ~ l ~ ; i l ~ l y  n o t  . . . . . .  J 

Y o ,  f o r  s u r e  5 
ii . . . . . .  

7 .  F o r g e t  how y o u r  t e a c h e r s  mark y o u r  w o r k .  Ilow xooJ  do  yo11 t h ~ r t k  y n u r  c1r,11 riork i s ?  , 

1:xcc:lcnt . . . . . .  1 
(;00<! . . . . . .  --- 

. . . . . .  S,i:~ir  a s  r l i<~ \ t  o f  t lic s t l r t l r r i t s  3 
~ r ~ o w  most o f  t t i c  s t r ~ ( l i \ n t s  . . . . . .  4 L_i 

P o o r  . . . . . .  5 

8 .  llow good o f  a s t u d e n t  do you t h i n k  you c a n  be  i n  t h i s  s c h o o l ?  



APPENDIX L 

SOCIOGRAM, ADOPTED FROM HALLINAN (1976) 

Directions: 
I n  f r o n t  of you i s  a l i s t  of a l l  s tudents  i n  your c l a s s .  I ' d  l i k e  

you t o  decide whether each student  i n  your c l a s s  i s  e i t h e r  your b e s t  
f r i e n d ,  your f r i e n d ,  you know them, o r  you do not  know them. 

Your bes t  f r i ends  a r e  people who you l i k e  very much. 
Your f r i e n d s  a r e  people who you l i k e ,  but  they a r e  no t  r e a l l y  your 

bes t  f r i ends  . 
Known r e f e r s  t o  people who you would not  c a l l  f r i e n d s  but  you know 

them. 

Not know r e f e r s  t o  people who you would not  know anything about. 



Below i s  a  llmt of  811 students In your 
c l a s s .  Pleas* p1.c. a amber  1 ,  2 ,  3 ,  or 4 
is tk yuarm opposite osch nama to i n d i c a t e  
w b t b e r  tho person Is 

b r t  Friend I 
Priard 2 
Inour 3 
Not b a w n  4 as  a aember of your c l a s s .  
P l a o  a i n  tho square opposite your own n e w .  Col 9 - 10 

Bert not 
Student '8 n u @  Studant's  No. Friend Friend l n m  Knoua ~ol&tton 

Col 20 



APPENDIX M 

DISCUSSION TOPICS LIST 

Why do s tudents  misbehave f o r  s u b s t i t u t e  teachers?  

If you were a teacher ,  how would you keep order  i n  t h e  classroom? 

Why do some s tudents  s t e a l ?  

How would you l i k e  f o r  t h i s  c l a s s  t o  be d i f f e r e n t ?  

Is Canadian -justice equally ava i l ab le  f o r  a l l ?  

What does one do when a law seems immoral by one ' s  s tandards? 

When t h e  law f a i l s  t o  p r o t e c t  a person's  r i g h t s ,  what should he do? 

What a r e  t h e  a l t e r n a t i v e s  t o  war a s  a way of solving i n t e r n a t i o n a l  
problems? 

Does t h e  government have a r i g h t  t o  t e l l  a person what he can and 
cannot drink,  smoke, i n j e c t ,  e tc .?  

What should schools teach t h a t  they do not  p resen t ly  emphasize? 

In what ways should a person be d i f f e r e n t  when he f i n i s h e s  grade 9 
than he was when he s t a r t e d  grade 7.  

Is r e l i g i o n  important i n  t h e  l i f e  of t h e  average 6-7th grader? 

What can s tudents  do t o  ge t  along b e t t e r  with teachers? Teachers 
with students? 

Why do some people enjoy hur t ing  o thers?  

On what should one base h i s  decis ions  about r i g h t  and wrong? 

Mhat a r e  t h e  bes t  th ings  and t h e  worst th ings  t h a t  have taken p lace  
i n  t h i s  c l a s s  so f a r  t h i s  year? 

Does a woman need t o  marry t o  be t r u l y  happy? 

What is t h e  bes t  way t o  r e a c t  when someone c r i t i c i z e s  you? 

Does t h e  moat q u a l i f i e d  person usual ly  win i n  school e lec t ions?  

Is going steady important i n  order  t o  achieve s o c i a l  success? 

Should chi ldren  have t o  work f o r  t h e i r  allowances? 

Should t h e  United S t a t e s  have spent t h e  b i l l i o n s  of d o l l a r s  t h a t  
were required t o  send a man t o  t h e  moon? 



235 

Should Canadian p o l i c e  follow t h e  example of t h e  B r i t i s h  "Bobbies" 
and not  ca r ry  guns? 

Do most s tudents  f e e l  f r e e  t o  t a l k  with t h e i r  teachers? 

Should married women s t a y  a t  home and be pr imar i ly  wives and 
mothers? 

Should people l i m i t  t h e  s i z e  of t h e i r  f ami l i e s  t o  two children? 
Should t h e  government make t h i s  a l e g a l  requirement? 

Should school be opt ional  ( a f t e r  grade 9 o r  some o the r  l i m i t a t i o n ) ?  

What e f f e c t s  does TV watching have on t h e  viewer? 

Should one always t e l l  t he  t r u t h ?  

Should homework be el iminated? 

What c h a r a c t e r i s t i c s  should a good school o f f i c e r  possess? 

What decisions should a person your age be allowed t o  make f o r  
hlmself o r  he r se l f?  Which should he o r  she not  be allowed t o  make? 

How can a person cope with lonel iness?  

What i s  t h e  g r e a t e s t  problem fac ing America today? 

What IS t h e  g r e a t e s t  problem fac ing our school r i g h t  now? 

Should grades be eliminated? 



APPENDIX N-1 

PROJECT GROW A C T I V I T I E S  AND 
TUCKMAN s ( I 965 ) STAGES OF DEVELOPMENT 

T a b l e s  of A c t i v i t i e s  f r o m  Project G.R.O.W. Which M e e t  t h e  I m p l i c a t i o n s  

f r o m  T u c k m a n ' s  (1965) M o d e l  D u r i n g  Stages T w o ,  T h r e e ,  and Four. 



APPENDIX N- 1 . I  

PROJECT GKOW ACTIVITIES: TUCKMAN'S STAGE TWO, STORMING 

Activities from Projec t  G.R.O.W. Which Meet t h e  Implicat ions froa 
Tuckman' s ( 1 965 ) Model During Stage Two : Storming. 

Implicat ion P r o - ~ e c t  G.R.O.W. Ac t iv i ty  Pa@ 

a )  Resolution of 
In terpersonal  
Conf l i c t  

b) Tolerance 6 
Acceptance 

c )  Listening & 

Responding 
S k i l l s  

d )  Development of 
Cooperation 

e l  Development of 

Personal and 
Responsibi l i ty 

Class Meeting 
Don't Push Our Buttons 
Does it Bug You 
Don't Tear Me Apart 
Problem Solving t h e  Group Progress 

Class Meeting 
Don't Push Our Buttons 
Does it Bug You 
Don't Tear Me Apart 
Problem Solving t h e  Group Progress 
Opinion Box 
Fishbowl 
Things That Make a Friend 

Back t o  gack 
Communication Breakdown 
The Microphone 
Do A s  I Say 
Classroom Meeting 
Reducing Communication Gaps 
Fishbowl 

C l a s s  Meeting 
Task & People Jobs 
Problem Solving t h e  Group Progress 

Play Your Cards 
Group Roles 
Survival  K i t  
Fishbowl 

Class Meeting 

Task & People Jobs 
Survival K i t  

Problem Solving t h e  Group Progress 



APPENDIX N-1.2 

A c t i v i t i e s  from P r o j e c t  G.R.O.W. Which Meet t h e  Implicat ions 

from Tuckman's (1965) Model of Group Development During 
Stage Three : Norming. 

Implicat ion P r o j e c t  G.R.O.W. Ac t iv i ty  page 

a )  Development 
of Cohesion 

b )  Examining 

Norms 

c ) Developing 

Relat ionships 

d) Development of 
Cooperation 

Class Meeting 
Problem Solving t h e  Group Progress 
Survival  i n  t h e  Rockies 
Pu t t ing  it Together 
Knotted Compliments 
Who's Who i n  Our Room 
Mysteries 
Broken Squares 
Word P i c t u r e  
Fixed Word Story 
Time Capsule & Symbol 
Candy land 
Remember When 

Don't Tear Me Apart 
Opinion Box 
Who Influences U s  
Things That Make a Friend 

Put t ing  it Together 

Fishbowl 
Things That Make a Friend 
I Am A Person Who... 
Who's Who i n  Our Room 
Word P i c t u r e  

Problem Solving t h e  Group Progress 
Mysteries 
Broken Squares 



APPENDIX N- 1 . 3  

PROJECT GROW ACTIVITIES: TUCKMAN'S STAGE FOUR, PERFORMING 

A c t i v i t i e s  from P r o ~ e c t  G.R.O.W. Which Meet t h e  Implicat ions 
from Tuckman's (1965) Model of Group Development 

During Stage Four: Performing. 

Implicat ion P r o j e c t  G.R.O.W. Ac t iv i ty  Page 

a )  Maintenance of Problem Solving t h e  Group Progress 
C l a s s  Cohesion Pu t t ing  it Together 

Knotted Compliments 
Who's Who i n  Our Room 
Mysteries 
Broken Squares 
Fixed Word Story 
Time Capsule & Symbol 
Remember When 

b )  Avenues f o r  Class Meeting 
Resolution of Problem Solving t h e  Group Progress 
In terpersonal  
Problems 

C )  Development of Problem Solving t h e  Group Progress 
Interdependence 

& F l e x i b i l i t y  

d )  Development of Problem Solving t h e  Group Progress 
Problem Solv- 
ing  S k i l l s  



APPENDIX 0-1 

SCHOOLSt TEACHERS, AND CLASSES PARTICIPATING I N  THE STUDY 

School Teacher Experimental Grade T Response Actual 
/ Control  

1 
Class  S ize  

were hlgh-implementers of P r o ~ e c t  G.R.O.W. a c t i v i t i e s .  

were low-implementers of P ro jec t  G.R.O.W. a c t i v i t i e s .  

were the  randomly chosen contro l  groups used i n  t h e  major analyses.  

seven grade s i x  s tudents .  

f ~ v e  academically and s o c i a l l y  advanced grade f i v e  s tudents  were i n  
t h i s  c lass .  

four s tudents  i n  t h i s  c l a s s  received spec ia l  remedial ass is tance .  



APPENDIX 0-2 

STATISTICAL MODEL USED IN THE ANALYSES 

Within t h i s  equation, the sub3ect1s score ( Y )  is  equal to: the grand 

mean (U ; plus the time ef fec t  ( A ) ;  plus the treatment e f f ec t  (B); plus 

the interaction of the time and treatment effects  ( ~ 1 3 ) ;  plus the teacher 

e t f ec t  which is  nested within the treatment (c(B)); plus interaction of 

time and teacher effect  nested within the teacher (AC(B)); plus the 

error  term. 



APPENDIX P-1 

School 

5 

1 

b 

3 

4 

2 

ANALYSES OF MCI, TRI, AND CL DATA - I 
School Means f o r  MCI Sa t i s fac t ion  

and F r i c t i o n  Subscales a t  Time One 

S a t i s f a c t i o n  F r i c t i o n  

Mean 

16.59 

lb.50 

19.57 

19.68 

School 

4 

3 

2 

6 

* Indicates  School Ef fec t  (p<.05) using Scheffe (1959) Range Test.  

Mean - 
15.64 

15.73 

16.95 

17.03 

18.07 

18.68 * 



APPENDIX P-2  

ANALYSES OF XI, T R I ,  AND CL DATA - I1 

One-way A n a l y s i s  of V a r i a n c e  B e t w e e n  C o n t r o l  and E x p e r i m e n t a l  G r o u p s  
U p o n  C l a s s  M e a n s  of D e p e n d e n t  V a r i a b l e s  a t  T i m e  O n e .  

V a r i a b l e  df - M e a n  Squares F R a t i o  P r o b a b w  

ivlc I - 
Sat isfact ion 1 

F r i c t i o n  1 

C o m p e t i t i o n  1 

D i f f i c u l t y  1 

C o h e s i o n  1 

T R I  - 
E m p a t h y  1 

K e g  a r  d 1 

U n - r e g a r d  1 

T o t a l  1 



A p p e n d i x  P - 3  

A n a l y s i s  of MCI, T R I ,  and CL D a t a  - 111 

df - W e a n  Squares F R a t i o  P r o b a b i l i t y  V a r i a b l e  

PlC I 

Satisfaction 5 

F r i c t i o n  5 

C o m p e t i t i o n  5 

C o h e s i o n  5 

T R I  

E m p a t h y  

R e g a r d  

Un-Reg ard 

T o t a l  

C.L. 

C.L. ( - 7 )  

C.L. 



APPENDIX Q-1 

ANALYSIS OF VARIANCE FOR MCI SUBSCALES 

Scale Source df Mean Square F-Value Probability 

Satisfaction 
A (Time) 3 1.5439 0.7244 0.5534 
B (Treatment) 2 41.3028 1.6291 0.2723 
AB 6 1.8584 0.8719 0.5352 
C (Teacher) 6 25.3531 
AC 18 2.1315 

Competition 
A 
B 
AB 
C 
AC 

Difficulty 
A 
B 
AB 
C 
AC 

Cohesion 
A 
B 
AB 

C 
AC 



APPENDIX Q-2 

ANALYSIS OF VARIANCE FOR TRI AND C L I  SCALES 

Scale Source - df M e a n  Square F - V a l u e  P r o b a b i l i t y  

E m p a t h y  
A ( T i m e )  3 4.4457 6.5694 0.0035 
B ( T r e a t m e n t )  2 12.0951 0.90 19 0.4567 
AB 6 2.5282 3.7359 0.0138 
C ( T e a c h e r )  10 14.4555 
AC 30 1.0158 

R e g a r d  
A 

B 
AB 
C 
AC 

CL T o t a l  

A 
B 
AB 
C 
AC 



APPENDIX Q-3 

ANALYSIS OF VARIANCE FOR SOCIOMETRIC DATA - I 

A n a l y s i s  of V a r i a n c e  upon M e a n  N u m b e r  of BF C h o i c e s  R e c e i v e d  

and Mean D e v i a t i o n  of BF C h o i c e s  

Scale Source 

M e a n  C h o i c e  

A ( T i m e )  
B ( T r e a t m e n t )  
AB 
C ( T e a c h e r )  
AC 

Mean D e v i a t i o n  
A 
B 
AB 
C 
AC 

df M e a n  Square F - V a l u e  P r o b a b i l i t y  - 

APPENDIX Q-4 

ANALYSIS OF VARIANCE FOR SOCIOMETRIC DATA - I1 

A n a l y s i s  of V a r i a n c e  U p o n  M e a n  N u m b e r  
of 3 or  m o r e  BF C h o i c e s  R e c e i v e d  

Scale Source - df M e a n  Square F - V a l u e  P r o b a b i l i t y  

C h o i c e s  BF % 

A ( T i m e )  3 200.9166 4.0551 0.0228 
B ( T r e a t m e n t )  2 743.0832 1.0449 0.4096 
AB b 136.5277 2.7556 0.0443 
C ( T e a c h e r )  b 71 1. 1386 
AC 18 49.5463 

3+ C h o i c e  BF L o g i t s  



APPENDIX Q-5 

ANALYSIS OF VARIANCE FOR SOCIOMETRIC DATA - 111 

Analysis of Variance upon Number 
of 6 or More B.F. Choices Received 

Scale Source df Mean Square F-Value Probability - 
b+ BF Choices % 

A (Time) 3 346.2497 4.7246 0.0133 
B (Treatment) 2 194.1110 0.4827 0.6424 
AB 6 20.2222 0.2759 0.9402 
C (Teacher) 6 402. 1386 
AC 18 73.2870 

b+ BF Choices Loijits 



APPENDIX 9-6 

Scale 

ANALYSIS OF VARIANCE FOR SOCIOMETRIC DATA - I V  

A n a l y s i s  of V a r i a n c e  upon N u m b e r  of Z e r o  B.F. C h o i c e s  

0 B F  C h o i c e s  % 

Source 

A ( T i m e )  

B ( T r e a t m e n t )  
AB 
C ( T e a c h e r )  
AC 

0 BF C h o i c e s  L o g i t s  

Scale 

B r i n g s  O u t  

df N e a n  Square F - V a l u e  Probabi l i ty  - 

APPENDIX 9-7 

ANALYSIS OF VARIANCE FOR F.A.1.K. DATA - I 

A n a l y s i s  of V a r i a n c e  for F A I R  C a t e g o r y  

Student  " B r i n g s  O u t "  

Source - df M e a n  Square F - V a l u e  Probabil i ty 

B ( T r e a t m e n t )  1 
A ( T i m e )  I 
C ( B )  10 
AB 1 
A C ( B )  10  
C ( T e a c h e r )  



Scale 

yuest ions 

Scale 

U s u a l  

APPENDIX Q-8 

ANALYSIS OF VARIANCE FOR F.A.I.R. DATA - I1 

A n a l y s i s  of V a r i a n c e  for  F A I R  C a t e g o r y  
Student " Q u e s t i o n s "  

Source - df M e a n  Square F - V a l u e  P r o b a b i l i t y  

B ( T r e a t m e n t )  
A ( T i m e )  
C ( B )  
AB 
A C ( B )  
C ( T e a c h e r )  

APPENDIX Q-9 

ANALYSIS OF VARIANCE FOR F.A.I.R. DATA - 111 

A n a l y s i s  o f  

Source 

B ( T r e a t m e n t )  
A ( T i m e )  
C(B) 
AB 
AC(B)  
C ( T e a c h e r )  

V a r i a n c e  fo r  F A I R  C a t e g o r y  
Student " U s u a l "  

df M e a n  Square - Probabili ty 



Scale 

G e n e r a t e s  

Scale 

T o t  a1 

APPENDIX Q-10 

ANALYSIS OF VARIANCE FOR F.A.I .R.  DATA - I V  

A n a l y s i s  of V a r i a n c e  for F A I R  C a t e g o r y  
Student " G e n e r a t e s "  

Source - df M e a n  Square F - V a l u e  P r o b a b i l i t y  

B ( T r e a t m e n t )  2 0.5297 2.36 0.1757 
A ( T i m e )  1 0.4941 3.02 0.1331 
C ( B )  6 0.2248 
AB 2 0.2123 1.3 0.3405 
A C ( B )  6 0. 1638 
C ( T e a c h e r )  

APPENDIX Q-11 

AYALYSIS OF VARIANCE FOR F.A.1.R. DATA - V 
A n a l y s i s  of V a r i a n c e  for F A I R  C a t e g o r y  

Student " T o t a l "  

Source 

B ( T r e a t m e n t )  

C  ( T i m e )  

C ( B )  
AB 
A C ( B )  
C ( T e a c h e r )  

df M e a n  Square - P r o b a b i l i t y  



APPENDIX Q- 12 

ANALYSIS OF VARIANCE FOR F.A.I.R. DATA - V I  

A n a l y s i s  of V a r i a n c e  for  F A I R  C a t e g o r y  
T e a c h e r  " D e l v e s "  

Scale Source df M e a n  Square F - V a l u e  Probabi l i ty  - 
D e l v e s  

B ( T r e a t m e n t )  2 0.0385 1.88 0.2325 
A ( T i m e )  1 0.0384 1.07 0.3408 
C ( B )  6 0.0205 
AB 2 0.0129 0.36 0.7109 
C ( T e a c h e r )  

APPENDIX Q-13 

ANALYSIS OF VARIANCE FOR F.A.I.R. DATA - V I I  

A n a l y s i s  of V a r i a n c e  for F A I R  C a t e g o r y  
T e a c h e r  "OK" 

Scale 

OK 

Source - df M e a n  Square F - V a l u e  Probabi l i ty  

B ( T r e a t m e n t )  2 
A ( T i m e )  1 
C ( B )  6 

AB 2 
A C ( B )  6 
C ( T e a c h e r )  



APPENDIX Q- 14 

ANALYSIS OF VARIANCE FOR F.A.1.R. DATA - V I I I  

A n a l y s i s  of V a r i a n c e  for FAIR C a t e g o r y  
T e a c h e r  " Ini t ia tes"  

Scale Source df M e a n  Square F - V a l u e  Probabil i ty - - 
I n i t i a t e s  

B ( T r e a t m e n t )  2 0.0185 0.25 0.7892 
A ( T u n e )  1 0.0525 1.40 0.2818 
C ( B )  6 0.0752 
AB 2 0.0185 0.49 0.6334 
A C ( B )  6 0.0375 
C ( T e a c h e r )  

APPENDIX Q-15 

ANALYSIS OF VARIANCE FOR F.A.I.R. DATA - I X  

A n a l y s i s  of V a r i a n c e  fo r  F A I R  C a t e g o r y  
T e a c h e r  " C o n f i r m s "  

Scale Source - df M e a n  Square F - V a l u e  P r o b a b i l i t y  

C o n f i r m s  

B ( T r e a t m e n t )  2 0.0063 0.02 0.9756 
A ( T i m e )  1 0.0043 0.05 0.8235 
C ( B )  6 0.2550 
AB 2 0.2200 2.77 0.1407 
AC(B)  6 0.0795 
C ( T e a c h e r )  



Scale 

L e c t u r e s  

APPENDIX Q- 1 6 

ANALYSIS OF VARIANCE FOR F.A.I .R.  DATA - X 

A n a l y s i s  of V a r i a n c e  for F A I R  C a t e g o r y  

T e a c h e r  " L e c t u r e s "  

Source - df M e a n  Square F - V a l u e  Probabi l i ty  

B ( T r e a t m e n t )  2 0.1819 0.88 0.4623 
A ( T i m e )  1 0.1300 0.35 0.5756 
C(B) 6 0.2068 
AB 2 0.1292 0.35 0.7193 
~ ~ ( 1 3 )  6 0.3712 
C ( T e a c h e r )  

APPENDIX 4-17 

ANALYSIS OF VARIANCE FOK F.A.I.R. DATA - X I  

A n a l y s i s  of V a r i a n c e  for F A I R  C a t e g o r y  

T e a c h e r  " M a n a g e s "  

Scale source - df M e a n  Square 

M a n a g e s  

B ( T r e a t m e n t )  2 0.1614 
A ( T i m e )  1 0.1670 
C ( B )  6 0.3585 
AB 2 0.0377 
AC ( B) 6 0.3526 
C ( T e a c h e r )  

Probabil i ty 



Scale 

T o t a l  

Source 

H 

E r r o r  

APPENDIX Q-18 

ANALYSIS OF VARIANCE FOR F.A.1.R. DATA - X I 1  

A n a l y s i s  of V a r i a n c e  for F A I R  C a t e g o r y  
T e a c h e r  " T o t a l "  

Source df - 

B ( T r e a t m e n t )  2 

A ( T i m e )  1 
C ( B )  6 
AB 2 
A C ( B )  6 
C ( T e a c h e r )  

M e a n  Square F - V a l u e  

APPENDIX Q-19 

ANALYSIS OF VARIANCE FOR SCA DATA 

Probabi l i ty  

d f - M e a n  Square F - V a l u e  P r o b a b i l i t y  

I 1 1.9993 2.6958 0. 1498 

2 30.0953 1.9087 0.2280 

2 4.2727 0 .0960 0.903 1 

6 15.7675 1.0840 0.3716 

6 4.451 1 0.3060 0.9330 

341 14.5459 



APPENDIX R-1 

MULTIPLE REGRESSION OF TEACHERS' PCI AND NUMBER OF 

PROJECT G.R.0.W. A C T I V I T I E S  CONDUCTED FOR MCI SUBSCALES 

D e p e n d e n t  
2 

F Prob. df.  R A d j R  
2 

Independent B 
V a r l a b l e  V a r i a b l e  C o e f .  (F) 

MCI 
Sat is fact ion 

ivlc I 

F r i c t i o n  

1•‹C I 

C o m p e t i t i o n  

MC I 

D i f f i c u l t y  

r'lc I 
C o h e s i o n  

P C 1  
No GROW 
C o n s t a n t  

P C  I 
N o  GROW 
C o n s t a n t  

P C 1  
N o  GROW 
C o n s t a n t  

P C 1  
No GROW 
C o n s t a n t  

P C 1  
N o  GROW 
C o n s t a n t  

APPENDIX R-2 

MULTIPLE REGRESSION OF TEACHER P C 1  AND NUMBER OF 

PROJECT G . R. 0. W . A C T I V I T I E S  CONDUCTED FOR T R I  SUBSCALES 

D e p e n d e n t  Independent B F Prob. df .  
2 

R A d j R  
2 

V a r i a b l e  V a r i a b l e  C o e f .  ( F )  

E m p a t h y  P C 1  0.1171 0.6821 0.4281 (2,9) 0.0969 -0.1037 
N o  GROW 0.4201 0.4830 0.6320 
C o n s t a n t  -7.2790 

R e g a r d  P C 1  0.3767 0.1952 0.6680 (2,9) 0.0262 -0.1901 
NO GROW 0.1168 0.1213 0.8872 
C o n s t a n t  -2.5353 



APPENDIX R-3 

MULTIPLE REGRESSION OF TEACHERS' PCI AND NUMBER OF PROJECT G.R.O.W. 
A C T I V I T I E S  CONDUCTED FOR F.A.1.R- STUDENT CATEGORIES 

D e p e n d e n t  Independent B F  P r o b .  df .  
2 2 

R A d j R  
V a r i a b l e  V a r i a b l e  C o e f  . ( F )  

B r i n g s  O u t  P C 1  
N o  GROW 
C o n s t a n t  

G e n e r a t e s  P C 1  
N o  GROW 
C o n s t a n t  

Q u e s t i o n s  P C 1  
N o  GROW 
C o n s t a n t  

U s u a l  P C 1  
N o  GROW 
C o n s t a n t  

P C 1  
N o  GROW 
C o n s t a n t  

T o t a l  



258 

APPENDIX R-4 

MULTIPLE REGRESSION OF TEACHERS' P C 1  AND NUMBER OF PROJECT G.R.O.W. 
A C T I V I T I E S  CONDUCTED FOR F.A.1.R. TEACHER CATEGORIES 

D e p e n d e n t  
2 2 

Independent B F Prob. df .  R A d j R  
V a r i a b l e  V a r i a b l e  C o e f  . ( F  

"OK" P C 1  
No GROW 
C o n s t a n t  

D e l v e s  PC I 
N o  GROW 
C o n s t a n t  

C o n f i r m s  P C 1  
No GROW 

C o n s t a n t  

I n i t i a t e s  PC I 
No GROW 
C o n s t a n t  

L e c t u r e s  P C 1  
N o  GROW 
C o n s t a n t  

M a n a g e s  PC I 
N o  GROW 
C o n s t a n t  

T o t a l  P C 1  
N o  GROW 
C o n s t a n t  
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APPENDIX R-5 

MULTIPLE REGRESSION OF TEACHERS' P C 1  AND NUMBER OF PROJECT G.R.O.W. 

A C T I V I T I E S  CONDUCTED FOR SOCIOMETRIC DATA 

D e p e n d e n t  Independent B F P r o b .  d f .  2 2 
R A d j R  

V a r i a b l e  V a r i a b l e  C o e f .  (F 

L o g i t  Z e r o  P C 1  0.2041 0.8990 0.4406 (2,9) 0.1665 -0.0187 
B F  C h o i c e s  No GROW 0.2349 

C o n s t a n t  -0.7296 

L o y l t  T h r e e  P C 1  0.1125 0.6653 0.5377 (2,9) 0.1288 -0.0648 
or  m o r e  B F  N o  GROW 0.6657 

C h o i c e s  C o n s t a n t  -0.5204 

L o g i t  Six P C 1  0.4313 2.4513 0.1413 (2,9) 0.3526 0.2087 
or m o r e  BF N o  GROW -0.1787 

C h o i c e s  C o n s t a n t  -0.4110 

M e a n  BF P C 1  U.9614 1.0458 0.3905 (2,9) 0.1885 0.0083 
C h o i c e s  N o  GROW 0.3419 

C o n s t a n t  -1.4134 

M e a n  PC I -0.3045 1.6359 0.2478 (2,9) 0.2665 0.1036 
D e v i a t i o n  of N o  GROW 0.5037 
BF C h o i c e s  C o n s t a n t  -2.3129 

APPENDIX R-6 

MULTIPLE REGRESSION OF TEACHERS ' P C 1  AND NUMBER OF PROJECT G. R. O.W. 
A C T I V I T I E S  CONDUCTED FOR SCA SCALE AND ITEMS 

2 
D e p e n d e n t  Independent B F P r o b  . df . R A d j R  

2 

V a r i a b l e  V a r i a b l e  C o e f  . (F) 

Q u e s t i o n  1 P C 1  
No GROW 
C o n s t a n t  

Q u e s t i o n  6 P C 1  
No GROW 
C o n s t a n t  

SCA T o t a l  P C 1  
N o  GROW 
C o n s t a n t  
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APPENDIX R-7 

MULTIPLE REGRESSION OF TEACHERS' P C 1  AND NUMBER OF PROJECT G*R*O*W- 
A C T I V I T I E S  CONDUCTED FOR H.1.S.M. FACTORS 

R2 Ad)  R 2 D e p e n d e n t  Independent B F Prob . df . 
V a r i a b l e  V a r i a b l e  C o e f  . ( F  

T e a c h e r /  P C 1  0.4252 0.3871 0.6898 ( 2 , 9 )  0.0792 -0.1254 
School No GROW 0.3945 

C o n s t a n t  -3.2606 

P h y s x a l  P C 1  0.6328 1.4089 0.2935 ( 2 , 9 )  0.2384 0.0692 
No GROW 0.7683 
C o n s t a n t  1.8422 

Inter-  P C 1  0.9543 2.4503 0.1414 ( 2 , 9 )  0.3525 0.2086 
personal No GROW 0.1021 

A d e q u a c y  C o n s t a n t  -5.2508 

Social P C 1  0.3428 0.8868 0.4451 ( 2 , g )  0.1646 -0.0210 
No GROW 0.4028 

C o n s t a n t  -2.2042 



APPENDIX S 

VARIMAX ROTATED FACTORS FOR H.I.S.M. FACTORIAL ANALYSIS 

V a r i m a x  R o t a t e d  F a c t o r s  for  HISM F a c t o r  A n a l y s i s .  
F a c t o r  N a m e s ,  E i g e n  V a l u e s ,  Percentage of V a r i a n c e  

A c c o u n t e d  For, Q u e s t i o n s  and F a c t o r  L o a d i n g s .  

Factor 1 2 3 4 

Factor Name T e a c h e r /  Physical Interpersonal Social 
School A d e q u a c y  

E i y e n  V a l u e  6.31 2.79 1.91 

% of V a r i a n c e  15.8 7 .O 4.8 

T o t a l  NO. of 
Q u e s t i o n s  

Q u e s t i o n s  and F a c t o r  L o a d i n g s  



APPENDIX T-1 

STUDY DESIGN AND TIME-LINE OF INTERVENTIONS 
AND DATA COLLECTION 

Group October May 

E 
R 

C 
R 

Key: 

E 
K 

C 
R 

0 
1 

OL 
0 

3 
0 

4 
X 

1 
X 

I a 
X 

I b  

X l  c 
X 

Id  

O 1 
X ->o --- 

I a 2 X ~ b v  O3 -- X~c-? O 

7 weeks 7 weeks 9 weeks 

randomly assigned experimental group 

randomly assiyned contro l  group 

da ta  c o l l e c t i o n  time -- 1-14 October, 1980 

3- 9 December, 1980 

23-27 February, 1981 

13-22 May, 1981 

implementation of P ro jec t  GROW 

t h e  I-day workshop, 12 November, 1980 

t h e  second meeting of t h e  experimental group, 3 December, 1980 

t h e  t h i r d  meeting of t h e  experimental group, 4 February, 1981 

t h e  four th  meeting of t h e  experimental group, 22 Apr i l ,  1981 



APPENDIX T-2 

ADNINISTRATION ORDER OF INSTRUMENTS AND THEIR APPROXIMATE 
TIME OF INVOLVEMENT DURING DATA COLLECTION TIME 0 AND o4 

1 

Sub J ect 

Teacher 

Students 

Teacher and Students 

Students 

Instrument 

PC1 

SCA 
(MCI 
(TRI ) 
(CL) 

FAIR 

HISM 
Sociometric Qustionnaire 

Approximate Time 

15 minutes 

10 minutes 
20 minutes 
15 minutes 
5 minutes 

20 minutes 
discussion session* 

'20 minutes 
10 minutes 

0 indicate that these three instruments were stapled together. 

* discussion topics chosen from a list in Appendix M. 



APPENDIX U 

Class 

Time 1 

Time 2 

Time 3 

Time 4 

COMPARATIVE STATISTICS BETWEEN CLASS 4 AND CLASS 8 

UPON SOCIOMETRIC MEASUREMENTS AT FOUR TIME PERIODS 

Statistics 

- 
x BF S.D. BF Zero BF +3 BF +6 BF 

4 - 8 - 4 - 8 - 4 - 8 - 4 - 8 - 8 4 - - 
2.3 1.4 1.9 1.4 8 4 14 10 0 0 

3.4 1.5 2.2 1.2 4 3 19 4 4 0 

4.1 1.6 2.9 1.3 3 5 18 5 11 0 

3.8 1.5 2,8 1.1 2 3 18 7 10 0 
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