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) 'ABSTRACT

The proliferation of outdoor education programs in Alberta
and the increasing‘importance of a residential camp(as part df'many
of these programs has resulted in a situation where different
settings aré being utilized in the education of nany students. uAs
yet, little is known of the effects’of these programs on teachers

‘and students. The literature on outdoor education is replete with
statementsbregarding the be;efits of these programs to both teachers
and students but there 1s little or ,no support in terms of research
The purpose of thls study was to investigate whether certain aspects
of teacher behavior changed as a result of a residential camp

setting and to examine whether any changesfnhich did occur remainea -
tonstant following the camp. The framework used for the’éiugz was
that providéd by ecological psychology which suggests that s;é%ings
coerce similar behavior from their inhabitants.

= The. instrument used in deteeting possible changes.was avHigh

.. Inference instrument with eight categories divided into three géneral
sections, Teacher‘management categorles con51sted of : Wlthitness,v
the abil1ty of the teacher to communicate to students that he/she
knows what is occurring in the classroonm; Oyerlappingness, thevdegreev
to which the teacher canfdeal with more‘than one issue at the same
time;hsﬁoothness; the ability of the teacher to'maintain a smooth flow
of academic events; ana Monentum, the:ability of the teacher to
maintain the nace of the lesson without undue slowing; Teacher
instructional categories were: Clarity, the ability of the teacher

!

“iv



to be clear, precise and accurate when presenting material; and

1

Persuasiveness, the ability of the teacher to motivate students.
Teacher interpersonal bategoriés'%ere: wérﬁth, the ability of the
teacher to convey‘evidence of caring or prizing to the student; and

o .
Empathy, the ability of the teacher to understand and reflect the

student's feelings- ﬁ ' .

The instrument was used by two obsetvers during the months of
’ : ’ b ’ :

May and June, 1977 for four half-hour periods,in each of three

°

‘settings, pre-canp classroom, during camp, and post-camp classroom.
Observations were madq of three teachers. Inter-rater reliabilities
* N j‘" N

were carried out in both classroom and caﬁp settings. Additional

information was obtained through use of a short questionnaire which

A
- B R : '
provided teacher presage data, self-ratings on the instrument, and ~

o

“indications of changes in student-teacher rélationships.
Re;ults\indicated that significanf changeSeoccurred,in.behavior
of .all teachers in ail settihgs. Teacher A showed significant
increasés in-all ratings Eut.Empathy which decreased significantly
during camp. After ;he camp he décreasea'significantly in all

ratings but Warmth and Empatpy. Teacher B’decregged significantly

in rétingé on Overlappingnéss,and Momeﬁtum during the camp and showed
significant decrease in Smoothness following the camp. Teacher C
showed significant . increases in ;atings of Overlappingnesé,
Peféuasiveness, and, Warmth witb a s%ﬁrificant decrease in Clarity
during the camp. He decreased significantly, in ratings of

PersuasiyeheSs{and Warmth and showed a significant increase in Clarity

fgllowingﬂthe camp.

o



Teachers B and C generally tended to rate themselves lower

than did observers on the,tngfrbhfnt while Teacher A's self-

ratings were gener igh (/t/ga mean observer ratings in the pre-
{
P _\-s

camp setting. {Mp,w,‘ *1fn,

A
All teachers i;&3caﬁéd‘they felt that positive chapges had
occurred ‘n student—teaéher relationships and that they had
revealed new facets of themselves to their students during the

camp.’

vi
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CHAPTER I .

STATEMENT OF THE PROBLEM.

<Lntrbduction

[

"The school'is not education; we must learn to think of .it
as merely the headquarters from which leafhing activities are

directed" (Sharp, 1952, p. 20).

¢

Outdoor education in all its many forms has experienced

{ L]

trémendous growth in the United States (Smith, 1960; Smiii}/iges)

and Canada‘(ﬁassmore, 1972) in the last three decades. More

P

»

recently, numerous progfams have proliferated throughout Alberta
(Risdon, 1974) and many of ‘these have been programs which_ included
overnight,'weekend, or residential compdhents, Along with the
growth in number of residential camp programs, and partly to Justify
them, have come many statements about the éduca%ional value of such
programs. Almost any writer whose major emphasis is outdoor
education will list a number of benefits to be gained from embarking
- upon a residential outdoor education program. As Hammerman (1964)
has stated:
Educators- make many claims for outdoor education. They

_claim that subject matter is enriched and made more.meaningful

"through firsthand experience in the out-of-doorsl. They tlaim

that a high degree of pupil-teacher rapport 1is established in

the resident outdoor school situation. They claim that

principles of democracy are better-learned by living them in-

the total-living situation. They claim that significant changes

occur in the social structure of a group while living at the

resident outdoor schgﬂl.\(p. 89). ‘ ’

These claims have not changed significantly over time.

/
In 1972, Passmore reporﬁed several values of outdoor education as



expressed by "'many regional and provincial-committees"u(p. 14) .

He suggests that the following should be considered by teachers

,

as goals for programs construction:

Outdoor education can:
Offer meaningful learning situations which should be an
important part of every child's oducation.

Prov1de an opportunity for .direct learning experlences
which can enrich the school curriculum in all subject areas.

Stimulate~students curiosity and permit them to discover
the ‘excitement and satisfaction of learning out-of- doors

Fnahle puplls to develop new interests and s ills which
. can'provide a basis for a ]ifetime of creative livin

a much broader knowledge of ‘ecological principles -
. and their relationship to our quality of life,

Provide excellent opportunit1es to examine through personal'
experience many of our present social ‘and cultural values.

, Help pupils to develop a better understanding of themselves,
- their teachers, and ‘their total education. (p. 14).

The number of outdoor education programs in Alberta has
increased eonéiderably since Passmore reported in 1972 that
participation in éecoﬁdary_SCBools "is estimated at about 40%"" -

(p. 51) and that "excellent progress has also been made in the

elementary schools - about half ‘of them are 1nvolved in some kind of

outdoor program' (p. 51) The impetus.and'interest of teachers in
J -
this aspect of educatgbn has increased to the extent that, in March

of 1976, a new specialist couneil of the Alberta Teachers'

Association was created.

Pl



Along with the increase in-number of programs has come a

2

concomitant %ncrease in one aspect of»outdoor education -»thé
residential camp experience. These residential camps vary %n
length frbm.oﬁe overnight camp to week—lqng stays, ushally/ig some ,
rélatively underdeveloped rural areas. /

It is obvious that both.teachéré‘and studéntg/énjoy the

experience but little is known of thé reasons fo;/fhe proliferation

- of programs. A cursory look at stated benefits of outdoor
7/ . :
education and the sharpwrise in occurrence Qf/programs indicates
/ ’ ’ -
that something different must be occurring’.

v o . ) ;

Statement of gﬂe Problem

/

S ‘
One of the benefits of out oor education programs often

mentioned by writers is an imprqﬁement in student-teacher
relationships. ,
The teacher, in addition ‘to directing the learning activities,
is eating three meals a‘day with his pupils, relaxing with them,
- helping them to bed -~ in a word, living with them. Furthermore,
the total-living situation enables the classroom teacher to
observe his pupils under a variety of conditions in which he
would not ordinarily see them. Under these circumstances an
- entirely new%pupil—teacher relationship is bound to be
established. Deeper understanding and mutual appreciation ‘
~are some of the positive outcomes. (Hammerman and Hammerman,
1973, p. 83). » '

Conrad points out that, "when teacher and class move out-of~doors,
p ;

there comes a mankéd'increése in friendliness reflected back and

cross the barrier" (1973, p. 355). He gbes on to state that

change in atmosphere occurs as a result of the change in

/&elati nship.



Indoor education is noticeably improved when groups and
classes begin circulating out of doors, or setting out. on
trips together. -The contact with reality brings a wholesome
spirit to circulate all through the school. Relations
between teachers and students show a healthy improvement.

’}’ (p. 356).

iﬂgs well, other writers state iﬁproved s#udeﬁt—teacher relafioﬁships
éf a benéfit of outdoor education (Sharp, 1952; Stack, 1960;
Q;brieisen and Holtzer, 1965; Mand, l96?; Vogan, 1970; Passmore,
1972; Smith et al., 1972; Masters, 1973). | "

One of the possible’;ays to inyestigate(thiékoft-stated claim
for improved student—-teacher relationships might be to look at some
categorie; of teacher behavior‘Prior to and during\a caﬁp experience.
If there is a change in student-teacher relationship, it may be

" reflected in these categofies.
Another factor often mentioned invtﬂe literature is the need
v to use specific approaches in methodology in én outdoor setting.
jc‘”gﬂarp (1952) hQS’stated that "Outd;or education is a method- of
teaching as well as a principleibf using -the out-of-doors wherever
"possible” (p. 20). He goes on to point out that "éome teachefs take
to outdoor teachihé quite naturally. Otﬁers learn the new@Eechnique
gradually" (p; 21).-‘Knapp (1972) in fis article challenging Eer;ain
. widely held beliefs in outdoor;education admits "the\oﬁtdoors does
permit certain methods, which Bavevbeen described as problem-
- solving, discovery, and inquiry, to function at a maxiﬁum" ép. 118)._

Miller (1§72) agrees and’says "Qutdoor education can change the

methods which teachers use to help youngsters learn" (p. 104). |



What is it that produce;-this purported change? Toes’
thé fact that the teacher and student are in aldifferent éett%ng,
away from the usugl effect of desks in rows, books, pencils,. ikim
~ blackboards and chllk, and into a more unstructured edﬁcational

‘environment have any effect? Does the teacher's behavior really

change in adapting to these new contextual influences?
"Purpose of the Study

- The purpose of this-s?gdy was to investigate whether
changes in teaéher behavior do occur in a residential cémp setting,
and to’aﬁtempt to describe those/cﬁénges. The instrument uéed to
detect a possible change was a High Inference instr&ment developed
By a group of researchers at the ﬁniversity of Alberta.

Specific quesfiops investigated included the following:

1. Does teacher begavior in a residential‘caﬁp setting as.
measured By the High Iﬁference instnumght differ from
a regular classroom setting? ’

2. 1If a change in behavior as measured by the High Inference
instrumént does occur, does it remain constant after the
résidentiél camp experience?

3. How»do teachers' self-ratings on the High Inference
instrument compare . to observeflratings?

4. Do the teachers perceive any changes in their relation-

ship§ with their students as a result of the residential

a

camp experience?



Definitions

‘OQutdoor education: Definitions of outdoor education abound

in the literature. Sharp (1952) has defined- outdoor education as
"a ﬁethod of teaching, as well as a“priﬁciple of using the out-of-
doors wherever possible" (p: 20). This does not mean artificially
_ugilizing ﬁhe out-of-doors for all or even most teaching fof he

’

states:

There are some things, however, that can be learned
bettér in the classroom. It is merely a matter of selection.
For often, we find that the three essentials - teacher,
learner, and the presence of the thing to be learned -
operate very effectively-under the open sky. It 'is out-of-
doors that the greatest integration occurs in the process of
learning: Sooner or later everything relates itself to
everything else. (p. 20). | -

Mand (1967) ag#ees with Sharp but goes on to point out tBat outdoor
education utilﬁzes the total curriculum. "There is no limit to the
. !
choice of ord{nary curriculum subjects applied to the outdoors other
than the energy, confidence and imagination of the teacher" (p. 28).
He goes on to say:
It should be underscored that outdoor education is not
a new subject in the curriculum or in competition with the
traditional material. It is simply a method of instruction
just as the_newly conceived modern media approach of television
and other visual aid materials represent another new approach
to improving instruction, (p. 28). '
Gabrielsen and Holtzer (1965) define outdoor education as "learning
that takes place away from the classroom, usually in the out-of-
doors, in subjects related to the resources of nature'"” (p. 12).

This is a somewhat narrower definition which represents some of the

thinking of proponents of outdoor education during the last decade.



More recently, however, outdoor education has tended to be
viewed as education in and for the outdoors. (Smith, 1970;
Passmore, 1972; Donaldson and Donaldson, 1972). Smith (1972)
ideptifies five components of outdoor education as follows:

1. Outdoor-related classroom activities and units of study
using available outdoor materials and resources to extend
learning opportunities. Weather study, bird and animal life,
erosion and pollution, art from outdoor scenes, aquariums,
rock collections are examples of the use of outdoor life and
resources in the regular elementary and secondary programs.
2. The use of the school site and other outdoor areas as
laboratories to extend the classroom. Field trips and outdoor
projects are used to help achieve classroom objectives and
affect learnings often impossible in the bounds of four
‘walls....

3. 'Resident outdoor schools, in which students and their
teachers use camp settings for learning opportunities

achieved best in a camp community and outdoor laboratory. This
is one of the most sensational and effeétive forms of outdoor
education and offers extensive opportunities for learning
centering around social living, healthful living, work
erperiences’, outdoor skills and interests, and the application
.0f many of the school's educational objectives and purposes.

On school time and as a regular part of the curriculum, the
outdoor school serves to motivate and vitalize learning and
contributes greatly ‘to the development of good human relationships,
better understanding between students and teachers, .and
opportunities for democratic living....

4. The teaching of* outdoor skills, usually in physical education,
recreation and club programs, arnd the development of attitudes

and appreciations through many activities in the curriculum are
important aspects of outdoor education.s.. \

5. Work-learn experiences in outdoor areas for sécondary school
youth, such as the improvement of the land, forest and game
management, construction of facifities, conservation projects to
improve the natural environment, and learning outdoor skills and
interests are challenging and effective forms of outdoor
education. (pp. 30, 31).
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The definition of outdoor education as used in this stuay is
"the utilization of tﬂe out—of—doe;s as a laboratory for learning"
(Hammerman and Hammerman, 1973, p. 9).

Outdoor education program: A qerieq of outdoor experiences

organized in one or more classes of a school.

Residential camp: A location away from home and school where

students obtain structured learning experiences related to’the
school curriculum for periods of time longer than two consecqiive
days and including at least one overnight experience either in

dormitories or tents.

High Inference instrument: The instrument used in this study

was developed by a group pf researchers at the Universitj of
Alberta during 1976 and consists of eight high in%erence scales.

As a high inference instrumeht, it requires subjective observer

1 -

judgment in contrast to law inference instruments which usually

require compilation of objective observable charécteristics. The

/
N i /
eight categories of the instrument are: /

1. :Withitneéé: The ability of the tea¢her to communicate
to students that’he/sﬁe is aware of what is happening
in the classroom with regard to déviane behavior, and
his/her ability to deal with deviant behavior.

’ 2. Overlappingness: The abillity of the.teacher to attend
to more than one issue at a the during instruction.

3. Smoothness: The ability of ﬁﬁe teacher to maintaih a
smeoth flow of academic eveﬁts‘or to prevent jerkiness

1

during the flow of the lesson.



4, Momentum: The ability of the teacher to maintain the
pace of the lesson without undue slowing.

5. Clarity: The ability of the teacher to be clear and
precise when preéentiné material and giJing ihstructions.

6. Persuasiveness: The ability of the teacher to motivate
students to do work.related to the objéctives of the

1
lesson,

7. Warmth: The abil\fy,of the teacher to communicate :
evidence of t;ring, prlzing, or valuin; g; the student.

8. Empafhy: The_abiiity.of the teacher to communiéate
understanding of étudent problems and feelings.

Procedure

o *
The instrumént was used fof a total of six hours of
observatioh time for each of tﬁetthree teachers invol;ed in the study.
JThe six hours of time ﬁer teacher were divided into three segments
of two hours each. One segment occurred prior to the residential
camp experience, a secoﬁd‘two—hour segment was:éoded during the camp
experience and ‘the third segment océgrred two weeks following the

i regidential camp. The data were analyzed to see if changes in the

categories had occurred. To check for researcher bias, inter-rater

.
>

reliability'sessions in both environments were conducted.
Each teacher was also asked to fill out a data sheet which
gathered information on training and experience relevant to outdoor

education. As well, each tegcher was asked to rate himself-herself
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on the eight Variables:of the Instrument and these were compared
o .

S

to mean observer ratings.
Assumptions

The following assump;ions were made with regard to the

study.

1. The presence of the coders had no effect on the
behavior patterns of students and teachers.

2, It is possible to get accurate samples of the
variables involved in the High Inference instrument
used in fhe stud%.

3. xThe samples of behavior coded were representative of
the teachers' behavior in the environment in which
coding occurred. i.e. Behaviors coded at the resi@ential
camp were representative of all inspructiona1~bghaviors

which occurred at the camp for each teacher observed.
Iiimitations of ¢he Study

*¥ 1. The sample of teachers and lessons was small.
2. Random selection of teachers was not used.
- 3. No attempt was made to standardize lessons to control
for environmental factors or content;
4. Classroom ogservations occurred during thé latter
_stages bf the school year and may not have been répresentative.

The limitations of this stu&y dictate that the findings

will not be generalizable beyond the teachers concerned,
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| | 1
- éignificance of ‘the Study

If the conclusions of this study. indicate differences in

-ty

teacher behav1or between the classroom setting and residential camp, -
further research may be needed to determine the causes of these
differEnces and whether they are pOSitively or negatively related
to student attitudes and/or achievement This follows the

descriptive correlational experimental loop research paradigm

o

outlined by Rosenshine and Furst (1973) in which descriptive studies

«<an be used to identify important variables’which can then be_

R Quet
correlated With measures of student achievement and. attitudes

. s .
These correlational studies are then used.as a base for'experimental

,ﬁ\\studies which control and manipulate the variables considered to
" be important
" Should this study fina differences in behaviorboccurring or
continuing in the classroom after the residential camp experiences,

this would 1nd1cate a need for studies which investigate the nature
B3

oy,
of this change and its effect on pipil attitudes and achievement

If it can be shpyn that behavior changes do occur, teacher training

prres

]

>institutions may need to 1mp1ement new programs ot make adJustments
? :
. to existing programs. in view of the steadily increasing number of

outdoor education programs. If the outdoor setting makes different

-

demands on teachers in terms of their behavier, it may be feasible
to provide opportunities for prospective teachers to acquire
knowledgeuof thesesdemands prior to their involvement in actual

b U

'teéching situations. “
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Summary

- ) i : X ’ .
This chapter attempted to provide a brief.introduction to
. - ’ }

the problem and a discussion of the phenomenon of outdoor education.
The statement of the problem mentioned several claims or statements

about outdoor education as found in the literature and was £el{§wed
~ e \

by the purpose of the study which was to attempt to discovif evidence

of some of these claims. Some terms wereﬁdefined and the//

limitations of the study stated.

Chapter T1 presénts thh thebreticél ba;kground'forlthe
study and reviews related literature and research. Ecological -
psychology as a theory of envifonménta] or contextual’influence on
behavior is discussed and outdoor education as a different set of
con;extual influenges~is presented. Finally, the chaptei qoncludes

¢ -

with a justification of the eight categorieé ofvteacherﬁbéhaviqr

-

chosen for this study.



CHAPTER 1II

REVIEW OF LITERATURE AND RELATED RESEARCH

_ Introduction

Research on contextual or environmental variables which might
~
\_/__1

influence teacher beharldr has bee; very limited. Dunkin and Bldﬂle'
61974) have stated in their recommendatlons for researchers, "of
all variables that‘mlght be studied in research on-teaching, context |
veriables are 1eest often considered" (p. 439), They'suggest-two
reasons for this 1ack“of research.i First, "the study of context
variation nearly always means that the sample of classrooms for
which we collect data must be increased in size, which in turn
increases the cost of the study" (p. 439). The second, perhaps
even more important reason, is "teaching phenbmena are normally
presemed éa be invariant as we go from contexp to ceﬁtext” (p. 439).
While many reviewers of reeeerch inlteaching have reported a
blethora of;etudies using different criteria to examine teaching
behaviors (Dunkin and. Biddle, 1974; Rosenshlne and Furst, 1973;
Rosenshlne, 1971; Good, Biddle and Brophy, 1975), few . have reported
studles designed to examine the teacher's behav1or in different
Vsettings or contexts, | : K -

This chépter attempts to outline the wotk on the effect of
environments on—Hehavior, specificelly the work done Sy ecological
psychologists such as Barker and Gump (1964), Olszewski and Doyle .

Py

(1976), and Doyle (l977)i, Current statements on outdoor education as
[e] .

13
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a different context for teaching and learning are then examined

’ e ”

and an overview of current research in outdoor education is given

The remainder of the chapter is devoted to justification of the

categories of the observatlonal 1nstrument used in the study,
Ecological Psychology - The Neglected Contribution

For over twenty years a group of- psychologists at the
Univer51ty of Kansas led by Barker have been developing the theory
of ecological psychology The development of this theory began as
an attempt to apply ecologlcal concepts to the study of _psychology.
Fcology, as defined by Sells (1969) 1s "the interaction of organisms
and populations W1th the embedding environment, which supports,, |
influences, and determlnes Limité of structure and, functionwfor the
life that exist within it" (p. 15).. Barker, dissatisfied with the
directions psychology was taking, began to see that the ecological
concept of environmental 1nteract10n was applicable. to the study of
psychology and that interactlons between ind1v1duals and the
environment were.important, |

In his studies of children in a small town; Barker observed
“that behavior of these children did not remain constant as the
child's environment varied (Gump, 1974a). Current psyghological .
theories did not eXplain or consider this phenomenon. As Barker
(1969) states: |

One might think that in the course of its necessary concern

with stimuli, Psychology would have become informed about
~ the human environment. But this is not the case. Psychology



(J' : , )
! | | 15

necessarily attended to those elements of the environment

that are useful’ in probing its focal phenomena, namely, the
behavior-relevant circuitry within the skins of its subjects,
within psychology's black box. Psychology knows much about
the physical properties and dimensions of the environment
probes it uses - of distal objects of perception, for example,
and of energy changes at receptor surfaces. But the problem
is that, in the course of its investigations, it has excised
these environmental elements from the contexts in which they
normally occur.... (p. 32).

He goes on to assert that:
In view of psychology's concern with such dismantled fragments

of the environment, it is not surprising that general conceptions
of the environment occupy a minor place in the science,-and that
these conceptions provide a distorted view of intact settings-
in which behavior occurs. The most-common notion, which can
hardly be called a theory, is that the non-behavioral ecological
environment of man is an unstructured, .probabilistic, and |,
largely passive arena within which man ‘behaves according to the
programming he carries about inside him. (p.-32).

However, this is not- the case and, 1in fact, quite the opposite
is true. ' : S ‘

Although these assertions are true within the limited environ-
mental perspective of the science of psychology, they are not
true within a wider perspective. It 1is the universal testimony
of the physical and biological sciences that the ecological
environment circumjacent to man is organized and patterned in
such stable, improbable ways that it is, in fact, one task of
these sciences to explore, describe, and account for the
patternings (p. 32).

Based on thié line of reasoning, the Kansas group began to

investigate and "

serious scientific at;ention was rurned to -
questions of how this environment might be deseribed;‘new its-
coupiing to individual behavior might be understood" (éump, 1974a,
p. .268). . This attention‘resuited'in extensive study and data-

collecting of a t%wn and its inhabité%ts and the environmental

mjlieu in which they played, worked, and lived.
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As a result of examining this "stream of behavfor”,

Y

‘several important concepts central_to studying the individuals
and their environments have arisen. ferhaps the most important
of these is the concept of the behav1or setting. Wright et al
f(1959) describes the behavior setting as having several
characteristics One of these is "a set of.environmental raw
materials for behavior" (p. 189); These may be physical Such as
bases and a backstop on a baseball field, or social such_as the

o

players in the game, or both. Another characteristic is the "set

>

‘of possibilities\for action‘that are seen by the generality of
persons living in the community...” (p. 189). Thus the behavior
.setting of the classroom, to some extent, dictates the types of
activ1ties which w111 happen there by the mere fact that people'ﬁ

in the setting engage ine those activities This does not suggest
that other, more abnormal, actions might occur by individuals in a |
behavior setting, only that the setting acts as a backdrop for these
actions. Another point made by Wright“et al. (1951) is that.
”behavior settings are coercive" (p. 190). They tend to exert
pressure on the‘human inhabitants to behave in certain ways. This
pressure does not preclude actions by individuals which are not
normal to the situation, since each‘individual.perceives these

settings differently, It does, however, exXert a force toward uniform

behavior. . )
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Each individual within a behavior setting also brings
v
with him a, set of needs, goals,: abilities, and experiences which,
.together with the behavior setting form a 'psychological habitat"
(Wright et al., p._190). ‘This naturally occurring life space
includes conditions. in both the person and the behavior setting.
"The coercive effect of a behavior setting, ‘then is indirect. It
stems only from the fact that every setting tends to bring about
.certain. psychological habltats rather than others" (Wright et al,,
1951 pr 190) \ |
As an example, if all students are/red/ired to leave base-
ball® equipment - -outside the classroom it "follows that the
ylbehav1or setting of the classroom mitigates, against the playing
_of baseball within the classroom boundaries ‘ On ‘the other hand if
the playground includes a ball diamond, then the behavior setting,
by the very fact that it has bases and a backstop, encourages its

1nhab1tants to- play baseball; -

Gump (1974a) calls this relationship between the mllieu of

- the’ ‘behavior setting and the behavior- it encourages synomorphic”

(p 269). In other words, they are similar in structure thus

insuring a "fit" between the behavior and the environment.
The concept of synomorphy helps describe the relation of the
individual to physical aspects of habitat, to grounas,
enclosures, and facilitdies. The individual is embedded in
milieu-and-behavior environment. The pupil experiences not
just playground but playgrounding. (p. 269).

As Barker sees the synomorphy of setting and behavior, there are

several sources, Physical forces (such as doors) are coercive

;
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of BeﬁaQiOr'or suggéstive (paths maké walking easier). Psychological
proéesses (rain limits certain types of outdoor activity while
encouraging others), and "physiognomic perception (smoo;h open
piaces invite ¢hildren's funnigg, protected areas encoufage social
, gfouping)” (p. 270) also affect this ;ynomorphy. Factors btherlthan
milieu also operate to determine the synomorphy. The imifétion‘

L]
tendency (to:copy obgered hghaﬁior), social forces (behavior is
influenced~by such thiﬁgS‘éé\authoriff figures,’peer pressuré,

' rewards ;ad puﬁisﬁments), learning  (many behaviqr patterns occur as
a result of beingftaught proper norms), personAor sétting selection
(certain settings are selected by ceftain persons while, in other
caseé, the settipg-may séléct certaip persons), and even/behavibr
can create synomorphf-by ”moiding the milieu (cars parked on the
cu;bless\street graaually encfoachlﬁpon the grassy érea; the area
becomes hard packed and brown, thus encouraging an off-street
pafking space)" (p. 270).

Bronfenbrenner!il976) conceptualizes the possiblé educational
environments as a ''mested arrangement 6f7§tru§tures, each contained
;ithin the next" (p..S). To him there are several levels of
eﬁvironment to be considered. The smallest level is that of the
micro-system which Bronfenbrenner describes as:

an immediate setting containing the learner (e.g., homé, day

care center, classroom, etc.). A setting is defined as a

place in which the occupants engage in particular roles (e.g
parent, teacher, pupil, etc.) for particular periods of time. a“ﬁ

The factors of place, time, activity, and role constitute the
elements of a setting (p. 5).

~ /\
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A second 1eve1 which comprises the first and is broader in
perspective is the meso—system which comprises the interrelations
among the major settings containing the learner at a particular
point in'his or her life.
Thus, for an American\elementary school/child the meso-
system typically encompasses interactiong among family, school
peer group, television; for some children, it might include as
well church, camp, or work place... In sum, stated. succinctly,
the meso-system is the system of micro systems. (p. 6).
The next broader level is that of ‘the exo-system,
an extension of the meso—system embracing the concrete social
. Structures, both formal and informal, that impinge upon or
encompass the immediate\settings'containing the learner and
‘thereby, influence and even determine or delimit what goes on
there. (p. 6). ’
Finally, Bronfenbrenner describes the macro-systems which
are the“over-arching institutions of the culture or sub~culture
such -as the economic, social, educational, legal an@- political

systems, of which local micro-, meso-, and exo-=systems are Y,
the concrete manifestations. ‘

~/

This method of viewing the environment gives a somewhat broader :

the possible subject-environment or environment—subject impscts.
Barker' s view of the behavior ‘setting and his subsequent
) identification of behavior units or "segments of the stream of
. behavior" (1963, p. 1): provide a useful starting point for the'
examination of the effects of the environment on behavior.
Behavior units are seen by Barker as having boundaries which
"occur at those’points of the behavior stream where changes occur

independently of the operations of tbe investigator" (p. 1). A
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child working-ppéa‘math problem is one example of a behavior unit. '

v

These are naturél, self-generated instances within fhe stream ofv‘
bBehavior, and can be studies or counted iﬁdeﬁendently by an
investigator. - o ; .

°F£his céntextugl setting, then, as seen by the ecological
b;ychologist, has great potential for-affec;ing the behavior of
fﬁe'inhabitants of the setting. 1In the same way that the
vavailébility of food affects the Behévior and popplation of animals
in a patural setting, so do‘the contextual influences.of human
settings affect the people Qperating within them..

Néed for Maturalistic Research

These conceptualizations of ecological psychology have pointed

out a need for research into real life situations. As Sells (1969)

points out,

Observations of behavior in its natural setting, without
interference or manipulation by the investigator, not only
frees psychology from insurmountable limitations due to
experimental exclusion of complicating, but ecologically highly
relevant varismbles; it also reduces the equally inescapable
difficulty of iatrogenic influences on results, that is, the
built-in effects of the experimenter's hypotheses expressed

in his particular designs and procedures. (p. 25).

In 1951, Wright et al. made. an eafly appeal for naturalistic
. ¢l

research.

-

Our knowledge of what pupils are likely to

do under certain
conditions and our devices \for measuring what they are able
or disposed to do leave us ah this late date with a need for
knowledge of their actual behaxior and their actual
conditions of life at school. This need caw only be met by~
recorqding and analysis of field observations. (1951, p. 187).

/
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wright-et al. (1951) suggest three reasons for this approach.
A ‘
First, research in naturally occurring settings should enable a

better understanding of. the relationships between personality
formation and life in everyday situations. Setond, this approach

should widen current theories of social behéVior and, third, it

will provide a practical application of knowledgé for- teacher
preparation programs (p. 188)., This third reaSOn will become the
/

basis for later thought and research by Doyle/(l977a' 1977b, 1978).
1 /
Barker (1965), himself, thOugh thoroughly convinced of the

usefulness of the naturalistic approach i entifies two necessary
types ofrresearch in ecologioal psychologé, each of which is
important, but generates data of different significance for
_ psychologists | ‘ ‘ ;

The first of these data—generating models proposed by Barker

is ‘one in which thezpsyg ologist acts/as a tranducer (See Fig. 1)
/ ’ . »
or encoder of- the information he sees as an observer. Here the

1nvest1gator only records and categorizes data resulting in a system

1

‘which produces dagé which denote a: world thé psychologist did. not
. L g

make in any respeqt; they sigral behavior and its conditions, invsitu"
i // ) ¢ R

J

(1965, p. 2)/ se are called tranducer data systems and produce
i

g ,
what Barker refe s%to as T data.
o . q J
The secon &ata—generating system is different in that the
i . .
1
i
investigator not o?iy acts as transdueegg\but also as an operator

of conditions which\ithen generate data to be analysed (See Fig. 2).
. N .
This type of system %ﬁ dominated by the operator or investigator in

L

i



22

the sense that he trips to create observable cohditions in orderb .
to verify a hypothesis., In this way, the operator éonprdls or
regulates the situationshe is studying. These syste&g,are called
,operator'ﬁata systems ;nd produce 0 data. | S~

lThe types éf data genergted by these two syste;s are
considered by Barker to be mutually exclusive in that "the primary

task of the psychologist as transducer is carefully to preserve

phenomena that the psychologist as operator carefully alters, namely,

\
5

psychologist-free units" (1965, p. 4). Likewise, O data "refer to
phenomena that psychologists as transducers explicitly exclude,
>name1y,\ps§chological units arranged in accordance with the
curiosities .of the psychologist” (1965, p. 4). Barker then goes on
to point that T data is at least as important as 0 data since€ it
speak; about the real world and is not an agsificially contrived
situat}on.
In looking at both ecological psycholgty and behavioral
- psychology in an attempt to indicate common areas, Barker has
summarized the need for naturalistic studies-.
The eco-behavioral science that will answer the pressing
questions society faces today requires, ahove all, concepts
- and theories appropriate to the phenomena involved. But
these will not arise de novo; they will be grounded upon
empirical data concerning the patterns of events within the

psychologist-free settings where people live their lives,
(1969, p. 37). ‘ ’
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Data-generating system: Type 1, psychologist as transducer

(Adapted from Barker, 1965).
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Fig. II. Data-generating system: Type 2, psycholdgist as operator

and transducer (Adapted from!Barker, 1965).
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Recently, there has been a call for naturalistic research
from other writers researchers, and reviewers Brandt (1972);lists )
three deficiencies pf research which his book is de51gned to
help overcome:

the relative lack of carefully conducted rigorously designed
empirical studies ‘of human functioning in ordinary settings to
complement the present’ heavy emphasis. on laboratory research
+5 ... the paucity of research. replicati -.. observation
as the primary approach to naturalistic research « (v, v17
Many of the recommendations for needed research presented by Dunkin
and Biddle (1974) are concerned with encouraging research in
‘naturylistic contexts Moos (1976) echoes Willems' (1969) call for_
needed naturalistic research by 11st1ng several important advantages
. to be gained through naturalistic research, ’

-WiLlems (1969), while advocating naturalistic nesearch
does not see an ‘exact dichotomy between naturallstlc and experimental
meshods of research Rather' he sees the two types of research as
ranging 3pon two independent dimen31ons (See Fig. 3. The first of

fthese describes "the degree of the investigator's influence upon,
or manipulation of, the antecedent conditions of the behavior
studied" (p;’fé). - This, of course, may vary from low to high
depending on the investigator’ s desires The second dimension
1de:tified by Wlllems describes 'the degree to Wthh units are
imposed by the investigator upon the behavior studied" (p. 46).
Again the range is from low to high. It is Willem's contention

that naturalistic and experimental studies can be identified within

this two—dimen51ona1 space by the use of these two variables,
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v-Heugoes-on tTo say that studies which are usualiy referred
to as naturalistic;will occur at the low end of either or both of ¢

these scales and that studiés of this type are advantageous for

'

Al . ) v

:several reasons. First, they allow us to study individual behavioral’
achievements.in the real world.: Thev also prov{de us'with a
distrihution of psychologyis,phenomena in the natural state;
allow1ng us to observe the exact number of instances of a particular
behavior‘over time?aS'it actually happens. Another advantage is -

“

that they allow us to study the behavioral repertoires of humans

over periods of time, thus allowing classification of behaviors both
in number and over time. Where it is unethical or potentially
Fangerous to experiment, naturalistic research may provide a.

‘necessary option. Finally, naturalistic research provides for an
/‘w N
accumulation of data which may be used by other investlgators for-

different purposes at different times than was originally intended.
~In other words, production of a data bank is possible.

Naturalistic research into the area of teacher behavlor has

been encouraged recently by Doyle (1978). 1In is words, it is
p0551b1e andidesirable to "study effectiveness directly by trying

to identify the most effective teachers or teaching‘acts that appear
% ’
spontaneously in available classrooms' (p. 2). This ng}uralistic

descriptivex;esearoh is necessary to provide documentation o
things éé they are, to identify "useful solutions that have emerged

e

/;pontaneously among .practitioners” (p. 6), and to provide a

"descriptive theory of classroom phenomena (p. ® such that 1t
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mediates é connection betwgen research apd practice, Doyle
would have us look into classrooﬁs to{judge the interactionms,
identify efféctive teaghing behaviaf{iand use these to build é
aescriptive theory of teaching'whicﬁ can thén be used tolfrain
prqspectiﬁe teachers. |
In tﬁeir recent éttempt to examine thF efficacy of the
Dunkin and Biddle (1974) model’of.reséarch on teéching, Eggert
et al. (1976), after reviewing the literature, listed as theif first
design criterion that,‘”reé@apch should be/undertéken in a
naturalistic setting." (p. 17). This Qas restated by Muttart (1977)
"An essential ingredient of any investigation of teaching‘and
learning should bg(éhe observation of teaching activities" (pﬂ‘viS.
He also states: ''research on ﬁeaching sﬁduld:be cé;ried out’ih
’ naturalistic settings' (p. vii). .b | ) ;

“ It would seem then, from the above,“-_naturalistic

examination of both puﬁil and teacher behavior has not only been -
Hay ¥ L !
e K
happening for some time, but is being encouraged for many valid
/ . ’ :
reasons.

Naturalisgip Research into Ecological Effects

Ecological psychology can provide a basis for using natur-

alistic research to examine various aspects of behavior in real-

life settings and some theorists claim that environmental or
, .

contextual settings may affect behavior. What research, then, has

been done in this area?
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Studies on Students. Peérhaps the most classic example

is the work of Gump and Barker (1964) in which they found that

student participation in extra-curricular classes varied according

to the size of the school. '"The average number of extra-curricular ,

activities and kinds of activities in which students engaged
$ ,

RN
during their four-year high ‘school careers was twice as great in

the small as in' the large schools" (p. 196). The students in -
small schools also reported stronger feelings of responsibility -
and more pressure to become involved. In a later report of this

research, Gump (1974b) summarized the results éf the studies on

.different sized high schools.

(1) The larger the school the more variety of instruction
offered. However it takes an average of a 100 per cent
increase in school size to yield a 17 percent increase in
variety. Furthermore, there is no clear evidence that the
greater the-variety in the large school results in the average
student experiencing a broader range of academic classes.

(2) Students in the larger school participate in a few more out-
of-class activities than do students in the small school. On the
other hand, students in the smaller school participate in more
different kinds of settings. .

(3) Students in the small school participate in over double the
number - of performances. of students in the large school. The
chance to be essential, to gain the active or demanding role in
activity comes much moTre often to the average small school student.

(4) Students in the smaller schools experience different kinds
of satisfaction in their out-of-class activity than do large
school students. The small school yields satisfactions of
developing competence,'of meeting challenges, of close
cooperation with peers. The large school yields more satis-
factions which are vicarious and which are connected to being a
part of an imposing institution. :

b
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(5) Students from the small schools" report more sense of
responsibility to their school's affairs. Furthermore,
academically marginal students in the large school are
particularly lacking in reported sense of obligation to their,
school's enterprises. They appear to be social "outsiders"

' The marginal students in the small school, however, are just
as likely to reveal responsibility attitudes as are the
regular students. (p 284).

‘The-explanation given for these findings is that the small schools

"had approximately the same number of potential activities as the

larger school, but fewer students to occdpy the positions.
Therefore, the environment created pressure on these stodents to
occupy nore‘roles’per student than their coUnterparts in larger
schoolsl This gave them a greater feeling of'belonging.

Larson- (1949) as reported by Willems (1964l provides support
for this idea. He found, in his_study'of hign school students'
activities snd relations to peers, that a higher percentage of
students in small schools (as compared to medium and large schools)
found it easier to make friends, . Higher percentages of students in
‘the larger schools reported little engagement in activities and
stated that they experienced difficulty in Becoming involved in
‘activities.. Willems also discusses an early study by Dowe (1934)
‘on the effects of kindergarten size and seating position upon =/
student participation inrdiscussion. He reports:"

Among %33 children in groups ranging in size from 15 to 46, she
found that when the number of comments by individual children
during a controlled discussion period was tabulated,

increasing size led to (a) decreased total amount of discussion,
(b) decreased per cent of children who participated, and (c)

decreased average amount of participation per,child. . Dowe
also observed a strong. interaction between seating position

0
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(front, baék, OT center) and class size, Children in the
front rows of small groups participated the.most, while r
childreq_in the back rows of larger groups participated the
least, (1964, p. 34-35).

PToportionate difference between gréups of students. _Iﬁilafger

schools, however,'the difference was much Breater. Willems

e

replicated his study and found similar results,

their behavijor Pattern involved organized activity, liptie
change in position, slow tempo, serious mood, and limjted '
variety; the same'children, a minute later op the playground,
showed behavior with lesgs organization; a faster tempo, more
exuberant mood and much variety. (p. 268). "

coercive in nature and, to some extent, dgtg;mining or forcing their

inhabitants to behave in particular Vays.

Studies on Student Teachers. More recently, Doyle (1977a)
T T o————==ghers.

in his study on student teachers has found that thertudent—teacher

<

behavio; varied with the dimensions of muitidimensionality;
simultaneity, and unpredictability. Multidimenéionality is defined

by Doyle as the variety of purposes, events, and processes "not alil
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3

of which are necessarily related or evenvcompatible" (p. 9
These levels may occur singly or in interaction where one dimension

influences another. This simultaneity of events and dimensions

produces an unpredictability in the sequence of events to which

student-teachers have to react. These three conditions evolved. a

discontinuity between current classtoom demands and other
environments experienced by the student teachers.

Doyle fouqd thatAsucéeésful student-teachers developed
sets of response pattefns to reduce the deménds on th;m by the
complexity of the classroom. .These pattern or strategies.iqcludéd:

1. chunking, or the ability to group discrete events into

larger units; : N
2. differentiation, or the ability to discriminate among
units in terms of their immediate and long-term )
significance;

“ 3. .overlap, or the ability to handle two or more events at
. once (this concept was adapted from Kounin's analysis of
classroom management) ; '

4. timing, or the ability to ménitor and control the duration
of events; and :

5. rapidvjudément, or the ability to interpret events with
a minimum of delay. (p. 15).

‘He also found that successful student;téachErs aléo acted
to avoid teachiné‘stratggies which inére;sed the complexity of /the
classroom environment and moved toward complexity reducing strategies
_suéh as "asking low option questioﬁé,Ainterpreting student responses

-

to fit predetermined patterns, ‘increasing nonverbal clues for right
. : Y ‘ ' ‘
-answers, ignoring student answers which deviated from expectations

and increasing the pace .of the sequence.” (p. 20). Doyle. concluded
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by pointing out that his research suggested that the classroom
_ i ’ _
situation may be a more important factor in determining teacher

behavior than previously recognized.

Studies on Ieéchers. In another study, Olszewski and Doyle
(1976) compared"teachers-in twordiffergnt environmental situations,
an open-space school and a traaitional, self-gontained classroom
school. Although they dié not find any signifiéant difference
in range of teaching beﬁaviors, they did find fhaé‘a sigrnificant
difference in shared.teaching behéviors occurred., Thé teachgrs in
the‘open-space sqhool_"shared more teaching behaviors with members
of their grade=1évels th§n did teacheré in the conventionél‘sfructure"

(p; 57). . Using caution in interpreting the results due to the usage

‘of intact groups and an exvpost facto desién,bthey suggest tﬁat the
results m;Y.indicate'an environmental effect on professional |
/behavior. | |

Subjeété of instruction have aiso been éouhd to be
associated with changes in teach;r thavior. Fitzgerald et al; (1978)
us;pg 64 classrooms found that teaching styles were markedly différent.
for\ﬁégding and.Maéhematics. They reportvthat Mathématics was four
times ﬁore likely to be taught as a single lesson to an entire class.
* They suggést that réésons for tﬁis discrépaqcy might include less
‘necessity fog gréuping in Matheﬁatics and applying more effort to a
more. important subject (Reading). Other differences in teacher

behavior in the two subjects were noticed_as well. Teachers paid

_more attention to student behavior when teaching a single lesson
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and teacher diéapﬁroval of behavior increased as did teacher
disapproval of pupils' academic contFibutions. -

The above findings with regard to behavior are srpported by
Bossert (1977) in his study of four teachers, two of whom used
primarily recitation or single class instrdctiop, and two used
primarily class-task (individually or group performed'gésks assignéd
to the whole class) and multi-task (generally individual or group
tasks involving pupil choiéé in organization). Bossert found that
ﬁhe desist rate (contfﬁl of deviant behavior) inc:gased during
recitation for all teachers’éévolvea. Likewise the desist rate
dfopped for class—tgsk and mu ti-task activities. The teacher used
differential treatment of behavior sanctions more often duriné
class-task or multi-task situations, bqtnused more impartial and
consistth cqntrol during recitation activities. Bossert, theréfore,
concluded that the type of task the téaéher chose detérmined, to
some extent, her behaQior duripg'the activity.

1'In an analysis of teacher's interactive thougﬁt processes

during iﬁstfuction, Conners (1978) fouﬁd that the tgachers in ﬁis
study were aﬁare of ecological pressﬁres'on tﬁeir‘teaching practices.
Connéfs.classified these'into nine general categories.

These variables were classified as temporal, spatial, class

props, group size, grade level, class ability, organizational,

administrative/managerial and climatic. These ecological or

contextual variables influenced the behaviors of all teachers

in all lessons by guiding the course of instruction and at

times mediating the influence of teacher beliefs and
principles. (p. 272-273).
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4 With regard to these variables, Conners goes on to conclude
that: | ’ o

The influence of ecological or contextual variables in
this study confirm the importance that writers such as Gump
(1969), Kounin (1970), Doyle (1977), and Barr and Duffy
(1978) have attached to the importance of these variables
influences upon teacher classroom behavior. These
rs suggest that the influences of ecological variables.
upon teacher behavior are as yet little understood and that
extensiiz\research is required in this area. The findings
from this‘stday\ﬁypport these views. (p. 276).

. - The studies exé;IheQ\iiife all suggest that settings for

behavior~providé‘aztype of coerc effect on the behavior of. the

4 —

is unique to each

setting. 1In o;her words, each setting acts difgg;éntlz\fg\foerce

like béhavior from its inhabitants and any given inhabitangA\Bving\\

individuals in those settings. This effe

from éne setting to aﬁpther will modify his/her behavior, to \\\\\\\;\

1 ~
L 7 N

some degree, to adjust to the settings' contextual effects.

Outdoor Fducation as.a Different Context

4

Outdoor education litéf§ture.is replete with statement;

- which refiect conscious or uncoﬁscibus‘realization'that different
types of contextual interaction occur as a result of utilizing
the outdoors as a formal educational setting. .Basically, these
statements fall into categéries of possible contextual influence
such as student behavior (imcluding experiences and attitudes),

.
teacher behavior (including experiences aﬁd attitu@es),,setting

*(physical differences from the claséroom), instructional

différences_(including methods andjmaterials), and interaction

a
e

B
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differences (such as democratic behavior, learning to get along )

with others, and improved student-teacher relationships). These -

-7
categories.and the writings which list possible effects have

been summarized in Tables 1 and 2. Further elaboration for each

table will be discussed in terms of the categories identified and

the claims made within each category. Some general comments are

.also provided. ;

General Literature

Most of the general writing‘in‘the field of experts indicates
effects in all categories identified (Sharp, '1952; Smith, 1957;
Hammerman, 1964:‘Gabrielson and Hol;zer; 1965; Hug and Wilsoﬁ, 1965;
Smith,‘1970;wMiller,!1972;‘Passmore, 1972; Swmith et al., 1972;
Wilson, 1972; Hammermap and Hammerman, 1973b;'and Lewis, 1975).

Some mention effects in bnly four of the categories (Mand, 1967;
Coburn,‘1968; Knapp; 1972;iand Wheeler and Hammermah, 1973), and
‘three categories_arevmentioned by six writers (MacMillaq, 1956;

Garrison, 1966; Hopkins, 1973; Conrad, 1973; Masters, 1973; ;nd/

Jacobson and Palonsky, 1976). . kY

Student Behavior. One category containing statements by all

e

writers was that of student behavior. “The student behavior

category used h;>e includes sGatements\regarding experiences,

attitudes, skills, knowledge, and impfbvement'in scholastic ability.
. . T . A
. Most of the statements made by writers in the field of outdoor

edication use what could be termed statements of ''potential".

. N
In other words, the statement indicates, a potential area of
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imprpvement rather than some fact established by research. _ .
o v
"Potential" ,Statements in the category of student behaviory are
extremely varied’and‘supported by many writers. Improved/ attitudes

ﬁoward school is one claim made by ceveral vriters (Shar s 1952;

' e

Hug and Wilson, 1965 Hopkins 1972 Wilson, 1972; and Conrad
N /\ »

1973), Attitudinal improvement toward the env1ronment, conservation,

/.
and development of a land ethic are 1mportant outcomes of outdoor

-

education for Gabrielson and Holtzer (1965), Wheeler and Hammerman
(1973), Smith et al.<(1972), Hammerman and Hamme%man:(1973b), o —
Wilson (1972;, Hophins (1972) and”Lewis (19755. Other writers

-mention historical appreCiation (Gabrielson and Holtzer' 1965;

"Masters, 1973) spiritual or religious attitudes (GarrISO', 1966;

*Masters, 1973), and respect for authority (Garrison, 1966), as

o

important student outcomes.

N |
\\Many writers list general behavioral skills for students which

can be developed in outdoor education. Hammerman and Hammerman
g

-

(l973b), Smith et al. (1972), Gabrielson and Holtzer (1965) Hopkins -

.

" (#972), Passmore (1972) Masters (1973) and Lewis (1975) all
encourage development of recreational skills for leisure use.
Academic skills such as problem solving-(Hammerman.and Hammerman,v‘

l973hiﬂand increasing powers of observation‘(Smith et al., 1972)
. . . Y

‘are alsougiven. Passmore (1972) lists creative skills as impogtant;
~ -
He also writes about outdoor education as providing meaningful

~

learning situations Dev%lopment of . the student in areas of self- i
. Al
reliance (MaCMillan, 1956; Smith et al., 1972) self—reé%&zation«p

‘ . ggﬁw 2
B . S AN -
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(Wheeler and Hammerman, 1973),_self—re9péct (Hug and Wilson;

!

- \ P

1965)J2willingnesé'to assume responsibility (Gabrielson and
- Holtzer, 1965; and Hopkins, 1972), and self-control (Coburn,’1968),

are found in the writings‘on outdoor education.

3y
74

Some writers have indicated véluable experienceé which‘
“they béiiéve students obtain through outdoor education. Perhaps
tpé most often mentioned is that)of experienciﬁg real situations/,
of 1earning by direct expefien&e the practicalities of knoﬁ;édge

(Sharp, 1932;.Smith,‘i970; Lewis, 1975; MacMiflan, 1956; Smith,

19575 Passmore, 1972; and Masters, 1973). Within this realm of

N

. rea% experiénce;'pﬁé use of senses go°gaﬁher déta and develbp_
attitudés becomes iéryJimpo?taﬁtﬁ(cabrielsoﬁ'aﬁd Holtzer, 1965;
Hug’and Wilson, 1965; Hammérman and'Héhmerman, 1973§;v8miﬁh‘ek
al., 1972; Smith, 1970). ‘Several wr;t'ers:,havé indicated .1is‘t:s‘_of )
experiences by subjeét'areas which'the& feel are important to |
outdoor education (Smith et al.; 1972; Hémmerean'and Haﬁmerman,
':i?1973b; Mand, 1967; Hug,and'Wiysén; iQ65;'MaéMillan,wl?56; Garrison,
i9Q6; Gabriéison and Holtzer,vl§65; and Léwis;'l975). VUnfortunately, ’

these lists lack commonality and each reflects the writer's own
P P ' : : ) ’
. - L

bias so aleSt of expériegces cqmmoﬁ ;6‘oupdoo;.éducatidn'pfograms

does not ek%gt. Many of tﬁe experiencés pfovided'by~these writers

could be ca:¥ied'out indoors as well, élthough ﬁhevclaim is made that

they would not be”as éffective; |
' Claims regarding the effeétiveneéé\of_éutdoor ;dﬁéatiog in

the area of academic -achievement are many and varied although most

o
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. //' o ’ )
writers are careful to avoid/making claims regarding direct

benefit in terms of increasfd academic achievement in the
disciplines. Sharp (1952)/and Smith (1957) however, do make -
this claim. Interestinng/ Smith (1970) and Smith et al (1972).
vare careful to suggest in/ these later writings that an -effect

may be present while ca tiously avoiding direct statements as to

the efficacy of outdoor educat;on in academic achievement
Improuement in the learning brocess is a claim made by some
f/ﬁauthors ‘Gabrielson aZ; Holtzer (1965) and Hammerman and Hammerman
/. (1973b) state that thg learning process is speeded and retention is
/%/ - }lengthened while Hu; and Wilson (1965) find that time for review
; is lessened and reteaching is not as necessary. Masters (1973)
t ’ p01nts to greater mctivatioﬁ ‘as a result of outdoor education. A
‘note of ’ caution is/inJected by Knapp (1972) and Hammerman (1964) who
‘point out that many of these clalms are unsubstantiated and more

= : o

research is necessary before they can be accepted.

'Teacher Behavior. The second category éﬂentified in the
general literature on outdoor educatlon, and running parallel to
student behavior, ‘;s that of teacher behavior As with the student
category, this categorywcontains the skills, attitudes,

aexperiences, knowl:dge and claims for improevement in teaching
ability. Out of the twentyhﬁwo writers surveyed for this section,

A p .

only ggﬁ%een made comments directly relating to the category. One

el

. Sal ,
& of the reasons for ‘thds may haVe been .that several of the sources

32re meant as manuals for teachers, and thus may_have assumed that

~

-
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the teachers u51ng the manuals already had a commitment and
appropriate sets of behaviors |

Sharp (1952) ppints out that some teaehers "take to
outdoor teaching quite naturally Others learn the new,techniques
gradually” (p. 21). 1In attempting to diseuss what these "new”

techniques are, Sharp (1952) says that one technique is the ability

_ to handle smal Avother is the ability to

"
& 3R

question properflﬁ'éabﬂggﬂson and Holtzer, 1965; Hug and Wilson,
1965; and Hammerman and Hammerman, 1973b). Another technique is

’ the ability to use the ”teachahle moment" (Hammerman and Hammermarf,
l973b, and Passmore, 1972) Teachers need to be ahle to direct
students in exploratpry learning and problem—solv1ng strategles‘
(Hammerman and Hammerman, 1973b, and Hug and Wilson, 1965) ' w

Hammerma and Hammerman (1973b) add that teachers need to be
flex1ble and 1mag1nat1ve/in using the outdoors. Smith (1957)Jsays
the outddor teacher needslan‘nnderstanding of the interrelationships
which ar .possible‘ih the odtdoor environment. ~He also says

- teachers, hould have the "technlques and’ dnderstandlngs needed 1n
teachingvi an informal outdoor setting" (p 121). Wilson says |
bthe teacher w1ll ”grow in w1sdom and skill too' (p. 233) as a

;result of partlcipatlng in. outdOor education One writer provided

a partial list of competencies needed byea re31dential camp

o

i.teacher. IR ' ;

1. An understanding of the underlying philosopHy of 1 - :
school camping
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2. An understanding of the benefits derived from school
camping in child development.

3. Skill in integrating pre~camp, and post—camp
experiences in the classroom 'so that the child has a

N continuing and total meaningful experience rather than
a.'one shot' isolated<fxperience.

4. An ability‘td\work effectively~wi;h é%oﬁpshand.to
provide children's groups with democratic experiences.

5. Skill in working with varying size groups in an informal
setting and in the oytdoors involving 'techniques of
group structuring'. :

6. An understanding of the Philosophy inherent in work
experiences in the camp program.

7. TFemiliarity with, and an understanding of, the natural
world, outdoor living and conservation‘aﬁd skill in
integrating these activities with t®e school curriculum
through direct -experiences. . (Gabrielson and Holtzer,

- 1965, p. 1) e~ : :

Several writerg suggested that outdoor education gave the
teacher a éhancg t0‘a$b1y what she had learned about child

develobment and learndng theory (Milier,"972; Smith et al.,

e 5

o . L . e .
19725 ‘and Conrad, 1973). Smith (1970) potnts out that "“A e

permissive Situation is created where teachers dare to teach in

accordance with what is known anut human growth and the nature of

iéétningﬁ (p. 7). _ Smith (19705vénd Hammermaﬁ énd Hammerman (1973b)

suggest thét,a teachér can learn'more about his/hef»pupils through

"outdoor education experiences. .
Smith'(lQS%), Wilson (1972), and Lewis (1975)‘aré convinced

~that.the outdoor learning‘whiéh,takes placé is a mutual affair

with the teacher learning alongside’theusiudenté. This will resﬁlt,

éay Miller (1972) and Smith et al, (1972) in a new percéption of -

self and others as well as becoming more creative (Lewis, 1975) .
v . P » /
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Several writers mentioned the affective dualities’needed
By;a teacher of outdoor education. He/she must have guidéﬁcg »
skills (Smith, 1957; Smith et al. 1972; and Lewis, '1975), be
warﬁ an? responsivg (Gabrielson and Holtzer, 1965; andIWilsOn,

'72);aand he/she must be ‘able to empathize with students who afe

experieﬁcing‘difficul;ies with camp life (Gabrielson aﬁa_ﬁgltzer,
* 19652i ' |

knaﬁp (1972) felt éhat outdoor education teachers; along
wipﬁ'beihg éqmpétent in ﬁany of the ébgvéiatéas, should also be

producers of knowledge for others to use. He states that researéh

a

in outdoor’ education could easily become a function of the

classroom teacher.
\

a

An area of’fairly‘heavy conceﬁtra;ion for several writers

s

was teacberveduCatiop in outdoér education (Smith, 1957;
Gabfie;soh aﬁd Hoitzgf,'196$; Conrad, 1973; Smith et al., 1972;
‘Passmore}'1972; Hammermah and Hammerman; 197§b; Maﬁd,gié67; andb‘
Lewis;‘1975)u"Withouf»exceptidn theée éuthors called for ﬁore
pre—servicefas well;és inééervice educatibn.' ﬁany ofithém fglt
Athat'ﬁniversities énd'tgacher educatioﬁ institutions‘were.not doing

an édequate joB,of ﬁre—séfvice.and'seVeral possible in-service
eWtensions were mentioned. '
Several writers (Péésmofe,‘l972;‘Wilson, 1972; Conrad, 1973;

and Hammerman . and Haﬁmerman, 1973b) felt that experiencing outdoor

-t .

- education wbuld bé"reWarding for a teacher and Smith:(I957).

suggested that teachers who experience outdoor education would then

i J
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arrangé a program for their students. Hug and Wilson (1965)
noted that, in order for a program tofbe successful, tﬁe”teacher
must be interested. h ) .
| Not al},teachers, hgwever, seem to be interesgéd in,pré?idiné
an outdoor education expgriéﬁce for fheir étudents. Sharb (1952)
stated that some teachers comﬁietely reéist,the new approach. j}
One reason fof this stated by Gabrielson and Holtzer (1965) was a
lack of preparatlon during pre-service, but they also suggesteg ;;aﬁ
fear of _the outdoars and lack of knowledge may account for the

~

reluctance of some teachers :o become involved. Many teachers
feel that they will not .be able to énswer\questions regarding
,outdoor'pﬁenomena so they refuse to.become &pvolvediin outdoor
educatien.
| ‘ N

One interesting point made by Smith (1957) was that the
methods and techniques attributed to outdoor education were equally
a; effective indoors if'utilized b& a good teacher. This led
Hammerman (1964) fo'ask for mofeiresearch on teaéherxbehaviof in‘
the butdoorsvas well as oﬁ'outdogr reiated teééhipgléompetencies
-which might be "included in pre—sérvice edﬁcation.

\> v Setting. Statements, ékp?&éit‘and‘impiicit, were made by
all authorsAfegarding this category( See Table 1). ' Although the
literature takes poﬁe of the pﬁysical differences betweén the
outdoors and the classroom, it doeés not explain what it is about

the outdoors which is able'to produce the effects mentioned in

the other categories. Abundant reference is made.to the
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'aVailaEility of direct experiences, the inter;élationships of'.
flora and fauna, and the opportunigiesffor social development apd
group living; Itiwould seem from the 1;terature th;; the

outdoors ig evefything the classroom is.not. There are, perhaps,

~3

' two points on Whizr the major difference in setting rests. The

.outdoors is a pl? e where students can see interrelationships

¥ - '
between objects{in nature as well as the effect of man on nature

1N :
. ﬁ?ﬁnxﬁyréuk”én. However, the case can be cogently made that,

1

Cwi )today's efficient and extensive techﬁology, these relation-

ey
shifg/ an be recorded and brought indoors, where: they can be
) v i -
viewed and reviewed at leisure. Wha: is there, then, about

actually being where the event is happening that is so much more

i

meaningful? The authors do not say.

L]

The second majorﬁﬁiffeience and one which is mentioned -

without exception by each writer, is, the concept of "

é;oupnesé".

Group living, democratic principles, community, laborato;y of human
reiatiohs, iﬁteraction, sociélizatioh - all these te?ms and more

are used by ﬁhe éxperté to idéntify something unique abouﬁfthe
outdoor setting. /The.camp‘setting with its ‘more lengthy period of
togegperness, méy provide thefstage for development of learning
and\behaviogs which.thé school setting, with its limited temporal
kﬁ;at;rés, cannot provide. Certainly, none of the‘authofé are
:desérvibing the same outdoor setting. Whether éw jlork, Califomia,
Toronto, of,Edmonton, the only commonality about the settirigs

mentioned in the literature is the fact of being away from school.

Perhaps it is the fact of a new and different setting with new

N
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and different expectations, where the common modes of thinking
and acting are temporarily suspended, that is the real setting

for outdoor education.

Instructional Differences. Perhaps the statement most often
occurring regarding instructional and methodological differences

" between classroom and outdoor education is that the latter is not

O

a new subject area (Smith, 1957; Gabrielson and Holtzer, 1965;
- Hug and Wilson, 1965- Mand, 1967; and Lewif, 1975) but -a new method
-of . educatlon - one in which the primary object is integration of

\

subject matter_from other disciplines. This, was irst‘stated by

*

Sharp (IQEE) "Outdoor education is a method of teaching, as well
as a principle of using the out of doors whenever possible" (p. 20).
This concept has been supported by Smith (1957), Hug and Wilson
(1965) ,.. Mand (1967), and Lewis (1975)

Closely allied to this coneept are those who think of
outdoorveducation as a 1earning climate (Smitp, 1557; Cabrielson
and Hbltzer, 1965; cariison,ﬁlsss Smith, 1970; and Smith et al.
‘i972)5 Smith (1957) has referred to outdoor education as both a
ﬁethod and a learning ciimatef At the same time he has.also stated
that "conservation is the subject matter ot:extended outdoor
experiences Participétionbin a democratié community, the living .
eXperiences of students working, studylng, and playing together -
these are method" (p. 23-24). | If this appeats sogewhat confusing,

it must be remembered that Smith (1957) was one of the early

writers' in the field and that outdoor education has developed frem

e
s
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a knowledge base about conservation to developing an a;tiﬁudinal
ethic. (Lewis, 1975) o; sense\of stewardship as educaﬁion~hés
become progressively mére concerned with the develoément of values
in studéntsi

Ofher instructional methods refefred to in the literature
include. the use of problem solving (Hug and Wilson, 1965; Wilsof,
1972; and Smith{ 1972), diréct tgaching and experiencg (Madd,‘1967;
Smith, 1970; ?éésmore, 1972; Smith et al.t 1§72; Hammerman and
THammerman, i973b; and Lewis, 1975), and activity (Gabrielson ané
Holtzer, 1965; Wilson,.1972;'Passmore, 1972; and Hammerman and
Hammerman, l973b); Knapp (1972) does not agree that these are
méthods of outdoor education per se but rather that outdoor eaucation
allows them to function at a maximum. nglé not dié;greeiﬁg with
the methods of direct teaching and préblemfsolving, Miller (1972)
and Hammerman and Hammerman (1973b) p;iﬁt“out ph;tloutdoﬁf
Qeéucatidn functions.frimarily;as a ch;nge agent in:reorgapizing
and integfating the curriculum, |

Lewis (1975) would agree with reorganiza&ion of the:
curriculum. Garrison (1966) would like to see the curriculuml
'revi;ed totally in line with the objectives of Qutdaér education.;
Smith et al. (1972) and Hammerman and Hamﬁermanv(l973b) do not
Aégree. To them outdoor educatiég,is an énrichment of the
existing cufficulum.

To‘Wheeler and Hammerman (1973), the materials of the
curriculum exist in the nétural world, while Gabrielsén and

R
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J”Hblgzer (1§65) and Mand (1967) declare that materials for outdoor
edu;%tion are unlimited. - Agreement on what should be the content

of oukdoorleducation is visibly absent as many wriééfs:présent
\ | . ,
'activiﬂges which they feel should be covered in outdoor education

‘with/l{ttle commonality (Hdg>and Wilson, 1965; Gabrielson and

'

Holtzer, 1965; Garrison, 1966; Mand, 1967; Smith, 1970; Smith et

- aly, 1972; and Hammerman and Hammerman, 1973b),
. \ ' -
'\{€ is exactly this lack of commonality in materials and

A -
disagreement regarding -methods 6f instruction that Knapp (1972)

strikes out{ against. He argypes that outdoor education does not

have an adeq?ate theoretical base and that instructional methods
and materials gﬁould be based on research.

Presently, outdoor education is functioning in a
partial vacuum, almost totally devoid of current knnowledge
from other disciplines. Professionals must be aware of
current knowledge concerning learning theory. They must
know the implications of the many new curricular programs’

- for their. field. They must understand the complex problems
that are entailed in the process of curriculum change and,
more basically, of human change: (p. 117). T
knowledge is often accepted on a basis of authoritarian -
valué judgment alone. The outdoor curriculum has,a valid
place in the school; however, the selection of these
learning experiences must be justifiable on a scholarly
basis and eventually supported by valid ‘research. (p. 148). -¢

’

Interaction Differences. Only one writer did not note any

advantgges or disadvantages of outdoor education in this category.
Generélly the statkments,\comments andnopinioﬁs can be divided
into‘four subgroups:bthose»dealing with democratic learnipgs;v
tbose_dééling_withlgfoup processes; those dealing with cooperative

planning; and those dealing with student-teacher relationships.
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Most authorsvprovided statements on the efficacy ot the |
outdoors in promoting democracy or democratic principles (Sharp,
.1952 MacMillan, 1956; Smith 1957; Gabrielson and Holtzer, 1965.
Garrison 1966; Coburn, 1968; Smith, 1970; Wilson, 1972; Smith
et al., 1972; Masters, 1973; Wheeler and Hammerman, 1973; and Lewls,
1975). The essence of these statements seems to be that‘grbupa in
situations where they are living together tend to develop
principles of democracy and ‘good citizenship. Activitiee»such as
running a camp store or bank group decision-making in the daily
planning process, and learning to accept the will onf the majority”

were seen as contributing to development of ‘demucratic principlea.

1 o P
. Closely conneg&ed} with statements about democratic W\
- : i o -
. _ i 1
learnings were fstatements regarding the necessity and value of “N;

group processes in the benefits of outdobr education. Implicit
: Y,
in most statements was the idea that these processes either do not

occur in the classroom or function minimally Again the concept

seemed to be that these group processes which strengthen character,

teach relating one's self to others, and indicate wfllingneSs
aseume responsibiiitj,'Were facilitated by the'tptal=li;iné
expérience.‘"Frequent mention was made to thi; effect of worki 2,
eating, 'sleeping, and interacting-together as the facilitating
arrangement (Sharp, 1972;'MacMillan, 1956 ; Smith, 1957; Gabrielson
and Holt;er, 1965; Hug d Wilson, 1965; Garrison, 1966; Mand
1967; éohurn, 1968; Hopk s, 1972; Wilson 1972; Miller, 1972'

Passmore, 1972; Smith et al., 1972; Conrad 1973; Masters, 1973;

Wheeler and Hammerman, 1973; Hammerman and Hammerman, 1973b; and
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Lewis, 1975). While not disagreeing with these statements,
Hammerman( 1964) wisely points out the need for research into peer
relations and group social structure before their opinions ‘can be
‘fully accepted. "

Fewer authors mentioned the role of pupil planning in the
~ontdoors as one of the significant advantages of outdoor education,
: bpt those that did‘indicéted that they felt this to be an extremely
importent factor in 1inking the students and téacner and
eontributing to the success of the outdoor program All felt the
planning experience should begin in the classroom and continne 4%
outdoors contributing to group cohesiveness and morale (MacMillan, i
1956; Smith, 1?57; Gabrielson and Boltzer, 1965 Hug and Wilson,

. 1965; Mand, 1967 Smith, 1970; Smith et al., 19723 Wheeler and

Hammerman, 1973 and Hammerman and Hammerman, l973b). . : Lo i

The final aspect of the integrativeness of the outgoor

education setting to be dealt with here is that of studené-teécher

relationships. As early as 1952 Sharp pointed out that "with the-

H
- s

spirit of observing together and learning togetherﬁcomes a bettbr:fx

~

relationship between student and teacher" (p. 21), oes on.t6

1A
T S .
P
BN

In the outdoor classroom the student stands besi&e Ehe
teacher; they are facing in the same directiqn,zlo6king ¥
toward the object that is under observation, gy~ are !
partners in learning. Teachers who have giveuwont&%or,
education a trial are quite emphatic in sayin ‘§t proves
the chances for mutual trust and confidences hp'd*they say. .
further, that when they g0 into the indoor clessrogm with =~ - -
these same students, much of the stiffness “ha§ j out - of

the educational process, to be replac ‘a akiind of

eagenness never before seen within al

say that:
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Smith (1957) says teachers and pupils have a "better understanding
of each other" (p. 31). It would appear that the old adage 'the
~ teacher becomes a human' applies here, and that students éctually
observe the teéchegj}n.a human role, eating, sleeping and relaxing
with them. Hug and Wilson (1965) indicate that "Teachers and
children begin to know each other in a way that produces mutual
éSteem,‘fhé basis of rapport" (p. 2), while Passmore (1972) agrees
and extends the idea»further by saying that ''they can develop a
completely new Rind of teacher-pupil relationship;Qithout losing
eithér the réspect or control ‘of their pupils" (p. 30). This
improvement in teacher-student relationship is noted, as well, by =
other writers in the field (Gabrielson and Holtzer, 1965; éarrison,
1§66; Mand, 1967; Cobu;n)"l968;'%§ith, 1970;'h0pkins, 1972; Miller,
1972; Wilson, 1972; Smith et al., 1972; Conrad, 1973; Masters, 1973;

Hammerman and Hammerman, 1973b; Lewis, 1975; and Jacobson and

Polaﬁskf, 1976) . Hammerman (1964) injects hig usual note of
_caution and again asks for research in the area before these claims
can be accepteq.

It is clear, then, that writers in the field believe
strongly that outdoor educétion:has many beneficial effects on
those who engage in this d}rect experience form ¢f learning. It
is also tfue that statements made by 'experts' are notvalw§§s
proven. to be‘true. It is important to see if research can supportﬁ

the claims made in the general literature.
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‘Selected Research/Literature

The thirty—nine researchers mentioned in thisg section have
:been selected from the studies available both complete .and in

h abstract or periodical form on the basis of their perceived
hrelev\nce to this study (See Tabﬁe 2). As in the previous section
on’ general literature, the studies are discussed°in five B
categories representing possible contextual gffects exhibited

or influenced by outdoor education The categories are: Student
‘.hehavior (including experiences and ‘attitudes), teacher behavior
v(including experiences and attitudes), setting (phys1ca1 differences
'from the classroom) instructional differences (intluding methods
and materials), and interaction differences (such as democratic

‘behavior learning to get along with others, and improved student—

. teacher relationships)

' Student Behavior. Several suB—catégﬁmies seem to be apparent
"within this;larger context. Of the twenty—fiye studies which

) indicatéd effects or’ p0551b1e effects in this category, six

&

mentioned skills, eight mentioned achievement, seven mentioned
. ‘ , K
cattitudes, six mentioned self—concept,,while new experiences were

reported ontce.

- Both inereased mental and'physicallskills have been reported.
4Coren (1970) concluded that campers in a six week day camping
'experience made greater development than non-campers. This was
true'for‘both boys-ind girls. A study of children from deprived
areas in'camp situa;ions by the Milwaukee Public‘Schools (1966)
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‘indicated that these students gained by having new recreational

 and vocational opportunifies, Risdon (1974) 'surveyed outdoor

J critical thinking

education programs andwrgported that personal growth in
cobperativeness, judgment and responsibility were some of :he
major outcomes of the programs. fCragg (1953) reported greater

intellectual development‘among campers, while Kranzer (1958) stated
5 4 . ‘ /v/,', -

" that low mental ability students showed an increase in criﬁical

thinking ability. McNamara (1971) also discovered an increase in'

as a result of .an outdoor laboratory approach

. in teach§§§&§éiencc.”

" biological investigations, and in understandimg Science as a e

N -
%

-
[t

s e )
'KSéveral researchers claim that outdoor‘education experiences

"

”incréase learning and scholastié achievement. In 1969,.Réed

discovered that evidence of pupil gain from field trips was a .

5 v o ‘ _ . »
_ﬁgjor encouraging reason identified by teachers and administrators.

-

Cﬁ;ou$ér {1970) reported significant gains in student understanding

of tﬁrée SCiencé concepts, in the specific principles of laboratorng:

%

L]

‘p:péess, as a result of/dtilizing anﬁoutdoof laboratory approach
in Scignce,teaching.vvM¢Namaré'(197l) aléo féund significant'%ains
in siﬁgle Science coﬁcepts aé‘g'resuit of éutdoor iabqratory
investigationéﬂ A sign{ficant increase in student ﬁnderstanding

;df'three ecological qqﬁcepts as a result of a field trip was

nﬁfeported by Slater (1972) and Jones and Swan (1972) surveyéd parents

of students involved in two camp programs and found reported -

increases in knowledge -of conservation practices, ecology and
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pollution‘problems. Cowan (1972) noted an increase in vocabulary
-as reported by the teachers he surveyed In an experimental’study
"using an outdoor education technique Wilcox (1976) found significant
‘.increases in performances in Language Arts, Mathematics and,Science
by the treatment group.‘ Greater cognitive gains were reported by
' Peck (1975) among students using outdoor settings to learn environ- -
mental education‘objectives. ‘This was supported by Brekke who |
reported that theiteachers he Surveyed felt "outdoor educationtnade
classroom learning more meaningful" (p. 104) .
Seven researchers reported attitudinal differences due to
. outdoor education. : Jones and Swan (1972) reported that parents
from the twolcamps surveyed felt’ their students attitude toward
" school had improved The same finding was reported by Cole (1957)
”1n comparing groups of adolescent boys identified as potential
pdropouts Gibson (1966) developed an instrument based on Guttman
scales to measure attitudes of students exposed to a camp
expeqience\and found significant improvement in all areas tested

»

Improved student attitudes toward field trips were reported by - T
fc-

- feachers in a study by Reed (1969) This. finding was supported ib

&
f-another study. of teachers by Meropoulis (1978) whose teachers felt
that outdoor education has a positive effect on student interest |
yand student attitude toward the outdoor education approach.
Attitudes of students .toward outdoor concepts were significantigbg
vincreased following a period at’ .camp (Millward 1973), and were

even more positive three mqntpsvlater} Becker (1977) found-increased

U P SRR
SR,
N < R A
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student® attitides toward conservation and human impact as a result

o4

- of a‘ )‘idential outdoor education experience.
‘k : B

The area of improved self-concept was investigated by six

researchers all of whom reported positive increases as a result of
)

outdoor education experiences. Beker's (1960) experimental study

showed more positive feelings toward themselves after a camp -

experience. The changes were of greater magnitude than the control
group of non—campers Davidson (1965) studied two camps with
different curricula Jbut found positive self—concept change as.a
result of both campsy The parents of students in both camps |
surveyed by Jones and Swan (1972) reported positive increases in
self —concept in their children : In comparing groups of
economically advantaged and disadvantaged students at a camp,
Fletcher (1973) found positive increases in both grou@s._ A study

by Krieger (1973) showed significantly positive increases in self—

~ concept as a result of a camp experience as did Thompson (1975) in

§

_her study of university students in a camp situation
Rupff (l957),'in examining the obJectives of a ‘school camp,

found that the students reported new experiences such as eating

" new foods and learning about'nature Implicit in many of the studies

mentioned above were new. experiences for students, but, since’ the

sourceg examined did not specifically report these, these sources
T .
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Teacher Behavior. In contrast to.the,first category
mentioned, only fiine studies reported the igfluence of‘outdoor
education on teacher behavior, experiences, or attitudes. Berger
(1958) identified a number of competencies in the areas of basic'
camp'skllls and knowledge for teachers of outdoor education
activities. This study \wis. followed up in, 1973 by,Hoit who listed
115 teaching competencies for outdoor education teachers. These
were listed in the areas of subJect matter, school camping, and
adJustment of pupils to total- living camp situation These studies

vsuggest that there may Jell be some types of competencies necessary
,for teachers-of odtdobr education. Kranzer's (1958) findings seem
to support this:- He developed a rating scale for examining the
effectiveness of teachers andhconcluded that the "camp improved the
teacher's personal effectiveness" (p ‘83) Hauserman (1963) found
that student teachers W1th an outdoor educatlon orientation were
;warmer and more personal and had a greater behavior pattern. |
,Mécgrmiék\(l9§7) reporteddthat‘teachers using an outdoor 1aboratory
changed their‘teaching practices, while in the same. year, Rhead
(1967{ suggested.teacher education training programs be developed as
a result of his_survey of existing programs./ Several'years later,
‘phristie (l§72) reported that outdoor education teachers show more
‘gflexibilitv in their teaching practices_and'that‘teachers with.
i‘enperience in outdoor‘education_adequatelv met the.needs of programs,

but that teachers,with-experience and course work in outdoor

.~education more thanjadequately met the needs of the programs. Two

."\ ‘
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surveys of»Alberta.teachers indicated that‘teachers become more
inwolved'in outdoor education as a funﬁtion of their interest:
(Cowan,.1972),and practicing’outdoor educators could: vary their
approaches more than teachers not active}in outdoor education :
-(Meropoulis, 1977).

Setting Although effects of setting are implied in most,
i1f not all, of the studies reviewed, only one researcher‘
. specifically mentioned it as a source of’influence Cowan (1972)

]

in- surveying teachers found %ﬂ’z the use of outdoors (as a separate
'environment) put'stress on students to be aware df the natural
environment. He also reported that setting to provide "a more
‘ permissiveiatmOSphere" (p.'103),\and suggested it‘was "motivational
ifor creative writing".(p. 104) . Ehe setting was also seen as a

) negative factor in that it influenced teachers not to use outdoor

education because of the weather

InstructionalvDifferences. This category is somewhat

7

' similar to the teacher behavior category, ‘but the emphasis in tha@ve

[

category was on behavioral change while in this category it is on
methods and materials specifically mentioned as being necessarily

differeﬁt because of outdoor education ‘James (1969) examined school
. .") Q
curricula for Alberta in all subject areas in grade% % for

»: 2? .
conceptual frameworks. She then provided specific;é% dvities for

each of these frameworks. .Most of these activitie%gwould require at

least some time in the outdoors for their comp%etion. Modisett

(1971) surveyed teachers, principals, curriculum directors, and

*u.
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, supervisors to determine specific curriculum experiences for
outdoor education. Though’there was 1imited agreement on
objectives to be included, respondentsvtended to place the
experiences inla separate outdoor education.course.*\Usingithese
experiences, Modisett developed a college course in outdoor
reducatipn. ﬁﬁillward (1973) attempted-tolexperiment with the
'effectiveness of two.different teaching methods in teaching
students attitudes in outdoor education. Althouéh the.attitudes
of_the students changed significantly, there was no indication-
that the teachers were-using the affective strategies presented

to them through in;service workshops. bRisdon (1974) found in his %‘
survey of outdoor education programs in Alberta, that most programqf/

“had teacher—preparedrcurricula. This suggests that, if unique

. outdoor education experiences do exist, they are not in a useable
form for teachers. After comparing the effect of different settlngs

. for teaching specific environmental education objectives, Peck

(1975) concluded that the outdoors could be an effective educational

<

tool.

Interaction Differences. Due to the nature of the inter-

Iy

action differences in_this category,‘it is diVided into two-
'/sub—categories, one consisting of thosevstudies which deal with
social interaction among students, and one in which studies
concerning student- teacher relationships are discussed

Social growth of pupils in one form or another l:‘reported in

all studies examined in this category. Pepper (1952) found school
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camping made significant contributions.to social living He
found that learning to get along with others, making friends, good
manners and'social relationships to be among the campers' most
important values, In his survey, Margulis (1952) found social

living ranked first as an import;nt outcome by his respondents

PN

In a study of the Verona School camping’program, Rhoades (1953)

made recommendations for improvement of the camp. Sociometric shifts
within classes after camp was one of his focuses. The main emphasis
in Kranzer's study was on pupil behavior change as a result of
camping, Scales‘and ratingsLused as well as interviews with
personnel and pupils led.him to conclude that important social

changes do occur among pupile during camp. A study of self-

concept change and patterns of’social relationshipvin school

J

vcampers by Beker (1960) indicated positive directions in social
relationships.x Davis (1960) 1nvest1gated school camping and
friendship choices and found that

The results of this study bear out the contention that -
- ‘friendships in a participating class are affetted '
significantly by a school .camp experience. After camp,
more children were named as friends than before camp. (p.- 310).

Stack (1960).investigated attitudinal\ outcomes as well and came to
» \
the conclusion that school camps provide uniéue opportunities for

sociai\change. Positive social Frwas -also. revealed by -
. \ / emae
Davidson in hi\\studzhof,camping Gibson (1966) uncovered a - e

slightly different version of the importance of social change. He
:discovered it was possible to manipuldte the social change by
grouping in cabins. Shaw (1969) investigated the effectiveness of

]
o1

~.
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a travelling SChogl camp and found that, here too, substantial

‘growth occurred in social adjustment among both boys and girls.

In comparing day, campers to non-campers, Coren (1970) found that

ile Cowan (1972)
discovered valid social signifiEanze in camping as reported by the
- teachers he surveyed.- Fletcher (1973) found that both economically
disadvantaged and advantaged students improved in' their ability to
‘cooperate with others and showed improved social growth. Millward

(1973) also reported sociallzation change as a restilt of camp
”experiences Risdon's (1974) survey of outdoor.education programs
in Alberta revealed social growth to be the main objective of most
programs. o '55 i |

Student-teacher rgpport is another lmportant aspect of outdoor

edpcation and one which was mentioned often in the general, \\l
;likerature What does research reveal about this aspect of camping?
,Very little, really. Odly four studies are. concerned w1th student-
‘teacher relationships. Rhoades (1953) 1lists it as a focus point in
his list of recommendations on the Verona School. program Kranzer
(1958) tried to investigate it and foundqthat‘parent,visitors and
teachers stated that studeht-teacher relatioéﬁhips had improved

Stack (1960) surveyed pupils after a camp experience and found that’
student-teacher rapport had i proved in their eyes. Finally, Cowan

. (1972) reported that greater tudent teacher cooperation was an



important factor in influencing teachers to utilize outdoor
educatien. ' ’ . .

It would seem that, although there is 3'18283 number of
studies dealing with outdoor eaucation, most are of the
: descriptive variety. Many are sdrveye of reports eE»réactions to
5pxograms. Thesé are important, however, siece itois the' first
.step in the descrlptive—correlational experimental loop described
by Rosenshlne and Furst (1973). It appears from’ the limited .data

s

available that we do not yet know enough about outdoor education to
‘ strongly support the claim$ made by writers in the field. We are
still- at the 'hunch stage of research into this,important field

¢

of education. \\
Literature Concerning‘the Instrument .

This sectiof of the chapter wili}fecus on the eight‘
categories used in the instrument and the literature reievaet to
each. The categories will be broken down“into‘three major
ceptual groups consisting.of te;cher management categoriee,

( ithitness, Overlappingness, Smoothness and Momentum) , teacher»

instructional categbries *ersuasiveness and Clarity) and teacher

" (Warmth and Empathy) (Eggert, 1977).

interpersonal cat
Support from relevant literature for each will be presented.
Finally, since the entire insfrument was previously msed in two

stddies; these two_will be discussed Separately.
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Teacher Management Categories

66
The four categories involved in managing the classroom come
from the work of Kounin (1970)

"Withitness" indicates that the
teacher is aware of what is happening in the classroom or has
eyes in the back of her head' "Qverlappingness"
teacher's abilit{{to deal with more than one thing at a time,
"Smodthness

-

refers’ to the

+

v

represents the teacher's ability to control the flow
of activitigs within the classroom

i

R ’
4"

&
"Nomeptum" is the ability “of
the teacher to avoid slowing down the pace of the lesson

\ Dunkin
and Biddle (1974) point 0ut that Kounin was somewhat unique in his

vstratégies ;

: rés%arch in that he: began by studying classroom discipline which
leﬂ to research on five differént qualities of teacher—control
.f Thesp
[ ‘“h :

.
)
4
v
)

management
[“'ﬁ N

Te- analysis of his ddta Kounin developed several concepts of group

:

‘in turn, produced limited success.in their use
4 and Kounin judged he had been in error in his thinking

.
¢

After

&

four of which were chosen. for use in the High Inference
instrument used in this study and others (Eggert
“ .’ Marland, 19775 ‘

s, 19773 and

withitness was more strongly related
’

Koun1n\(l970) found that both withitnesszﬁnd ove:l;;;idgness
_were related to managerial success in the classroom but - that
”

Although the correlations
for overlappingnéss‘BEtame_insignificant when w1thitness was
.
partiallted out, Kounin concluded that

//\—-n C
T T"""w}/
Regardless of the type of theorétical linkage between

overlappingness and. withitness, the reality of classroom

e
dictates that both relate to managerial success and

o

o
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“unless some other technique is available- to\obtain

knowledge about!what is going on except by attending, one
- .can safely recommend that teachers engage in both

manifest oVerlapping and demonstrated withitness. (p. 91).

Ihe issue of movement management (1esson flow and time

‘ management) was divided into smoothness ‘and momentum by Kounin .

- Results indicated a signxficant correlation with student work

\ involvement and Freedom from- deviancy, but the correlations are

: I
higher for mFmentum. When smoothness was partialled out,

'momentum still remained significantly correlated with both work

S

, involvement of students and freedom from deviancy in recitation

‘settings However, the converse indicated that smootbness was not

B

. significantly correlated with either of - the two dimensions of work

involvement or freedom from deviancy. In seatwork settings,

k]

.neither smoothness or momentum was . significantly correlated with

vwork involvement or freedom from deviancy " Nonetheless, Kounin’

'concluded that o R T | « -

Considering the reality - that: teachers who avoid
ferkiness also avoid impeding and: slowing down movement - .
one must conclude that the dimension of movement
management , including both smoothness and momentum is

a significant dimension of classroom management (p- 108)

Dunkin and Biddle (1974) in evaluating Kounin s work . e

1

.summarized the strengths and weaknesses of his>stud1es.
,Among strengths. the concepts used are striking and”
original; the methéds employed for classroom’ observation b ( .
were sophisticated, reliability for coding judgments was. o
high; and above all, the relationships found between
_ teacher and pupil variables were ‘strong. . Among
weaknesses: the methods .used'for operationalizing‘concepts
in research were complex classrooms stmfies so far have -

e .



: been confined to- 1ower grades;. and "so far Kounin has not
chosern to study, or at least to report findings for,
process occurrencé or presage-process .or process—product
relationshtps. Thus, we cannot know yet whether Kounin's
variables are.related‘'to such outcomes as. pupil achievement
or attitudes or whether teachers can be taught to recognize,
change, or "improve" their managerial skills. (We suspect
that both kinds of relationships can be discovered, -but the

‘ evidence is simply hot in yet to check our suspicions) (p. 161),

This situation changed somewhat in 1976 when Brophy and

Evertson conducted their study on teaching and remarked

In general, our data provide stfbng suppott for: Kounin ,_f ;f 1‘(
indicating that the qualities associated with’ sue¥ essf&l ‘
classroom management are essentially those that he an& his-

ﬂcolleagues discussed -~ Furthermore, as it turns out, these

‘qualities not only were associated with successful
classroom management, but also with success in producing
learning- gains The reasons seem’ obvious: . teachers who

"have few. discipline problems therefore have most of their N
time available for teaching and are more: likely 'to teach S Y,
successfully compared ‘to teachers who spend significant o
amounts of time fighting for attention or 'trying to deal ° /S

'“VWith severe disruptions and discipline problems.-(p. 54)

In another study on teaching at the junior high school
'level ‘&nderson, Evertson and Brophy (1978), using high inference g
] Q o ‘%’f ’_ P L V.;’”“,H"f;‘ ,%‘F* ﬂ '
' measures, found tha ciassroom management variables were

-significantly related to achievement in Mathematics but not in
/.
English. This was true for general deScriptions of management’as

3

" well as for specificndescriptions of student’h%havior and
T 5 : Sen : -

classroom routines;’(}isted variables achieving positive relation-

_ships were; studént respect for teacher, student obedience,. teacher

~ consistency ‘in enforcing the. rules, teacher monitoring, and ¥
efficiency of'transitions. Examples of variahles nega ively

related to achievement were: high////hers of disruptive students,

\& g
/\.»’§ / "5“ i { o

‘classroom interruptions, and time spent in fooling around

S ’ ."{M '..’.(,



"

V4

’*Teacher Instructional Categories
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- ' | i i

Since Kounin's work.was, to some extent, related to

’ R v . . :
classroom ecology,(Gordon and’ Jester, 1973) and since these

variables appear to.be particul%rly releVant:to recitation

,settings (a common form of -instruction in.outdoor settings, it

seems justifiable toﬁinclude,them in this study.. Hanagement of+”
groups and discipline are common concepts to teaching generally

and may prove to be’useful-in.determining'change in teacher

behavior in.different setting contexts.

- . » .

In investigating the p0551bility of. teacher behav1or change

in a difﬁerent setting,»&wo variablesﬁgFre used which' r flected

<
A

the teacher's ability as -an instructor. "Clarity" measuned the

¢5Y

e #
teacher s ability to provide clear, coﬁgise directiovs and

; material which was correct "and suitable for the level of the
' students "Pbrsuasiveness» checked the teacher s ability ‘to
o motivate the students to accomplish the tasks related ‘to the lesson.,

Clarity Thls category was initially selected from a review,*a

.of research by Rosenshine and Furst (1973) which listed a number of

.promi51ng variables for investlgation.. Rosenshine and Furst (1973).

valuated ‘seven studies which used. the concept of clarity in

.'rating\§cales by observers. In all cases, signif%cant results were_

-

(obtained The concept of clarity,vafied somewhat in definition in

these studies and Rosenshine and Furst (1971) list these

L
differencesr : R .

BT RN - N ) N . . o St

Iy
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~f}ratings of clarity»receive

70

1. "Clarity of presentation."

2. whetggr "the points the teacher made were clear ‘and N
”'easy to understand” o
3. whether "the teacher was able to explain concepts ,
. clearly ... had facility with her material and enough
background to answegy her children s questions
intelligently" ~

4."whether the cognitive leﬁel'oﬁlthefteacher"s'lesson'
' appeared to be "just right most of the time" (p. 44).

The concept of clarity used in this study uses. all of the ideas

stated above. .

In another general reviaw of ‘teaching behaviors as related

o © . t,u’

tp student achievement Rosehshine (1971) lists eight studies in
. i PEd

which clarity uas‘us_ T:ignificant‘&esults were reported for all

. eight studies._ Howev-r, some confusion was present in the;

definitions - somre
y nal definitions were removed ,significant results were -

.‘ned in three studies and mixed results‘Were found 1in a ?gurth
)

Rosenshine goes/on to point ou ‘tHat high inference significant

e
trong support, while low—inferencef

' ratings'do.not‘appear as of den, nor~are they correlatedjas.strongly.
he:concludes‘by saying‘that "variabl s such as [clarity'fare highly
".recommended for tuture study" (p. 107). |
In 1975, Rosenshine reviewed tuo other'stuQies which

cdntained the concept of clarity. ?ne of the studies examined

-

i

coééege téaching and the ratings of inst uctor clarity yielded

b4

,referred to,clarity of-instructor-s voice. Once’

B

. significant positive findings.~ The othir study, using fourth grade '

w

tteachers, resulted -in positive but &o ignificant findings.

3

» <

&



: Rosenshine felt that "low correlations may have been obtaiped
because primary grade teachers spend little.time presentingb‘
material" (p. 24). “ . |

. Brophy and Evertson (1976) reported in their study that'

”the clarity of the teacher's presentation during lessons proved

to be somewhat important, particularly,for low SES children,&

although not as important as had-been predicted on the basis of RN

vearlier findings with older students" & 82) They went on to

suggesn that the reason for low correlations might be the lack of

ompltxity in the material prescnted by the teacher in the grades

in ‘which the stu¢yibas conducted (grades three. and four), and 12
“ > -

that a reasonable‘sup%;’”tion would be that clarity increases wi&h

! " rﬂ” . S BN o2 N » i

complexity of. curriculum - L ,fh'héﬁi ' ' . .

“dL ' ' S
Both the’ above explanatlons gﬂven for 1ow cogfelations are_“'

e

somewhat weak. Brophy and Evertson (1976) may . be corPECt inﬁﬁheir >

assumption that clarity increases with curriculum complexity from
.their;point of view. However, we hgve no reason to suspect that

: i
‘ material normally presented to a third grade child is, any less

complex to him than material normally presented to a twelfth grade

student is to that student. Similarly, Rosenshine s (1975)

v B

'\explanation of the low correlations in: the study he reviewed is,
Aalso suspect. While it may be true that primary teachers spend less

time 1ecturing, they may not, - in fact, spend less time presenting

[ 1)

and explaining material The ‘reason for the low correlations in Kf\

| both cases may s%pgly be that the definition of clarity used. in o,

o ﬁv
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both studies was too narrow.. Rosenshine (1975)", himself

oo narrev. - p

‘pointed out that broad definitions of clarity generally produce

higher and‘%ore significant correlations.

Persuasiveness. ,This concept-was’defined as.the ability
? : : =

’ o
of the teacher to motivaqp students to do the work or tasks

"demanding‘teacher7as“so

thich he viewed the behav

related to the goals oﬁ'the 1esson. The dimension may relate some~-

P - ]

Ryans (1968) pro

the’teacher as information

; fprbcessing and the teacher as\an info;EEfi‘ﬁ“_—stem” He: identified

‘five major categories for classifying teacher behavior.

, o 2
modeb is useful for describing teacher behavior, it would seem

possible teacher behavior changef" R IR

[

1. Motivating - reinforcing teacher behavior

2, Pr'esen_ti’ng‘— explaining - d'emo*ti‘ng- teacher‘behavior

_'3. ‘Organizing planning - managinggteacher behavior o

advising f@%eher behavior (p. 33)

4, Connseling
In his view, a significant amount of teacher behavior falls into each
cate ry and therefore, the’first category, containing motivating

behavior is important.: Motivating behavior and the behaviors

associated with persuasiveness are somewhat similar.. If Ryans
N , ‘ A~

age e . -

e v
th}atv, the ca%ory of pepsuasiveness is fmportant in stud: ng

£ . o -
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E Although no studies examined reported use of the r : .
e ’ A.' :
concept of persuasiveness (except those which used the entire
S IR S : . , e . :
instrument), several studies ‘used related low inference behaviors.
v ‘db :

‘ Rosehshine (1975) reviEWed\several programs which studied teacher "

RN

" behavior and found that stuifnt attention to task was positively S

‘and significantly correlated to achievement in three studies and not
) ¢

{_significantly correlated in another\ This would suggest that the

‘students of a teacher who is able to mofivate his students to, do

’tasks relating to lesson objectives,

_Iv

‘show increased academic - \

iy

achievement . The study also showed siﬂﬁificant negative
Q

*

correlations on - the variable of studenttinattention and misbehavior

SR . - . - &
in three of the four studies o s .
In raaerting the findings of their study, An pn , Evertson ‘
R .
),%nd Brophy (1978) reported that . B -

‘teachers produced more achievement when théir behaviors
indicated that they were concerned about. achievement
offered much -encouragement yto ‘their students to perform.
wellz and urged them. to taie responsibility for theirgq
_own work (p. M. -} ‘w;‘o-

‘Although these findings were true for Mathematics, they did not

Qccur in English In another n§port concerned with. the same study,
E:hrtson and BrOphy (1978) listed positive relationships with
3 achievement for "student volunteering and attempts on the part of

jthe teacher to ‘get students to respond” (p. 4) and "criticism of

] “ e o

"nonresponsiveness" (p 4) : They conclude that ”the picture is

A

[one of high task orientation, studenﬁ obedience, qooperativeness,

,‘even to the point of tutoring otherJ" (p. 4).. »In the same reportf

FZAN
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they provide information regarding negative relationships for
‘academ'ic\ achievement far "time spent in\bff-—ta;ak behavior such

- as talking..r" (p. 4). These results were.again only true for
Mathematics.‘ e B '. g

b

Student resPect o teacher may have some influence on a

-

teacher ] ability to persuade students to work Pritchett (1974)

&

@mfpund that a significant positive correlation occurred between

student attitude toward/the appropriateness ofsschool work and

/ S NN )
rga ey

teacher s pupil control behavior. A. sigpificant poéitive

correlation was also found ‘between student attitude toward the

teacher and the'teacher's depil control behavior

ya

Kounin (1970) also addressed himself to the concept of
motivation and on-task behavior of students in the formation of his

concepts of accountability, valence and challenge arousal, and

Lo
»

seatwork variety and challenge Accountability is defined as

communiCated knowledgeability about children s task performances

-

oo (p..123) and was found to have a significant positive correlatigm.
to student behavdor in recitation settings. Valence and challenge
‘,arousal are seen as "direct attempts by teachers to get the children Af~
more - enthusiastic, involved, or curious about academic activities

t_(p ©130). Significant pdsitive correlations were found for

>

. children 8 behavior in both recitation and seatwork settings.
B .v)'

Seatwork variety and challenge, defined as the degree to which pupils

Y
@

f'are given varied tasks to do, obtained significant positive
correlations for pupil behavior in seatwork settings, but only for‘b

'
Y
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all grades combined or for grades 1 and’ 2 only" (p. 137)
Although these categories do not equal the concept of persuasive-
. ness,-as used dn this4study, they do ‘indicate the importance. of

considerinf it as a dimension.u B Ly

el o ‘l" \ ) : )
Teacher Intezpersonal Categories . L S
P P INNFad

s Ig’is*hidely recognized that education has more than ¥
» R T b
'cogngyi"' *?ecgs on students. Good; Biddle and Brophy>(1975)

A
?&3 ‘ ¢, ‘ht% el ' .
' Astatelthatﬂbver_SOO studies have been completed on self-concept’ and

:fn the past ten yedrs. Most educational goal state-
afe the desirability of positively affecting students in
non—cognitf@@ ways. The measurement of teacher affective behavior

. and its effects.oh students has been a subject of much study and
mixed.results- g o
Warmth fklRosenshine 8 (1971) review of studies of teaching

behavior and student achievement, he lists sixteen studies in which.

student or observer ratings _on variables that might- be characterizedl

. A
) i

as 'teachervwarmth'fwere related to measures of student achie ement"-
(p 84) Four studies were posit?vely related four were mixgd and

eight were charactenﬂzed nonsignificant He points out, however,ﬁ

‘s [}

that "there were clear, consistent linear correlations between

. ratings on warmth and student achievement in. only one study"’(p. 91)

~

Many of these researchers used categorizations of warmth which were

quite different. Some used several dimensions which Rosenshide“(§9rl)

Y \ . e
L !

grouped for descriptive purposes.- ‘ w7 ‘ /-'
Ca Much the same approach was takeﬁ by Dunkin and Biddle (1974)
Their method was to, discuss the global concept of warmth o They y

}_ »:Vf e '}n ?f‘ 'f/'

fv’.
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then discdsslthe results of some 100 studies-in three separate‘
areasr(praisei tgacher acceptance of pupil ideas, and teacher
criticism; In terms of the global concept, the first.two should

. be positive_components,\while criticism should be“negatively

3 . -

related. They concluded that all three components occurred

frequently in the studies reported o .
Teacher use of praise and criticism are strongly
associated with teacher attitudes toward, and expect-
ations for, pupils, while evidence concerning these
matters is missing for teacher acceptance. ' Experimental
training appears to have the effect of inducing greater
teacher acceptgnce while few effects are reported for.
either praise or criticism. More relations are reported .
for the effects of criticism on product variables than for .

either praise or acceptance. (p. 127)

~Indications are that'the three dimensions‘repreSent.independeptnh¢
- . . L . @ . R
conceptsf ‘Two other conclusions seemed to be rele{gnt with regard -

: ;to’pupil achievemeht. High praise appeared to be a strong
. determinant of student learning, and teacher criticism'is related
in a non-linear fashion to achievement. Dunkin and Biddle.(1974)l

conclude that '"the case for warmth is also not yet demonstrated"

- A
¢

(p. 13). o

‘In another review of several more recent studies, Rosenshine

(1975)°found that »

Overall “teacher praise showed consistent, positive but

low correlations with student achievement. Praise of

student academic response had higher correlations than

praise for student behavior. However, the results were

not consistent for' academic. criticism - eriticism following

a student answer. (p. 63). o » I
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One study reported positive correlations for this category while

another reported negative results for the same category.

While many @f the studies discussed in the reviews mentioned
have had mixed results, other ‘studies have not. Johnson, (1973)
studied student teacher interdction in a Junior college and l‘

)
concluded that the ideal student-teacher relatidnship was

Qaracterized by an -#Bundance of positive communication statements

.In atudying a high school attempting to personalize and humanize

~:teacher—student relations, Barter (1974). found that academic

performance and attitudes toward school showed i nt as
. N - L .
student teacher relations became more persomal” an e. Borovetz

¢

e 4
(1975) examined students perceptﬁhns of the way they thought their

teachers felt toward them and compared these perceptions to e
achievement in Reading He found that achievement scores in Reading
improved when students perceived that their teachers regarded them
positively. 2
,-Perhaps one of the reasons for the mixed outcomes of these
studies on aspects of‘the global conCept of 'warmth' is the
~widespread insistence on‘correlating affective measures with
academic'achievement. 2erhaps more studies need to be done which
correlatéf;armth uith other attitudes'or self—conce;t. At any rate,

attempts to measure a teacher's affective behavior and its

*relationship to a change in setting seem justified.

s : '

%,
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Empathy. Understani}ng\and reacting'to a student's

‘feelings is also an important part of thejteaching proceés.
Ryans (1968)‘supperts this hy rhe categorf of counseling -
advising behavior" (p. 33) in his classificarion of teacher
"behavior. Carkhuff and Pierce (1976) sepport this view of the
teacher as eounselor. They see the teacher's role in c0unseling
or helping as having feur ﬁhaSes: "attending, responding,

personalizing, and helping" (p. 9). If the teacher is to fulfill

-

thig role in helping the child to understand and.reaCt to his
feelings, the teacher musg’ﬁave emipathy or be able'tolempathize
with the child. This is a.mbst important ability, particularly

in‘the 'responding' mode. The concept of émpathy in a'helping

LY

. /
relationship comes from counseling psycholog§ vhere it pldys a e

& . e . ’ o

. - ' o ‘ @

The control ingredient of the psychofherapeutic-process

appears to be the therapist's ability to perceive and

communicate, accurately and with sensitivity,‘the feelings

of the patient and the meanings of those feelings. By~
communicating 'I am with you' and 'I can accurately sense the °
world as you construe it', in a manner that fully acknowledges o,
feelings and experiences, he facilitates the patient's

movement toward a deeper self-awareness and knowledge of his

own feeling and experiences and their impact (Truax and ,
Carkhuff, 1967, P 285). o

major Trole. o . ' _ :

Carkhuff (1971) reports ‘the results of research learnings on the L
o . oo '.’"'*’,\“’,'",!y. i'f A
helping relationship.n, - ‘ - ) <W o

. r o e

o . ..

They relate to what makes a parent child relationship work. °-

They relate to what makes a teacher—student\relationship ’

“work. ‘They relate to what makes a counselor—counselee
elationship work.
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describe the results of one study. The researcher

Briefly the findings are this. The relationship ,1
between the helper and the helpee constitutes the core P
of all effective learning or relearning experiences.

The, relationship conditions enable the helper to understand !
the helpee, and the helper to establish himself as-an >
important influence or potent reinforcer of the helpee's v
behavior. . In this context, the relationship conditions -

enable’the helper to discover, develop, and implement ) *

courses of action or programs that are effective for the
‘helper. (p. 164).

3

- Carkhuff goes on to explain the conditions of the relationship.

- . .

These are, he says '"responsive or facilitative'" and "initiative

or ahtion;otiented" (p. 164). He goesron to explaiﬁ that}}he

i
. (4

responsgye or facilitative»dimensions

ihclude dimensions such as empathic understanding,

respect, and specificity or concreteness. The degree

to which the helper offers high levels of these

facilitative dimensions will*be related directly to

‘the degree 'to which the helpee can understand, respect, J
and be specific with himself. and, ultimately, others. v
(p 164) s . ‘ o o

-

What evidence do we have to support these statements of

the‘importance of empathy.in'teaching? In their report: of studies

® o

" on social interaction in the classroom Withall and Lewis (1963)

e

found that the more discriminating variables for assessing
student-teacher relationships were similarity of social
beliefs -between teacher and studepts, mutual personal

liking of student and teacher the teacher's skill in
developing harmoniots' reiatbpns with students, the- teacher s
effectiveness invcounseling ‘and the teacher s belief that

he has, an effective relatioﬂship with a student. (p. 695).

-

Dunkin and Biddle (1974) list only one study dealing with pupil

'self-toncepgh,the resylts of‘which-indicate that "higher teacher

-

' .praise is associated with more pasitive pupil self-concepts"

. . . t -
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(p. 122). 1t would appear that reviews of research have provided

few studies relevant to Empathy and the teacher 8 role as a

q "/
counselor. o “ .//
Rowever, several studies not ;fcluded in current reviews do

indicate some support. Chang (1973) studied university students
A
and their instructors and found that instructors rated high in

‘ empathy enhanced learning performénce more than those rated low in !
/ o

empathy Again at the college level Johnson (1973) found in his ,
: \ /-
study of teacher-student relationships that the ideal relationship

was characterized by many positive communication statements while -
the least desirable studenbbteacher relationship was characterized _"

by a. level where the instructor felt superior and looked dOWn on

K‘his/her students. The emotional level of this relationship was one

/ :
where the instructor drew dway from the student. Similarly,

o

studying student attitudes toward teachers and school at the junior
high school level Pritchett (1974) found a high correlation between
student attitud ; and teacher control behavior, emphasifing the‘
impoértance of interpersonal relationships in students' attitudes ah/

/
to%?rd schoél In Barter s (1974) study of . organizational change in

o

ool he found that student attitudes toward school and,’

c pl!fbrmance improved as relatij?s between teachers and

students became more humane and'pérsona . In studying sixth grade,
P /

°
¥)) . /7

creased- when they felt their teachﬂrs liked them Yy . T,

- L . o/



Although mixed results vere obtained by Anderson, Fvertson o

~and Brophy (1978) for emotive dimensions in their study of junior

high students,‘students tended" to‘react.more positively to teachers

.who were warm and personal in their relationships This seemed to °

Ibe true of teachers of both Mathematics and English Significani

results for several interpersonal dimensions and achievement A

. ,
however, .vere found only in Mathematics Perhaps the effect of an

I3

intervening’ variable moderated the results obtained with student

achievement_or perhaps, as some researchers have suggested (Dunkin; v
and Biddle, 1974), affective variables may be curvilinearly.

4

related to achievement. R 5"

Studieszhich“Used the Instrument
" Two' studies have used the instrument employed'in this study.
In a study on interactiue‘thought processes of teachers,’Marland
(1977) used the High Inference instrument to code’ teacher behavior
- and reported little discrimination among the six teachers in the
study.. The variables he - reported as showing the most difference were
’overlappinghess, momentum and{smoothness. Unfortunately, 1itt1e use
vwas maae”of the results.eXCept to show that ratings-on'empathy
generally tended torheilow,'and one category, withitness, tended to
support a conclusion regarding teacherfs reported perceptions in
stimulated recall interv1ews. , , '
The second study, Eggert (1977) used the §§me dath in

examining teacher behavior related: to pupil behavior, achievement and

attitudes. More extensive use of the data was made in  this -study’

§ - o . I
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vhich reported positive‘nonsignificant correlations among the g

v

‘ classroqm management skills and reéding achiizement, satisfaction,
t teachersdrating,'

cphesiveness.and self-concept. It appeared
“high on the scales.of withithess, overlappingness and_momentum

il Y

encouraged: L o .

1., reading achievement D - : f"j
2. happiness and enjoyment of the school and class .
(satisfaction subscale) B :

3. friendship and ‘closeness’ nith others in the class
(cohesiveness sub3cale) and -

( .
4. positive school - academic self—concepts (p. 166).

vSignificant negative correlations were obtained between competitive- .
ness perceived by students and withitness, overlappingness and .

' i p o R . . .
smoothness. ‘Negafive, hut nonsignificant»correlations were also

R .

found between management skills and friction. In non-teacher

directed settings, significant negative correlations were found

y ot

between withitness~and smoothness and student behaviorsewhich were
. . N

uithdrawn fearful and avoidant A”significant positive relation-

3

ship was found between overlappingness and student behaviors which
vere social and productive. In. teacher directed settings, a
significant positive correlation was demonstrated between momentum

' and student behaviors which Were adult dependent.

3

With regardhto instrUctional’skills (clarity and o
'persuasiveness), significant negative correlations were found

"between persuasiveness and student béhaviors which were withdrawn -

_and peer oriented in_non—teacher directed settings. Significant
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.

positive relationships occurred between persuasiveness and adult
;dependent‘studLnt‘behaviors in‘both settings. Clarity produced”
significant positive correlations in teacher directed sett ngs with
social productive behaviors and aggressive manipulative behaviors
in non—teacher directed settings,whilé negative significance was

found betdeendclarity and-absenteeism.

»

- In the category of.interpersonal skills, negative

correlations were reported for warmth and competitiveness, and

& )

between\warmth and other-directed task oriented student behaviors
in teacher directed settings Warmth correlated significantly and

positively with social productive behaV1ors in non—teacher directed

-

settings. Vo significant correlations were found for empathy
Fggert (1°77) summarizedﬁhis results with ‘the' High Inference

scale by stating . -
s . :

In summary,. teacher classroom managément skills are

'poéitively’related to*a sense ;isie;lvbfing by. the students,
sotdal integrative behaviors,. nd -adultitdependent task -
oriented behaviors. Teacher pehsua eness 1is positively
related to more desirable task oriented behaviors. Where
teacher warmth was in evidence students reported that they
did ‘not feel there was an over emphasis on being best or
first. The behaviors of children where warmth was evident
were more social and productive (p. 169).

E : N
It would:seem then that the High Inference instrument'has the

power to discriminate between tesdcher behaviors, and student
behaviors and attitudes Since it,covers the global range of
) teacher behaviors in most areas of occurrence, it is deemed suitable

B

for this study.
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N f:— ‘ Summary .

This chapter has dealt with three areas of importance to the”

study In the first section the theoretical framework of

ecological psychology was eXplained and outlined. The- second

" section included recent‘literature and research on outdoor
.education which indicate areas of ecoiogical concern and illustrate
gossib14‘sources of ecological effect on teacher behavior. The”

‘final sectdpn explained the categories of the instrument used and

- s

prov1ded support for their use in this study
' Chapter I1I dlscusses the design of the study and the
procedures used in collecting data The schools, teachers and

programs are descrlbed and the data—generating instrument

I N - . -
L]

explained. ‘ ' " : ' .



_ CHAPTER IIT - . N
DESIGN AND PROCEDURES

s/ . |
Introduction-// ’ }
. ) - .
The preceding chapter gave a/éescriptiOn of the theoretical
framework of ecological psychology on which this study is based.

It also previewed the general literature and ‘research in the area

y”,

- of outdoor education. The third section of the chapter dealt with
the justification of the categories of the instrument used in this
. study and revieued selected¥litérature relevant to’each category
as well as the two'preuious'studies in'which.%he instrument was -
used.» | . | |

Chapter Three outlines‘the procedure used in gathering data
on selected aspects of teacher behavior/ﬁn\classroom and outdoor
‘settings. Lt describes the schools and programs, the sample. ot
‘teachers, the instrument used, the administration of the study and
the method used to analyze‘the.data.

Background to Data Collection -
N .

Since this study was originally intended to contribute to a
larger study by angther researcher; the decision was made to have
both investigators trained in the use of the instrument. This
provided several advantages; One of the researchers was concluding
course work oma doctoral program'and uouidAhaye someuhat restrioted
availability for data collection:in the classroom.

—

85 -
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The availability of two coders for the,residential camp
:situation‘meant that inter-rater reliability checks could b
conduoted. As well, each researcher was able to offer some time
»€° conduct program activities for the participating choohs,ra
form of cooperatiue payment eagerlp accepted by the schoo s'either
to’ help reduce group size or provide preparation time: for other

a

staff, two areas of severely needed help for most progra

‘¢

The larger study was to utilize another instrumentkfor'
datafcollection in-addition to.the one used,in this study.i This
required hiring anothervcoder resulting in some ohanges in
scheduling which will be piscussed in a later section of this

chapter.:_ e

‘Identification of the Residential Camps

e , .Severaldparameters nere considered prior to selecting the
residential camps .to. be studied. It was decided that camp v

. programs should be an extension of the regular schoollprogram in
‘that several disciplines which would normally <occlr in the‘regular
curriculum should be represented in the camp situation. This

ér “

‘concurs with the prevalling philosophy of outdoor education as an
extension of regular schooling.

It‘uas also decided that, although size of student groupings
would probably,.be different than in a nornal classroom, each
teacher ohserved should be instructing groups'which contained many

g
‘of his/her ownn students. This reduced the possibility of changes

'occurring due to unfamiliarity with the group of students
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 The size of the groups concerned was not perceiyedﬂtgf_,ii.f——

b

‘be a confounding factor si::giifSt éﬁ‘;:%ss deal with different

group sizes in normal—clmﬁgio m $n is, in fact, was

o

perceived to be ‘the case Sdth ac,etsvselected for the study.
Each one utilized several différent group sizes in the classroom

: | ;
at different times for varying purposes. ‘

'

It was felt'that at 'the outset an attempt should be made to -

llocate residential camps of sufficient 1ength to allow for time

both to observe differences in behavior change and for these changes"

to occur;///For these reasons, an attempt was made to locate schools
with reeidential'camps of four days or moreiin length. After brief
consultations‘with central,office personnel in two large urban |
systems, the conclueion‘was'reached that a different approach.would‘
‘need‘to be taken. ”

Accordingly, a list of operating camps in the Edmonton area
was obtained from the Department of Parks, Recreation and Wildlife.
These, camps were contacted for the names of schools which had
reserved the camprfor_four days or longer: .The reasoning behind .
this approach was that, duerto financiai restrictions, most schools
"in the immediate area wouid'use_camps within a hyndred mile radius
of their school It wouid aieo facilitate data‘goilection for the
r,investigators and coders since travel time would be reduced
Unfortunately, it soon became apparent that the large

majority of camps were only two or three days in length or were to

occur either too early,'thus preventing enough time for pre-camp
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/observation schequles; or too late, leaving no time for Follow-up

classroom observatiov. - ‘ ‘
4

In yiew oﬂithese obstacles, several camps were identified
_through personal contact. Two of these were rejected as they
" ,

involvgﬁweither programs or groupings not representative of

normal school residential camp programs. One involwgs a sﬁall’group

‘ }x‘“_

regular school'curricdlum, while the other involved the teacher and

a small group of students from a split class. Preliminary

yoe

indications were that it was to be ﬁore.af a holiday than a valid
extension of school learning. One other school did nét wish to
part}cipate in éhe study. This left two schools.  One of these
schools had scheduled a three day prégram while thé ségond school
planned a five-day ixperiencef In this 1‘;tt¢r schoc.>1., two

v . A

teachers expressed wiilidgnéss to be involved -in the study. The

.

decision was made to utilize the two'schools and three teachers

‘'who indicated willingness to participate.

Description of the Scheols and Programs .

v

Scﬁool A. School A Qas located within the Edmonton Catholic
Sch661 §y5tem in a lower-middle class residential area of Ed?onﬁon.
With approximately 14 staff instruéting 260 students, it offered a
“traditional subject-centered curriculum in separate classroom

- -~
units..
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The residential outdoor camp program offered by the
school'included areas of study related to the school program
such as mapping, tree study, arts and crafts, and Indian culture.

: . -
Aspects included in the program;which were.not part of the regular
curriculum were acclimatization, canoeing, orienteering and
archery. . These studies were offered in blocks to groups Pf
approximately eleven students from the two grade six classes
involved. The camp instructional time during the thr%e-day camp
was divided into seven time blilks-each of which was one and one
" half honrs in length. No instructor was required to teach more.
than four of these blocks 'This meant that each instrhctional
group saw each instructor or éroup of instructors (only for the
canbeing activity) only once.daring the camp.

The school was fortunate in being able to arrange for nine
instructors, not all of whom" were‘teachers. This provided the
flexibility\required to schedule each staff“member into only
four out of the seven instructional periods. Non—instruction
periods were utilized by the staff in helping with meal preparation
supervision, preparation for instruction or other details
associated with camp life.

This camp program‘reduired that students ocdcupy tents at
night, thusigiving the-students experiences in group decision-

making and cooperative living. Each night at least two instructors

supervised the camp area until the students were asleep.
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Students were involved in planning for the camp

experience for several weeks prior to their arrival and they
v ~ o
were organized into groups for camp maintenance activities such

v

as dish-wasﬁing, carrying weter, bringing firewood, and cleaning
up.the camp area.

Instructional assignments begun at the camp were continued
A v - y ‘

v

after the camp and finished at school. ,
School B. School B was a public school located in a middle-

class urban area wifhin the County eof Strathcona. Enrbollment was
\ .
.. approximately 620 with 27 staff members. It, too, was character-

ized?by a subject-centered curriculum and traditional self-

i

contained, classrooms.

t

The residential program offered by this school was‘initially
intended to be five days and four nights in leﬁgth with students

leaving the school Monday morning and refurning Friday efternoon.

However, due to some type of wide—spread illness, the camp was
shortened by one full day and the bus arrived to pick up the
students Thursday noon.

The program philosopﬁy was interdisc%plinary in nature and

inc{gged actjvities in the areas of Langﬁage Arts, Matheﬁatics,

Science, ‘Art, Music, Social Studies and Physical Education. Eleven

-

instructors were utilized, some of them only part-time. Eight =

// "

instructional groups consisting of ten or eleven students were

formed from the three grade six classes involved: The students

participeted in pre-trip planning at the school as well as
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completing assignments after the camp during the regular‘schooi
program, 0 |

Monday afternoon all students and staff participated in a
k\ hike to an historic monument where they were given an historical

overview of the area as well as some Instruction in Inddan

cultural aspects. -On display were a number of historical artifact§

-

and fossils. The remainder of the week was divided into twelve
instructional blocks, one and one half hours in length. Four of
these blocks were tonoc;ur each day with the final morning reserved
for clean-up and packing: Each group was to participate in a full-
day trip in vehicles to some unusual sites‘in the surrounding
areaf Tuesday and Wednesday were set aside for this and four
groups with their instructors went each day.

This school decided to r;nt a camp with complete facilities
This’ meant that the students were housed in cabins and a cemtral
lodge was—:sed as a dining area and general meeting place as well
as the ceﬁterlfor beginning a ﬂumber of instructional activities:

‘ . }

Oqé staff member proviéed an overnight 'sleep under the stars' at a
1ocation,away from the camp‘for interested étudents. Two stéff '

members were on supervision duty each evening until the students

- were asleep,

An unusual feature of this camp was arl evening in the
middle of the week set aside for parent visitation. Families of
the students were invited to visit the camp and have a cook-out

‘supper with their children. Activities in which ‘the whole family
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céuld participate were provided by students and staff. One staff
member wés an Australian and had brought some boom;tangs with
him so the group was treated to a display and explanation of

boomerang throwing.

" The Sample

The sample for this study consisted éf three teachers.
‘Eiog;aphical data for each teacher was obtained by the use of a
simple form (See Appendix A). Parts of the data obtained for
each.teache{ are given below aﬁd also shown in Table 3..

Teacher A. Teacher A was a male, fofty yearsvpf age, with
six years of training and seventeen years of experience teaching

4

\%Frades three to twelve. He had three degrees wi}h majors in
Secondary Education énd Economics. Exferience included teaching‘
all elementary subjects and Geography, Social Studies, Economics
and Physical Education at-the secondary level. - Of the three
teachers, he had the most traiﬁing and .experience.

This subject was, dﬁring the period of study,\th@ principal
of his school and has been an administrator for 12 yeafs. As
prin;ipal, he was not in full-time teaching contact with the
students involved, but did teach Social Studies to one of ‘the
classes involved. The area 6f his responsiSility at the residential

camp was mapping, an area easily within the confines of the

discipline he was teaching.



*\

93

Other full-time jobs held included work in lahoratory
sales and refinery maintenance. He had worked with youth in -
several capacities with Cub_ Scouts and as a coach 1in community
league hockey and soccer.

Teacher A had no formal preparation 'to teach eutdgot
education other than school beard in-service activities and
participation in some camping experiences. His major reason for
participating in outdoor education programs was-stated as interest.

Teacher B. Teacher B was female and twenty-three years

. of age. It was her first year of experience after completing a

four-year education degree with a major in Special Education.
Since it was her first year, the only grade she had taught was
the grade sixg¢glass currently being instructed. .She was instructing

her class in all subject areas except Science. Her area of

. instruction at the residential camp was in the field of Language

Arts. ‘
| Although she had held no other full-time jobs, she had
worked during vacations as a pleyground\worker,.an'institutional
aide in a mental institution, and as a substitute teache:i
Teacher Bwhad no formal courses in outdoor education and
this was her first experience in a residential camp situation

She .did, however, indicate outdoor interests such‘es camping,

canoeing and hiking-

o



Table 3 -
' Selected Characteristics of Teécher Involved in
)-' AN . .
t/g_Study
. f
1
A k‘ R ]
-Characteristic “Teacher A Teacher B- Teacher C
Sex Male Female Male
Age 40 23% 29" <
' Years of Post- -
Secondary Education 6 & 4
« .
Degrees B.A., B.Fd B.Ed. B.A., B.Ed.
: M.Fd. '
Majbr/Minor Fconomics Special Psychology/‘
: Fducation Fnglish
Years of .
Experience - 17 1 3
~Grade Levels Taught 3 - 12 6 3-6
Subjects Taught Elem. - all all all
: . Jr. High -
. Geobg., . 5.S.
- Economics
Sr. High -
Phys. Ed.
Courses Taken in
Outdoor Education 0 0 , 0
Number ofzother jobs
held dealing with ~ .
youth (full-time) 0 0" 1
Number of other jobs
.dealing with youth
" (part-time) 2 3 3

94
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Teacher C. This teacher was male, ‘twenty-nine years old

and “had comnlefed ewo degrees giviné him(four yearélof training.
He had majors 'in Psychoiogy and'English and three years of
teaching experience in grades three to six teaching all subjects.
Durlng the year in which the study was conducted Teacher C taught
all SUbJeCtS except,Mus1c to his studentS*and, during the camp

" period, his area of instruction incluyded Language“Arts and Science.

Teacher C had held former full-time jobs as-a reta11 dlerk

market gardener and as -a child care therapist. Part—time JObS

which involved working with youth included 'youtn worker',

q

recreation coordinator and lay counselor with bivision 1 age
children (6 - 9).. This teacher's former ‘experiences working with
youth were the broadest of the three teachers involved.

This teacﬁer, too, had no formal preparation for involvement

7
v

in outdoor education, however, he did have experiences for several
months camping with'problem children whose ages ranged from six

to sixteen. He also indicated a strong irnterest in outdoor

N

recreation activities edch as YWiking, fishing and;camping.

Rater Traihing

Training consisted of approximately six hours of initial
discussion on the scales and their meanings in order to clarify
the categories in the minds of the raters. The trainers were two

of the researchers who developed the instrument so .the relative

meanings of the categories remained constant across the studies in

¥
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which the insfrument was used. Practice in the usg/of’fﬂgr

A

instrument was ghenJcarried out in several schools not-used in
the study. Approximately six.to ‘twelve hours of discussion
relative"to'the ébaiés was used for ipurposes of further clarifying"

the use and meaning of the categories and correcting any

misunderstandings which may have océﬁr(sf; During the process,.

trainees were réquired to think of specific examples of teacher

' behavior ‘for each of . the graduations’ of each,of'the'scales.

¢

Further practical experience was obtained in different

situations, both indoors and out-of-doors by Bothhraters to see '

if the inStrument was practical in different environments.

Practical training continued until both raters achieved the
'ﬂ .

criterion level of 80% considered to be adequate by the developers.
Raters were checked both against the developers and against

themselves for agréement. A total of at least six hours of practical

. ]

experience in coding was .obtained for each rater.
Rating Procedures

Three ratings of three minutes apiece were taken on- each of
the first fozr categories of Withiﬁness, Overlappingﬁgss, Smoothness
and Momentum with one minute between each ratingvfor thelpurpose of

\
recording the ratings. It was felt that a period of three minutes’

f d‘
was necessary to obtain an impreksion of teacher behavior sufficient

to make a judgment in each of the categories. During each three-

.
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minute period, the'rater examined the behauior sample observed .
for evidence of behavior rel tidg to the four categories being.g
considered. During the one-m ute interval between ratings, an
judgment was made'and recorded for each'of the iour categories.
Following the- ratings of the first.four categories, three ratings
of three minutes apiece were ‘done for the last four categories
of Clarity; Persuasiveness, Warmth and Empathy, again-using\one'
minute between obserVational periods for recording the ratings.
This procedure required approximately one half hour of class time.

The three ratings obtained for each category were averaged
. to obtain a mean rating for each category for each-class period
observed. These means were used to obtain reliability checks- when
two raters were present and for purposes of data analysis.

Four‘nalf—hour rating periods were obtained for-each'bf‘
the threeatime“perioéérfor each sc¢hool used in this study. This
resulted in six hours oflcoding‘time per teacher, two hours prior
to the residential camp, two hours during the camp and two hours

following the camp.

Inter-rater Reliability

Inter-rater reliability was calculated using percentage

agreement between the two raters using the formula:
“ . By - Ry,
Percentage agreement = (1 - 4 ) x 100 %

where Ry and Ry represent the highest and lowest mean ratings

respectively on any one category for any one period of observation,

N,

M A
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with 4 beingAthe maximum difterent'possible:on the'fivefpdint
rating scale‘ | | N

Inter*rater reliability figures obtained during the t
trdining period are presented in Table 4 As well, reliability X
checks were made during two phases of the‘data.collection period
of the'study tb_ensure cdnsistency of'ratings. oThese.checks. ere
" 'made during pre*camp observation as well as during’the therv tions
at camp. No cheeks were made'during post—camp\OBSErvations since-
.the twd previous’cheeks indicated a good 1eyel of agreement and
due’to observatidnal scheduling problems which negated the

’

possibilityvof both coders being in the same classroom at the

same time. Inter-rater reliability figures obtained during'data

collection are presented in Table 5. - -
The Instrument

As stated in Chapter I, the instrument used in this study ‘

A

Qas developed at the University of Alberta by a group of
researchers during the year 1976. - This section deals more in

depth uith the categories of the instrument and its applicatioul

A~
— e

. in the study. Fach os the eight categories is. explained separately

R

and then use of the instrument in the camp settings is discussed
The first four categoriesﬁdeal-with the teacher's ability

‘to manage the class and relaté*ép deyiant behavior control,'

managing more than one event at the same-time, maintaining a smooth

flow of goal-oriented events and a good pace or movement of the
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Inter-rater Relijability Meas

)Table 5

-

ures on Eight High

Inferencé Rating Scales During Data Collection

e

Percentage Agréement

Trial-1 Trial 2-
(Pre-camp) (During Camp)
Variable‘ Teacher A Teacher B
Withitness 90 - 87.5
/Overlappiﬁgness 90 85
Smoothness 92.5 . 82.5
Momen tum 82.5 92.5
. . ] . I‘:({
Clarity 82.5 90 R
Persuasiveness 90 100
Warmth - 92.5 100 ° N
Emp?thy 85 87.5

100

-
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.1esson The fifth and sixth categories relate to the teacher's
ability to motivate students and provide clear, unambiguous
L ‘ins ructions, while the seventh and eight eategories are
//:;:terned primarily with the ability of the teecher to relate to
his/her pupils on a more personal basis and to ®exhibit feelings
toward his/her students as weilies an understanding of their
feelinés and’emotional responses.
Withitness
This category was derived froo the work of Kounin (1970).
It is derined by Kounin as "a teacher's communicating to:the
ctMldren bv her actual behaviori(rather than by simple verbsl
announcing: 'I know what's going on.') that she knoWs what the
children.are doing, or has the proverbial 'eyes in the back of her

head‘"i(p. 80). The emphasis in this eategory is on communjcation

e either verbally or by behavior, and is representative of
7 >
tedcher s attempt to control deviant behavior

Whereas Kounin coded each separate occurrence of deviant

- . N .
behavior and the teacher's reaction to it, this instrugent codes

=

"all occurrences . .during a three minute’ period as oné gross score on

a five point scale (Sée Table 65.5 If no instances of deviant
behavior (i.e.\honjtask ohiented) were ohserved,_then no scere
) was recorded doring that period. This held true for all of the
”__,—~§gg;g§\gf the iristrument. |

Several possible errors in dealing with deviant behavior

were included in this category. These included over-reacting,
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_ : 2
timing errors, target errors or errors in consistcency. Over-
reac}ing might occ:r if a teacher severely punished é minor
,deviant behavior. Timing mistakes (reacting later or not at all)
consisted of two types: the deyiaﬁcy spread before it was
desisted; or’ it increased in seriousness before gﬁe teacher
réécted to it. Target mistakes were also of two possibie types:
the teacher may react to the w?oﬁé child or incigde children who

, : A

were not exhibiting the deviant behavior; or the’ﬁ%écﬁpg reacted
to a less serious behavior and ignored a more serio&s ;ne occurring
at the same timeé. Consictency errors were,ﬁoted as being
occurrences where the teacher varied his/her reactions to the same ‘
éype of deviant behaQior; That 15; he/she could react strongly to
the first éample of deviant behavior and milﬂly to the second
ocZurrence.. |

The score obtaiﬁed_by a teacher on this category reflected
the number of mistakes.ﬁéderiﬁ controlling or dealing with
~ deviant behavior in the three minu%e observafion period (see

1

Table 6).

Overlappingness Z K

The second category in the instrument was also taken from
Kounin's (1970) work and relates to the ability of the teaéher
to deal with more than one event in the classroom‘dongurrently.
It examines the way in which a teacher Handles interruptions and

intrusions during the regular course of a lesson or ongoing activity
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Table 6
. ﬂ . - ¢
Scoring Range and Meaning for the Category
Withitness . v

e

/

/

The teacher makes frequent errors in E;Eéﬁgzihg to deal with

deviant behavior. He/she may over-react to a situation, may
react late or not at all (timing), may be off target in his/
her reprimands and/or mzx/deéist a less serious deviancy

while overlooking é/ggp serious deviancy.

2

Between 1 gnd 3.//\*

The teacher sometimes makes errors in attempting to deal with
deviant behavior, i.e., over-react, timing, target and minor-
major deviancy, and sometimes makes no errors in desist
attempts. ' ~ : '

Between 3 and 5..

The teacher makes few of the above errors in attempting'to deal’
with deviant behavior. '
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W

in the ciassrbom;“ Pefhabs Ehe best examples of this concept are
the potential manégemen£ techniques exhibited during a Reading
lesson in which the teacher is required to deal with several groups
simultaneouély; The w;y in which these groups or indivjdual
interruptions are handled and.thg smoothness with which they are
dea}; with is a measure of the teacher's SQerlapéingness skill.

" The concebt AOes not involve a judgment on the part of

I
the observer ‘as to the correctness or incoqfectnéss of the way
g , ‘ ;.
in which the events are handled, only with "whether she manifested
. \
some act that evidenced her paying attention to both issues or to

»

only one of either of the two issues. The act of 'attention to'
might be a remark, a direction, or a simple look" (Kounin, 1970,

p. 86). 1In other words, handling more than one event simultaneously

4.

could involve either verbal or nonverbal behagior on the part of the

teacher.

Evidence of a lack of overlappingness occurs when a teacher
exhibits,one'of two possible behaviors when confronted.Qith two
or more events. Hé/she might ignore the intrusive event and
concentrate entireiy on the event or hg/she might‘drop the original
eveht and ‘concentrate sglely QP the intr@sive évent, ignoring the
other until he/she had finished dealing with the interruption.” It

1s important to note ‘that thé intrusive event need not consist of

S

deviant behavior on the part of one or more pupils but could be a
. 2]

. legitimate question from a pupil, or a planned part of the lesson.
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" An oWerlapping issue 1s also present during child
intrusions and child 'b?ing ins' when these occur at the
time the teacher is engaged in some activity with a

' subgroup of children. Thus, 1f a child from the seatwork
setting approaches the teacher with a paper in hand to

. show her while the teacher is working with a reading group,

this event constitutes an overlapping situation. At this
time, the teacher has two issues to deal with: the ongoing
reading task and the child with the 'bring in'. As was
the case with desist events, if the teacher was open at the
time of the child intrusive event then this was the only
issue present at the time. Such one-issue child intrusion
events were not coded for overlapping. (Kounin, 1970, p. 86).

Overlappingness wa; also not coded when the ongoing activity
conéisted of intrusive events such as a question and answer period.
This tybe of activ;ty was judéed to be a single ongoing event.

In this category, the teacher was given a rating of
between one to five for each thre; minute segment observed depending
. on the amount of overlappingness éxhibited (See Table 7). Again, if
no instancés of overlappinéness occurred, as in a silent reading

period, then'no‘values were assigned for that observational segment.

Smoothness :

The third category, again taken frém Kounin (1970), lwas
labeled Smoothness and is related to the ongoing flow of

*

_academic events. In this categdry, actions of the teacher which
are ﬁot related to the progress of" the lesson are dote?.' Examples
of stimulus-boundedness, thrusts, dangies and truncatiops, and
flip-flops were noted in assigning a score for thié c;tegory.

-Stimulus—boundednéss occurs when a teacher allows himsélf/A

herself to be easily deflected from the onward progress of the

]
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v Table 7

Scoring Range and Meaning for the Category
.'Overlappingness

The teache¥ almost always attends to only one issue at a
time. He/she either remains immersed in one issue or drops
it and goes all out for another. For example, the teacher,
while working with one group, ignores deviant behavior in
another group, or ignores intruding children from another
group, or goes all out and becomes immerskd in the deviance
or intrusion.

Between 1 and 3. \

The teacher‘sometimes attends to moré than one issue at a time.
Bétween'3 and °5.

The teacher almost always attends to more than one issue at a

tife. He/she, while working with one group, is able tq deal
with deviance and intrusions, verbally and nonverbally.
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1ésson. Each intrusion acts as a new stimulus to which the

teacher becomes attracted,

The conditions for coding a stimulus-bound event occur

when the teacher is engaged in some ongoing activity with _

a group of children, happens to become aware of some

stimulus or event that is minor and uprelated to the

ongoing activity, becomes distracted by this stimulus,

and reacts to it with sufficient involvement to warrant
judging that she is immersed in it to the point of dropping
her focus on the ongoing activity. To be coded as a
stimulus-bound event the following characteristics must be
present: (1) The teacher is engaged in an activity with a
group of children - she is not open; (2) A stimulus (a child
behavior' or an objett) just "pops into" the teacher's field

of attention (i.e., the téacher just happens to walk by it,
see, or hear it); (3) The stimulus is not intrusive or
intense; (4) The teacher reacts to the event in such a manner
as to warrant saying it pulls her to it much as a magnet pulls
an iron filing to its field; and (5) The teacher must get into,
or immersed in the stimulus—iqduced event, and deflected from
the ongoing activity for a noticeable amount of time. (A side
comment would be insufficient to warrant coding an event as
stimulus-bound). (Kounin, 1970, p. 98).

A thrust occurs when a teacher suddenly bursts in to the
ongqing,activities with a statement or question with no
consideration of the appropriateness of the action in terms qf the
readiness of the children to‘recéive it. It is similar in nature
to a stimulus-bound event except that the event is started by,thé
teacher's iﬁtent,not by an external sti;ulus. The teacher, in this
instance, exhibits, no sign of béing aware of the group's readiness
té feceiﬁe his/her.comﬁﬁnication. "A tﬁruqt has a clear element
of suddenness as well as an absence of any observable sign of
.awareness or sensitivity to whetﬂer the target—audience i; in a

state of readinessh (Kounin,'1970, p. 100). Tbrusts can occur

during transition points in a lesson where thé teacher changes

'
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suddenl&vfron one activity"to another without warning, or during

recitation periods when the teacher switches the, focus of the

- - “

* '
-activigy suddenly. The thrust may be closely connected to the.

" . { S
goals of the lesson but must act in the nature of a sudden

N

“~
interruption in the ongoing flow.
Dangles and truncations.are similar- in nature. A dangle

occurs when the teacher spddenly drops an ongoingfactivitf'and
pursues another for a short perlod of time, eventually returnlng to
Qut
the‘orlglnal activity, “while a truncation is the failure of the
R )

teacher t®% return to the original activity. Dangles differ fromh

‘thrusts in that they lack the suddenness of a thrust, and are

»

enerall a "fading out". The may occur at tran51t10n oints
g y g y y. P

during a lesson or durlng a recitation period, and involve leaving

~ the first‘activity in a stételof suspension or incompleteness.

<

When an activity is, <o all intents and purposes, terminated

and another activity is begun, then a return is made to the former .

activityxfor a shqrt period of time, it falls ingo the category of
flip;flops. These only occur during transition points in the lesson,
or the conciusion of one activity and the commencement of another.
SCOring on this category'consisteo of a value of one to five

~

based on ‘the number of interruptions or interfering behaviors

exhibited by the teacher. (See Table 8). .

At
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Table 8 ) A ’

\ - _
-Scoring Range and Meaning for the Category
‘ Smoothness - . -

The teacher frequently acts in a manner which interferes with’
the ongoing flow of academic events. Actions of the teacher
are not goal-oriented. He/she may- pay attention to irrelevant

“or undue attention to-intrusive details (stimulus-boundedness).

He/she may burst in on .children’'s activities with an order,
statement or question (thrusts). He/she may shift back and

- forth from one activity to another and back again leaving

things hanging in mid-air (dangles and truncations).

P
N T

"Between 1 and 3.

The teacher sometimes acts 1n/a manner whlch‘interferes with
the ongoing flow of academlg ‘events. Actiong of the teacher
are sometimes goal —oriented and sometimes ;;é ot, i.e., some
stimulus-boundedness, thrusts, dangles and" truncatlons are
ev1dent .

Between 3 and 5. -
The teacher rarely exhibits the above interfering behaviors.

/“\

)
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Momentum

J

This category dealt with the ability of the teacher to
maintain a consistent pace for the lesson and involved slowing
down the pace by overdwelling or fragmentatidn Again Kounin's
(1970) research provided the basis. for this categorv. It is a
management category‘in the sense that a consistent pace through a

~lesson should reduce dragginess of an activity and reduce boredom

’ Overdwelling occurs when a teacher continues to dwell on
an issue or activity in excess of what is necessary for the
children to grasp the substance of the point being madel - For
instance, if‘a teacher asked‘ten students- individually to spell the

&’same word after it was spelled corréctly by the‘firsb student, he/

she would be’overdwelling.' Similarly a lengthy discourse on the

merits of paying attention in class which interrupted a lesson
based.on some' other concept,.would be considered overdwelling.

Concentrating on a minor" ‘concept to the point of boredom while

neglecting the major point of a lesson or spending an inordinate

amount of time dwelling on props (handing-out papers, etc.) are

also considered overdwelling. ///. :
Fragmentation is another type of slowdown in momentum produced

when a teacher breaks down "an activity into sub-parts when thepi

activity could be performed as a single unit" (Kounin, 1970, p 105).

For example,rif the teacher requested individual members of a group

to perform_an activity singly when he/she could have the entire

e

group perform\the activity as effectively; this would be considered
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to bBe fragmentation. Likewise, fragmentation would occur~if/f€e

teacher breaks down an easily understood instruction into several

. —
\

sub—parts so that an instruction to.put away one .set of materials
T

-

and take out another set-would be fragmented into ‘individual
instructions/to/put away each of the materials one at a time.
/wTﬁis category was also scored on a five point scale with
2}

_~frequent slowing behaviors producing a low score'over the three-

minute observation period. (See Table 9).

«

Clarity

This‘category was adapted from a scale deVeloped by Emmer
(1972) and was ‘used to determine the adequacy of the teacher's
communications to the students It basica]ly eva]uated whether or
not the teacher was accurate in bis/her presentations of lesson
material or'instructions and was aole to deliver -the information

. / . ° N
with a/minimum of extraneous talk and at a level of difficulty

e
,—/‘“/

//”appropriate to the students. .
A five point scale was.also used to code this category.
(See Table 10) . A high score on this category indicated .the use of
" clear, conciseldirectiOns, instructions and presentations as well
as checks on studenticomprehension of the material given. A low
score, on the other hand, indicated lack of prec151on when giving
directions, inadequate or inaccurate information, failure to check
for student comprehension, or use of material not suited to the

+

level of theystudentst

h
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Tahle 9

Scoring Range and Meaning for the Category
Momentum o . ,

Teacher behaviors ffequently slow down the pace of the lesson
inappropriately. This is done by overdwelling on pupil
behavior, a subpoint rather than a main point, physical props’

_ rather than substance, and on instructions or details to the

point of boredom. . It is also slowed down by fragmentation, i.e., -
dealing with pupils one at a time when it is appropriate and
more efficient to deal with them as a group, or dealing with
props one at a time rather than en masse.

Retween 1 and 3.
. »

Teacher behaviors sometimes slow down the pace of the lesson
by overdwelling and fragmentation.

Retween 3 and 5. . :“ : ‘ ‘

Teacher behaviors rarely slow down the pace of fHé’lessOn‘by

overdwelling or fragmentation.
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.Table 10

Scoring Range and Meaning fot the Category
' Clarity

N

The teacher, when giﬁing~instructions,‘answering queStioné
or explaining material to the class, is unclear in her '
presentations. The presentations may be too complex,
ambiguous, or make use of unfamiliar or unrelated concepts
and terms. Answers given- are not specific but are vague

and evasive. The teacher uses qualifiers (e.g. maybe, some-

) times,'it could be, ete.) excessively. The teacher rarely

gives appropriate examples, uses illustrations, states
objectives, summarizes, or checks for’student understanding.

Between 1 and 3.

The teacher when giving instructions, dnswering questions or
explaining material to the class, is sometimes clear and
sometimes unclear in his/her presentations.

. Between 3-and 5.

The teacher when giving instructions, answering questions or

explaining material to the class, is clear in his/her

presentation.. Adequate use of examples and illustrations are
made, objectiVes are clearly stated, main points are summarized,

and adequate checks of student understanding are made.

v a ' X s
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Persuasiveness B o -

The sixth category was derived from a scale of therapist

persuasive potency resulting from the work‘of Truax. (Truax et al.,

1968). It dealt with the ability of the teacher to motivate

~

students to perform tasks related to the lesson being taught.
Willingness of students to perform lesson-related tasks became an
important aspect during observation of thiS:category. If the

students requ1red considerable coercion through the use of threats

N

~

or punishments,(the teacher was thought to be lacking in
persuasiveness. Students-in a class observed with a teacher who -

/ had a high degree of persuasiveness workeﬂ quickly and willingly
‘with minimal loss of time and effort during transition periods.
This did not, however, indicate that a teacher need choose all
a1esson-re1ated“objectives or goais for the students orvthat total
'diSCiplinary COntrolbindieated’derelopment of .a high level of -
’persuasive skill. fhe potential of/the teacher to be a highly
vpersuasive individual in other social contexts, perhaps less
structured in nature, was also“éonsidered during opservation
Generally, willingness and eagerness éf students to perform lesson-

related tasks indiﬁZted persuasive ‘skills working not because of

force, but out of" respect and caring and were considered to be more

effective in achieving the goals of the lesson.

Again, a five point scale was used to indicate the observed

-

persuasiveness of eacn teacher in the study. (See Table 11)%5%

oo

a
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ES

! P ‘Table 11
YA ,
Scoring Range and Meaning for the Category
Persuasiveness (Teacher's Ability to Motivate)

8
|

-

» . , ) .

.. The teacher is the kind of person that communicates a‘sqcially
weak and uninfluential pexson. He/she is frequently unable to
get students to do work related to the ‘objectives of the
lesson. ’ ' : o

9. Between 1l and 3. 5@

3. The teacher 1s the kind of person that communicates an average

) persuasively pqwerful person. He/she 1is sometimes able to
motivate students to work and sometimes unable to do soO.

4.- Between 4 and 5.

5. The teacher is the kind of person'that communicates a socially
influential or persuasively powerful person. He/she is

almost always able to get students to do the work relate} to
the objectives of the lesson. ‘

NOTE: This level does not imply that the teacher has chosen
all the gdals or objectives for the student. -

R . . . .

. N
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Warﬁth
This category was also taken from ghg wgfk of Truax (1971)
and wa;Tbas?d on his concept. of‘non;possessive warmth in -
therabist-client relationships._'This category indicated,
basica11§; h;whthe teacher felt about his/her students,.and could

‘be o@gerved in her reactions, both verbally and nonverbally, to lc:jl

‘his/her students. - Indications of negativé res;onses ana feelingé
toward students were looked for as were feelings of Aéep concern (.
and caring.’.Verbal rgactions to s;udenf behaviors and comments
wéré examined for evidence of warmth by uéing the content of ghe
verbaiizafion ds well as the tone as indicétgrs. Posfure, manﬁer)_ff
facial expression, and other aspects of "body language" provided

" " still further indicators of the teacher's relationship with his/

her students.
- A five point scale as indicated in Table 12 was used to

code each teacher and to ascertain the level of;warmth exhibited.

The scale indicates both extreme réjection and extreme caring of

“

students in the bﬁservapion setting:' ~
Emgéthx ‘ ’

The 1astjcategor§'considered was that of empathetié
understanding of the student.by the teacher and was measured by

the Carkhuff révisions of the Truax scales for Empathetic

Understanding. (Carkhuff, 1969, p. 174-175).' This variable

>

assumes that a teacher acts as a helper in much the same way as

a therapist does in a client-centered relationship in counseling.
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12,

Sc&%ingARange and Meaning for the Categor
% y

Warmth

1. The teacher gives explicit evidence of rejection of the student,

his/her ideas, experiences,

opinions or feelings. Criticism is

harsh and gives explicit evidence of a negative feeling for the
student expressed by the teacher. ' )

2. The teacher is mechanical and/or passive in his/her responses.

Mild criticism, a lack of co

ncern or ignoring, provide implicit

evidence of disinterest in the student..

3, The teacher provides no explicit or implicit evidence of

dislike or rejection of the
nor is there a clear express

interest shown but not warmth.

4. The téacher.accepts; allows
- and feelings. There is impl

student. He/she does not criticize
{on of warmth, i.e. there is

pupil ideas, experiences, 6pinions,
icit evidence of warmth and respect \\\\\

through praise and encouragement.

5. ~The teacher gives explicit evidence of a deep caring, prizing,

and valuing of the student,
student. Expectatdions of th
pressed for, indicating a de

give evidence of a close rel

2

1 -
Adapted from scales authored by

v
v
i
'

and this is made clear to the

e student's highest and best is
ep respect, Voice tone and manner
ationship. '

C.B. Truax.

\

\ . .
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The category itself examines tne way in which a teacner relates
"to‘his/her students by'understanding their feelings and represents
a deeper form of communication then is examined by looking at |
‘clarity or persuasiveness alone. *

It deals specificallyiwith the ability of _the teacher to
comﬁunicate to the student that he/she knows what the student is
feeling and furthermore, that he/she understands the student's
feelings. This, too, was coded on a five point scale (See Table
13) and, as with tne other seven categories, if no instance of’
enpathetic communication or potentiel empathericvcommunication
presented itself, no coded number was given; »Tnere were many
coding periodg.in which opportunities forﬁempathetic understanding
»did not occur. This was parfially,due.to the nature of normal
classroom procedure where the teacher is usually involved :in dealing
nith groups of students. Coding of a cetegory such” as emparhy
requires that a teacher deal with individual srudenté. For
example, if one of the three-minite coding sessions occurred during
an independent research period in which nokchild communicated with
the'teacﬁer,.no~opportunity for enpethetic undergte?ding byﬁthe.
teacher pfesented'itself and“rherefore no coded number was given,

It iL also important to note that the description of the
scoring scale for this category’ (Table 13) indlcates tnet teacher
‘behavior is also considered when scoring for the category. For
example, if an opportunity for expression of empathetic unde¥standing

\ c
occurred but the teacher ignored it, this could represent a score
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Takle 13 f

Scoring Range and Meaning for the Category
Empathyl ’

4y«

either do not attend to, or detract significantly from, the
verbal and behavioral expressions of the second person in
that they communicate significantly lesgs of the second
person's feelings than the second person has communicated
himself /herself. ’ )

2. While the first g;rson responds to the expressed feelings of
the second person, he/she does’' so in such a way that he
subtracts noticeable affect from the communications of the
second person. RN

3. The expressions of the first person in response to the

expressed feelings of the second person are essentially

interchangeable with those of the second. person in that they .

eéxpress essentially ‘the same affect and meaning.

4, The.responses of the first person add no€iceably to the

expressions of the second person in 'such a way as to express
himself /herself. '

1Carkhuff Revisions of fhe Trutﬁ Scales.
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of one on the scale. Likewise, behavioral expressions of students
"could be conside;ed to be opportunities for gmpathétic understanding.
on the part of the teacher. If a student, for instance, while
. working on a problem at his/her desk exhibited facial expressions
of anger, frustration, unhappiness or enjoyment, these could be
construed to réptesent codable s;tuatiops. If these occurred,
however, while the teacher was otherwise occupied and was unable to
observe the student's expressions, no oppo;;unity to code was
cbnsidered\present, In other words, to code the category, the

teacher must be in a position to be aware that a given student has

feelings to which he/she éould respond empathetically.

: Administration of the Instrument
- .

Once the schools and teachers had been identifiéd, and
traiﬁing in the Qse of the inétrﬁment comﬁenced, it became
necessary to schedule obsérvation periods. Accordingly, the
timetables of all teachers were obtained and examined for suitable
sbservation periods. As well as the six hours of coding time(

e

'necessary for data collection, a total of one hour was spent in

each of the thr;e classrooms prior to the actual data collection.
This familiarizationvperioa was used to aqquaint‘thertudents with
othe observers and their presence in the claésroom as V?li as to
answef student questions. The observérs had met and talked with

each teacher prior to‘this and both students and teachers were

requesgéd to ignore'the presence of the coders as much as possible.

o



121

The observers made every effort tg be present in the
classroom prior to the start of the period to be observed and were
genérally seated near the back of the classroom to reduce the
possibility.of interference in the 1essén. Observer mévement in
the classroom was kept to a minimum and only occurred when the
teacher moved to a position where/coding‘frbm the back of tgé
room would have been impossible.

When scheduling for observational visits, ohly those periods
were consideredfjn which the subjects were taught which would also
be taught at the camp. . Since Teacher A only taught Social Studies
.and would be.teaching mapﬁing ;t the camp, his timetable was
écceptable: In the case of Teacher B and Teacher C, however,
'suﬁjects such as Mathematics, Music, Arﬁ, anJ?Physicél Fducation
were eliminated fromutheir timetables so consiséency of/behavior
across disciplines could be maintained. Té;;hers were also
consﬁlted as to the possible occurrence‘qf periods:of testing, or
other‘dnrepfesentatiVe types of peiiods which would reduce the
effectivéness of the observation and‘these were also el}minated.
A/f,——\\ Since it had been decided to maximize the time betwggn

. . . ’ o .
cod;ng periods to provide time for changes to étabilize, at 1easF
one full week was allowed between observational periods; The
remaiﬁing time after codpletion of these'reQuéfémentS'wa;
randomiged ﬁsing a table of random numbegg (Tuckman, 1972,

p. 369-370). . The teadhers were notified regarding the periods

chosen and schedules were produced for the coders to cover the



required periods.; Blocks of instructional time at the camps were
' randomized(in ‘the same manner as ‘were tne :oding periods in the\
-post—camp cbservational period. ihese schedules were not changed
‘with the exbeption of‘coding at;tne camp of Schocl B.
Reorganization of the schedule at this camp was necessitated.by
‘the occurrence of widespread sickness which resulted in' the camp
ending one fuli day sooner than was expeqted.-,One observational

‘ « A : oL ,

~period was shorténed for the same reason. '

Since the final week of school during the year is generally .

‘

‘not representative of typical classroom interaction (report cards.

given 0ut, room cleanup, exaninations,_etc), it was dedided to

. attempt to have all coding compthed prior to that wee
shows the coding schedule used for both schools.

As mentioned previously, this study was originally to form
part‘of a larger one yet to be compieted. Use of a seccnd
instrument in conjunctlon with the one used in this study
nece551tated the hiring of two coders - trained in the use of that

instrument. These coders were aq‘llable only at specified ‘times

and‘scheduling therefore had to reilect their avgilability.

Method Used To Analyze Data

Data obtained during this study from the observational
instrument were analyzed using descriptive ‘and inferential
statistics and the results are explalned in Chapter IV. Since the

instrument itself generates means, t tests were employed
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to determine if significaﬁt'differences occurred. Some éeLf—

reporting techniqués were used and are reported in this chaptér

. v O
as well as Chapte;'IV.

 Summary

_ This chépter gave é‘description of the schools and teachers

involved in the study. . The instrument used was identified and

-

each of its variableskdiscussed._ Methods of rating and inter-
rater reliability were explained as were the procedureé»for
gathering the data and analyzing it.

Table 14

Coding Schedules for Data Collection

Pre-Camp - Camp -~ Post-Camp
School A~ May 16 - 27 June 8 - 10 June 20 - 24
School B+ May 9 - 13 May 30 - June 3 June 13 = 17

Ch;pter IV presents the data ‘collected and thefresults
of anélysis. A comﬁérisﬁn of observational ratings with-;éacher
self—ratings‘onvthe instrument used in the sgﬁdy is presented.
Téachers' perceptions of changes iﬁ student-teacher relationships

-are also discussed.



CHAPTER IV

RESULTS AND DISCUSSION

Since comparisoné between feachers'would be QUestionablé

due tolthe'small number of teachers studied and since tbe\object
.of this study was‘'to see ifibehévior changed, results are pfésented
/ by teacher and category within each setting. Results are also’

presented for each teacher's self-rating on the instrument and

o

compared with mean ratings by observer fo:‘the initial classroom -
setting. Finaily, questiennaire results fegarding the teacher's
perceptioh‘bf ghanges in the gtudent—teacher relationship are

presented and discussed. o .

Results of Comparisons of: Obsetrver Ratings
v

A

Teacher A~

Withitness. Table 15 shows“TeacHer A'é average mean scores
" for -each se;ting. Teacher A ihdiééted thét he. ‘was more fwithit'
during the cémpvthan either Béfore or.gfterpﬁhe camp. In faét,
;qthg teacher returned fo exhibiting the éame amo;ht,of,withitae;s
followiﬁg thg cémp that he pért;ayéd prior tofthe camp. The
change in'average mean scoﬁgbfor this category wasvéignificént
(p'<f.01) for both settings. . In other wor&s, TeZcﬁerkA Qas
'significantly higher in withitness during the camp-dhen‘compéred
yith béfofé, and significantly lowé; in‘withitness after the camp
compared with during the camp. -

/ .
124
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0ver1appingness.’ Teacher A increased significantly

Q)( 01) in overlappingness during the camp when compared with
before the camp (see Table 15). Thisvindicated that the teacher.
increased in'his'ability to deal with more than one issue
concurrently. After the camp, the teacher .§ average mean score
dropped significantly (p < .05) for overlappingness, although it
was still significantlj higher (p < .05) than prior to the camp
Smoothness. A significant increase (p< OS) occurred in
;moothness‘during thekcamp as compared with before the camp,
dndicating that the teacher was less subject to stimulus—bonnd
events, thrusts, da%gles and truncations, and flip-flops (see" L\‘
Table-15). The teacher was more able to maintain’a smooth flow
of academic events during his lessons at camp. Thevaverage mean .
“score dropped significantly after camp Q)( ;‘to a 1evel‘below
"~ that recorded prior to the camp* dlthough the difference between the’
The
average means prlor to and after the camp was not significant
Momentum The ability of Teacher A to maintain the pace of
the lesson increased significantly during the camp (p < .01) and
decreased to the previous level following the camp (see Tahle 15).
Thiscdecrease was also significant at the .01 level, and jindicated
more freouent periods of overdwelling’and'fragmentation.
Claritx. .Teacher A also rated higher in clarity during the
" camp (see Table 15) and returned to the same ievel following the

camp. Both the increaee and decrease in clarity in both settings

were significant at the .05 level of confidence.
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Table 15

Summary-bf Average Means in All Settings

B3

Teacher A
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High Inference q;ua g B b o8 B 2wy

Category < m < A (=] 3: < .:3 E ::‘ g

Withitness 3.2 4.3 e 3.2 k%

OberlappihgnéssJ . 2.9 " 4.2 k% 3.5 * *

Smoothness ’ 3.4 -v_3.8 ‘ * .3.0 *

Momen tum » 2.7 3.9 ok 2.7 *%

Clariey 3.3 3.9 * 3.3 *

Persuasiveness 3.5 4.0 k% ‘3L1 *k

Warmth 2.7 3.3 % 2.8

Empathy ‘ - 1.5 1.0 * 1.3

* : . . \ '
Si_gn'ificance .claimed p< .05 o
*x%

Significance claimed p <& .0l



o

127

Persuasiveness. An increase in the ability obeea her A

to persuade'students to do work‘related‘to the goals of
lesson was noted in the camp situation (see Table 15).

difference was significant at the .01 level of confidence. A

" decrease in this ability, also gignificant at the ,01 level, wafs
recorded‘following'the camp. Ihe level of persuasiveness exhbbited‘
by the teacher after the camp’was lower than prior to the camp,.
.but was not found to be significantly different '
-Warmth. Teacher A exhibited greater warmth during the
camp (see Table 15) This,change was found to be significantly
different to behavior shown. prior to the camp (p < 01)
Aithough he returned to approximately the same average mean;ievel
folloWing‘rhe camp,'the range of mean ecores for the four
observation periode precluded significance being obtained
(see Appendix”B)w
Emgathy A lower average‘nean score was’recorded during the
canp on the empathy category (see Table 15). Thisvdifference was
vfound to be signiflcant ‘at the .05 level. While an increase in
empathy was shown following the camp, thisbincrease was not great
enough to achieve significance This category was the only one for
this teacher Which showed a decrease during the caﬁﬁ/QZiuation and‘
a corresponding increase following the camp. The increase after
: v \

the camp was not great epough to match the average mean for

observations prior to the camp.

~
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In general, Teacher A showed significant increases in - '
*scbring on allvcategories except empathy during the camp
when compE;Ed with aperage mean ratings shown prior to the camp.
The empathy category worked in oppésition to.the_trend'for the
other categories by decreasing significantly. The trend reversed
folldw%Pg :he camp and all categcries except warmth and empathy
showed significant detreases in average Pean-ratings; Warmth
followed the trend but was not significant, and-empathy increased
but aiso failed to attain significance.
| A comparison of average means for pre—camp and postﬁcamp
perieds indicated a change significant at the .05 level only for
v
overlappingness. This indicated that Teacher A exhibited a greater

degree of the ability to attend to more than one issue concurrently

after the camp period than prior. to the camp period.

.

-~ Teacher B

C ' o
Withitness. No significant differences were observed on
the~average‘means for this category in any of the settings
(see Tabie 16). This teacher did not indicate any change in her

ability to deal with deviant.behavior.' The average means for each

setting were quite high indicating that she made few errors in

dealing with deviant behavior. She did, however, exhibit a greater T

range in the means. of observed sessions at camp (see Appendix B), .
with the first observation period scoring lowest and the final

period_scoring highest.
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: - o o
Overlappingness. Teacher B decreased in the camp setting

in her ability to deal with more than one issue concurrently ' This
decrease was‘significant at the .05 level (see Table 16). The
average mean.at'camp remained the same following the‘camp.
Smoothhess; The high ratingifor Teacher B on smcdtbness

obtained before 'the camp was maintained during the camp, but
dropped significantly in the petiod following the camb (p< 4.05).
This decrease was found to be‘significapt'at~the same .level- when
the average mean for the post-camp period was compared with the
pre—camp period (see Table 16). Inbother words, ‘the teacher's )
ability to maintain a smooth flow of academic events decreased‘
following thelcamp. In thia case the range 'of means of observed

" instruction periods‘following the camp was greater than the
ranées for the other tﬁo_éettings (seerAppehdix B);

- Momentum, - The averaée mean rating for this category
dropped-during the camp period and this decrease,waevfound tc -
"‘be significaht at the .05 level wheh ccmpared with the avetage mean
rating for the periods of obsetvaticn prior to the camp (seeVTable
16). -The averagé mean rating for momentum dropped still fdrther
after the camp, but was not significant when combared to. the
cbaerveb periods at camp. Significance was obtained Q><.05) for
the compariéon of the pre—camp and post-camp means. Teacher B,

herefore, exhibited a reduced ability to maintain the pace of

.“,,-—\ ’

the\lesspnnduring the camp and this ability was reduced further

e
after camp. Again, .the range of means for- each olservation period

, )

P
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Table-167

Summary of Average Means in ‘All Settiﬂés

Teacher B
| S §o g .
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: =V - g n 8 V- SV
High Inference §§ §-§ -:% Eé} é-.g .8'%
ategory < m <& rgm_ < < <A bl
Withitness 4,1 4,1 4.0
Overlappingdessv' 4.3 3.8 * 3.8 ,
Smoothness j4.3 4.3 3.5 *- *
' Momen tum 4.0 3.5 * 3.1 *
» Clarity 3.8 3.8 3.9
Persuasiveneéé 3.6 3.6 3.9
Warmth 3.4 3.5 3.7
Empathy 1.8 1.8 2.1

x| ’ »
~Significance claimed p< .05

130



131
was greatest in the post—camp period (see Appendix B).

Clarity. Teacher B shOWed no significant changes in her
ability to pfo&ide clear, concise, accurate directions and
information to students in any of the tnree'settings (see Table 16).
The range of means for observed perieds was smallest during the

camp, and greatest {olldwing the camp ‘(see Appendix B).

Persuasiveness. Aéain no significant differences were
found in comparing average neane for any of:the.settings (see
Table 16). This teacher did inireaée slightly in the post—camp
period in her ability to persuade students to do tasks reiated to
"the obJectives of the lessonms.

 Warmth. ihe teacher's ability to 1ndic;!£ feelings of

cating for her students increased slightly from the pre-camp -
period to‘the'camp peried and showed anOther‘siignt increaee
from the camp period to the post—camp»pefiod (see Table 16) .- None
of the differenCes in average means, was found to be significant.

EmEathy. Average mean scorings on this category showed
no difference between the pre-camp period and the camp peried
A slight increase was noted in the average mean for the post-camp =
'period indicating that Teacher B was more able to respond
empathetically to student feelings after the camp (see Table 16).
No significant differences were found in average mean comparisons

’

for any of the settings.
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The analysis of average mean ‘scores for the three settings

showed few significant differences for Teacher B and no strong
trends in behavior change were noted. There was a slight tendency
" for Teacher B to score lower during the camp and even lower in the
post-camp setting on management categories of 0verlappingness,
Smoothness, and Momentum, The average mean scores for teacher
instructional and interpersonal categories rose{slightly during

the_post—canp period.

-

 ‘Teacher C
Withitness.. Teacher C's ‘average mean scores rose duringq

the camp period and dropped during'the post-camp period to the

Asame level as prior to the camp (see Table 17). None of.the -
average'mean differences was significant. It should be. noted
however, that Teacher C was qated at the highest possible 1evel for
this category“on two of the f0ur observation periods at camp

. N
(see Appendix B). An unusual feature of the coding on this
category for Teacher C is the absence of rating’for the fourth
observation period in the camp setting (see Appendix B). As nas
.mentioned earlier in the discussion of the procedures for using
the instrument outlined in Chapter ITII, if no example of the
variable is shown during the three minute coding period, no seore
is given in that variable. Due to'the nature of the instructional
session and the“period'of’the session in which the coding was done,

. 30 . . .
no opportunities arose for the teacher to display behavior relating

to this categoryl Although segments of other categories fqr other
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Table 17

Summary of Average Means in All Settings

Teacher C
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Withitness 3.8 4.4 2,9 :
Overlappingness - 3.7 - 4.3 * 4.5 o
Smoothness 4.1 4.1 4.3
Momen tum 4.0 3.6 4.2
Clarity 4.1 3.5 Y S LR
Persuasiveness 3.3 4.6 *k 3.8 *k
Warmth . 3.8 4.8 Kk 3.8 Kk
Empathy 2.3 2.5 2.1

*
Significance claimed p <
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Significance claimed p ¢

.05
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. teachers and-infother(settings also received no value for the

N

reason stated above, in only two cases did the entire coding time
for one session pass without a rating occurring for at, least one
segment for that category.

o

7 Overlappingness. The average mean score during'camp for

this category rose significantly (p < .05) when compared with the -
pre—camp period suggesting that the teacher become more able to
deal with more than one issue concurrently (see ‘Table 17). The
average mean score continued to rise slightly after the camp
although it was not significant'when compared,with duringsthe‘camp.
A significant diiference;(p < +01) was noted, however, when the
average means for‘the pre—camp*and post—camp periods were

compared In other words, the rising trend of this category
became ever more signiflcant after the camp when compared t before

.

the camp.~ The final average mean of 4.5 indicated that this teacher

exhibited a very higgﬁdegree of overlappingnessvafter the camp.

©

" Smoothness. No significant differences‘were observed in

any of the comparisons of average mean scores for any ‘of the

Tsettings./ Teacher C exhibited a fairly high level of smoothness

which was consistent across the three settings with a slight
tendency to risé im the post-camp period (see Table 17)

Momentum lTeacher C's score on this category was highest

after camp and lowest during camp indicating that he had the most -~

trouble maintaining tve'flow §f the lesson while at camp (see Table

17). None of the differences between the means was significant for

P

e W



the category. Fven though his lowest score was obtained at

camp, the two other means were 470 and 4.2 indicating a high

degree of momentum in the classroom setting.

Clarity. The average mean.rating for this category

dropped significant]y‘(r)c .01) for the period at camp compared with
..the pre-~camp perind (see Table X). The rating then rose to a
higher level after the camp and was found to be significant |

(;>< 01) when compared with mean ratings for the pre-camp aﬁd;

camp periods.- Th¥ teacher was, then, more clear whén giving

directions and presentiﬁ ,"terial after the.camp than he was in

either of the other twoy

Persuasiveness. ificant change in the. ability to

mo%%vate students to do work relating to the objectives of the
lesson was noted during the - camp period (see Table 17)‘ This
change indicated a greater degree of persuasiveness and.waé
'significant at the’.Ol 1eve1. Fol owing the camp the average mean
rating drOpped/from 4.6 to 3.8, again significant at“the .01 level,
However, the\difference in pre—camp and post-camp average mean

rating was not found to be signigicantl

/2/-\\~’\~ Warmth. Again a significant increase from the pre-camp to

1

the camp period in average mean ratings was noted .(p <:.Oi).
The average mean rating for this teacher of .4.8 during the camp
was the highest rating for any teacher in any setting and represents'

a’ high degree of caring for students. This rating was not'k‘

maintained after camp and dropped to 3.8 which was found to be

[
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significant at the'.Ol level when=¢ompared with the average mean

;ating during camp. l,

¢ . . : P
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Empathz. No significant differences in average means were
found for- this ‘teacher on this category. There was a slight rise
from the pre- camp to the camp setting, and the average mean- rating

dropped after the cafip to a point lower than either the camp or

pre—camp periods.

.

N ‘ ' “ -
Few general trends were nbted for Teacher C alzhough

significant increases ‘were found “in the categories of Overlappingness,
Persua51veness, .and Warmth during the camp- compared with prior to

the camp. tIncreases in overlappingness and clarity were.
51%nificant when the post-camp average means were compared to thos
from\the pre—camp period . A 51gnificant decrease was noted for' the

category of Clarity during the camp compared with prior to the-

camp, and Persuasiveness and Warmth' dropped significantly follow1ng
4 o - ,
the camp. | _",_ -

v Within the group,of teacher"management categpries,'allv
categories tended to remain the same or rise during the. camp with

the excéption of'Momentum which dropped. The teacher instructional
i N ! - ) * N [ - . .
categories were not CGnsistent,,with,Clarity.decreasing and
. b . ) ' Lg i
wPersuasiveness increasing The interpersonal categgries, however,

‘8 both rose during the- camp, but only Warmthiras significant

G
e
¢ B

[
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Teachers' Self-ratings on the Instrument

The comparisqn of self—ratings on the high inference e
,instrument with observer ratings was made only for the initial pre- -
camp classroom setting since this setting seemed to be most )
indicative of the teacher s normal classroom behavior. Accordingly,
when they were asked to rate themselves, the teachers were )
instructed to-consider their normal classroom behavior. Rating
comparisons with the camp setting were not done due to possible

ecological effects, whiie rating comparisons Wlth the post- camp

period may not be representative due—to "the recént camp influence.

TeachervA..- . v . .

Teacher A rated himself close (1ess than .5 difference) to,
observed mean ratings on the categories of. Overlappingness, Smooth-
ness, Momentum, and Warmth (see Table 18). Overestimations were

jmade on1Withitness, Clarity, Persuasiveness and Empathy. ‘The

largest difference bctween observer ratings and self- -ratings was an

7"\\
ol -

ﬁoverrating of 1.5 for Empathy o ' ’ .
Teacher éé
This teacher was close only on Warmth. She consistently
under tated herself on all categories‘except Empathy where she
overrated herself by 2.2. She also had the largest difference of
all the teachers on Overlappingness where she was 2.3 points lower

than the observed average mean rating. This teacher generally had*® \\‘
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Table 18-
Self-Ratings of Teachers Cdmpar;ed‘ to Observer Iia'tings N
in the Pre-Camp Setting '
High Inference S‘eblf Observer‘ Self Observer Self \Observér
Category Rating Rating Rating - Rating . Rating Rating
' Withitness 4 32, 3 a1 4 3.8
Oy_érlapp ingness 3 2.9 2 4. 3 3 3.7
, Smoot_hnesé 3 U 3.4 3 4.3 3 4.1
Momentdn 3 2.7 2 4.0 2 4.0
Clarity 4 3.3 3 3.8 3 4.1
Persuasiveness 4 £3.5 3 3.6 3 3.3
Warmth ¢, . 3 2.7 3 3.4 4 3.8
, Empatgy 3 1 18w 4 3.3
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high ratings ptior to the camp, but rated herself as average or

lower except for Warmth',

Teacher C. _.

' Self—ratings on Withitness, Persuasiveness and Warmth §

were‘close to 'obeTN W:r§tings for this (Father (see Table 18)\
.

Otherlself-ratiﬁfm gﬁﬁyggygrally lower than observer ratings

except for Empathy which was‘rated higher“by 1,7 than the observer
rating.  The highest.difference for this teacherioccurred in the
Momentum category whene the‘difference‘betueen‘the self-rating
and the‘highervobserver rating’was 2.

In summary,-the general trend was for Teachers. B and C to é N
rate tbemselves lower than observer ratings with Teacher B rating
herself lower in'seven/categories and Teacher C rating himself

"lower in five categories. TeacherdA, on the other hand, rated

himself higherithan observer ratings on seven categories.

‘" Teachers' Perceptions of Changes in Student-Teacher Relationships

Several- questions on the Teacher Data Sheet (see Appendix A)
which gathered teacher presage data and self- -ratings on the:
instrument were oriented towﬁrd estah{ishing whether or not the .
=teacher perceived a change in his/her relationship with the students

All teachers indicated that they felt their relationship
with their students had improved, although Teacher A felt his

position as director and administrator of the camp interfered

o~
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soneuhat with this relationshipi TeachervB‘felt that‘the | .
relationshin.had improved'through.sharing common experiences,'
while Teacher C felt that his pupils thought he was more 'human’
and the opportunity to spend more unstructured time with his
students had contribyted to this.
All teachers feit they had;shown f:cets of themselves which .
they were not able or willing vto ‘do in the classroom. Teacher A
felt he_was/;atlittle more loose" in relating to his students b%t
mentioned he.was conscious of hisnrole-as an.administrator and
that this hampered him He alsO‘mentioned that he felt his age
was a factor in not "1etting go". Teacher B felt she was able to’
. % : . :
show a more personal sidelof her life to her students while
Teaiher C saw many ways “in which he‘related differently ”from a
simple change in clothes, i.e. hiking boots, to Joking armd personal

*

interaction possible'only in- smaller grou@ 1 Only Teacher A felt
that he minded showing these facets to his students and, aga%h he

suggested this was possibly a function of age.
. o Summary.
This chapter has presented the results of examination of raw:
data_from‘the observations in which the High Inference. instrument

was usedr A summary of the'significant'changes’in behavior for each

teacher in each setting is provided.be



Teaéher A:

© 10,
"11.
12.
13. 

.14,

- 1s.

Teacher B:

_before the camp. (p<.05)
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increased in "withitness'- during the cam‘p. (pc .01)
decreased:in. ”wi"thitness" after theb camp. (‘p <.01)
increased in "6Ve‘r1appingness" during the camp 7(}5(.’01‘)
decreased in '"overlappingness" after.,jfhe camb (p<..Q5)

was higher .in "overlappingness" after the camp than -
before the camp. (p - .05)

increased in "smoothness" during the camp. (p< .05)

decreased in "smoothness' after the camp. (p <.,05)

Rt

‘inéreased in "momentum" during the carrip. (p<.01)

decreased in "momentum' after the camp. (p<'.01)
increased in '"clarity"” dui:itig'the camp. (p(.O'S)‘

decreased in ''clarity' after the camp. (p< .05) -

-increased in '"persuasiveness' 4 1¥ing the camp. (p< .01)

decreased in "persuasiyeness" af'tér.'t_he camp. (p<.01)

increased in Myarmth" duri “the éamp. (p< .01)

decreased in "empathy" ‘/xring the camp. (p< .05)

/
./

[ ) /
— //

decreaged in "ovér_l;épingness" during the camp. (p<.05)

 decreased ;;n“nsm/o/othness" afft'er‘»the camp. (p<.05)

e

decreased in ,Y”é”inoo'thness" after the camp compared with R
before the camp. (p <.05) )

‘dyec’reased*_in "momentum" duriﬁgh.the camp.,  (p<.05)

decreased in "momentum" after the camp compared with

Sy



Teacher C:
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LA

increased in "overlappingness" during the camp. .(p<.05)

increased in "overlappingness" after the camp compared
with before the camp. (p< .01) :

decreased in "clarity" during the camp. (p<.01)
increased in "clarity" after the camp. (p<.01) ‘

increased in "clarity" after the camp compared with
before the camp. (p<.01) S

increased in "’persuasi\‘reness'" during the camp. (p<.01)

decreased in "persua’sivepess" after the camp. (p<£.01)

_‘inc_re‘ased in "warmth" during the Caﬁlp. (p<.01)

decreased in _"w‘armth" s_iftef the camp. (p<&£.01)

BN . B \ . } . \\/ N . .
Results of teachers' self-ratings on the instrument were

compared to observer ratings in the €thool setting before the camp

‘and presented as well as teachers' perceptions of improVed student-

4

teacher relationships.:

Chapter v d‘iscu'sses ‘thé findings in terms of the problems

outlined in Chapter I, and .presents- conclusions and re(:omm’ev'ndat‘ions

for further research. »



o . - CHAPTER V

SUMMARY, CONCLUSIOMS, AND IMPLICATIONS
Summary

- Introduction

‘Using ecologiéél psychology, which basically suggests that‘

- the behavior’of.individualé changes in differgnt settings as a
result of environmental pressures, as a-theoretical base, this study
has a&tgﬁgced to defermine'wﬁéther Qr‘not the behavior of teacﬁers
changes in‘a residential camp setting compafed with the cléssroom‘
,Se;ting; It 5lsov§ttempted‘to determiné if any changes carried

" back to the classroom setting. Two additional analyges were doﬁé-
of teachers' self—ratiﬁgs on the instrument used in the study as
éompared to obseryer rétings, énd‘oﬁ the tgachers‘ perceived
.cﬁanges'in'the studgq&:;gagher‘felationshiﬁ. The instfumen; used
was an eight Céﬁeééé;jﬁighyinference observation schedule dévélﬁped
by-a group of fééeafchers»af-the anivérsity.bf A;berta in 1977
Tbe‘eight gategor§gs ;ons}sted,of: A | “

1. Withitness - the ability of the teacher to communitate
to gtudents that she is aware of whét is happening in
the classroom. |

5 2.‘ pvérlappingness - the apilit§'of’ghé teacher to deal
‘with more than One.issue concurrently.

3. :Smopthness - the ability of the te her to maintain the

flow of the lesson, avoiding irrelevant or intrusive

E3

details.k
-

143
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(\'
4, /Momentum - the ability of the teacher to maintain

/- the‘pace of the lesson without slowing or

fragmentation.'

5. Clarity - the ability of the teacher to provide clear,

F

_concise directions and information.
6. fersuasivenessi- the ability of the teacher to persuade
students to.do work relating to the goals of the lesson.
f7. "Warmth - the ahility of the teacher to provide-evidence
Aof-prizing_and caring'for his/her students,

' 8, Fmpathy - theg ability of the teacher to display evidence.
N ~ . . M ' ‘ 4 ’ -
of understanding student feelings.

»

Procedure :
N 1

Coding for this study was done on. three teachers at two
N -

v -

\\residential camps by two observers trained in the use of the High

Inference Instrument. Each teacher was coded for a total of six

. N

hours, two hours in class prior to the camp, two hours during the

camp and two hours following ‘the camp. Each coding session was one \

: half hour in length and consistedﬁaf three three—minute'bbservations
for each of the eight high inference categories. The first four
categories were coded together, followed by the second four_

' categories.f Mean ratings for each category for each coding period

-Qere7established and average mean ratings for each of the three .

settings were determined.. These average ratings were then. compared

to determine if any differences were significant. The results of”

Y
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this analysisvwe;e presented”in Chapter IV. .Each teacher was
,;130 requested to orovide background.information as well as a
self—rating on each of the eight categories of the instrument.

Finally, several questions pe_taining to perceived changes in the

student-teacher relationship weke answered by each of the teachers.

¥ Conclusions ' Qr\\;-

J

Problem 1

S

The object of Problem 1 was tq_determine if changes in certain
aspects of teacher behavior occur as a result of a residential caﬁp

experience.' All three'teachers observed in this study exhibited some

rchanges in-behavior "in terms_ of the categories used in the observation

instrument. Teacher A showed" the greatest number of changes in

N

the outdoor setting. These changes in ‘behavior were apparentfin%~ewmeaﬂa/
all categories and were significant at 1east at the .05 level of
confidence. All changes were toward a higher rating level in each

of the categories with the exception of Empathy which decreased in

rating. Teacher C exhibited changes in four categories ‘which were
significant at least at’the'LOS level of confidence. Overlappingness;
Persuasiveness and Warmth categories increased in rating while the

rating for Clarity decreased. Teacher B showed the least number of

behavior changes with decreases in Overlappingness and Momentum

*
- e

ratings.
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It would appear from the changes mentioned that the

outdoor sefting produced changes in behavior of all teachers,

< .
* but those changes were not necessarily related to similar

categoriés or in similar directions. Generally, fgachers‘A and

'C increased in rétings, while’Teacher B tended to decrease.

‘ Perﬁaps the fact thaﬁ it was Teacher B's first year.in teaching

contributed to the small number"of changes she ;xhibited:

Ceftainly the two teachers who were more experienced bothlin ‘- ‘;

teaching and in dealing witg children demonstrated more behavﬁf;

qhanges atkthe,camp.' '

Problem 2

| | The second object of this study was to attempt to deterﬁine

whether or not any changes in béhavior at camp as measured by the.

instrument‘femained constant or cqntinped whén\the teacher,

retu;ned to the classroom. ‘In Teacher A's' case, allreight

éategories gf behavior réturned to ra£ings close tn_those obtained

prlor to ghe camp except for‘one category - Overlappingnessi-

which was found to be significantly‘higher_than the pre-camp rating, .

yet sighifiéantly'lowar than the fating obtained during camp. The

dec;ease-in Warmth to the pre-camp level and the,increase—ip

Eﬁpathy to the pre-camp ievel were pOt found to be significant,
) Al &

even. though they were consistent in direction with the other

"ratings.

7



\. ' | L . | 147

Again Teacher B failed to show many significant changes

 except im\ Smoothness, where she showed ;E“ignificant drop The

'

“

two categorieg which dropped during the camp,'either remained at -

the same level ( erlappingness) or dropped further (Momentum)..
™ N

Except for the’ratingu for Overlappingness, Smoothness, and

Momentum, Teacher B's beha
?
all three settings The four management categories which had.

ors were reasonably consistent across

quite high ratings prlor to the camp d show a tendency to

decrease after the camp, while the teacher imstructional and

W

interperseaal categories“showed a slight tendency to crease after
the camp, but not significantly. | ' S~
| Teacher C showed only three significant changes in the aost—
camp period comparé‘itb the ratings made at camp. Two of these, .
v

Persuasiveness and Warmths, decreased in rating, while Clarity |
increased. Values ‘for the other categories were not changed
safficiently to achieﬁe significance; -however, all categoriesJ

reflected some movement. T

While few of the changes in ratings for Teacher B and C

compared with duriﬁg the camp.
Therefore, it appears as if increases or decreases in the

type of behavior measured by~the”instrument in this study did

- not remain constant following the residential camp. .
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Problem 3
i .
The results of the self-ratings of the telchers in this
study compared to observer ratings were presented in Chapter 1V.

Teachers B and C tended to rate themselves lower on most

categories than did the observgis. .Teacher A tended to rate

himself somewhat higher_on all categories, yet more of his

+ N

ratings were closer (within .5) to observer ratings than either
of the other teachers. Teacher B in particular tended to rate

herself much ldwer than observer ratings found her to be.

A
‘Perhaps this reflection on her Self—image with respect to’ these

categories of behavior was a function of her lack of experience

in the classroom. Both of the more experienced teachers rated ’

A

themselves somewhat closer to . the observer ratings. ‘Caution

J Foa

must be used when interpreting the results .0f this comparison,vﬁ

3 if’ 1,
the background in category meanings possessed, by the obsexvers.

3 i’u “'J
perceived improved student-teacher relationshfbsias a nesult of

the,camp experience. They all felt they had rewgal,
s ’ WA T
themselves which their students had not ‘seen beﬁbrﬁ

T

Teacher A minded revealing these facets. As far a$ the teachers
. "’é&' B :1«' 3 : i
.4\

in this study were concerned, the residential cdm =@aﬂ a f .
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Impligations

What implicatjions seem to be present as a result of this
study? What can be said about rpgg;éntial camps and thelr
effects on behavior? What possibilities exist in-terms of

behavioral investigationsviﬁ differeqt'settings? This section
outlines some of the possible implic;ggggéﬁthat the findings of
.this séudy'have suggested with regard to teachers, resi@gntial
ca;ps, and the High Inference categories used in this study. /
|

Implicaﬁions Dealing With Teachers

It seems clear from this study that at least some behaviors
S .

of teachers change in a residential camp setting. What this
toncept coufd mean in terms of teaching and pre-service

. 'Y
preparation is extremely important. The results of this study

_sée? to supporg/the theories of ecological pStholog{gts such.as‘
Barker (1965) ,and Gﬁgp (191Aa)q£?o suggesﬁf%hat different

environments coerce d%fféreng“b;haviorsAfrom the individuals
inhabiting.thpée ehvironments. It seems cléar tﬁat we‘nged to know

more regarding these effects in order to prepare teachers to be

able to utilize setting coercive effects in efforts:to provide

a better education for students. If teachers are affected by

differént settings and their behavior changes, and through the

work of Barker and Gump (1964) it 1is clear that student behavior is

3

-

different in different settinés,’then we must acquaint teachefé
with this knéwledge so they are able to structuxe environments to

enhance learﬁing.

I3



Unfortunately, not enough information is yet available

to tell us what effects_different.enyironments will hsﬁe;
St%dies are yet to be done céteédrizing the elements of settings.
. 7

<
g

i to find commonalities which can be used in the structuring of
" - environments. - It is the "Stone Age of ecological psychology.»

k”it seems~ﬁarker (1969) was correct Vhenvhe‘called for an "archives"

. of datadon ecological effects. This archives or data bank could

' provide data on‘types_of'settings,‘characteristicsvof settings,

Vand,imore_importantly,'tjpes of behaviors elicitedbbygthose u .
settings.
Furthermore, while Gump s (1974) concept of synomorphy .

suggests that different people in the same setting should tend to
, ~ ( ’
‘exhibit similar behavior, the fact tha teachers in this study

_vdld not tend: to- exhiblt behavioral changes in the same manner, on

theAeight‘categories seems to indicate lack qf support for his

goncept.‘ In other words, :there was little or no consisternt,

Similatfchange in'behavior as measured hy the instrument which -
. § . . . ) ’ : : .

'7gas commoﬁ to all teachers.. Each teachef changed in'behavior in a

y ol

different manner . and’ in different categories. " The only category

in’ which significant changes occurred thr\all the- teachers was
; Overlappingness during camp Similar changes didwnot‘occur for ..
even this categor9 since the ratin%s of two teachers rose during
camp while the rating’ for Teacher B fell during the ‘same period.

S,

4
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However, the ‘apparent lack pport mentioned~above '

may not actually exist. As WriliEaN9 5]y pointed out, each~\

e

individual brings with him a set of background experiences

which may affect. his behavior in any given setting. It is clear,
then, that before sweeping statements regarding the differences
of teachers in the samé setting can be made more must be known
of that teacher 's background. This has already been suggested
by examining the behavior changes of Teacher B in this study

It is possible that the small number of significant behavior

changes is . due to her background That is, she may have .been

. '
~

-influenced by the fact that it was her first year of teaching and
she may have beenafearful of allowing the environment to influence
her.. Obviously, we need more data on which to judge these

environmental effects It is possible, too, that consistent

:synomorphic behaviors were exhibited by the teachers in this study

-and perhaps by many other teachers, in similar programs, but the
limited scope of the study and thée limited range of behaviors

examined did not result. in the discovery of consistent behavior

- &
patterns. > LU

s

Implications Regarding;Residential Camps

. The proliferation of outdoor programs (Passmore, 1972;
Risdon, 1974) necessitates study into possible environmental

effects. This is particularly true if student- teacher interactionv

= \G .' K]

.and relationships are improqu by outdoor’ residential programs

Perhaps the timing of theseeprograms has been wrong. Most occur



: they might better occur early in the year. .
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near the end of a school year,and:3T¥.the effects teachers'can

1

‘have on students are improved through use of these programs,

Y

Results of this study’have‘implications,‘too,'for,

residential camp programs in which the teacher is more of a

bystander than a participant. It appears that it is important o

for the teacher to be totally involved with students in the

N

fprogram_in order to achieve maximum benefit from,relationS‘with

‘L the'students. Much of this effect may be lost if programming 1

done by persons other than the regular classroom teacher

B A

"The type of teacher participating in these programs may

[

also- be important.: Some teachers are less willing to change than

others‘hnd it would appear of little benefit to coerce teachers

2

to become involved who are not interested or resist change.

This concept was of paramg§§t interest‘&o Brekke (1977) who

studied the "readiness of ‘teachers for outdoor education in -

Whitehorse. ﬂe concluded "That tHe wecisionqto be inVOlved in
outdoor education should be of either an. individual or collective

type seems very important when the 1ong-range gffects are

considered" (p¥ 110).. It seems obvious that a,better camp will

result from people willing and committed to carry it out. .

A\ -

. Implications Regardigg the High@Inference;Categgries

Although the use of the’ categories of the instrument used

'in thié study seemed appropriate, the results indicate that some

N

changes and extensions are necessary. The basic three category

.

classification of management'concepts,_instructionalvconéepts, and
st v ‘ eha » : ;
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interpersonal concepts is a useful one, but the eight categories
identified for study do not provide enough information. Results .
indicating changes in rating in. different directions for different i

teachers are not sufficient to be able to make specific statements

regarding potential changes. A 1ow inference category of behaviors
@prresponding to. the high inference concepts needs t? be coupled
with the original instrument to ascertain specifically what

- aspects’.of the teachers behaviors changed , Perhaps there‘were
:specific behavicr which changed and»wereTCOmmon.to all teachers,l

" but due to the nature of the instrument used, these were not

identified.
Furthermore, the category of Empathy, while still a useful '

1concept in light of the findings regarding student—teacher '

»

A‘”relationships would appéar to need revision to be effective.'
- . 'S i

Although the sample size in this study was small no teacher in -

<3
the study scored over 3 ‘on the rating scale and therefore only one '
» R O
: significant difference was found This same problem was

encountered by both Eggert (l977) and Marland (1977) who also found |

@ 4.

. low ratings on this scale. “Marland (1977) found that
All ratings on the empathy scale were below«three,
‘indicating that the teachers' verbal responses to the
expressed feelings of students did not mirror the
affect and meaning conveyed@dn the original student
expressions. (p. 160) 4@

)

-Eggert (1977) discovered’no significant relationships between“
pathy and the pri product measures used in his study and stated.f,;.f'

o ‘gy '. N ‘. . o

e
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"High leyel empathic responses -as defined by the scales used
‘in this study were rarely heard" (p. 169) The Empathy scale
also produced the largest number of coding episodes where no .
valne was given due to a failure to observe empathic behavior -
_ during thatiepisode,ylln fact,iout.of a possille 10§ coding ///
_episodes for all teachers, 42.were not'coded for Empathy.. Perhaps
this may have some relation to the Principle of Suppressing -
Emotions identified by Marland (1977) and Conners (1978) whereby
gg;éhers seem to withhold showing their emotions to their
ﬁystudents.. If the principle does, indeed, occur in the classroom,
the Empathy scale may need considerable revision to be able to
identify empathic episodes. Basically,»unconscious use'of this

“‘principle.by;teachers means that for diﬁfering reasons,.such as

ffor‘classroomkmanagement or to. maintain pupil self-toncept f
’i teachers do’notferpress.the emotions they may be feeling ?erhaps
'3it.operates'as part ofvthe teacher role in the classroom and is
related to the éynomorphy of the classroom setting and the expected
._behavior of teacﬂers toward students.; The category of Warmth may '
also require revision in light of this principle, although all
‘three teachers increased in their ratings of Warmth during ‘the -camp .
as compared with prior to the camp. The revised Scales may '

indicate that the Principle of Suppressing Emotions does not

' function in the same ‘manner at a residential camp.



The results.of this exploratoryvstudy‘appear_to raise C -

Recommendations for Further Research

1. ~ Y
-

™

several questions which might well indicate necessary further .

investigation. The following list poses some of  these possible

= studies.

S

[N

Questions

~ . '

;Related to Theory‘

1.

What is the relationship of behavior setting theory

‘\\\\h;>to differing types of residential camp environments’

4,

Are there different camp settings and what differences
in coercive effects do they produce” ; | .
What specificqbehaviors of teachers are connected with
increases in student- teacher rapport’ Can - these be:

measured in terms of Gump's (1974a) behavior setting

units? ’

’

What specific behaviors’are encompassed hy'the High -

Inference instrument and how are these’ related to‘
achievement of educational goals’

What effect would a residential camp experience with
students have on' the role perceptions of a teacher in
training’ Wouldva beginning,teacher modify the image
he/she holds ofn"teacher" as.a'resnltfof such an f"

@

Vexperience? L 4’:1,
Does the inportance of thedthree general categories of

teacher hehaviox.used'ithhis tudy change in a camp B




‘oituation?,,for example,‘do interpersonal
N ’ ) : ' .
. ﬁgﬁﬁ? categoriesvhecome more important than management
K2 hpi categories? o |
6. Whét}is‘the effect of forma14instrnctionaliperiods
during;thevcanpton‘student-teacherhinteraction? |
",Are‘there role'differencescin instructiopal and
noninStructional.periods for students ahd teachers?
What are the;attitUdes oftetndents‘and'teachers toward
| each other during these periods’ e |
_.;7}'ﬁIs an in—depth longitudinal study of an exploratory
| ‘nature on one- teacher in both classroom and camp
| settings.possib1e° Would this produce any: basic
'principles of behavior different in these\\:o settings°‘ o
‘8. ‘What other instruments ex At for determining differences

v

E in behavior of teachers : the two settings’ Do these

instruments reflect a di ferent, perhaps more R
.Lﬂ appropriate, theoretical baseifor exPlainlng these'_{'
afdifferences’

questions Related to Practite ' "ﬂ" ‘ 13‘ . .("\fif

'fl. What effect do changes in teacher behavior as a reSult

of outdoor education programs have on pupil product ‘a-

" wmeasures? What effect do they have on pupil affective
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2. 1Is there a typology of‘cam%‘settings? Do:different

. camp setfings produce or coerce’different teacher

behaviors? |
;"* . 3. What effect _do camp settings have in terms of
coercinn;g;nonorphic.hehaviorsyof pupils?- How can;
these hejnanipuiated? .
. 4."What ishthe situation at present regarding residential .
.outdoor education programs in Alberta? ' VA
5. Whaéjis\the optimumvlength 3f time for a reSidential

camp program? - Do positive effects decrease with a

N

. 1onger program?

- Concluding Statement
;"i- o ‘ _ S .

“This study seems to indicate that teacher hehavior does’
change in a residential camp setting This information should -
provide an. incentive for further study into these changes and the -~

S effects they may have on both’teachers and students.‘ In this-way

‘vpan appreciation may come for .the learning possible with the under—
standing and use of the outdoor classroom, It seems: appropriate to
‘conclude with a8 statement by Sharp, one of the foremOSt advocates

._of outdoor education.
‘ v fCamping stands at the very. peak of outdoor education.
» . - -and school camping," in many school systems, has come to
-~ -«-play a: ‘very: important.part in the learning process. School
'_ﬂcamping is not something to''do when school is over; but
"something*you ‘do in order not to miss the benefits that

.are so easy to gain when a group goes into the open to live
o and study together. (1952, p. 21).
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’ ’c. Subjects taught'

' Qccupation %% father, mother.

O

| TEACHFR DATA SWEET
.»Ngme: L
Agé:
Post-secofdary éducationy -

a. Degree(s): Year(s),completed:

174

b. Major/minor:

~@. Route (Plan B, B. Ed, after degree,}etc )

Teaching experience
-a. Number of years:

o

-

b, Grade levels:

' What'other full-time jobs have you held? __ oy

v

'What other yositions haV%ﬁyou -held whic .
~.with youth? . .-

o

led you to work ;‘ !

.

L S

0o Biely P

a. In courses? Please elaborate:

“b. In experiences? ‘?leéée elaborate: _ .

What preﬁarqﬁion havé.ybu had for outdoor education?

-’

S

i
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9. Do you feel the outdéor experience improved your relationship
. with your pupils? If so, in what way(s): '

3

]

a. What about étudents from other clasées ?hich you normally
do not teach? 3 : i

N

-

10. Do you think thatkyou revealed facets of yourself which the
,gtudents in general had never seen at scﬁool? "Please explain:

x

™

-

a. Did you mind revgaling such facets? : i

11. Did you perceive:;tudeﬂts behaving in w@ys different from the

v

ways you normally..associate with them at school? TIllustrate, -

if possible, with'examples that pleased you, displeased you,
v///’-\\b§)@erely confounded you. i- '

e
N £
LN N

"12. To what extent Wefe,youp/academic'objectives met through the
outdoor school experience?
Y P —w

i

'13. To what extent were the student's learnings enhanced by the
.~ outdoor setting? L ' 4 . -~
: — : :

N -
-3 . . .

a"‘
i

a. To‘yhét exéént'didvtheAsetting dgtraét from the:léarni
experience? i el
. \

n

- ) e - N
b T - . “

-t P




14,

- 15,
" which indicates the degree to which you display the beMavior -

)

-

- 1little cqmmunication o

To what degree were the’student§~aﬁﬁe to progress in the-
affective or motor domains as a.result of the outdoor:

experience? Were the lanned and unplanned events in the o ]
two domains which yoll codld use as examples? ‘

u #*

e

Kindly consider the following items and circle the rat’

indicated.

NOTE: It is not intended that you should infer that 'good’
teaching’.1s represented by a rating of 5 in any or all areas.
Thds is only an attempt to describe some teaching areas.

a. WITHITNFSS = the degree to which the teacher~ebmmunicates

" to the students that he/she knows what is happening in the -

‘classroom. This is not to say that the teacher does not
know what is happening, only the degree to which this 1s
communicated to: the .students.

great communication .

1 .2 3 | % s

s

E 3 .

b. OVERLAPPINGNESS - the ‘degree to/which thg-teacher islable
to deal with more f£han one issue at a time. .

1{ttle overlappingness. J ' _ great overlappineness
1 S T T T 5

c. SMOOTHNFSS - the degree to which the teacher interrupts
-the ongoing flow of academic events.
many interruptions o ‘  few interruptions

1 2. 3 4 3

“d. MOMENTUM - the degree.to which the teacher slows dbﬁn the -

pace of the. 1esson‘through dwelling on pupil behavior, a .
. sub-point; thSi&al prpps, or on individuals and small groups. :
k4 -

great sldwingg " . ‘ ) ,’{Y little slowing

1 203 4. . 5.



tQWard students.

W

e. CLARITY % the degr yto which the tefcher 1s clear and
» explicit in answering rEtionn br presenting material nnd

in check&ng student unde atanding.:
1itt1e clarity ’ . . - great clarity °
" N ' { o ) . .
) I 2 3L 4 5
. - é ) N e

f. PERSUASIVENESS - the degree to which the teacher is able
to get students to do work related to the objectives of the
lesson. . ‘

z
k]

"little persuasiveness ’ g . great persuasiveness

N
)

1. S S ~S

g. WARMTH - the degree to which the teacher gives explicit
(observable) evidence of warnth (caring, prizing and valuing) °

.0

1ittle warﬁth A ' ) o ' great warmth

A5 T 3. 4" .5

”

h. EMPATHY - the degree to which the teacher is able - (through-

fvocalization) to empathize with student feelings and problems.

little empathy o . ’ great empgthy J

Lo

1 2 3 h s
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