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Abstract:

The intent of this study was to find out if there was any relationship among selected classroom
behaviors and characteristics of a sample of teachers at Montana State University and student
perceptions of teacher warmth, prestige, and effectiveness. In addition, this study sought to examine the
relationships among these teacher behaviors and characteristics and teacher self-ratings and the grades
the students expected to receive for the course.

Student volunteers were trained in the use of the Teacher Behaviors and Characteristics Checklist, an
instrument developed by the investigator, and then attended three classes of each of the teachers
involved in the study during Spring Quarter 1975 in order to count and categorize teacher behaviors
and characteristics. Three instruments were administered to the students of these classes—the
Authoritativeness Scale, the Scale for Measurement of Counselor Traits, and the Revised Faculty
Rating Form. Data relating to the grades the students expected to receive for the course and teacher
self-ratings as to the effectiveness of their instruction was also collected.

The hypotheses tested in this study were concerned with the relationships among teacher behaviors and
characteristics and five independent measures of teacher performance. These five measures were
teacher warmth, teacher prestige, teacher effectiveness, course value—item 33, and course value—item
85. All hypotheses were tested at either the .05 or the .01 level of significance using either the analysis
of variance or the Pearson correlation.

Results of this study relevant to the measure of warmth indicated that teachers who were perceived by
students as being warmer persons were of higher academic rank, held doctor's degrees, rated
themselves between "average" and "above average" in effectiveness, related more of their positive
experiences to their class, and tended to dress more in ties and dress pants, sports coats and dress pants,
and suits' but did not wear sports coats and suits all of the time. They also positively evaluated student
responses less frequently, did not acknowledge student feelings as often, smiled less, and their students
spoke less in class and expected to receive lower grades for the course.

Teachers who were viewed with more prestige rated themselves between "average" and "above
average" in effectiveness, held doctor's degrees, were expected to give lower grades, and were of
higher academic rank—with one notable exception. Instructors received the highest ratings.
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ABSTRACT

The intent of this study was to find out if there was any
relationship among selected classroom behaviors and -characteristics of
a sample of teachers at Montana State University and student perceptions
of teacher warmth, prestige, and effectiveness. In addition, this
study sought to examine the relationships among these teacher behaviors
and characteristics and teacher self-ratings and the grades the
students expected to receive for the course.

, Student volunteers were trained in the use of the Teacher
Behaviors and Characteristics Checklist, an instrument developed by the
investigator, and then attended three classes of each of the teachers
involved in the study during Spring Quarter 1975 in order to count and
categorize teacher behaviors and characteristics. Three instruments
were administered to the students of these classes--the Authoritative-
ness Scale, the Scale for Measurement of Counselor Traits, and the
Revised Faculty Rating Form. Data relating to the grades the students
expected to receive for the course and teacher self-ratings as to the
effectiveness of their instruction was also collected.

The hypotheses tested in this study were concerned with the
relationships among teacher behaviors and characteristics and five
independent measures of teacher performance. These five measures
were teacher warmth, teacher prestige, teacher effectiveness, course
value——item 33, and course value-—item 85. All hypotheses were tested
at either the .05 or the .01 level of significance using either the
analysis of variance or the Pearson correlation.

Results of this study relevant to the measure of warmth indicated
that teachers who were perceived by students as being warmer persons
were of higher academic rank, held doctor's degrees, rated themselves
between "average' and "above average'" in effectiveness, related more
of their positive experiences to their class, and tended to dress more
in ties and dress pants, sports coats and dress pants, and suits but
did not wear sports coats and suits all of the time., They also posi-
tively evaluated student responses less frequently, did not acknowledge
student feelings as often, smiled less, and their students spoke less
in class and expected to receive lower grades for the course.

Teachers who were viewed with more prestige rated themselves
between "average' and "above average" in effectiveness, held doctor's
degrees, were expected to give lower grades, and were of higher academic
rank—-with one notable exception. Instructors- received the highest
ratings.’ ' '
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Teachers who received higher ratings in effectiveness rated
themselves between "average" and "above average" in effectiveness,
had classes in which student laughter occurred more frequently, were
of higher academic rank, related more of their positive experiences to
their class, and dressed less casually, tending to wear ties and dress
pants, sports coats and dress pants, and suits. They also positively
evaluated student responses less frequently, did not acknowledge
student feelings as often, smiled less, and their students spoke less
in class.

The results of this study also indicated that warm teachers
were viewed with more prestige and were seen as more effective. How-
ever, the courses of warm teachers and prestigious teachers were
~valued less by the students.




Chapter 1 . ,

INTRODUCTION

¢

Adult and higher education is a topic of vital interest in our
nation today. The day is here when man in a world of increased
technology, increased leisure time, and increased social interaction
is finding that educatioﬁ is.indeed a life-long process. Along with

this increased significance of education is a greater nmeed for more and

v

better adult educators.

Probably no aspect of education has been discussed with
greater frequency, with as much deep concern, or by more edu-
cators and:citizens than has that of teacher effectiveness—-
how to define it, how to identify it, how to measure it, how
to evaluate it, and how to detect and remove obstacles to its
achievement . . . . But findings about the competence of
teachers are inconclusive and piecemeal; and little is presently
known for certain about teacher excellence (Biddle and Ellens,
1964:5).

Studies have been done which go far to answer the question as
to the sort of procedures which have been found. successful in estab-
iishing good relationships in a classroom and thus contribute to
teacher effectiveness. However, they &o‘not help the teacher to
answer other questions which arise on acfually encountering students.
"Have I the correct sort of personality?" "Wiil I be able to win and

\
hold their attention?" .
It was the iPteptfof this study to determine and déscribe some

of the characteristics which constitute the "correct sort of person-—

ality" and will enable an instructor to win and hold the students’




attention.

Two characteristics which may play an important role in the
teaching—learning process are personal warmth and social pré;tige. It
appears that warmth or positive regard from others is a genuine need
of each individual and thus constitutes a powerful social reinforcer.
A teacher who respoﬁds to his students in such a way as to contribute
positively to their feelings of self-worth becomes an important person
to those students and capable of modifying their behavior. The
effectiveness of a teacher's social reinforcement and also his potency
as a social model are further enhanced if he is held in esteem by his
students. 1In other words, not only is it rewarding to an individual
‘to be around another who expresses positive feelings toward him, it
is even more rewarding if that person is of high prestige.

David G. Ryans (1960) notes that it is of interest to consider
the kinds of behaviors people remember about teachers and to raise the
question of relative importance of such remembered characteristics Qith
respect to behaviors normally assumed to cﬁaracterize teaching. Using
a critical—incidenté approach in his teacher characteristics study,
Ryan found that most'tgaching incidents reborted (descriptions of
actual observed behaviors believed to have contributed to the judgment
of superiorify or inferiority of the teachers) involved personal or
social teacher behaviors, even though directions had given the judges

complete freedom in naming c¢ritical incidents. He then poses and




answers the following question:

Are personal or social characteristics more important than
a teacher's scholarliness, the teaching procedures followed,
unique demonstrations, or the content taught? One may well doubt
they are more important, but they may be equally important. We
question why more people often do not mention incidents
involving the teaching learning process per se . . . all of us
seek personal reinforcement and it is in the area of the persomnal
or social characteristics of teachers and other persons that we
best recall events (Ryans, 1969:72).

It is the contention of the writer that the more a teacher is
held in esteem by his students and the more he contributes verbally
and nonverbally to their feelings of self-worth the more effective he
will be in influencing their behavior. A teacher is thus in a position
to reinforce learning in his students in either an appropriate or
inappropriate way, either wittingly or unwittingly. For him to be an
effective teacher he should be aware of those verbal and nonverbal
behaviors which are indicators of warmth and acceptance to his students,
and also those characteristics and behaviors which might cause him to
be held in esteem by his students.
Asche (1946:258) peoints out:
We look at a person and immediately a certain impression of
his character forms itself in us. A glance, a few spoken words
are sufficient to tell us a story about a highly complex matter.
We know that such impressions form with remarkable rapidity and
with great ease. Subsequent observation may enrich or upset our
first view, but we can no more prevent its rapid growth than we
can avoid perceiving a given visual object or hearing a melody.
We also know that this process, though often imperfect, is also

at times extraordinarily sensitive.

It is for these reasons that the characteristics of teacher
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warmth and prestige are important aspects of the teacher-learning

process and merit investigation.
STATEMENT OF THE PROBLEM

_ The problem of this study was to find out if there was
any relationship among selected classroom behaviors and character-
istics of a sample of teachers at Montana State University and
student perceptioﬁs of teacher warmth, prestige, and effectiveness.
In addition, this study sought to examine the relationships
among these teacher behaviors and characteristics and teacher self-
ratings and the grades the students expected to receive for the

course,

PURPOSE OF THE STUDY
i

The purpoée of this study was to determine some of those
interpersonal characteristics and behaviors that make up the person-
ality of a good teacher. In other words, it was concerned with the
question, "What personal qualities make a teacher effective?'" This
research focused on those teacher characteristics and behaviors which
seem to be related to the degree to which teachers are held in esteem

by their students and the extent to which they are viewed as warm




individuals by their students. N

Furthermore, it was the purpose of this study to define the
characteristics of warmth and prestige in behavioral terms in order
that an individual so desiring might endeavor to incﬁrporate them into

his personality.
NEED FOR THE STUDY ‘ :

A survey of the available literature pertinent to the issues
of this study indicated that, although studies have been‘doné which
attempted to determine the interpersonal characteristics of a good
leader, counselor, or educator, these characteristics, for theﬁmost

part, were not behaviorally defined and/or were not examined in

v

. f
relation to adult learning.

Much money, time, and effort is involved in the development‘by
our educational system of teachers-~-hopefully good teachers=-in order
to provide the best possible educational opportunities for the country's
citizens. This task is undertaken without a complete knowledge of what
constitutes a good teacher. Teachers themselves do not know what makes
them effective and, for the most part, rely on "seat of the pants"
technology.

The lack of an adequate, concrete, objective, universai
criterion for teaching ability is thus the primary source of
trouble of all who would measure teaching. One typical method
of attack is to compile a list of broad general traits supposedly

desirable for teachers, with respect to which the rater passes
judgment on each teacher. This amounts to an arbitrary
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definition of good teaching, which is subjective and usually
vague, but it does not necessarily lead to. a definition of it.
Only if the traits themselves can be reliably identified can
their possessor be identified as a "good teacher" according to
the definition laid down in the scale (Lancelot, Barr, Torgeson,
Johnson, Lyon, Walvoord, and Betts, 1935

After reviewing over 150 articles on the personality charac-

- \
teristics of teachers, Getzels and Jackson (1963:574) concluded that:

Despite the critical importance of the problem and half-
century of prodigious effort, very little is known for certain
about the nature and measurement of teacher personality, or about
the relation between teacher personality and teacher effective-
ness. The regrettable fact is that many of the studies so far
have not produced significant results.

Another discouraging aspect of the attempt to ascertain what
makes a teacher effective is the fact that learning in an educational
setting is conditioned by a very large number of variables. These may
include such governing factors as intelligence, the pupils' own habits
of study, interest, and physical condition. Learning may also be
affected by factors associated with the teacher, his personality,
voice, dress, clarity of thought and expression, sense of humor, and
so on. It is these latter kinds of factors which serve as the focus
of this study.

Many studies have examined the flow of verbal interaction
between teachers and their students, i.e;, the Flanders s?stem. In
such. studies verbal behaviors are categorized and classrooms are

observed in order to encdode student and teacher verbal behaviors. In

addition to the charting of verbal interactions, attention must be
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paid to the nonverbal behaviors of both the teacher and his students
in order to obtain a picture of the total interaction process in the
classroom. .
Hendrix (1960:39) has observed that:
One phase of teaching looming large in things revealed to
date is the enormous role playved by nonverbal communication
between teacher and students. Current research in paralinguis-
tics——especially that inyolving kinesics--is revealing ways to
identify and classify the nonverbal behavior which human beings
learn to interpret in each other; it is thus that we produce
the complicated stream of communication sometimes accompanying,
sometimes independent of words. Such an analysis might enable a
teacher to cultivate desirable paralinguistic effects, and to
avoid those which are destructive to his work.
There is a need to define teacher interpersonal charactetristics
in behavioral terms such that a greater insight into the teaching-
learning process might be provided. Also, characteristics so described

might be more easily taught, more easily learned, and more amendable

to experimental anslysis.
GENERAL QUESTIONS TO BE INVESTIGATED

Tt-is the intent of this study to obtéin information bearing
on the following questions.

1. Are there identifiable and quantifiable characteristics and
behaviors of teachers which would affect the degree to which they are
viewed as warm, and the degfee to which tﬁéy are viewed with prestige?

2. Dq.obéerver ratings of teacher béhaviors and characteristics

differentiate between teachers who are warm and those who are not,
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between teachers who are viewed with prestige and those Wﬁo-are not and
between effective and non-effective teachers?
3. Do student perceptions of teacher warmth differentiate
between effective and non—efféctive teachers?
4. Do student perceptions of teacher prestige differentiate

between effective and non-effective teachers?
GENERAL PROCEDURES

The problem was approached by first determining which instru~
ments were available that would be capable of assessing the character-
istics, behaviors, and perceptions needed to answer the general

questions. The investigator decided to use the Authoritativeness

Scale (McCroskey, 1966), the Scale for Measurement of Counselor Traits

(Suvak, 1966), the Revised Faculty Rating Form (Miller and Guinouard,

1966), and the Teacher Behaviors and Characteristics Checklist. The

last instrument was developed by the investigator.

The next step was to select, and obtain the cooperation of, the
teachers who pértiéipa;ed in the study. This was accomplished by
obtaining a ra;dom éample of all.the 300 level courses offered during
Spring Quarter, 1975, and then asking-fhe teachers of these courses to
participgté in the study.

Finally, student volunteers from three sections of Educational

Psychology 208 were trained in the use of the Teacher Behavior and
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Characteristics Checklist and then attended three classes of each of

the teachers during the quarter in order to count.and categorize
teacher behaviors and characteristics.

The data was collected during the Spring Quartef, 1975,
organized, and analyzed following the collection.

This paper has been structured along the.following'oﬁtline.

In Chapter 1, an introduction to the problem was presented, a_state;
ment of the problem was given, the need and purpdse of the study was
clarified, and general‘questions to be investigated were considéred..
General procedures were described, limitations acknowledged, and a
definition of terms were given.

Chapter 2 consisted of a review of selected literature deemed
pertinent to the problem and questions presented in Chapter 1. Litera-
ture reviewed included that of teacher warmth'and its affec¢t upon
learning, behavioral cues of warmth, and teacher prestige and its
affect upon learning.

Chapter 3’consis§ed of the research procedures. Included were
the description of the'community and population, methods of collecting
the data, the reliability and validity of the instruments used, and the
organi;ation and analysis of the data.

 Chapter 4 consisted of the analysis and the results of the

data collected.
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LIMITATIONS OF THE STUDY

1. This study was limited to Montana State University students
enrolled in 300 ievel courses during Spring Quarter, 1975.

2, The faét that some teachers were unwilling to participate
in the study.may have been a limiting factor. Theré is the possibility
that a certain type of teachér refuses to cdoperate with such a study.

3. Aﬁpther limitation of this study was the possibility that
teacher-student contact qutéide the classroom colored student percep—
tions of their teacher.

4. The general student and teacher population at Montana State
University may have been a limiting factor. Due to the nature of its
curriculum offerings and geographical setting, a certain type of
student and/or teacher, not representative of students and/or teachers
nationwide, may be gttrac;ed to Montana Stéte University.

5. The resources available at the Library of Montana State
Univeréity.may-have been a limiting factor. Financial resources
available and selection recommended by the facﬁlty limit the scope and
variety of resources.

' 6. The selectiqn of the literature to be reviewed by-the
investigator may have been a limiting factor. Tﬁe investigator
restricted his review to certain selections and may not have reviewed
other appropriate literature.

7. The instruments used to collect the data, the
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Authoritativeness Scale, the Scale for Measurement of Counselor Traits,

. the Revised Faculty Rating Form, and the Teacher Behaviors and Charac-

teristics Checklisf may have been limiting factors. Other instruments,

unknown to the investigator, might have been more appropriate for the

study.
DEFINITION OF TERMS

The following is a list.of terms and their definitions as they

‘were used throughout the study.

Behavior. For the purposes of this study, behavior is definied
as anything a person does which is observable or recordable, i.e.;

words, mannerisms, etc.

\

Characteristic. The term characteristic is defined as those

aspects of a person which are not behaviors, i.e., dress, title, etc.

Student Perceptions Questionnaire. This questionnaire consists

of the Authoritativeness Scale, the Scale for Measurement of Counselor

Traits, and the Revised Faculty Rating Form.

Teacher Behavior and Characteristics Checklist. The Teacher

——

Behavior and Characteristics Checklist was an instrument developed by
the investigator to categorize and quantify teacher behaviors in the

classroom. This scale consists of eleven categories which enable an




12
observer to identify and count the frequency of such teacher behavio;é
as expressing personal concerns, smiling, and attending behaviors.
-
SUMMARY -

A need for investigation in the areé of teacher personalif&
and its relation to teécﬁer effectiveness is apparent. Although
studies have been done which sought to determine the'inte}personal‘
characterisfics of a good leader, counselor, or educator, these
characteristicé, for the most part, were not behaviorally defined
and/or were not exémined in relation to-adult learning.

The'inves;igator viewed this study as an attempt to identify
and behaviorally describe those interpersonal characteristics/ and
behaviors that make up the pefsonality of é good teacher. The study
ﬁad as its focus those teacher chgracteristics and behaviors which geem
to be related to the degree to which teachers are held,in esteem by
their students'and the extent to which they are viewed as warm
individuals by their §tudents.

This chapter presented an introduction to the conceptsrof
teachér warmth and prestige and posed several questions rélating to the

possible effects they may have upon teacher effectiveness. The need

for the study, general procedures for conducting the study, liﬁitations,

and definitions of terms were presented.

Chapter 2 includes a review of the literature relating to this

particular study.




Chapter 2

REVIEW OF LITERATURE

The primary emphasis of this chapter is the review of literature

relating to the personal characteristics of warmth and prestige and the
role they play in interpe;sonal communication, especiall& as they
pertain to the teaching~ledrning process. 1In addition, this chapter
will examine thelspecifié.behaviors that convey warmth, that is, fhose
behaviors which tell another that he is regérded in a positive way.

The chapter is then organized around the following three themes.

1. Warmth and its affect upon 1earning; This section is a
review of the literature concerned with the characteristics of warmth
and the role it,plays in intérpersonal relationships, especially as it
relates to the teacher-student relationmship. Teaéher warmth is viewed
from the framework of learning theory as a fowerful reinforcer of
student learning. Studies investigating the effectiveness 6f certain
verbal and nonverbal responses of an experimenter in influencing a
subject's behavior and in some cases nonverbal behavior are repofted.

2. Behavioral cues of warmth. It is the aim of this section

to present those studies which attempt to define and specify the

behavioral cues of warmth.

3. Prestige and its affect upon learning. This section deals

largely with studies.of social influence which look at communicator

prestige as a factor in how effectively a message is communicated.
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That is, to what degree and in what way does the prestige of the
communicator affect his ability to modify the behavior of others.
Studies relating the prestige of a source to his potency as a social

model are also discussed.
WARMTH AND ITS AFFECT UPON LEARNING

If psychotherapy can be looked upon in a general way as a
learning process, then it is relevant to this study to consider the
theory of personality of Carl R. Rogers (1952:483) which was evolved
from the study of adults in therapy.

One of Rogers' basic propositions is that the more an individual
is able to attend to, think about, and accept as part of himself the
whole range of his responses, the better adjusted he is likely to be,
and that his most important self-conceptions are learned through his
interactions with other people (Ford and Urban, 1963;410).

Ford and Urban (1963:410) go on to describe Rogers' ideas of
"need for positive regard and self-regard":

«-+ . another important product of learning involves habits
of seeking certain kinds of consequences and affective responses
related to them. Here the emphasis is on interpersonal situa-
tions and the behavior of other people toward the individual.

As the infant becomes aware of himself as an entity different
from others, he begins to notice differences in their responses
to him and his to them. One important category of such responses
Rogers calls '"positive regard." This includes such responses as
"warmth, liking, respect, sympathy, acceptance," all of which

seem to have a common denominator of positive affect), an appar-
ently innately desired response which one seeks to create in
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oneself. It is proposed that when the individual notices that
others are responding toward him with positive affect, it elicits
positive affect in him--it is satisfying.

To put it differently, when others evaluate a child's responses
negatively by displaying anger or disapproval, discomforting
affective responses are produced in the child. Positive evalua-
tion by others through smiles, approvals, or affective responses,
however, produce "satisfying" affect in the child. The child
gradually comes to seek the latter and avoid the former. 1In
Rogers' terms, he acquires a need for positive regard.

Harris (1973:68) also contends that individuals have a need
for positive regard from others. This positive evaluation or recogni-
tion from others he terms stroking. In the "I'm not OK--You're OK"
position, which is the universal position of early childhood--a position
most of us maintain at least in part the rest of our lives—-~the person
feels at the mercy of others. '"He feels a great need for stroking, or
recognition, which is the psychological version of the early phyéical
stroking."

That warmth is an important quality in a person which seems
to carry more weight than others in establishing a view of an individ-
uval's personality was investigated by Asch (1946:258). The basic plan
followed in the series of experiments he reported was to read to the
subject a number of discrete characteristics, said to belong to a
person, with the instruction to describe the impression he formed.

It was found that the characteristic "warm~cold" produced striking

and consistent differences of impression with the characteristic warmth

producing a far more positive impression than the characteristic cold.
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Whereas the Warm—coldivariable had beeﬁ found by Asch (1946)
to produce large differences in the impressions of personality formed
from a list of adjectives, Kelly (1950:431) introduced the same vari-
able in the form of expectations about a real person in a classroom
setting, and obtained similar results. Before his actual appearance
in a classroom as a substitute instructor, the stimulus person was
introduced by an experimenter; and a little biographical note about
him was passed out to the students randomly in such a manner thét they
were mnot aware‘that two kinds of information was being given out. The
two notes were identical, except that 'in one the stimulus person was
described among other things as being ''rather cold" whereas in the
other form éhe phrase '"very warm"lwas substituted. It.was found that
different first impressions were produced by the different expectations;§

"and they were shown to influence the observers' behavior toward the
stimulus person. Those observers given the favorable expectation (who,
consequently, had a favorable impression of the stimulus person)

)
tended to interact more with him than those given the unfavorable
expectation.

In summarizing the statistically significant differences in
the waj subjects viewed the stimulus person and rated him on a set of
fifteen rating scales, Kelly (1950:431) states:

The "warm" subjects rated the stimulus person as more '

considerate of others, more informal, more sociable, more popular,

better natured, more humorous, and more humane. These findings
are very similar to Asch's for the characteristics common to both
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studies. He found more frequent attributions to his ﬂypothetical
"warm" personalities of sociability, popularity, good naturedness,
generosity, humorousness, and humaneness. So these data strongly
support his finding that such a central quality as "warmth" can
greatly influence the total impression of a personality. This
effect is found to be operative in the perceptions of real
persons.

A study by Lehat-Mandelbaum and Kipnis (1973:250) indicates
that teacher consideration is an important factor in the teaching-
learning process. They asked college students to describe the behavior
éf their instructors using an adaptatioﬁ of Fleishman's Superviséry
Behavior Description Questionnaire and to also evaluate their ability
to teach. .Teacher behaviors were-categorized in terms of teacher
consideration, wﬁiéh relates to the teacher's personal relationship with
students—~his attention to emotional and social aspects of students'
classroom life-~and in terms of teacher initiating structure which
refers to an emphasis on the content of the course and the learning
tasks. '‘The authors concluded that '"the teacher seen as high in con-
sideration by his students was considered to be the superior teacher."

In a study by Dawéon, Messe, and Phillips (1972:369), an
experimenter manipulated his consideration and initiating structure
behaviors while teaching four sections of general psychoiogy, and
found that classes taught with high consideration were higher on three
dependent measures of performance than students taught with low

consideration. Students in classes taught with high consideration

perfbrmed higher on the submission of annotated bibliographies,




18
answering test items correctly, and obtaining research credits. In
classes taught with high initiating structure, students performed
higher on the submission of annotated bibliographies.

Gage (1972:35) examined research using such process measures
as the Minnesota Teacher Attitude Inventory and the Flanders' inter-
action categories and found the following:

(a.) Teachers differ reliably from one another on a series

of measuring instruments that seem to have a great deal in common.
(b.) These reliable individual differences among teachers are
fairly consistently related to various desirable things about
teachers...Teachers at the desirable end tend to behave approv-
ingly, acceptantly, and supportively; they tend to speak well of
their own students, students in general, and people in general.
They tend to like and trust rather than fear other people of all
kinds.

Thus, there is evidence which supports the thesis that the
characteristic of warmth is important in interpersonal relationships
and may be an important factor in determining a teacher's effective-~
ness. In the teacher-student relationship, teacher warmth and positive
regard might be viewed from the framework of learning theory as
powerful reinforcers of student learning. There are a number of
reports in the literature, generally appearing under a verbal condi-
tioning label, which indicate that teacher or experimenter verbal and
non-verbal behaviors which might be construed as signs of approval or
regard are effective reinforcers. These studies are an application of

learning theory in that they deal with the operant conditioning of

verbal behavior.
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B. F. Skinner (1957:53) pointed out that:

The effect of this procedure in releasing a response from a
specific controlling condition is usually achieved in another
way. Instead of using a great variety of reinforcements, each
of which is relevant to a given state of deprivation or aversive
stimulation, a contingency is arranged between a verbal response
and a "generalized conditioned reinforcer." Any event which
characteristically precedes many different reinforcers can be
used as a reinforcer to bring behavior under the control of all
appropriate conditions.of deprivation and aversive stimulation.
A response which is characteristically followed by such a
generalized conditioned reinforcer has dynamic properties similar
to those which it would have acquired if it had been followed by
all the specific reinforcers of issue.

A common generalized conditioned reinforcer is ''approval."
It is often-difficult to specify its physical dimensions. It
may be little more than a nod or a smile on the part of someone
who characteristically supplies a variety of reinforcements.
Sometimes . . . it has a verbal form: '"Right!" or "Good!"
Because these signs of approval frequently precede specific
reinforcements appropriate to many states of deprivation, the
behavior they reinforce is likely to be in strength much of the
time.

The effectiveness of certain verbal and nonverbal responses of
an experimenter in conditioning a subject's verbal behavior and in some
cases nonverbal behavior has been demonstrated in many studies. Weiss,
Krasner, and Ullmann (1960:415) exﬁerimentally manipulated the
emotional atmosphere of examiner reinforcement to determine its effect
on interpersonal responsiveness as measured by changes in samples of
complex verbal behavior. -During reinforced trialé, the experimenter
verbally reinforced the subject's use of emotional words by saying
"mmm-hmm" and nodding his head as if in agreement. The emotional
atmospheres were induced by the experimenter during two distiﬁctly'

different.interactions with the subject, each lastiﬁg approximately ten
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minutes. Half the subjects had been assigned at random to the
hostility condition in which they were interviewed by an experimenter
who was openly critical, impatient, non-~believing, and who frequently
expressed his disappointment of the subject's answers, and by implica-
tion, questioned the subject's suitability for college work. For
comparison the other half of the subjects were exposed to a mildly
positive interaction with the same experimenter during which the
conversation centered on the subject's interests, aims, and academic
work. "Throughout, the experimenter maintained a friendly relaxed
atmosphere by expressing interest in the subject." It was found that
the induction of a hostile atmosphere significantly reduced responsive-~
ness to conditioning.

Sapolsky (1960:241) provided support for the hypothesis that
social reinforcement from a high attraction source is more effective
than from a low a;;ractidn source in two studies which manipulated high
or low attraction between subjects and the experimenter. The subjects
in the high attrac£ion group were told, "You will be paired with an
experimenter whom you will find congenial. We have developed a ques-—
tionnaire which enables us to do this." Subjects in the low-attraction
group were told, "Usuaily, we can match people quite well, but in your
cases we're going to have some trouble. It's going to take too long to

locate someone for you, so I'm assigning you to Miss C. She may

3
LY

irritate you a little, but do the best you can." The effectiveness of
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the directions in establishing the two experimental groups was
verified after the experimental session by the subject's ratings of
the experimenter on a self-anchored sociometric scale. It was found
that when there was high attraction between the subject and the
experimenter, the reinforcing value of "mmm-hmm" was enhanced as
evidenced by a significant increase in the use of first person
pronouns which made up tne reinforced response class. When the
attraction between the subject and.the experimenter was low, no
innrease resulted. When the experimenter left the room and subjects
continued construction of tape-~recorded sentences, subjects in the
low attraction condition exhibited a significant increase in the
previously rewarded behanior. It was concluded that the effect of a
non-attractive or incompatible'experimenter was to suppress or counter-—
act the immediate effectiveness of the positive reinforcement.

Ferguson and Buss (1960:324) investigated operant conditioning
of hostile verbs in relation to aggressiveness of the experimenter.
Subjects who were instructed to make up a sentence using one verb and
onelpronoun were verbally reinforced for using hostile verbs. Each of
the tWo‘experimenters plnyed a neutral role with one group and an
aggressive role with the other. "The neutral experimenter was patient,
.calm, and courteous in an attempt to establish a non-hostile experimen-
tal climate. The aggressive experimenter was brusque, unfriendly,

impatient, and tended to scowl and sneer." Reports from the subjects

1
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at the termination of the experiment revealed that the two roles
(neutral or aggressive) were enacted appropriately. It was found that
theraggressiyeness of the experimenter significantly affected condi-
tioning: an aggressive experimenter retards learning in comparison
to a neutral experimenter.

Employing a verbal conditioning paradigm with verbs of a
"mildly hostile" connotation as the reinforced response class, Sarason
(1962:376) found that a greater learning effect was obtained from high
hostile subjects run by low hostile experimenters. The degree of
subject and experimenter hostility was determined by their scores on

the Hostility Scale of Sarason's Autobiographical Survey (Sarason,

1958). Sarason pointed out that, '"One possibility suggested by these
results is that the level of the subjects responsiveness may be infiu—
enced by the deéree of experimenter-subject compatibility or similarity."
The results of a later study by Saraéon and Minard (1963:87) indicated
that subjects run by high hostile experimenters exhibited a learning
effect only in the high prestige condition, that is, when the experi-
menter was viewed as prestigious by the subject.

In an actual classroom situation, the reinforcement of student
responses may take other forms than a teacher simply saying "mmm—hmm, "
"yeah," or '"good" each time the student responds in a way the teacher
considers appropriate. Knowles (1973:90) reviewed a study by Flanders

and Simon (1969:68) who concluded from their examination of a dozen
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studies that:

The percentage of teacher statements that make use of ideas

and opinions previously expressed by pupils is directly related
to average class scores on attitude Scales of teacher attractive-
ness, liking the class, etc., as well as to average achievement
scores adjusted for initial ;bility.

Matarazzo, Saslow, Wiens, Weitman, and Allen (1964:54)
studied the effect of interviewer headnodding on interviewee speech
behavior. In this experiment, a control period of no interviewer
headnodding was followed by a period in which the experimental variable
was introduced; i.e., each time the interviewee began an utterance,
the interviewer nodded his head repeatedly throughout that whole
utterance. The results showed that the period of interviewer head-
nodding was associated with an increase in the average interviewee
speech ‘duration.

Cientat (1959:648) reported the effects of nqnverbal gestural
cues on rate of verbalization in a free-responding conversational
situation; the attention to student responses by the professor and a

_student confederate was varied. Attention or positive reinforcement
consisted of students being looked at, whenever they spoke, and being
given occasional nods of approbation. Ignorance or negative.reiﬁforce—
ment was shown by the professor'and a confederate looking away frém
‘students when. the latter spoke. Cientat found that the amount qf time

during which alsubject spoke was a "positive function of attention and

a negative function of inattention."
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In another study employing a verbal conditioning paradigm,

Matarazzo, Wiens, Saslow, Allen, and Weitman (1964:109), an intér—
viewer's "mmp—hmm” was used as the verbal social reinforcing stimulus.
A control period during which the interviewer did not say "mmm—hmm"
was followed by a period in which he said "mmm-hmm' throughout each of
the subject's utterances. Results indicated that the average inter-
viewee speech duration was greater during the period in which the
interviewer said "mmm~hmm' than during the period in which he did not.
Two studies by Weiss, Krasner, and Ullmann (1963:423) and Ikman,
Krasner, and Ullmann (1963:387) replicated the results of these verbal
.conditioning procedures employing experimenter headnodding and his
saying "mmm-hmm" as social reinforcers. In a study by Krasner, Ullmann,
Weiss, and Collins (1961:411) Which.also demonstrated the verbal condi-
tioning phenomenon, it was noted the two male experimenters obtained
significantly greafer use of the specified verbal class, emotional
words, during reinforced trials rather than operant trials, while the
female experimenter obtained group means in the same direction as the
two male experimenters, but not to a statisticall& significant extent.
Although theyauthors do not discuss the point, it is possible that the
subjects were influenced to a greater extent by the male experimenters
who were Ph.D's in psychology and introduced themselves as '"Doctor"

- than by the female experimenter who had an A.B. in psychology and

introduced herself as 'Miss," because they viewed the male experimenter
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as more prestigious. This point is discussed extehsively in the next
section of this chapter.

There are many studies of operant conditioning of verbal
behavior which offer supportive evidence for the notion that experi-
menter behaviors which convey acceptance or positive regard, indeed,
"signs of approval" és Skinner put it, are effective reinforcers. For
example, a study by Krasner (1958:1485 reported on thirty studies, all
of which follow a Skinnerian paradigm in that the dependent variables
are the subject's verbal behavior and the independent variables are
generalized conditioned reinforcers intended to bring verbal behavior
under. the control of the examiner. He reviewed these studies in terﬁs
of the different experimenter verbal and nonverbal behaviors employed
as reinforcing stimuli. He found the most widely used examiner vefbal
behavior to be the emission of the "mmm-hmm" sound, while other verbal
cues in these studies included '"good,'" "uhha," "yeah," "I see," "that's

1non

accurate," "that's right on the button," "that's a good one," "give

"non

another please,'" "you're right," "right," "all right,”" "fine," "I
P

' paraphrase of subject's response, and repetition-of subject's

agree,'
response. The gestural cues included headnodding, headshaking, and
smiling. A summary of the results of the sfudies reviewed by Krasner
is presented in Table 1, pages 26 and 27, which is similar to the table

found in his report.

These studies indicate the effectiveness of social approval as
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Table 1

Summary of Results of '"Verbal Conditioning" Studies

Author Reinforcing Stimuli Class of Behavior

Reinforced

Positive Results

Spivak & Papajohn(1957) '"right"

Ball (1952) ""mmm-hmm"' "animal"
Greenspoon (1954) "' mmm-hmm" plural nouns
Mandler & Kaplan (1956) '"mmm—hmm" plural nouns
B.Sarason (1957) ""mmm—hmm"" verbs
I.Sarason (1957) "' mmm-hmm"" "verbal activity" verbs
‘Mock <l957) "mmm—-hmm, " headnod "mother"
Krasner (1958) "mmm-hmm," headnod, "mother"

smile
Salzinger & Pisoni "mmm—hmm," "uh-ha," affect statements

(1957) (1957) or I see

Wilson & Verplank (1956) "nmm-hrmm,, " "good," plural nouns, adverbs,

or writing or travel verbs
Binder, et al (1957) "good" "hostile" verbs
Cohen, et al (1954) "good" "I," "we'" pronouns
Cushing (1957) "good" "like" person in pictures
Grossburg (1956) "good" "I," "we" pronouns
Ekman (1958) 4 "good" anti-capital punishment

response

Hartman (1953) ”goo&" "I," "we" pronouns
Hildum & Brown (1956) "good" "attitudes"
Klein.(1954) _ "good" "1," "we" pronouns
Nuthmann (1957) : "good" "acceptance of self"
Taffel (1955) "good" " "1," "we" pronouns
Tatz (1956) "good" a pair of digits
Fahmy (1953) '"good-one" human responses

autokinetic effect
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Table 1 {(continued)

Author

Reinforcing Stimuli

Class of Behavior
Reinforced

Wickes (1956)
Wickes (1956)
Ekman (1958)
Verplank (1955)
Kanfer (1954)

Hartman (1955)

Mock (1957)
Greenspoon (1955)
Daily (1953)

Hildum & Brown (1956)
Cushing (1957)

Daily (1953)
Marion (1956)
Hartman (1955)
Fahmy (1953)

Fahmy (1953)

Positive Results

"fine," "good," or

"all right"

headnod, smile, or
lean forward

headnod, smile, or
lean forward

paraphrase, agree-
ment, smile

“"that's accurate,"
etc.

head shakeP
head shakeb
"huh-uh"P
"' mmm-hmm"'
""mmm—hmm"’

"gOOd”

"goodﬂ
Ilgoodﬂ
headnod

repetition of
response

"give another one,
please"

movement responses

movement responses

.movement responses

opinions
autokinetic effort

"I," "we" pronouns
"mother"
plural nouns

"I , " ”We”

pronouns
"attitudes"

"dislike" persons in -
pictures

"I," "we" pronouns
HI , " Ilwell

"I," "we" pronouns

pronouns

human responses

human responses
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a conditioned secondary reinforcer. The question arises as to whether

" an experimenter can behave too warmly and thus lose his effectiveness

as a reinforcer.

Salzinger (1959:66) recognizes this possibility when he states:

While some reinforcement theorists have made an attempt to

define a reinforcement independently of its effect upon behavior,
such efforts are largely ineffective when applied to secondary
reinforcements. With a primary reinforcement like food it is
possible to predict its effectiveness from the operation of food
deprivation. It is more difficult to find similar operations for

secondary reinforcements like the utterance '"mmm—hmm,.

" a smile,

or a nod of the head.

Notwithstanding this, Gerwitz and Baer (1958:49) made an

attempt to use a social deprivation operation. Employing children as

subjects they found that when an adult made words and phrases like

"Good!" and "Hm'hmm" contingent upon an arbitrarily chosen response,

that response was reinforced (i.e., conditioned). It was found, in

addition, that this reinforcing effect of approval could be increased

when the children experiehced a preceding twenty minute period of

social isolation, relative to its effectiveness for the same children

when they had not been isolated. In a later study, Gerwith and Baer

(1958:165) found that behaviors maintained by social reinforcers are

responsive also to ‘a condition of relative satiation for such reinfor-

cers.

Results'indicated that the reinforcing effectiveness of approval

was relatively greatest after Deprivation~-a period of social isolation-—-

intermediate after Non-deprivation, and least after Satiation--equated

to a condition in which an abundance of approval and social contact is
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supplied to a child by an adult. It was concluded that:

. . . a reinforcer appearing to be typical of those in
children's social drives appears responsive to deprivation and
satiation operations of a similar order as those controlling
the effectiveness of reinforcers of a number of the primary
drives.

In a study by Simkins (1961:380), subjects were given a series
of tests and were subsequently criticized or complimented on their
performance depending on the treatment condition to which they were
assigned and irregardless of their actual performance. After the fake
testing, the subjects were presented with a conditioning task, the
learning of hostile verbs. During this time and until the completion
of the experiment, the experimenter assumed a neutral attitude with
all subjects. The results indicated that the effectiveness of the
social reinforcers "good" and '"that's fine" were dependent upon the
attitude assumed by the experimenter. Subjects who had been responded
to in an over-solicitous manner by the experimenter tended to show
resistance in being conditioned to use hostile verbs.

Simkins concludes:

Perhaps in the context of extreme social approval a satiation
effect occurs so that thé usual social reinforcers lose their
reinforcing effectivepness . . . . The best situation for the
learning of hostile materials seems to follow a condition of
social disapproval.

"It is possible that a teacher might increase his effectiveness

by varying his behavior in such a way that at times he expresses

warmth and acceptance while at other times he appears aloof or even
R . ;
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angry.

Johnson (1971:571) states:

If the invariant expression of warmth produces interpersonal
attraction but does not tend to produce influence, the expression
of combinations of warmth and other emotions such as anger may
be more successful in inducing cooperative behaviors from the
listener. A learning theorist who believes in the inhibition of
undesirable behaviors through the use of punishment might suggest
that the expression of anger towards undesirable behaviors and

. the expression of warmth towards desired behaviors may be far
more effective in inducing cooperation than the invariant expres-
sion of warmth.

- Johnson (1971) designed a study which compared the effectiveness
of expressing different orders of warmth and/or anger upon the induction
of cooperation in the actor and the listener in a negotiating situation.
~In the listener part of the study, seven female confederates were given
four hours of instruction.on how to express warmth and anger. In a
negotiating situation with one subject, the confederate's role was to
express warmth and/or anger. With subjects in the invariant warmth and

o)

invariant anger conditions, the confederate's affective expression was
consistent for the entire thirty minutes. In the warmth-anger and
anger-warmth conditions, the confederate would express one emotion for
the first half of the negotiating period and the other emotion during
the second half. In this study, behavioral compliance was measured by
whether the subject would publicly state acceptance of the confeder-
ate's arguments or would publicly state rejection of his own arguments.

The data indicated that more behavioral compliance took place in.the

warmth-anger and the anger-warmth conditions than in the invariant -
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warmth and the invariant anger conditions. Attitude change concerning
the relative merits of the two positions represented was measured by
asking the subjects to indicate the extent to which they felt their
position was superior to the confederate's. It was found that subjects
in the invariant anger and the warmth-anger conditions felt that their
positions were more superior than did the'subjects in thé invariant
warmth and the anger-warmth conditions.

The author concludes:

Thus, if one wishes to induce behavioral compliance with one's
position, the expression of warmth followed by anger or the
expression.of anger followed by warmth is more effective than is
the expression of invariant warmth or anger . . . . But if one
also wishes to change the other's private attitudes concerning
the relative merits of the two positions, the expression of
invariant warmth and the expression of anger followed by warmth
is more effective than the expression of warmth followed by
anger or invariant anger (1971:575). '

Aronson and Linder (1965) proposed that the expression of
positive feelings tpward another is re&arding to that person, however,
the expression of initially negative feelings, followed by the expres-
sion of increasingly positive feelings might be even more rewarding.

A statement of their viewpoint follows.

It is conceivable that the sequence of 0's behavior toward P
might have more impact on P's liking for O than the total number
of rewarding acts emitted by O toward P. Stated briefly, it is
our contention that the feeling of gain or loss is extremely
important—--specifically, that a gain in esteem is a more potent
reward than invariant esteem, and similarly, the loss of esteem
is a more potent "punishment" than invariant negative esteem,
Thus, if 0's behavior toward P was initially neégative but
gradually became more positive, P would like O more than he
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would had 0O's behavior been uniformly positive. This would

follow even if, in the second case, the sum total of rewarding

acts emitted by O was less than in the first case (1965:156).

Aronson and Linder tested their hypothesis in the following

manner: In a laboratory experiment, coeds interacted in two person
groups over a series of seven brief meetings. After each meeting, the
subjects were allowed to eavesdrop on a conversation between the
experimenter and her partner in which the latter (actually a confeder-
ate) evaluated the subject. These evaluations involved the confeder-
ate's expression of either a uniformly positive attitude toward the
subject, a uniformly negative attitude toward the subject, a negative
attitude which gradually became positive, or a positive attitude which
grédually became negative. It is important to note that the positive
evaluations in the Positive-Positive condition were qualitatively the
same as the final two evaluations in the Negative-Positive condition.
However, there was a quantitative difference. Because the number of
evaluations was the same in both conditions, the subjects who received
only positive evaluations received a greater number of positive rein-
forcemengs and fewer negative reinforcements than subjects in the
Negative-Positive condition. The Positive-Negative condition was the
mirror image of the Negative-Positive condition. In the Positive-
Negative condition, the confederate began by stating that the subject
seemed interesting, intelligent, and likeable, but_by the se?enth

session she described the subject as being dull, ordinary, etc. 1In
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the Negative~Positive condition, the confederate began by describing
the subject as dull, ordinary, not very intelligent, but during the
fourth session began to change her opinion about her. Her attitude
became more favorable with each successive meeting until, in the
seventh interview, it was entirely positive. The major results showed
that the subject liked the confederate best when her evaluations moved
from negative to positive and least when her evaluations moved from
positive to negative. It was concluded that a gain in esteem is more
rewarding than continuous positive esteem, and that a loss in esteem
is more punishing than constant negative esteem.

One of the explanations of this gain-loss effect advanced by

the authors is a cognitive one.

By changing his opinion about P, O forces P to take his evalua-
tion more seriously. If O expresses uniformly positive or
uniformly negative feelings about P, P can dismiss this behavior
as being a function of 0's style of response, i.e., that O likes
everybody or dislikes everybody, and that it is his problem. But
if O begins by evaluating P negatively and then becomes more
positive, P must consider the possibility that O's evaluations
are a function of O's perception of him and not metrely a style of
responding. Because of this he is more apt to be impressed by
0 than if O's evaluation had been invariably positive. It is
probably not very meaningful to be liked by a person with no
discernment or discrimination. O0's early négative evaluation
proves that he has discernment and that he's paying attention
to P-—-that he's neither blind nor bland. This renders his
subsequent positive evaluation all the more meaningful and
valuable (1965:168).

Sigall and Aronson (1967) extended the findings of Aronson

and Linder (1965) into a different area--the area of communication and

opinion change. In this experiment a communicator, .prior to preseﬁting
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his persuasive communication, needed to interact with the subject
over a period of time composed of relatively discrete segments. His
behavior during this interaction period took one of our forms: the
commpnicator was continually positive, continually negative, positive
in the early segments and negative in the remaining segments, or
negative eérly and positive later on. The communicator then presented
a standard communication and the subjects' opinions were measured to
determine the effects of these prior statements. It was found that
the greatest amount of agreement with the communicator was produced
by the communicator who had previously expressed a gain in esteem for
the recipient. The extent of agreement was next highest in the case
of constant positive esteem, followed by invariate negative esteem,
with loss in esteem producing the least agreement.

The results of a study on bargaining strategies by Deutsch,
Epstein, Canavan, and Gumpert (1967) lend further support to the notiomn
that nega£ive attitudes expressed toward another followed by the
expression of positive attitudes in inducing cooperation from that
individual. Their exper%ment studies five behavioral strategies to
see Which was most effective in eliciting cooperative behavior from
someone whose behavior was not initially and persistently cooperative.
The effectiveness.of the strategies was investigateq in a two-person
laboratory game which permitted players to act altruistically, coopera-

tively, individualistically, defemnsively, or aggressively toward one
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another. One of the players in each game was always an accomplice of
the experimenter, who followed a predetermined strategy in response to
the true subject's behavior in the game. The five strategies employed
by the accomplice were termed Turn the Other Cheek, Nonpunitive,
Deterrent, Reformed Sinner-Turn the Other Cheek, and Reformed Sinner-
Nonpunitive. It was found that the most frequent cooperative respénses
were made to the accomplices who employed a Reformed Siﬁner—Turn the
Other Cheek strategy. Employing this strategy the accomplice played
in a very threatening and aggressive manner during the first fifteen
trials of the game but then dramatically changed his behavior by‘
disarming on the sixteenthttrial. He then followgd a Turn the Other
Cheek strategy during which he responded to attacks or threats by
altruistic behavior (doing something that rewarded the other) and with

cooperative behavicr otherwise.

Summary

The literature revealed that the dimension of warmth in the
behavior of teachers and examiners has a major influence on .the
behavior of those with whom they interact. Thus warmth may be an
important factor in determining a teacher's effectiveness.

Warmth is an important quality in a person which seems to
carry more weight than others in estéblishing a view of an individual's
personality. Warmth from others appears to be a genuine need of each.

individual and thus constitutes a powerful social reinforcer. Many

«
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studies have demonstrated the effectiveness of minimal verbal and
nonverbal cues of a teacher or an examiner in conditioning a subject's
verbal behavior and in some cases nonverbal behavior. Some of the
cues which can be construed as indicants of.warmth or approval are
verbal responses such as "mmm-hmm," "good," '"okay," "yeah," etc.
Nonverbal behaviors shown to be effective reinforcers aré headnods
and smiles.

Evidence from seyeral studies supports the hypothesis that
social reinforcement is more effective when it comes from a warm
individual than when it comes from a cold individual. Furthermore it
appears that a hostile experimenter retards learning in comparison to
a neutral experimenter.

It may be, however, that a teacher or an examiner can behave
too warmly and thus lose his effectiveness as a reinforcer. It appears
that behaviors maintained by social reinforcers are responsive to a
condition of relative satiation for such reinforcers. The results of
several studies suggest that a source might be more effective in
producing behavior change in another by expressing different orders of
warmth and/or anger. The expression of initially negative feelings
toward another followed by the expression of increasingly positive
feelingé might be more rewarding to that person than the expression

of invariant warmth.
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BEHAVIORAL CUES OF WARMTH

The dimension of warmth in the behavior of teachers and
examiners has been cited as having a major influence on the behavior
of those with whom they interact. It is this wide range of influence
which makes warmth an important variable for investigation. However,
in spite of the widespread use of the concept of warmth, there has
been no clear definition or specification of the behavioral correlates
of this variable. Although global measures of warmth utilizing rating
scales have been used in many studies, it is the aim of this section
of the present paper to review those studies which attempt to define
and specify the behavioral cues of warmth.

In a study by Johnson (1971:571), the following definition
was used in training his actors to express warmth.

Warmth can be expressed both verbally and nonverbally.

Verbal expressions such as "That's good," or "That's an inter-
esting thought," are statements of warmth. WNonverbally, warmth
can be expressed through tone of voice, facial expression, and
gestures; for example, leaning toward the other person, looking
directly into his eyes, smiling, and a friendly tone of voice
all communicate warmth. Warmth can mean several different
things. 1In expressing warmth in this experiment we would like
you to express warmth in a way which means acceptance of the
other person. ;

Bayes (1972:33) attempted to define interpersonal warmth in
behavioral terms by determining the association between global ratings

of warmth and objective measures of specific behavioral cues obtained

independently.
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Those cues found to be most closely related to warmth ratings
were (1) frequency of smiling, the single best predictor, and (2)
number of positive statements about other people. A factor analysis
Aidentified two factors, the first an evaluative one of positive
response to others and the second an activity level factor. The author
concluded that "warmth may be tentatively defined as positive response
to others, aétively conveyed."
After a number of studies performed with college students,
Albert Mehrabian (1968:52) came to this conclusion:
I tell you that feelings are communicated less by the words
a person uses than by certain nonverbal means--that, for example,
the verbal part of a spoken message has considerably less effect
on whether a listener feels liked or disliked than a speaker's
facial expression or tone of voice . . . . In fact, we've worked
out a formula that shows exactly how much each of these components
contributes to the effect of the message as a whole. It goes
like this: Total Inpact = .07 verbal + .38 vocal + .55 facial.
Through the use of an electronic filter, Mehrabian was able
to measure the degree of liking communicated vocally. The filter
éliminated the higher frequencies of recorded speech, so that words
Were.unintelligible but most vocal qualities remain. Mehrabian found
that people were able to judge rather easily and with a significant
amount of agreement the degree of liking conveyed by the filtered
speech. Given one communication, one group judged the amount of liking
conveyed by a transcription of what was said, the verbal part of the

message. A second group judged the vocal component, and a third

group judged the impact of the complete recorded message. It was
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found that when the Verﬁal components of a message agree (both posi-
tive or both negative), the message as a whole was judged a little
more positive or a little moré negative than either component by
itself. But when vocal information contradicted verbal, vocal won out.

Some of the other results of Mehrabian's research indicated:
posture is used to indicate liking-~the more a person leans toward his
addressee, the more positively he feels.about him. Relaxation of
posture is-a good indicator of attitude--a speaker relaxes either
very little or a great deal when he dislikes the person he is talking
to, and go a moderaté degree when he likes the person. Also standing
close to your partner and facing him directly indicates positive
feelings.

In a study of Haase and Teppler (1972:417), twenty-six coun-
selors with an average of 1,500 hours counseling experience rated forty-
eight combinations of eye contact, trunk lean, body orientationm,
distance, and predetermined verbal empathy message on a modification
of the Truax-Carkhuff empathy scale. Results showed "that maintaining
eye céntact, forward trunk lean, close distance, and medium--and high--—
rated verbal empathy all independently contribute to higher levels of
judged empathy

Using photographs of a masked male'modgl as stimuli, James
(1932:405) asked his subjects about the attitude being expressed by

each posture and the portions of the posture which were most
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significant. His findings support the hypothesis that a forward lean
communicates a relatively positive attitude (i.e., attentive interest), %
whereas a backward lean or turning away communicates a more negative
attitude.

Machotka (1965:33) informally noted relationshibs be;ween
several postural variables and attitudes. Iﬁ his study, drawings of
groups of people who had assumed various postures relative to one
another were judged by subjects who were asked to infer social rela-
tionships. He found that openness of érms indicates warmth and that
eye contact indicates concern with the addressee.

Argyle and Kendon (1967:74) summarized some of the research
literatﬁre to the effects of eye contact in iﬁterpersonal communica-
tion. They report an unpublished study by Weisbrod (1965) who studied
eye contact pattern in a group. She found that those individuals in
the group'who looked most at a speaker were rated by the speaker as
instrumental to his goals and as valuing him more. She also found
that a speaker feels more powerful when he receives more eye contact
from his addressees.  Furthermore, those individuals who were looked
at most by speakers in the grouﬁ saw themselﬁes, and were seen By
other group members, as being more powerful in the group than those
who were looked at less.

Anqther.study reported by Aréyle and Kendon on the perceptions

of being looked at is that of Mehrabian'(Winér and Mehrabian, no date),
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where the experimenter interviewed two subjects simultaneously, but
spent more time looking at one subject than at the other. The subjects
were then asked to rate the attitude of the interviewer toward them,
and it was found that the subject who received the most looking judged
the experimenter to be more positive toward her than the subject wﬂo
was looked at less.

Three other unpublished studies reported by Afgyle and Kendon
lend support to the notion that the degree of eye contac£ between a
speaker and his addressee is relafed to the amount of positive regard
conveyed to the addressee. Kendon (1964) found that subjects thought
that an interviewer who did not look at them for part of the interview
had lost interest in what the& were sayiné. Exline and Kendon (1965)
found that individuals are judged as more "potent" when they do not
look while the subject is speaking as compared to a condition in which
they do look while he is speaking. Exline and ﬁldridge (1965) showed
that subjects judge a speaker as more sincere if he looks at them whén
he speaks than if he does not.

The experimental introduction and manipulation of a warmth
variable is incorporated in the design of several studies some of which
.are cited e;sewhere in the paper. The effectiveness of the manipula-
tion of the warmth variable in these studies was usuélly checkgd by
asking the subjects to rate the degree to which they felt.liked or the

degree to which they viewed the person-supposedly expressing warmth as
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a warm person.

In a study by Schmidt and Strong (1971:348), two male graduate
students in counseling psychology, used as interviewers, confrolled
the subject's attraction to them by varying their apparent 1liking for
and similarity to the interviewee. In the attractive role the inter-
viewer, attempting to express a liking for the interviewee, greeted
him warmly, shook his hand, looked and smiled at him, leaned toward
him, responded warmly to him throughout the interview, and indicated
that he liked the same things the subjéctsiliked. In the unattractive
role, the interviewer ignored the interviewee.when he‘entered the
interviewer's office, did not smile at him, did not look at him beyond
a few odd glances, found no points of similarity with the subject
during the interview, leaned away from him and portrayed disinterest,
coldness, and boredom. It was found that the subjects who described
the interviewers using a seventy-five item adjective checklist follow-—
ing the interview perceived the interviewers as intended. Mean ratings
for the attractive and unéttractive roles differed significantly on
forty-nine of the seventy-five gdjective checklist items. Adjectives
for which mean difference between attractive and unattractive ratings
obt;ined F ratios exceeding 20 (p .0001) described attractive inter;
viewers as more friendly, good-natured, cheerful,.considerate, happy,
warm, attractive and polite, while the unattractive interviewefs were

\

described as more cold, humorless, aloof, unhappy, depressed, sad, and
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selfish.

Strong and Nixon (1971:562) desiéned a study which was also
successful in varying.interviewer attractiveness as evidenced by
vspbjects‘ ratings on a seventy-eight item adjective checklist. In the
attractive role, the interviewer introduced himself by his first aﬁd
last name (no title), shook the subject's hand, showed him. into theée
office, offered him a chair, aqd'made friendly comments such as "See
you found Student Life Studies all right." He sat down in his chair,
leaned. forward, and moved his chair toward the subject. He was
responsive to the sdbject, he lookea and smiled at the subject, and
indicated that he liked the same things the subject liked. At the
end of the interview, he indicated that he had enjoyed talking with the
student by stating, "Ordinarily, these interviews are fairly routine,
but I reallf have gotten a great deal out of talking with you. I
thoroughly enjoyed it. Thank you!" 1In the unattractive role, the
interviewer did not greet the subject or discuss any irrelevant topics
before going into the subject matter. He moved his chair away'frop
the subject, leaned back in his chair,.and did not look at.the subject
except for fleeting, ‘cold glances. His face was expressionless; he
did not smile; he occasion;lly covered his face with his hands and
rubbed his eyes to indicate boredom. ‘He of#eﬁ tﬁrned to the sidg
rather than directly téward the subject.

Subjects' ratings. of video~taped interviews provided evidence
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that counselor attentiveness had been effectively varied in a study
by Krumboltz, Varenhorst, and Thoreson (1967:412), 1In the high- -~
attractiveness role, -the counselor looked directly at the.student,
nodding her head or smiling to indicate she was following the conversa-
tion, indicated enthusiasm for the studént's thoughts and plans by the
tone of voice.and the expression on her face, and refrained from
distracting mannerisms such as doodling and fidgeting to indicate
pose and competence. In order to indicate low attentiveness, the
counselor did not smile during the interview, responded to the student
in a flat tone of voice, seldom glanced at the student while she was
talking, frequently rubbed her eyes, played with her hair, or stretched,
and wrote while the student talked and fiddled with objectslon the
desk., It was found that subjects who had Qbserved the high—attentivé
counselor rated her significantly more interested in the student's
conversation than did those who observed the low-attentive counselor.

Warmth.of interaction was one of the vayriables systematically
studied in an experiment-by Johnson (1971:20j) which investigated the
process of negptiations and the induction of cooperation in a negotia-
ting situation. Warmth of interaction was experimenfally manipulated
by training confederates to negotiate and role reverse in ways which
expressed either warmness or coldness. They were trained to express
warmth or coldness in their tone of voice and facial expression, to

lean toward the subjects when expressing warmness, and to look into the
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subject's eyes when expressing warmth and to avoid looking into the
subject's eyes when expressing coldness. It was found that the expres-
sion of warmth, by means of these behavioral cues, compared with the
expression of coldness, resulted in more favorable attitudes toward

the confederates as a more understanding person, as more accepting of
their position and of them as persons, and as being more similar, both
as a person and in beliefs and va;ues. Subjects in the warm conditions

. also liked and trusted the confederate more.

Summary

The review of the literature relating to the specific
behavioral correlates of warmth indicated that warmth can be expressed
both verbally and nonverbally, and that the verbal part of a spoken'
message may have coﬁsiderably less effect on whether a listener feels
liked or disliked than certain nonverbal cues exhibited by a speaker.

The results of several studies indicated that looking at
someone while they are speaking, smiling, and leaning forwafd when
seated, portray warmth and attentiveness to that person. An individu-
al's tone of voice and facial expression while addressing someone can
indicate 1iking for that person. There is also some evidence that
maintaining a moderately relaxed poéture, standing closer to your
partner, énd facing him, while spéaking or listening to him, -  communi-
cate positive feelings.

Also, making positive statements about other people may
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contribute to one's being perceived by others as a warm person.
PRESTIGE AND ITS EFFECT UPON LEARNING

"The studies reviewed so far have indicated that warmth or
approval is a string social reinforcer and is thus an important
aspect of the teacher-learner interpersonal relationship. These
studies have used minimal verbal and nonverbal cues of the examiner
such as "mmm~hmm" or headnodding on the basis that such cues indicate
attention and interest, are quite natural and realistic, and are more
effective than generally realized (Krasner and Ullman, 1965).

Krasner and Ullman (1965:15) stated:

At first, it was thought by investigators that "mmm-hmm"

or "good" could be set up as objective types of responses,
analogous perhaps to food pellets, which could be delivered
in’/certain quantities with specifiable schedules. However,
studies thus far have clearly indicated that the reinforce-
ment could not be divorced from the "giver" of the reinforce-

ment. Unlike animal studies, the magazine delivering the
pellet is a crucial variable.

Krasner (1962:88) further explained;

. . if the reinforcer is defined as a contingent stimulus,
the person dispensing the reinforcement is a significant aspect
of that stimulus configuration. That is, the experimenter or
teacher, when he uses his own behavior as the reinforcing stimu-
lus, is an important and inseparable part of the reinforcement
machine. ’ :

Riley, Ryan, and Lifschitz (1950:193) asked college students
state ideal factors important in teaching as.well as factors which

played a part in the actual teaching they experienced. Persohality

to
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was frequently mentioned, both as an ideal factor for effective teach-
ing and as a characteristic of their best teachers. Maslow and
Zimmerman (1956:185) asked students to make ratings of their teachers’
ability and personality on a scale ranging from very good to very poor.
They found that the correlation between student ratings of good
teaching and good personality was r=.76.

Tedeschi, Bonoma, and Schlenker (1972:26) have proposed a
general theory of social influence within dyads which states that the
reinforcing strength of a source's behavior in inflﬁencing the behavior
of another depends on the way he carried out his promises to reinforce,
and his threats to punish different behaviors of the target in the
past. Given this information, a probability statement can be made
regarding the influence the source's threats, promises, warnings, or
mendations will have on the target's behavior in the future.

Tedeschi, Bonoma, and Schlenker report on a study by Helm,
Brown, and Tedeschi (1972) which briefly outlined the Subjective
Expected Value (SEV) theory of social influence.

. . . a threat specifies a source demand and indicates
the source's intention to punish the target for noncompliance.
Similarly, a promise presents a source's request and offers a
reward for noncompliance. The proportion of times the source
has actually punished noncompliance to this threat or has
rewarded compliance to his promises in previous interactions with
the target defines the probability component of current threats
or promises. The actual magnitude of punishment or reward stipu-
lated in the current message defines the value associated with
the influence attempt. The relationship between these two
components is assumed to be multiplicative, yielding the
expected value (EV) of a threat or a promise. All else equal
target compllance to promises is assumed to be a direct function
of expected value, whereas compliance to threats is directly
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mediated by the expected costs of noncompliance.

The theory briefly outlined above also postulates that source
characteristics of status, esteem, prestige, and attraction cause
the target to bias estimates the probabilities associated with
the various message types. These biasing factors lead to sub-
jective expected value (SEV) considerations, since they cause the
target individual to behave in a manner which cannot be predicted
by expected value considerations alone. In a sense "irrational"
conduct is specified and predicted by Tedeschi's SEV theory of
social influence.

The SEV theory of social influence postulates that the pres-

tige of the source and positive attraction for the source should cause
]

the target to exaggerate the probability estimations made of low

credibility promises,. whereas low prestige of the source and negative

attraction should cause the target to underestimate the probability of

contingent rewards associated with highly credible sources.

Hovland, Janis, and Kelly (1953:20) point out:

If a communicator is personally admired or a member of a

high status group, his words may raise the incentive value of
the advocated opinion by suggesting that approval, from himself
or from the group, will follow its adoption. These feelings of
affection and admiration from the audience may stem in part from
desires to be like him.

In some studies which investigated the effect the status of
the source has on his influence over others, experimental manipulation
of the status variable involved varying the dress and géneral appear-
ance of the source. The initial assumption of these studies is that
one's physical appearance and manner of dress are important determin-

ants the extent to which one is perceived by others as prestigious.

Describing social techniques used by an individual to present an image




49
of prestige and competence, Argyle and Kendon (1967:82) state:
To create perceptions of and attitudes toward the self on
the part of others present is a subtle social skill, though one
that is usually practiced quite unconsciously . . . . Another
method of projecting an identity. is by means of clothes and
general appearance, which are in fact excellent clues to a
person's self-image.
The results of a study by Lefkowitz, Blake, and Mouton (1955:
704) showed that pedestrians violated the prohibition of an automatic
traffic signal more often in the presence of an experimenter's model
who violated the prohibition than when the latter conformed or was
absent. Significantly more violations occurred among pedestria&s
when the nonconforming model was dressed to represent high social
status than when his attire suggested lower status. The clothing worn
by the experimenter's model, a thirty-one-year-old male, intended to
typify a higﬁ status person was a freshly pressed suit, shined shoes,
white shirt, tie, and a straw hat. Well-worn scuffed shoes, soiled
patched trousers, and an unpressed blue denim shirt served to define
the modél as a low status person.
A study by Menard (1972:3394) carried out in an actual

H

teaching situation did not produce evidence indicating a relationship
exists between teacher effectivenéss and teacher appearance. Iﬁ
addition to investigating this relationship, Menard attempted to
determine if the student characteristics of sex, major, achievement,-

and socioeconomic status are predictors of teacher effectiveness based

upon a difference in teacher appearance. The only difference in the
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 way students were taught during two different quarters was in the
appearance of the instructor. During winter quarter, the instructor
had long hair, a full beard, and was dressed in faded blue jeans, a
work shirt, and boots. During spring quarter, the same instructor,
teaching the same course, had short hair, was clean shaven, and was
dressed in a white shirt\and tie, dress slacks, and dress shoes.

Menard concluded that:

There was no difference in teachér effectiveness as measured

by student ratings or student gain regardless of the appearance
of the teacher and that the student characteristics of sex,
major, achievement, and socioeconomic status did not aid, in the
prediction of teacher effectiveness (1972:3395).

Mills and Aronson (1965:173) found'that a physically attractive
communicator was more effective than an unattractive one, but only if
she expressed a desire to change opinions. in_the attractive condi-
tions, a female communicator was made up to look physically attractive.
"She wore chic, tight-fitting clothing; her hair was modishly coiffured;
she wore becoming makeup.'" 1In the unattractive condition the same
communicator was made up to look repulsive. '"She wore loose, ugly,
ill-fitting clothing; her hair was messy; her makeup was conspicuously
absent; the trace of a moustache was etched on her upper lip; her
complexion was oily and unwholesome looking." Subjects' ratings of the
communicator's characteristics provided strong evidence that she was

perceived as more attractive in the attractive conditions than in the

unattractive conditions. It is of interest to note that in the
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attractive condition she was also rated, to a significant degree, more
charming and more affectionate. The data indicated that the attractive
communicator was more'efféctive in producing opinion change but only
if she expressed a desire to change opinions.

The purpose of a study by Haiman (1949:192) was to Aetermine
whether a combination of two specific factors only-—a speaker's
likeableness and physical attractiveness-~would influence the effective—~
ness of his persuasion, as shown by a difference or lack of difference
in audience shifts of opinion pursuant to a variation in those
factors.

In the first mode, the speaker tried his best to make a
favorable impression upon the audience as regards the factors of
physical appearance and likableness. In the second mode, the
speaker attempted to be just as effective in delivery and general
competence, but to make an unfavorable impression upon the audience
as regards physical attractiveness and likableness. This latter
was to be accomplished by failing to shave for about 24 hours
before the speech, failing to comb his hair, wearing an extremely
unattractive pair of glasses, wearing a just noticeably dirty
white shirt, slightly torn at the sleeve, and a very un-neatly
tied tie, wearing a dirty and completely unpressed pair of
trousers, wearing scuffed and unshined shoes, an air of super-~
ciliousness, sarcasm, and unfriendliness toward the audience

(1949:194) .
Results indicated that an opinion shift occurred in the
predicted direction which was not quite statistically significant.
Several studies have demonstrated the operation of a so-
called prestige factor on the effectiveness of a communication. That

is, a prestigious communicator is better. able to modify the behavior

of others than is a source of low prestige. Tedeschi, Bonoma, and
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Schlenker report an experiment by Helm, Brown, and Tedeschi (1972) which

was designed to test the effects of experimenter expertise upon the
performance of subjects in a verbal reinforcement task. The experimen-
ter was represented as a doctoral candidate collecting his dissertation
data or else as an undergraduate fulfilling an assignment for his
sophomore level experimental psychology course. Following their task,
the subjects were asked to complete an Interpersonal Judgment Scale
(Byrne, 1969:35), which asked for the subject's evaluation of the
experimenter and from which scores were obtained concerning intér—
personal attraction and esteem. It was found that subjects rated the
more expert experimenter as more respected and intelligent (i.e.,
esteemed) than did subjects who rated the less expert experimentér,
thereby supporting the effectiveness of the esteem manipulation. The

1"

reward offered by the experimenter was social approval--he said "good"

when the desired response was emitted--and when it was offered by tyé
esteemed experimenter it'produced more reinforced responses (i.e.,
compliance to the source's tacit requests). ‘

A work by Oakes kl962:469) illustrated the importance of
prestige, in that it compared the effectiveness of signal 1light rein-
forcers given various.ﬁeanings on the verbal behavior of members of a
group discussion. Although the results were not statistically
significant, it is ﬁoteworthy that the trends were in the expected
direction. The most effective reinforcer tested in this situation

seemed to be the light signifying that the subject's statement
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indicated insight or laék of it as judged by statements made by the
professional team that originally worked with the patient, while the
least effective was the light éignifying the subject's statement
agreed or disagreed with statements made by a group of laymen who had
previously discussed the case.

Mausner (1953:391) tested the hypothesis that subjects will
be influencedAmore by the judgments of a partner with high prestige
than by those of one with low prestige. 1In this study, three éroups
of ten subjects, equated‘for interest in art by means of the Allport-
Vernon Scale of Values, were given the Meier Art Judgment Test.
Subjects in Group I repeated the test alone; subjects in Group II ana
Group III repeated it with a partﬁer. He was introduced to Group II
as a fellow student; to Group IITI subjects as an "art authority." 1In
the together situation, both members of the pair judged.each of the
pairs of the pictures; the subject was first in all even trials; the
confederate in all odd trials. The confederate had memorized the
test; he consistently stated the preference indicated.as wrong by the
scoring key. Degree of social influence was measured in terms of the
sﬁift in frequency of wrong judgments from the alone to the social

i
situation. It was found that Group I (control) showed no sigﬁificant
shift in judgments, while both Groups II and III did show a significant
shift with Group‘ill (art authority) showing a significantly grea%er

shift than Group II (fellow student).

~
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Kulp (1934:663) administered a test containing seventy-one
propositions dealing with social, economic, political, religious,
inéernational, and educational problems to a large group of graduate
students in educational sociology. At the second administration of
the same test, which occurred one week after the first test, ‘one
group of gubjects were told that a carefully selected group of social
scientisfs, aé experts, hgd passed judgment on each proposition, a
-second group was told graduate educators from ten outstanding schools
had passed judgment, while a third group was told thaf a large number
of lay citizens had passed judgment. A fourth group received either
liberally or conservatively marked test blanks with no statement. A
control group received unmarked test blanks as they did during the
first ﬁesting.' In this way a prestige variable was introduced in
order £o produce the desired changes in attitudes, either toward a
more liberal or conservative point of view as defined by the author
of the test. Reéults indicated that a significant shift.in attitudes
was ‘effected by manipulating suggestion and prestige, with the greatest
amount of prestige enjoyed by educators as authorities, and the next
greatest amount enjoyed by‘graduate students in education. ‘

A study by Das (1960:487) indicated thét the depth of response‘
to suggestion is greater when the source is a prestigious person.
Tape-recorded body-sway suggestions by the Head of the Pyschology

Department were signifiéantly more effective than those of less
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prestigious sources in influencing body-sway in subjecfs who were
high.in suggestibility.

Several studies have ﬁroduced evidence indicating that high
status people are more successful than low status people in shaping
the opinionsipf others. In a study by Goldberg and Iverson (1965:
673), subjects first completed a questionnaire dealing with various
aspects of health and nutrition and were then assigned partners of
either high or low status (confederates of the investigator) with whom
they listened to three taped speeches expressing conventional or
unconventional viewpoin£s on the same topic. At the end of each
speech, the partners first filled out an opinion questionnaire and
then showed their responses to the subjects. The subjects followed
by responding to these items for a second time. TIn order to introduce
the status variable the confederate was presented to half of the
subjects as a second-year medical student who had formerly graduated
from the university with honors (high status) and to the other half as
a hospital orderly who had not completed high school (low statusj.

The amount of the confederates' influence on the subjects initial
ratingé and those recorded later. It was found that the high status
confederates had a significantly greater amount of influence than the
low status confederates.

In an investigation by Haiman (1949:192), the prestige of the

speaker was experimentally varied by conveying to the audience
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knowledge of his character and reputation prior to.his speech and also
by a chairman's introduction. After marking their opinions on a
questionnaire,’three differen£ audiences heard the same tape-recorded
speech. The members of one audience were told that the recording they
were about to hear was of a speech by Eugene Deﬁnis, Secretary-General
of the Communist Party of America. Members of the second audiencef
were told that the spgaker was Dr. Thomas Parran, Surgeon General of
the United States, and were told, in a short paragraph, about Dr.
Parran's impressive professional background. The members of the third
audience thought it was a épeech by an anonymous college sophomore.
Following the speech, the audiences marked after-speech opinions, and
also filled out a rating scale which confirmed that the persons
selected by the experimenter to represent different degrees of prestige
actually did differ in the minds of the audience. It was found that
the shift of audience opinion obtained by Dr. Parron, who was highest
in prestige as indicated by student ratings, was significantly greater
than that obtained by either Mr. Dennis or the Northwestern sophomore.
The différence between Mr. Dennis and the sophomore was not significant.

Lorge (1936:402) designed a study that tested the hypothesis
that a person, confronted with an opinion from one who has prestige
for him, will have his reaction to it colored accordingly. He
attempted to measure quantitatively the capability of the factor of

prestige to alter the evaluations of statements concerning serious
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political and economic questions. On two occasions, two weeks to a
month apart, subjects rated each of a set of fifty brief quotations
.on a five-point scale, indicating the degree of his agreement (or
disagreement) with them. It was found that subjects tgnded to rate
the same statement differently when it was attributed to a different
author. More specifically, the changes in the ratings of the state-
ments corresponded in direction to the differences in the subject's
ratings of the authors.

Kelman and Hovland (1953:327) also found evidence that the
prestige of the communicator was important in regard to his ability
to produce opinion change. The prestige factor was experimentally
manipulated by introducing one speaker as '"Judge Howard Elson, presid-
ing judge of the Juvenile Court of this city, author of several books
on delinguency, and well.known for his views on the integration of the

' while introducing the other speaker as a

delinquent into society,'
"man on the street' picked from the studio audience. Furthermore, the
prestigious communicator attempted to present a more trustworthy, well-
informed image while the low~prestige communicator presented an
untrustworthy, poorly informed image. The intended difference in the
perception of the communicators were achieved, as indicated by pro-
nounced and statistically significant differences in the students’

appraisal of the competence, fairnmess, and trustworthiness of the

communicators. Results indicated a greater effect of the communication
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on the opinions of the students was achieved by the more prestigious
and trustworthy communicator;

The findings of a study by Aronson, Turner, and Carlsmith
(1963:31) lend further support to the notion that a positive rglation—'
ship exists between the prestige of the c0mmuﬁicator and the extent of
opinion change. This experiment investigated the interaction between
the credibility of the communicator and the discfepancy of the communi-
cations supposedly written by a highly credible source--an expert on
poetry. A control group read virtually identical essays, supposedly
written by a student. It was found that subjects who read a communica-
tion that was attributed to a highly credible source showed greater
opinion change when the opinion of the course was presented as being
increasingly discrepant from their own. In sharp contrast to this'was
the behavior of subjects who were exposed to the same communicatioq——
attributed to a source having only moderate ability. In this condition,
increasing the discrepancy increased the degree of opinion change only
to a point; as discrepancy became more extreme, however, the degree of
opinion change decreased.

A study by Bochner and Insko (1966:614) also found opinion
change to be linearly related to"communicator——communicakee discrepancy:
for a high crediﬁility source, and curvilinearly related to communica-
tor-communicatee discrepancy for a medium credibility source.

Communicator credibility was manipulated by attributing the same
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communication to either "Sir John Eccles, Nobel prize winning physiolo-
gist," or to "Mr. Harry J. Olsen, director of the Fort Worth Y.M.C.A."

Browning (1965:4803) found that clients counseled by high
prestige therapists accepted discrepant interpretations by the thera-
pist and maintained a more positive relationship with him when
presented with such interpretations than did clients of low prestige
therapists.

Among Browning's conclusions were:

Subjects counseled by a low prestige therapist tend to reject
highly discrepant interpretation more so than those associated
with a high prestige therapist.

Subjects under low prestige conditions receilving discrepant
interpretations in the sequence, moderate, high and low, indicate
significantly less counselor~subject rapport than subjects in
the high prestige condition receiving the same sequence (1965:
4804). '

Bergin (1962:423) experimentally manipulated therapist credi-
bility by having one group of subjects report individually to the
Psychiatry Department of the Stanford Medical Center where the experi-
menter assumed the role of director of a personality assessment project.’
To further establish his credibility, subjects were sent to the
experimenter by a receptionist, and the experimental room was furnished
with elaborate equipment, a couch, an impressive array of medical and
psychological volumes, and a large portrait of Freud. In the low
credibility conditions, subjects reported for the first session to a

decrepit room in the basement of the Education Building. Bergin found

that subjects receiving a communication from a source of high
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credibility changed their self-ratings in the direction of the commu-
nication from a low credibility source.

Sarason and Minard (1963:87) used a verbal conditioning
paradigm with first;person pronouns as the reinforced response class
in testing the effects of experimenter hostility and prestige on the
subject's performance. Subjects in the high-prestige condition were
greéted in the experimental situation by a business-~like, well—gressed
experimenter whose name was on the door of the room. Subjects in the
low-prestige condition were greeted by a casually dressed student who
said, "I guess you're mine." High and low hostile experimenters, as
well as high and low hostile subjects, were determined by their scores
on the Hostility scale of Sarasons' (1958:339) Autobiographical Survey
which had been administered prior to, and independent of, the stud&.
It was found that of the subjects run by high hostile experimenters
only those who were run under the high-prestige condition showed an
increase in responses of the reinforced class. Subjects run under .the
low hostile experimenter-low prestige condition also exhibited a
learning effect.

Strong and Nixon (1971b:562) tested the hypothesis that
expertness masks the influence of attractiveness. That is, with °
expertness, attractiveness affects influénce power. In order to
experimentally manipulate the attractiveness variable, the counselor

interviewed one~half the subjects in a warm, friendly manner, and
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one-half in a cold, unfriendly manner. Furthermore, the interviewers
were introduced to one-half the subjects as inexpert, and to oneThalf‘
as expert. The irexpert introduction was "I'm sorry . . . but Dr.

called and said he couldn't make it . . . Dick Williams,

a first-year student here, said he would try it. He has little back-
.ground or experience, but he does have a vague idea of the purpose of

. the study (1971: )." The nameplate on the desk was removed. The
expert introduction included the Dr. reference and the Dr.

nameplate. Thus, four experimental conditions were created, expert-
attractive, expert~unattractive, inexpert-attractive, and inexpert-
unattractive. Interviewer influence was measured by the amount of the
subjects' shift in opinion at three levels of discrepancy between the
subjects' initial self-estimates of their overall achievement motiva—
tion and the interviewer's opinion. The results indicated that expert
interviewer's attractiveness does not affect their influence power,
while inexpert interviewer's attractiveness defines their influence
power. It was also found that a masking effect of expertness occurs

in the unattractive rple conditions. Expertness carries the inter-
viewer'é influence in spite of the negative effects of his unattractive-~
ness. Commenting on the greater degree of hostility that was expressed
toward the inexpert-unattractive interviewer in comparison to the !
hostility expreséed toward the expert-unattractive interviewer, the

authors remarked, "Obviously, if one must be an unattractive,
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discourteous fellow, one had better be an expert."”

Learning can occur vicariously through observations of the
behavior of social modelﬁ. Thus, modeling can be an effective proce-
dure for transmitting and controlling behaviors. Social models who
are perceived as attractive, prestigeful, competent, and high in
status result in increased imitative behavior; by observers (Thoreson
and Krumboltz,.l968:393). |

Bandura and Walters (1963:195) contend:

No doubt every teacher employs modeling as one of his
techniques, whether consciously or unconsciously. His potency
as a model will be influenced by such characteristics as age,
sex, socilo-economic status, social power, ethnic background,
and intellectual and vocational status.

In regard to a counselor's effectiveness in influencing the
behavior of his client, Krumboltz, Varenhorst, and Thoreson (1967:412)
make the following statement:

The success of a counselor in using reinforcement and modeling
procedures may depend upon the amount of regard or prestige
attributed to him by the client. TIf the counselor is perceived
as prestigeful or if the social model is seen as socially power-
ful, the counselor may be more influential in modifying relevant
behaviors. A variety of possible cues may be used by the client
in arriving at an estimate of the counselor's prestige or social
power. Information about the experience, training, respect, and
effectiveness as reported by other people would seem relevant to
the client's perception.

Thoreson and Krumboltz (1968:393) designed a study to produce

information bearing on the question '"Does the success level of peer

social models affect their influence on studenté of differeing

abilities?" Audio tape-presented models depicting three levels of
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athletic success discussed vocational planning activites for forty-
eight eleventh-grade males self-rated as to high, medium, or low
athletic success. A similar three-by-three design involved academic
success with seventy-two males. The results showed that: (a) differ-
ent athletic-model success levels caused significant differences in
frequency of information-seeking behaviors by students; (b) the high-
success athletic model was most effective for all students; and
(¢) variations in academic-model success levels did not produce
significant differences in information seeking.

Walls and Smith (1970:123) investigated the possible relation-
ship of model status to the voluntary delay of reinforcement behavior
of adult vocational rehabilitation clients. Adult vocational rehabi£i~
tation clients in a resident training program were engaged in a task
involving the assembly of bolts, washers, and nuts and were given their
choice of a smaller rewa;d immediately or a delayed larger reward. As
an ébstensibly incidental ﬁortion of the procedure, subjects were
permitted to view one of four video tapes (immediate or delay decisiomns
by a medium-status.peer or a high-status counselor). It was found that
subjects, regardless of disability and aptitude, tended to imitate
the deéision of the video-tape model (both high and medium status? to
which they were expo;ed.

The effect of inforﬁation concerning the competence of a model

on learning of imitative and nonimitative behavior was examined by
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Rosenbaum and Tucker (1962:183). The subjects predicted the outcomgé
of a series of fictitious horse races after exposure on each trial to.
the prediétion and correctness of the prediction made by a simulated
partner. The competence of the model, which referred to the degree
of correctness of his predictions, was the independent variable. Under ..
training to imitate--a response by the subject matching that of the
model was correct—-—the results indicated that the greater the model's
competence, the greater was the facilitation of the learning process.
Under training to nonimitate--a response by the subject matching that
of the model was incorrect—-no differences appeared among three condi-

tions varying the model's competence.

Summary

The literature relating the prestige of a source to his
ability to modify the behavior and attitudes of others indicated that
the effectiveness of a communication in producing opinion change
" depends to a large degree on the extent to which the communicator is
held in esteem by the recipient of the communication. Similarly, the
‘effectiveness af social reinforcement depends a great deal upon the
prestige of the dispenser of that reinforcement.

Information about a source's experience, training, and
competeﬁce as reportgd by other people seems relevant to the amount of
prestige that is attributed to him. Physical appearance and manﬁef of’

dress are also important determinants of the extent to which one is
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perceived as prestigious.

There is much evidence that a person confronted with an opinion
from one who has prestige for him will have his reaction to it colored
accordingly. Many studies in the area of social.influence have shown
thaf people of high prestige'are more successful than people of low
prestige in shaping the opinions of others. The results of several
other studies indicated that the effectiveness of social approval in
modifying behavior is positively related to the prestige of the person
delivering the approval. Also, én’individual's potency, and intellec-
tual, economic, and vocational status. There is some evidence that if
a source is seen as an expert,.the degree of warmth he exhibits has

little effect upon his influence power.
SUMMARY

This chapter contained a review of selected 1itgrature relating
to the personal characteristics of warmth and prestige and the role
they play in interpersonal communication, especially as they pertain |
to the teaching-learning process. Another focus of this chapter was
the specific behaviors that convey warmth, that is, those behaviors
which tell another that he is regarded in a positive way.

This chapter was organized in the foliowing sequence: (1) the

influence of warmth on the effectiveness of communicafion, (2) behavi-

oral cues of warmth, and (3) the influence of source prestige on thel
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effectiveness of communication.

The summary of the literature revealed that the dimension of
warmth in the behavior of teachers and examiners has a major influence
on the behavior of those with whom they interact. Thus, warmth may
be an important factor in determining a teacher's effectiveness.

Warmth is an important quality in a person which seems to
carry more weight than others in establishing a view of an individual‘s
personality. Warmth from others appears to be a genuine need of each
individual and thus constitutes a powerful social reinforcer. Many
studie; have demonstrated the effectiveness of minimal verbal and non-
verbal cueé of a teacher or an examiner in conditioning a subject's
verbal behavior and in some cases nonverbal behavior. Somevof the

cues which can be construed as indicants of warmth or approval are

mn mn n

verbal responses such as ''mmm-hmm, good," "okay," "yeah," ete. Non-
verbal behaviors shown to be effective reinforcers are headnods and
smiles. ’

Evidence from several studies supports the hypothesis that
social reinforcement is more effective when it comes from a warm
individuallthan when it comes from a cold individual. Furthermore,
it appears that a hostile experimenter regards learning in comparison
to a neutral experimentér.

It may be that a teacher or an examiner can behave too warmly

and thus lose his effectiveness as a reinforcer. It appears that
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behaviors maintained by social reinforcers are responsive to a
" condition of relative‘satiation for such reinforcers. The results
of several studies suggest that a source might be more effective in
producing behavior change in another by expressing different orders
in warmth and/or anger. The expression of initially negative feelings
toward another followed by the expression of increasingly positive
feelings might be more réwarding to that person than the expression
of invariant warmth. !

The literature relating to the specific behavioral correlates
of warmth indicated that warmth can\be expressed both verbally and
nonverbally, and that the verbal part of a spoken message may have
considerably less effect on whether a listener feels liked or disliked
- than certain nonverbal cues exhibited by a speaker.

The resuits of several studies indicated that looking at
somone while they are speaking, smiling, and leaning forward when
seated, portray warmth gnd attentiveness to that person. An individu-
al's tone of voice and facial expression while addressing someone can
indicate liking for that person. There is also some evidence that
maintaining a moderately relaxed posture, standing closer to your
partner, and facing him while speaking ér listening to him communicate
positive feelings.

Also, making positive statements about other people may

contribute to one's being perceived by others as a warm person.
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The literature relating the prestige of a source to his
ability to modify the behavior and attitudes of others indicated that
the effectiveness of a communication in producing opinion change
depends to a large degrée on the extent to which the communicator is
held in es£eem by the recipient of the communication. Similarly, the

effectiveness of social reinforcement depends a great deal upon the

|
Information about a source's experience, training, and compe-

prestige of the dispenser of that reinforcement.

tence as reported by other people seems relevant to the amount of
érestige that is attributed to him. Physical appearance and manner of
dress are also important to him. Physical appearance and manner of
dress are also important determinants of the extent to which one is
perceived as prestigious.

There ;s much evidence that a person confronted with an opinion
from one who has prestige for him will have his reaction to it colored
accordingly. Many studies in the area of social influence have shown
that people of high prestige are more successful than people of low
prestige in shaping the ppinidns of others. The results of several
other studies indicated that the.effectiveness of social approval in
modifying behavior ié-positively related to the prestige of the person
delivering the approval. Also, an individual's potency as a social
-model is influenced by such characteristics as competency, and intellec-

tual, economic, and vocational status. There is somé evidence that if
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a source is seen as an expert, the degree of warmth he exhibits has
little effect upon his influence power.
Chapter 3 describes the procedures carried out in this inves-
tigation. It includes descriptions of the community and population,

methodology and types of data collected, hypotheses, and how the data

was analyzed.




Chapter 3

PROCEDURES

It was the intent of this study to determine the relationships
among selected teacher behaviors and characteristics and certain
measures of teacher performance.

This chapter was developed around the following outline:

ey 7
1. A description of the community ’

2. A description of fhe population
3. The sampling procedure
4, Types of data collected
5. Method of collecting data
6. Hypotheses

7. Analysis of the data
COMMUNITY DESCRIPTION

Montana State University was the first state institution of
higher education to open in Montana. It was established by the legis-
1ature\as the state's agficultural land-grant institution in 1893.

Having begun as a new school with land but no buildings, the
Montana State University campus now extends over 1,170 acres and has
more than forty major buildings. It is located on the outskirts of
the city of Bozeman (population 18,000), which is situated in the |

Gallatin Valley, a rich ranching and farming area.

1
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Montana State University has grown into a multipurpose insti-
tution consisting of five colleges: the College of Agriculture,
College of Education, College of Engineering, College of Letters and
Sciences, and the College of Professional Schools (including the
schools of Art, Commerce, Home Economics, Nursing, and the departments
of Film and Television Production and Music). Bachelor's degrees are
offered in more than forty-five %ields with some one-hundred-nineteen
separate majors, master's degrees in thirty difference areas, and
doctorates in nineteen.

Montana State University's environment 1s a great attraction
to faculty members, some of whom are highly regarded in their
fields and could have taught at more prestigious institutionms.
Fifty-five percent of the faculty have doctorates. Most are
relatively young, in the 35 to 45 age bracket. M.S5.U. doubled

in size in the mid-sixties and its greatest strength lies in
the associate professor category (1975:13).

DESCRIPTION OF THE POPULATION

The poﬁulation of this study consisted of all the ZIi junior
level courses during Spring Quarter, 1975, as part of the curricula of
the five Collgges at Mbnténa State University (see Table 2, page 72,
for the population distribution by College).

Of the forty-seven instructors asked to participate in this
study, forty-two résponded affirmatively while five responded nega-
tively; The last six instructors who responded affirmatively were not

used in the study because the number of students who volunteered to
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be raters was thirty-six.

Table 2

Population Distribution by College

300 Level Courses Courses Selected
College Offered Spring for This Study
Quarter 1975

Agriculture , 19 ' 6
Education 37 7
Engineering 75 17
Letters and Science 24 2
Professional Schools 42 ) 4

The raters used in this study were volunteers from three
sections of Educational Psychology 208. These students were offered
extra credit by the instructors of these classes for their participa-

tion. The seventeen raters used in validating the Teacher Behavior and

" Characteristic Checklist (TBCC), an instrument developed by the

investigator and used in‘phis study, were also volunteers from an
Educational Psychology 208 class. Validation of this instrument took

place during Winter Quarter, 1975.
SAMPLING PROCEDURE

A list of all the 300 level courses offered during Spring

|
Quarter 1975 was complied and a number was assigned to each course.
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Numbers were then selected from a random numbers sheet until eighty
courses had been designated. LaboratoFy courses were excluded from
the study, because it was reasoned that teacher-student verbal and
noanrbal interactions would not be as readily observed by all the
members of a class in a laboratory situation as is the case in a
regular classroom setting. The instructors of the courses selected,
according to the_order in which their courses were chosen, were then
asked to participate in the study. If an instructor did not want to
participate, and five instructors did not, the next person on the list
‘was contacted. This procedure was followed until thirty-six instruc-
tors were obtained. 1In this way, the courses included in the study
were selected in such a manner that every course in the population had

an equal chance to be chosen (Guilford and Fruchter, 1973:122).
TYPES OF DATA COLLECTED

Data pertaining to teacher behaviors and charécterisfics
exhibited in the classroom and measures of teacher warmth, teacher
prestige, and teacher effectiveness was gathered on all of the sub-
jects participating in the study.

Teacher behaviors and characteristics were measured by the

Teacher Behavior and Characteristics Checklist, which was developed by

the investigator. Data relating to teacher warmth, prestige, and

effectiveness was obtained from teacher self-ratings and the
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administration of the Student Perceptions Scale. This scale is

comprised of three instruments, the Authoritativeness'Scale, a

modified version of the Scale for Measurement of Counselor Traits,

and the Revised Faculty Rating Form.

Teacher Behaviors and
Characteristics

Instructor behaviors and characteristics were counted and

categorized according to the Teacher Behavior and Characteristic

Checklist, an instrument developed by the investigator. Following
are the eleven categories included in this scale, divided into two
classes, along with a description of each category. O

Class I. Measures of Instructor Prestige

1. Status and credits: This category refers to the status
and credits of the instructor. It includes such information as the
instructor's title, position, books he has had pubiished, and awards
he has received.

2. Dress: This catégory includes a notation of the instruc-
tor's manner of dressing.. It has as its subcategoriés sdit, sports
coat Withldress pants, shirt and tie with dress‘paﬁts; dress panfs with
shirt dr.sWéater and no tie{ and other, for male instructors. Data
relating to this dress of the fiv@ female teachers who participated
in the study was ﬁot collected.

3. Relation of positive personal experiences: This category 5
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is concerned with the number of times an instructor discusses the

' places he has visited (outside of Montana), positions or jobs he has
held, or the degrees or awards he has received. Also counted are any
references to places he is definitely going to visit in the future,
definite position and job offers he has received, and any degree
programs he is presently in. References to the positive personal
experiences of his immédiate family are alsé included in this category.

Class II. Measures of Instructor Warmth

1. Student utterances: This category includes all student

responses addressed to fﬁe instructor that are not questions unless a
question is followed by an instructor statement such as "That's a good
.(dumﬁ) question." A question would also be counted as an utterancé if
the instructor were to sigh, purse his lips, or.raise his.voice in
disgust in response to the question:

Although normally considered a queétion, a statement made Qith
the student raising his voice at the end is counted as an utterance.
For example, "Trees are green?" is counted as an utterance, while "Are
trees green?" is mot. Also, a student response that begins with a
question but ends wifh a statement is considéred an ufterance. For

example, ""Are trees green? I've seen only red ones," is an utterance.’

Not counted as an utterance is a student statement which is

interrupted by, or immediately followed by, another student's statement

or question. Howevér, if the latter is a statement and is addressed to
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the instructor, it is considered an utterance.

A verbal exchange consisting of more than one response on the
part of the student and/or the imstructor is counted as one utterance.
Such an exchange is considered complete when another student makes a
statement or asks‘a question, when an instructor or a student state-
mént is fifteeﬁ or more seconds in duration, or &hen a silent period
of fifteen or more‘secénds follows an instructor or student statement.

2. Positive evaluation of student utterance: This category

includes the number of times the instructor responds to student
utterances in a positive way. Instructor behaviors included in this
category are headnodding, smiling, referring to the student by name,

v

or saying "good," '"yeah," "mmm-hmm,"

"okay," "That's a good point," "I

agree,"

etc., either during or after a stpdent utterance. Also
included are instructor péraphrases of student utterances.

This category can be marked a maximum of one time for each
student utterance. Also, a response such as "That's é good question"
is included in this category. If the instructor exhibits both category
2 and category 3 behaviors during or after a student utterance, only

the last behavior exhibited is counted.

3. Negative evaluation of student utterances: This category

includes the number of times the instructor responds to student

utterances in a negative way. Instructor behaviors included in this

1ot

category are headshaking, saying 'no," "wrong," '"uh~-uh," "That's
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_wrong,"'sighing without smiling, and closing eyes or pursing lips
without smiling.

This category can be marked a maximum of one time for each
student utéer;nce. Also, a response such as "That's a dumb questiom,"
is included in this category. If the instructor exhibits both
category 2 and category 3 behaviors during or after a student utter-
ance, only the last behavior exhibited is counted.v

4. Acknowledgement of student feelings and opinions: TIf the

instructor inquires into the students' opinions and feelings, these
behaviors are coded 4. Not included are purely academic questions
having only one correct answer, such as 'What answer did you get for
the third problem?"

This category also included the listening skills of reflecting
feelings and content apd paraphrasing. Reflecting feelings involves
expressing in fresh words the essential feelings, stated or strongly
implied, of a sfudent.

Reflecting content is repeating in fewer and fresher words the
essential ideas of thé studgntﬂ It is used to clarify ideas that the
student is expressing with difficulty and confusion. |

Paraphrasing, which is very similar to reflecting E&ntent,-is
a method of restating thé student's basic meésagé,in similar, but
usually in fewer words‘(Brammer, 1973:90).

Example: Student: "I just don't understand. One minute she
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tells me to do this and the next minute

to do that."
Instructor: '"She really confuses you."
Example: '"Do you feel this assignment was too difficult?"

If an instructor paraphrases a student statement, then both

this category and category 2 are checked.

5. Instructor speaks positively of others: This category

includes instructor statements that he likes someone, that he thinks

someone did a good job, that he thinks someone looks good, and that he
thinks someone is smaft, kind, funny, etc. Included only are statements
about people not present in the classroom.

Also statements that merely indicate that the instructor
thinks positively of others are not included. To be included in this
category, the instructor must actually state his opinion or express
his feelings by using such words as like, good job, smért, considerate,

or pretty. ‘

6. Instructor speaks negatively of others: This category
includes instructor étatements that he aislikes someone; that someone
looks ugly, thét someone'did a bad job, or that'he thinks someone is
dumb, cruel, boring, etc. lIncluded only are statements about people :
not present in the classroom.

Also, statements that merely indicate that the instructor

thinks.negatively of others are not included. To be included in this
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category, the instructor must actually state his opinion or express
his feelings by using such words as dislike, bad job, ugl&, dumb,
inconsiderate, etc.

7. Instructor smiling: This category refers to any instructor

behavior which can be construed as a smile—-even a slight smile.
'Laughing is considered a smiling behavior.

" A smile is considered terminated only when the mouth returns
to a neutral position. Hence, a continuous 'smile with varying degrees
of infensity is counted only once.

8. Student laughter: This category refers to any audible

student behavior which can be construed as laughtef and which is in
response to the instructor.

Student laughter is considered terminated when a three-second
period of no laughing follows (see Appendix B, pages 150 and 151,'

.for a copy of the rating sheet used in the study).

Reliability
Test-retest reliability was established for the Teacher

Behavior and Characteristic Checklist through the following procedure.

First, fifteen students who were volunteers from an Educational

Psychology 208 class were trained by the investigator to count and
i
categorize instructor behaviors according to the Teacher Behavior and

Characteristic Checklist. This training took place during Winter
A3 :

i

Quarter 1975 and included five one-~hour sessions and one. one-and-one-
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half hour session over a period of six weeks. Both audio and video
tapes were used during the training sessions. During the sixth ses-
sion, the students viewed a twenty-five minute video tape of an actual
situation and quantified instructor behaviors in accordance with the
checklist. The video tape depicted the investigator as the instructor
making a presentation and leading a discussion in a regular class
session of a Philosophy of Education five course. Then ten days after
the first rating, the students once again rated the same tape-—eight
students failed to attend the last session.

The reliability with which the students rated the tape was
determined for the nine categories tested (instructor dress and status
categories were not tested) by comparing their ratings on the first
occasion witﬁ their ratings on the second occasion. The results of the

Chi Square statistics used in this analysis appears in Table 3 below.

Table 3

Reliability of Ratings

Rater . X2 Rater X2
1 8.17 5 . . 706
2 3.69 n 6 .796
3 1.45 g .757

4 1.30 8 498
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Validity

The validity established for the Teacher Behavior and Charac-

teristic Checklist is primarily content validity.‘ Upon completion of

the instrument, three professionals in the field of education examined
‘the instrument and compared'it to the stated goals of the study in
order to de;ermine if the_needed data would  be adequately collected
and quantified. Minor revisions were ?ade during the rater.tfaining
sessions when there was a need to further describe the behaviors
inciuded in certaiﬁ categbries.

Data Relating to Teacher
Warmth

A modified version of the Scale for Measurement of Counselor

N

Traits, an instrument developed by Suvak (1966), was administered to
' the students included in fhe study in order to obtain a measure of thé
degree to which the students viewed their instructors as warﬁ-persons,
i.e., the degree to which they felt liked, respécted, and understood by'.
their iﬁstructors;

‘The instrument consists of twenty-eight five-choice, strongly
agree to strongly disagree scales which requife about ten minutes to

complete.

Reliability

The reliability of the Scale for Measurement of Counselor

Traits was determined by both the odd-even and test-retest methods.
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The odd—e&en reliability coefficients were computed by obtaining a
sum of first the respoﬁses to the ddd—nuﬁbered ifems and then a sum of
the even-numbered items. The author consideredithe adjustgd reliabil-
ity coefficients which ranged from .790 to .907 to be an adequate
. méasure of reliability.

Another reliability estimate of the Scale for Measurement of

Counselor Traits was made which involved a test-retest comparison.

Pearson r coefficients derived from this procedure ranged from .139 to

0% T

.673, with a mean of .418 for the thiftyftwo4cbrrelationé?;ﬁﬁli but

the r of .139 reached significance at the .05 level.

"Validity

The validity of. the Scale for Measurement of Counselor Traits

was assessed by making a comparison between the Scale for Measurement

of Counselor Traits and the scales developed by Truax. Subjects were

asked to evaluate three ten-minute taped counseling interviews on the:

Scale for Measurement of Counselor Traits and the Truax scales.

Pearson r correlation coefficients were computed between the Scale for

Measurement of Counselor Traits total content scores and the Truax

scores. Suvak concluded that these validity coefficients which
ranged from .559 to .843 indicated a high'positive relationship

between these two scales.
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Data Relating to Teacher
Prestige

The Authoritativeness Scale developed by McCroskey (1966:67)

was a&ministéred to the students included in the study in order to
obtain a measure of the extent to which they viewed their instructors
with prestige. Student ratings of their instructors according fo this
scale were used for the purpose of determining the extent to which the
students viewed their instructors as prestigious.

The instrument consists of twenty—~two five choice, strongly
agree to stroggly disagree Likert scales and requires approximately
ten minutes to compiete;

To obtain estimates of item discrimination, reliability, and
validity, the Authoritativeness scale was used in seven experiments
repérted by McCroskey. Introductions for speakers, which were
developed to represent varying prestige levels, constituted the
independent variable in four of these experiments. In two experiments,
two versions of a speech advocating federal control of eduégtion were
tape-recorded and presented with no information as to the source of

the communication. One form of each speech made extensive use of

documented evidence. The other contained no documentation or qualifi-

cation. In the remaining experiment one group of subjects were
instructed to "idenfify in your mind the speaker whom you would be
" most likely to believe, other things being equai." Another group was

to imagine the speaker they would be "least likely" to believe. 1In
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each experiment, the subjects completed the Authoritativeness Scale

and also a revised version of the Anderson Authoritativeness Scale.

Reliability ' .

The reliability of the Authoritativeness Scale was determined

by both the split-halves reliability estimate and the~Hoyt Internal
Consistency reliability estimate. These estimates were computed for
‘six of seven experiments. ’The split—halveé reliability estimates
ranged from a low of ,944 to a high of .978. The Hoyt Internal Con-
sistency Reliability estimate ranged from a low of .946 to a #igh of

-978.

Validity

The author cited three relevant indications of validity for

thé Authoritativeness Scaie. Firsﬁ, the contenﬁ of the items and the
procedure used in their sglection tend to indicate that.they are
representative samplings of the universe of items pertaining to the
construct of prestige. Second, this scale correlates highly with the
. Anderson authoritativeness scale making it appear that it méasures
primarily the same thiﬁgs as the Anderson scale. Third, all the
hypotheses in all but one expériment were éonfirmed by the -scores -

derived from these two scales.
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Data Relating to Teacher
Effectiveness o

Data relating to teacher effectiveness included student

responses to the Revised Faculty Rating Form, to items 33 and 85 of

the Student Perceptions Scale, and to teacher self-ratings.

The Revised: Faculty Rating Form, developed by Miller and

" Guinouard (1966:2) ét Montana State University, is a thirty-five item
questionnaire which provides for student evaluation of teachers. Tﬁe
preliminary form of this instrument consisted of sixt§aone statements
which were obtained from three sources: (1) other rating forms,

(2) suggestions of Montana State University faculty members, and

(3) the experimeﬁtal'literature.

During the final week of Winter Quarfer 1966, the preliminary

[}

~form of sixty-one items was given to students for rating forty-one
teachers in sixty-three classes. These teachers, who volunteered to
be rated and whose anonymity was protected, were from the four colleges
of Montana State University. The level of courses rahged from freshman
through senior and the size of the classes ranged from less than ten
A£0rmore than two hundred. ‘According t6 the student ratiﬁgs, this
'sampie_of teachers represent about the 60tﬁ percentile~iﬁ general
teaching ability, and the courses they teach are slightly above average
-value; The following statistical analyses were calculated baéed on the
ratings of the forfy—one teachers: (1) the men and standard deviation

for each item was figured; (2) correlation among all items was
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figured; and (3) the inter-item correlations were factor analyzed. The
special statistical criteria for selecting from the preliminary form

thiyty—five items that presently make up the Revised'Faculty Rating

Form were: "(1) a standard deviation of 1.0 or higher, (2) a mean
greater than 1.5, (3) intef-itém correlations low positive or nega-

tive, (4)3factor loadings as one of the top ten items for at least

one of the seven factors, and (5) some items stated negatively as

well as some stated positively (Miller and Guinouard, 1966)."

The ratings of teachers evaluated on the Revised Faculty

Rating Form are compared to the norms prepared from the ratings of the

forty-one teachers who were rated Winter'Quarter 1966 and reported in

terms of deciles. There were not sufficient data to develop norms for

items 29 through.35, which were concerned with student assistants and

.laBoratory work., Since classes that are laboratories are not included

in the present study, items 29 through 35 were not included in the

. questionnaire administered-to students in this study.

Student responses to items 33 and 85 of the Student Perceptions

Scale were looked at separately and were used as measures of teacher

-effectiveness. Item 33 reads, "I believe that the class sessions

helped us: 1. Not at all; 2. Only slightly; 3. Considerably; 4. A
great deal." TItem 85 reads, "How would you rate the overall value of

this course? 1. poor; 2. fair; 3. good; 4. very good; 5. superior.”
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Teacher éelf—Ratingg _

Aiso looked at separately and used as a measure of teacher
.effectiveness.wefe teacher self-ratings. Teachers included in the
study responded to the question, "Please rate your effectiveness as a

teacher in the class, . 1. Very low; 2. Low;

3. Average; 4. High; 5. Very high."
METHOD OF COLLECTING DATA

At the beginning of Spring Quarter 1975, thirty-six students
from three sections of Educational Psychology 208 were trained by the

investigator in the use of the Teacher Behavior and Characteristics

Checklist. The traiﬁing consisted of two one-and-a-half hour sessions
on two successive days. During the second session, the students rated

the same twenty-five minute tape used in the validation of the Teacher

Behavior and Characteristics Checklist in order to assess the effective-
ness of the training.

Each student was then randomly assigned‘an instructor whose
classes they attended three times during the quarter--once toward the
beginning, once toward the middle, and once toward the end--for thé
purpose of counting'énd categorizing teacher behaviors according to the

Teacher Behavior and Characteristics Checklist. They visited the

teachers' classrooms a fourth time to administer to the students the

Student Percéptions Scale and also to ask the students what grade they
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expected to receive for the course. These quéstionnaires required’
. approximately thirty minutes for the students to complete.
At the end of the quarter, the investigator contacted each of
the teachers in order to obtain their self-evaluations as to the

effectiveness of their teaching in the courses included in the study.
HYPOTHESES

The purpose éf tﬁis study was to determine the relationships
. among teacher beh;viors and characteristics and certain measures of
teacher performanée. |

In the hypotheses that follow, teacher performance was defined

by five independent measures. These five measures were:

1. Teacher warmth as measured by items one through thirty-

three of the Student Perceptions Scale.
2. Teacher prestige as measured by items thirty—foﬁr through

fifty-five of the Student Perceptions Scale.

" 3. Teacher effectiveness as measured by items fifty—six

through eighty-three of the Student Perceptions Scale.

4. Student ratings of the value of the course obtained from

their responses to item thirty-three of the Student Perceptions Scale.

5. Student ratings of the value of the course obtained from

their response to item eighty-five of the Student Perceptions Scale.

The following null hypotheses were developed relating to the
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pﬁrﬁoée of this study.
| 1. 'Theré is no significant différence among the four cate-
gories of grades the students expected to recei%e for the courses and

the five measures of Teacher Performance obtained from student responses

to the Student Perceptions Scale.

2. There is no significant difference among the three cate-

gories of teacher self-ratings and the five measures of Teacher

Performance obtained from student responses to the Student Perceptions
Scale.

3. There is no significant difference among the four cate-

'gories of teacher rank as measured by the Teacher Behaviors and Charac-

teristics Checklist and the five measures of Teacher Performance

obtained from student responses to the Student Perceptions Scale.
4. There is no significant difference among the two categories

of teacher title as measured by the Teacher Behaviors and Characteris-—

tics Checklist and the five measures of Teacher Performance obtained

from student responses to the Student Perceptions Scale.

5. There is no significant difference among the three cate-

gories of teacher dress as measured by the Teacher Behaviors and

Characteristics Checklist and the five measures of Teacher Perfbrmance

obtained from student responses to the Student Perceptions Scale.

¢ 6. .There is no significant relationship among student utter=-

~

ances, teacher positive evaluation, teacher smiling, student laughter,
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and teacher acknowledgment of student feelings as measured by the

Teacher Behaviors and Characteristics Checklist and the five measures

.of the Teacher Performance obtained from student responses to the

Student Perceptions Scale.
7. There is mo significant difference between the two cate-

gories of teacher negative evaluation as measured by the Teacher

Behaviors and Characteristics Checklist and the five measures of-
. Teacher Performance .obtained from student responses to the Student

.Perceptions Scale.-

8. There is no significant difference between the two cate-

gories of teacher positive experience as measured by the Teacher

Behaviors and Characteristics Checklist and the five measures of
Teacher Performance obtained from student responses to the Student

Perceptions Scale.

9. There is no significant relationéhip among the five
categories of Teacher Performance obtained from student responses to

the Student Performance Scale.

ANALYSTIS OF DATA

Due to the nature of the data collected in this study, three
statistical methods of analysis were used, analysis of variance,

the Pearson Corrélation, and the Duncan's Test.
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SUMMARY

This chapter was devoted to a description of fhe.coﬁmunity
and study population, instruments used, hyppthgses to be tested,
methodology and types'of data collectéd, and how the data was to be
analyzé&. |

Data perfaining to the characteristics and behaviors exhibited
by instructors in the>classroom, data pertéining to the extent to which
these instructors were perceived by their students as warm and presti-

gious, and data peftaining to their effectiveness as teachers weré

gatheped on the thirty-three instructors of thirty-three courses
taught during Spring Quarter, 1975, at.Montana State University.

Instructor characteristics and-:-behaviors were counted and

categorized in accordance with the Teacher Behavior and Characteristic
Checklist, an instrument developed by the invéstigator. It iﬁcludes
‘eleven categories which are divided into two classes, Measures of
Teacher Presfige and Measures of Teacher Warmth. The categories in
Class I are: status and credits, dress, and the relation of positive
experiences. Class II is made.up 6f the following categories: student
' utterances, positivé evaluation of student utterances, negative evalua—
tion of student utterances, acknowledgment of $tudent‘féelings and
opinions, teacher speaks positively of others,‘teachér~smiling, and

student laughter.




Chapter 4
ANALYSIS AND RESULTS

The analysis and results of this study are presented in this
chapter under the headings of analysis of data and discussion of
results.

Hypotheses six and nine were tested at the .01 level of
significance using the Pearson correlation. The other seven hypotheses
were tested at the .05 level of significance using the least-square
mgané analysis and the Duncan's Test. For these seven hypotheses, an
an;lysié of variance was used to compare the five categories of tgacher
performance with seven different treatments. The F values computgd
fof the five categories ofiteacher performance were found té be
sigﬁificant beyond ﬁhe .05 level for each of these hypotheses. This
sigﬁificancé could\be explained by the difference in the characteris-
tics of tﬁe instruments used to obtaiﬁ the five measures of teacher
performance. For example, whereas the raw scores obtained as measures
of teacher warmﬁh could range from one to thirty-three,'the raﬁ scores
obtained as measures‘of course value--item 33--could range from only
one to five. Thus, it-was felt that no further statistical analysis of
these results was‘necéssary, | |

An anaiysis of variance was also used to compare the treatment -
and the interaction among the treatments and teacher performénce for

these seven hypotheses. Only when the computed F values were
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significant beyond the .05 level was a Duncan's Test then applied.
Data was collected and processed on a total of thirty-three
instructors represeﬁting the five academic colleges on the Montana

State University campus (see Table 2, page 72).

ANATLYSIS OF DATA

‘Null Hypothesis 1

Null hypothesis 1 states: There is no significant difference
among the four categories of grades the students expected to receive
for the courses and the five measures of Teacher Performance obtained

from student responses to the Student Perceptions Scale.

In testing the null hypothesis? the grades students expected
to receive for the courses were divided into five categories--A, B, C, .
D and F, and 0 for tﬁoseythat did ﬁot respond to the question. —

Table 3, éage 94, presents the least-square meang'and analysis
of variance for each pf the five categdries of grades and the five
measures of teacher performance.

Table 4, page 95, presents the results of a Duncan's Test,
which compared‘the least—sduaré means of T;ble 3 for the five measures
of teacher performance versus the five categories of expected grades.
Only the findings which'ﬁere significant beyond fhe .05 levei are

included in the table.

The following is a further description of the results shown °
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Table 3

Least-Square Means and Analysis of Variance Results in
Comparing Expected Grades and Teacher Performance

Teacher Expected Grades
Performance 0 B C D&F Total
N= 67 149 117 380 149 892
Warmth 78.11 75.58 78.91 84.91 88.88 81.27
Prestige 33.52 29.85 31.35 34.09 35.71 32.90
Effectiveness 72.71 75.01 75.25 76.43 75.47 74.97
Course Value-- .
Item 23 2.81 3.22 2.93 3.75 .2.47 2.83
- Course Value—- .
Item 85 3.08 ° 3.65 3.37 3.00 2.76 3.17
Total 38.05 41.06  40.23 38.36  37.46
Analysis of Variance
Item DF Mean-Squares
Instructor 448856.00000 4022.584 *
Expected Grade 1047.22266 9.386 *
Instructor X .
Expected Grade 16 574.628906. 5.060 *
Remainder 4435 111.583984

* Significant beyond the .05 level
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in Table 4.
Warmth. Student ratings of inétructor warmth were significantly
‘higher for students expecting to get D's and F's than (1) students
expecting to get A's, (2) students who expected to get B's, (3) stu-
dents who expected to get C's, and (4) students who didlnot‘resﬁond to
the question.

Table 4

Significant Results of the Duncan's Test for
Expected Grades Versus Teacher Performance

Teacher Expected ‘ Expected

Performance Grade ' : . Grade
Warmth A when compared to B, C, D&F, O
Wérmth B when compared to C, D&F
Warmth C when compared to D&F, O
Warmth D when compared to : 0
Prestige A when compared to - C, D&F, O
Prestige B when compared to C, D&F, O
Effectiveness 0

when compared to A, B, C, D&F -

Also, students who éxpected to get C's ratgd their.instructors
significantly higher on the warmth scale than both stﬁdents who expected
to get B's and students who expected to get A's; and students who
.expected to get B's rated their instructors significantly warmer than
students who expected to get A's.

Students who did not respond to the question rated their instruc-

tors significantly warmer than students who expected to get A's but
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significantly less warm than students who expected to get B's, C's, and
D's and F's.

Prestige. .Studenfs who expected to get D's and F's rated
their instructors significantly higher on fhe prestige scale than both'
students who expected to get B's and students who expected to get A's.,
~ Students who e#pected to get C's rated their instructors significantl&
higher than both students who expected to get B's and ;tudents who
expected to get A's, étudeﬁts who did not respond to the question
rated their iﬁstructors significantly higher than students who expected

to get A's and students who expected to get B's.

Effectiveness. Student ratings of instructor effectiveness

were significantly higher for students who did not respond to the
question than (1) students who expected to get A's, (2) students who
expected to get B's, (3) students who expected to get C's, and

“(4) students who expected to get D's and F's.

Course Value—~Item 33. In comparing the least-square means

for course value-~itme 33 and the five categories of expected grades,

no difference was found that reached the .05 level of significance.

Course Value;—Item 85. In comparing the 1east—squaré means
forlcourse‘value——item 85 and the five categories of expected grades,
no difference was found that reached the ,05 level of significance.

Thué, for the measure of warmth it was found that fhe higher

the grade that the students expected to- receive the lower they tended
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to rate their instructors;nand those students that did not £espond
rated their iﬁétructoré lowest except fof'fhose students who exﬁected
to get A's. |
| ‘The same reiatiﬁnship was found to exist for the measure of

presfige. Students who expected higher grédes rated their instructo;s
lower; and students who did not respond rated their instructors higher
than students who expected to get A's and B's.

For the méasufe of teacher effectiveness, no definite pattern
waé found between student ratings and the grades they expected to
" receive. Students who did not respond Qere_fohnd to rgté_their instruc-
'to;s ﬁhe lowest. |

" Although none qf the results for the two measures of course
value, item 33‘and item 85, reached significance at the .05 1e§el, it
~was found that, in both cases, the higher the grade that fhé student

expected to receive the higher he rated the value of the course.

Null Hypothesis 2

Null h&pothesis 2 states: There is no significant difference
betweeﬁ the three categories of teacher self-ratings and the five
measures of Teaéher Perfoymance obtainediffdm-student responses to the

Student Perceptions Scale.

In testing the null hypothesis# teachers' self-ratings were
divided into three categories, 3.0, 3.5, énd.4.0.. None of the teachers

included in the study gave themselves a rating of 1, "verj poor," or
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Table 5

Least-Square Means and Analysié of Variance Results in
Comparing Teacher Self-Ratings and Teacher Performance

Teacher Teacher Self-Ratings
Performance 3.0 3.5 4.0 Total
N= 249 74 550 873

Warmth 76.85 87.09 78.53 80.83

" Prestige 31.76 34,19 - 30.96 32.30

Effectiveness 75.04 78.38 74.49 75.97
Course Value-- ) : ) ‘ C '

‘Ttem ‘33 3.04 2.61 : 2.08 2.88

Course Vaiue;— : )
Item 85 3.43 2.76 3.38 3.12
Total 38.02 41.01 ¢ 38.07

Analysis of Variance

Item ' ‘ DF Mean Séuafes ' F
Instructor o ', 4 1668516.250000 6036.195 *
Self-rating ‘ 2 1474[259746- 13.311 *
Instructor X : .- “ . . )

Self-Rating 8 -607.918457 5.489 %
Remainder 4350 | 110.751251

* Significant beyond the .05 level
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5, "very good."

Table 5, page 98, pfesents the leaétrsquare means and‘analfsis
of variance for each of the three cateéqries of téachér‘sélf—ratings
and the five measures of teacher performance.

Table 6 presents the results of a Duncan's Test which compared
the least-square means. of Table 5 for the five measures of £eacher
peiformance versus the three categories of teacher self-ratings. Only
the findings which were significant beyond the .05 level are included

in'the table.

Table 6

Significant Results of the Duncan's Test for Teacher .
Self-Ratings Versus Teacher Performance

Teacher Teacher ' Teacher

Performance Self-Rating Self-Rating
Warmth : . 3.5 when compared to 3.0, 4.0
Warmth 4.0 when compared to 3.0
Prestige 3.5 when compared to 3.0, 4.0
Effectiveness 3.5 when compared to 3.0, 4.0

The following is a further description of the results shown

.in Table 5.

Warmth. 'Teachers who rated themselves at 3.5 received signifi-
cantly higher student ratings on the warmth scale than did teachers who

rated themselves at 4.0 and 3.0. Teacﬁérs who rated themselves at 4.0

3
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were rated significantly higher on warmth than teachers who rated

themselves at 3.0.

Prestige. Teachers who rated themselves at 3.5 received
significantly higher student ratings on the prestige scale than did

teachers who rated themselves at 4.0 and 3.0.

Effectiveness. Teachers who rated themselves at 3.5 received

significantly higher student ratings on the effectiveness scale than

did teachers who rated themselves at 4.0 and 3.0.

Course Value——-Item 33. In comparing the least-square means

for course value-—item 33 and the three categories of teacher self-
rafings, no difference was found that reached the .05 level of

significance.

Course Value--Item 85. In comparing the least-square means

for course value—-item 85 and the three categories of teacher self-
ratings, no difference was found that reached the .05 ;evel of
$ignificance.

Thus, it was found that teachers who rated themselves at 3.5
received significantly higher student ratings on the warmth, prestige,
and effectiveness scales than did teacﬁers who rated themselves at 4.0
and 3.0. Also, teachers who rated themselves at 4.0 received signifi-
cantly higher studént ratings on the‘ﬁérmtﬁ scale th;n did teachers who

rated themselves at 3.0.
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Null Hypothsis 3

Null hypothesis 3 states: There is no significant difference
among the four categories of teacher rank as measured by the Teacher

- Behaviors and Characteristics Checklist and the five measures of

" Teacher Performance obtained from student responses to the Student

Perceptions Scale.

In te;ting the null hypothesis, teacher rank was divided into
four‘categories—-instructor, assistant professor, associate professor,
and professor.

Table 7, paée 102, presents the least-square means and analysis
of variance for tﬁe four categories of teacher rank and the five
measures of te;cher performance.

Tabie 8, page.103, presents the resdits of a Duncan's Test,
Wﬁich comgared the least-square means of Table 7.for the four  cate-
gories of teacher rapk. Only the findings which wéie significant
beyond the .05 level are included in the tablg. |

The following is a further description of the resﬁlts showﬁ

in Table 7.

Warmth. Student ratings of teacher warmth were significantly
higher for associate professors than both assistant professors and
instructors. Also, professors received significantly higher student

ratings of warmth than both instructors and assistant professors.
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Table 7

- Least-Square Means and Analysis of Variance Results
in Comparing Teacher Rank and Teacher Performance

107.7040025

.Teacher Teacher Rank
Performance Instructor Assistant Associate Professor Total
Professor Professor °
‘N= 77 272 266 258 873
.Warmth 74.48 73.89 82.36 81.52 78.06
Prestige 34.58 29.11 31.44 33.03 32.04
Effectiveness 71.90 71.95 76.77 77.25 74,47
Course Value-- .
Item 33 3.27 2.98 3.01 - 2.81 . 3.02
Course Value--~
" Item 85 3.58 - 3.45 3.33 3:.16 3.38
Total 37.56 36.28 39.38 39.56
Analysis of Variance
Item DF Mean-Squares F
Instructor 4 887627.250000 8241.445 *
. Rank 3 3121.545410 - 28.983 *
Instructor X ' ’ .
Rank 12 1020.089111 9.471 *
Remainder 4345

* Significant beyond the .05 level
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Student ratings of teacher prestige were signifi-~

cantly higher for professors tham both associate professors and

assistant professors. Associate professors were rated significantly

higher than were assistant professors and instructors received the

highest ratings—--significantly higher than those received by assistant

professors, associate professors, and professors.

Table 8

Significant Results of the Duncan's Test for
Teacher Rank Versus Teacher Performance

Teacher Teacher Teacher
Performance Rank Rank
Warmth Instructor when compared to Associate Professor
_ Professor
Warmth Assistant when compared to Associate Professor
Professor Professor
Prestige Instructor when compared to Assistant Professor
: Associate Professor
Professor
Prestige Assistant when compared to Associate Professor
Professor Professor
Prestige Professor when compared to Assistant Professor
Associate Professor
Effectiveness Associate when compared to Instructor
Professor Assistant Professor
Effectiveness Professor when compared to Instructor
: | Assistant Professor
Effectiveness. Student ratings. of teacher effectiveness were

significantly higher for professors than both assistant professors and
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instructors. Also, associate professors were rated significantly

higher than both- assistant professor and instructors.

Course Value--Item 33. In comparing the least-square means

‘for course value--item 33 and the four categories of teacher rank, no

difference was found that reached the .05 level of significance.

Courée Value--Item 85. In comp;ring'the least—sﬁuare means
for course §a1uer—itém 85.and the four cafegorieé of teaché:'rank, no
'differeqce was foupd_tﬁét reached the. .05 level of significance;

-Thué; the findings‘indicated that, for the measure of teacher
wafmfh, the higher the raﬁk of the teacher the higher he tended to be
rated by fhe students. This relatioﬁsﬁip Wés also evident for the
measure of teacher prestige with .one notable exception. Instructors
received the highest ratings--significantly higher than those received
by assistant professoré, associate Professors, and professors. How-
ever, it was also found that professors were rated‘significantly
higher ;han both assbciatg professors and assistant professors, and
associate professdrs were rated signifiqantly'higher than assistant
'pfofesso¥s; o

The findings also indicated thét; fof the measure of teacher
effectiveness, the highéfithe rank of the_teachef the higher he

tended to be rated by the students.
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Null Hypothesis 4

Null hypothesis 4 states: There is no significant difference
among the two categories of teacher title as measured by the Teacher

Behaviors and Characteristics Checklist and the five measures of

Teacher Performance obtained from student responses to the Student

Perceptibns'Scale.

In testing thé‘néll hypqthesis,'teachef'title was divided
into two categofieé, déc;or and non-doctor. |

Tablé 9, page 106;rpresents the 1é;st-séuafe means and'
analysis of variance fgr the two categories of teacher title ana the
fiye measures of teacher performance.

Table 10, page 107, presents the results of a Duncan's Test
which compared the least-square means of Table 9 for the two cateéor-
ies of teacher title. Only.the findings which were significant beyond
the .05 level are included in the table.

Tﬁe foliqﬁiﬁg‘is a further description of the results shown in
Table 9.

" Warmth. Student fétings of teachef warmth-were'significantly
higher for teachers with fﬂe title of doctor than those with a noﬁ-

doctor title.

Prestige. Student ratings of teacher prestige were signifi-
cantly higher for teachers with the title of doctor than those with

a non-~doctor title.
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Table 9

Least-Square Means and Analisis of Variance Results
in Comparing Teacher Title and Teacher Performance

.Teacher Title

Teacher
Performance Doctor Non-Doctor Total -
N= 178 695 873
Warmth . . 79ﬂ94 78.48 79.21.
Prestige 34.21 30.76 . 32.49
Effectiveness 74.55 75.09 74.82
Coufse Value—-— _
Item 2 3 2.87 2.98 2.93
Course Value--—
Item 85 3.12 3.39 3.26
Total 38.94 38.14
Analysis of Variance
Item DF Means-Square
" Instructor : 4 782145.000000 6986.801 *
Title 1 453. 740967 . 4,053 *
Instructor X ‘ - .
Title .. 4 398.960449 3.564 *
Remainder 4355 111.946030

% Significant beyond the .05 level
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Effectiveness. In comparing the least-square means for

effectiveness and the two categories of teacher title, no difference

was found that reached the .05 level of significance.

Table 10

Significant Results of the Duncan's Test for
Teacher Title Versus Teacher Performance

Teacher . Teacher 4 ‘ _ Teacher
Performance Title . Title
Warmth _ Doctor when compared to Non-Doctor
Prestige Doctor when compared to Non~Doctor

Course Value-~Item 33. In comparing the least-square means
for cburse value-~item 33 and the two categories of teacher title, no

difference was found that reached the .05 level of significance.

Course Value--Item 85. In comﬁaring the least-square means
for éourée value--item 85 and the two categories of teacher title, no
diffgrencé was found that reached the 505 level of significance.

.Thus, for both the measures of'teacher warmth and teacher
prestige, student ratings were significantly higher for teachers with

the title of doctor than those with a non-doctor title.

Null Hypothesis 5
Null hypothesis 5 states: There is no significant differénce_

among the three categories of teacher dréss:as measured by the Teacher .
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Table 11

Least—Squaré Means and Analysis of Variance Results
in Comparing Teacher Dress and Teacher Performance

Teacher Dress

Remainder

Teacher . .
Performance 1.0-1.9 2.0-2.9 3.0-4.0 Total
N= 249 223 - 265 747
Warmth 75.78 82.67 77.80 - 78.74
Prestige: 31.01 - 32.33 29.65. _ 30.10
Effectiveness 72.20 76.79 77.35 75.45
Course Value--

Item 33 2.85 2.91 3.12: 2-.96
Course Value-- . ’
Item 85 3.27 3.23 3.51 " 3.34

Total 37.02 39.59 38.29
Analysis of Variance
Item DF . Means-Square F

"Instructor 4 ‘ 1031926.500000 9533.328 *
Dress 2 1979.422372 : 18.287 *
Instructor X ‘ .

‘Dress 8 "~ 872.572266 8.061 *

.3720 . : 109.244080

% Significant beyond:fhe .05 level
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Behaviors and Characteristics Checklist and the five measures of
Teacher Performance obtained from student responses to the Student

Perceptions Scale.

In testing the null hypothesis, teacher dress was divided into
three categories——l.O—;.Q, 2.0-2.9, and 3.0-4.0.

Table 11, page 108, presents the least~square means and analy-
sis of variance for the three categories of teacher dress and the five
categories of teacher ‘performance.

Table 12 préSents the results of é Duncan's Test which compared
the least-square means of Table 11 for £he three categories of teacher
dress. Only the findings which were significant beyond the .05 level

are included in the table.

Table 12

Significant Results of the Duncan's Test for
Teacher Dress Versus Teacher Performance

Teacher Teacher ; Teacher

Performance Dress Dress
Warmth : 2.0—2.§ when cdmpared to 1.0-1.9, 3.0-4.0
Warmth 3.0-4.0 when compared to 1.0~-1.9
Prestige 2.0-2.9 when compared to 3.0-4.0
Effectiveness . 2.0-2.9 . when compared to 1.0-1.9

The following is a further description of the results shown

- in Table 11.
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Warmth. Student ratings of teacher warmth were significéﬁtly
higher for teachers in the dress category 2.0-2.9 than teachers .in
the ;.0-;.9 category and teachers in the.3.0-4.0 category. Also,
teachers in the.3.0-4.0 category were rated significantly higher than

teachers in the 1.0-1.9 category.

Prestige. For the measure of teacher prestige, teachers in
the 2.0-2.9 category received significantly higher student ratings than

teachers in the 3.0-4.0 category.

Effectiveness. For the measure of teacher effectiveness,

teachers in the 2.0-2.9 category were rated significantly higher by

the students than teachers in the 1.0-1.9 category.

Course Value-—Item 33. 1In comparing the least-square means

for course value--item.33 and the three categories of teacher dress,

no difference was found that reached the .05 level of significance.

Course Value—-Item 85. In comparing the least-square means

-for courée value-~item 85 and the three categéries of teacher dress,
no difference was found-thét reached the .05 level of significance.'
Thus, for the measure of Wérmth,teachers in the 2.0-2.9
catégory were rated highest followed by teachers in the 3.0-4.0
category and then by teachers in‘fhe 1.0-1.9 cétegofy. '
Also, for.the measure of prestige,'teachérs in the 2.0-2.9

‘category were rated highest; however, only when compared to teacheérs

,
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in the 3.0-4.0 category did the difference reach significance beyond
.the .05 level; For the measure of effectiveness, teachers iﬁ the
2.0-2.9 category were ratéd significantly highef than teachers in Fhe-

1.0-1.9 category.

Null Hypothesis 6

Null hypothesis 6 states: There is no significant relation-
ship among student utterances, teacher positive evaluation, teacher
smiling, student laughter, and teacher acknowledgment of student

feelings as measured by the Teacher Behaviors and Characteristics

Checklist and the five measures of Teacher Performance obtained from

student responses to .Student Perceptions Scale.

.Table 13, page 112; presents the correlation coefficients for
the five categories gf teacﬁer behavidrs and characteristics versus
tﬂe five categories of Teacher Performance.

The riull hypothesis that the correlation coefficients were 0
was ;ested at the .01 1ev§1 of significance. |

Negative relationships, significant at the .0l level, were
found to exist betweén‘(l) student ratings of teacher warmth and
student utterances, (2) student ratings of teacher warmth and teacher
positive evaluation, (3) student ratings of teacher warmth and teacher
acknowledgment: of,siudeht feelings, (4) student ratings of teacher
warmth and teacher smiling; (5) student ratings of teécber effectiveness

and student utterances, (6) student ratings of teacher effectiveness
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and teacher positive evaluation, (7) student ratings of teacher
effectiveness and teacher acknowledgment of feelings, and (8) student

ratings of teacher effectiveness and teacher smiling.

Table 13

Correlation Coefficients for Teacher Behaviors and
Characteristics Versus Teaclier Performance

. p T;acher - Student Teacher - - Teacher Teacher Student
Grrormance  yiterances Positive Acknowledg~ Smiling Laughter
FEvaluation ment of o :
Student
Feelings
Warmth -.22% -.26% S =J19%. -.15% -.04
Prestige -.00 -.05 -.00 - -.06 " =.05
Effectiveness —.26%  —.26% -.34% -.19% .19%
Course Value——
Item 33 ’ -.03 -.03 -.09 .08 .08
Course Value—— .
Item 85 -.02 -.03 _ -.09 .07 .04

* Significant at .0l level

A positive relationship, significant at the .0l level, was
found to exist between student ratings of teacher effectiveness and °

student laughter.

Null Hypothesis 7

Null hypothesis 7 states: There is no significant difference

5

between the two categories of teacher negative evaluation as measured
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by the Téacher Behaviors and Characteristics Checklist and the five

measures of'Teachér Performance obtained from student responses to the

Student Perceptions Scale.

In testing the null hypothesis, feagher negative evaluation
was Aivided into two categories—-0 and 1-8.

Table 14,Apage 114, presenté the least-square means and
analysis of variance for the two categories of teacher negative evalua-
tion and the five ﬁeasures of Teacher Performance.

Since theyF scores for the group X'éategories' totals were

not significant at the .05 level, a Duncan's test was not conducted.

Null Hypothesis 8

Null hypothesis 8 -states: There is no significant difference
between the three categories of teacher positive experiences as

measured by the Teacher Behaviors and Characteristics Checklist and

the five measures of Teacher Performance obtained from student

responses to the Student Perceptions Scale.

In testing the null hypothesiég teacher positive experiences
was divided into three categories—-0, 1-6, and 11+.
| Tablé 15, page 115, presents tﬁe least-square means and
analysis of variance for the three categories of teacher positive
gxperienceé and ﬁhe five'measures of teachér performance. .
Table 16, page 116, presents the resqlts of a Dunpan's Test,

which compared the leasthsquére means of Table 15 for the three
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Table 14

Least-Square Means and Analysis. of Variance Results

in Comparing Teacher Negative Evaluation and

-‘Teacher Performance

TeaChéf_Negative Evaluation -

Teacher
Performance 0 1 -7 Total
' N= 383 490
Warmth 77.63 79.67 78.65-
Prestige 31.43 0T 31,49 131,45
Effectiveness "74.1i.7‘“ o 75.66J‘ . 74.88
Course Value-- I S S
Ttem 33 2,86 e 1305 . 2.95
Course Value--
Item 85 3.26 3.40 . 3.33
Total 37.86 . 38.66
' Analysis of Variance
Item DF Means-Square F
Instructor 4 1179252.000000 10520.687 *-
Negative Evaluation 1 683.693604 6.100 *
Instructor X Negé— : .
tive Evaluation 4 185.598022 1.656
Remaindér 435 112.088852

* Significant béyond the .05 level




115
Table 15
Least—-Square Means and Analysis of Variance Results

in Comparing Teacher Positive Experiences and
Teacher Performance

Teacher o Teacher4Positive Experiences

Performance 0 1-6 11+ Total
N= 420 347 106 873

Warmth ' 78.70 77.42 - 83.53 79.88
Prestige 4 31.93 29.24 36.86 32.68
Effectiveness 73.70 75.8Q ’ 77.34 75.62
Course Value-—~ . ' . .

Item 33 2.98 3.12 2.44 2.85
Course Value--— .

Item 85 3.35 3.54 2.66 3.18

Total 38.13 37.83 40.57

Analysis of Variance

Item o . ‘ F

DF Means-Square
Instructor 4 :863769.500000 7827.191 %
Positive Experiences .2 _1585}48i934 . 14.367 *
Instructor X Positive - )
Experiences ' 8 794.514648 : 7.200 *
Remainder 4350 110.354935

* Significant beyond the .05 level
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Only the findings which

were significant beyond the .05 level are included in the tabile.

Tab

le 16

Significant Results of the Duncan's Test for Teacher
Positive Experiences Versus Teacher Performance

Teacher Teacher Positive Teacher Positive
Performance Experiences Experiences
Warmth 11+ when compared to 0, 1-6
Prestige 0 when compared to ' 1-6
Prestige 11+ when compared to 0, 1-6
Ef fectiveness 1-6 when compared to 0
Effectiveness 11+ when compared to -1-6, O

The following is a further desdfipﬁion of

Table 15.

the results shown in

Warmth. Student ratings of teacher warmth were significantly

higher for teachers in the 11+ category of teacher positive experiences

than teachers in the 1-6 category and teachers in the 0 category.

. Prestige. Student ratings of teacher prestige were signifi—

cantly higher for teachers in the 11+ category of teacher positive

experiences than teachers in the 1-6 category and teachers in the 0

category. Also, teachers in the 0 category were rated significantly

higher on the prestige scale than teachers in the -1-6 category.
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Effectiveness. Student ratings of teacher effectiveness were

significantly higher for teachers in the 11+ category of teacher
positive experiences than teachers in the 1-6 category and teachers in
the 0 category. Also; teachers in the 1-6 category were rated signifi-

cantly more effective than teachers in the 0 category.

Course Value—-Item 33. In comparing the least-square means
/
for course value--item 33 and the three categories of teacher positive
experiences, no difference was found that reached the .05 level of

significance.

Course Value——TItem 85. In comparing the least-square means

for course value——itém 85 gnd the three categories of teacher positive
ekperiences,-no differencé was found that reached the .05 level of
significance.

Thus, for -the measuré of teacher warmth teachers wﬁo related
the most positive experiences were rated the warmes£ by the students.
‘Teachers who related the most positive experiences were also rated the
most prestigious. Although it was found that teachers who did not
relate any positive experiences were rated mo?e prestigious than
. teachers in the 1-6 category.

For the measure of teécher effectiveness, teachers ﬁho
related the most posifive experiences were .again ;ated the highest by
students. The findings indicatéd that the more the'teacherﬁspoke of

his positive experiencés the higher he was rated on the.effectiveness
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scale.

Null Hypothesis 9

Null hypothesis 9 states: There is no significant relationship
among the five categories of Teacher Performance obtained from student

responses to the Student Performance Scale.

In testing the null hypothesis,-teachér performance was diyided
into five categories—-teacher warmth, teacher prestige, teacher effec-
tiveness, teacher course value——iteﬁ 33; and teacher course value--item
85.

Table 17 presents the correla;ion coefficients for the five
categories of teacher performance versus the five categories of Teacher
Performance.

Table 17

Correlation Coefficients for Teacher Performance
Versus Teacher Performance

Teacher Performance

Teacher -
Performance Warmth Prestige Effec~ Course Value Course Value
: tiveness Item 33 Item 85
Warmth X L47% . 48% .. =.25% -.36%
Prestige C47% X .11 -.38%: - 4T%
Effectiveness .48% W11 X , -.04 =.12
Course Value-— Lo S o
Ttem 33 -.25% ~.38% -.04 : X ) .53%
Course Value ' , - .
Item 85 -.36% -.47% -.12 .53% X

*’Significant beyond .01 level
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The null hypothesis that the cqrrela;ion coefficients were 0
was tested at the .01 level of significance.

Positive relationships, significant at the .01 level, were
found to exist between (1) student ratings of teacher warmth and
teacher prestige, (2) student ratings of teacher warmth and effective-
ness,‘and (3) student ratings of course value on item 33 and on item
85. |

Negative relationships, significant at the .01 level, were
found to exist between (1) stﬁdent ratings of teacher warmth and
course value item 33? (2) student ratiﬁgg of teacher warmth and course
value item 85, (3) student”ratings of feacher,preétige and course value
item 33, .and (4) student ratinés of teacher pfestige and course value

item 85.

DISCUSSION OF RESULTS

-

In comparing the grades that the students expected to receive
for their coursés with the way in which they rated their teachers on
five diffe;ent scales -of teacher performance, definite relationships
were néted for the measures of teacher warmth and tgacher p?estige.
The findings iﬁdicate& that for both_ﬁeasures the higher the grades

-that the students expected'tO'recgive the 1owéf fhey tended to rate
their instructors. The findings'relatéd to the measure of teacher

warmth are somewhat unexpected. The literature indicates that people
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teqé to like those that like them; and it may be theorized that
students who think their teachers are going to give them a good grade
would see their teacheré as liking them, while students expecting to
receive low grades might ténd to think éf their teachers as disliking
them. Thus, it would follow from this view that students expecting to
receive high grades would tend to raté.thei; teéchers hiéher on the
warmth scale than students.éxpecting low grades. The results of thié
study indicated just the opposite.

It might also be éxpected that students expecting high grades
would tend to vglue the course more tﬁan students expécting low grades.
Although none of-the resulfs for the two measures of course value
reached significance at the .05 level, it wés found that; in both-
cases, the higher the grade the Stu&ents'éxpecfed tOvrééeiVé thé
‘higher they rated the value of the couréé.‘~ |

The findings relating teachef sélfjratings to the five measures
of teacher performance showed that teacﬁers who‘saw'themselﬁes as being
somewhere between "average" and "above average" in efféctiveness were
rated higher than thg other teécheré fﬁr the'mgaSufes of warmth,
prestige, and effectiveness. . Algo, teacherg ﬁho rated theméelves as
"a@ove average" in effectiveness were seen by their students as
being warmer than teachers who saw themselves as "average." It is
interesting to note that none of the teacheré,iﬁclgded in the study

rated themselves as either “wery good" or "very poor."




121

When teacher rank was compared to the five measures of teacher
performance, a positive relationship was found to exist between teacher
rank and student ratings of teacher wa;mth; Also{ the highe; the |
rank of the teacher the more students tended to view him ﬁith pres-
tige——with one notable exception. Instructors received the highést
ratings. This exception might be éxplained by.the fact that both of
the instructors included in the study wére young, and possibiy their
appointments as instructors were viéwéd by students as preétigious
achievements. The findings that teacher rank and presfige appear to
be positively related was éxpected énd appears to be in agreement with
the results of studies by Haiman (1949), Mausnér (1953), éoldberg and
Tverson (1965), and Kelman and Hof;and (1953)7 which indicated that
information about‘a sources' experience, tréining, and compe£ence as_‘
reported b& othér people seemé relevant to the amount of prestige
attributed to him. With this in mind, the results showing a positive
relationship between-teééher rank and prestigé appears to be supportive
. qf'the studies'by Sarason and Minard (1963), Krumboltz (1968), Monton
(1965), et. al., which provided evidence that people of high prestige
are more effective than pebple'of low pres#ige-in shaping the opinions
of others. | | | ' |

Although nonevéf the results'fér the two measures of course
yalue reached‘gignifiéaﬁccfat the .05'1éve1, it is interesting to note

that, in both cases, the higher the rahkﬁdfjthé.téacﬁér the lower
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student ratings of the vélue of his course tended to be. _It may be
that teachers younger and of lower academic fank approach the teaching
task with greater vigor and ambition.

Concerning teacher_title, feachers haviﬁg a dbctqr's degree
were seen by the students as warmer and more prestigious than thése
that did not. $hese findings were not unexpected. The findiﬁg of a
positive relationship between teacher title and prestige is consisteqt
_with the findings of Haimon (1949), Bochner and Insko ti966), and
Strong and Nixon (1971b), which suggest that an iﬁdividual's title is
positively related to the'éxtent to which he is held in esteem. When
compariéons were made between teacher dress gnd the five measures of
teacher performance, the results showéd that teachers who tended to
dress more in ties and dress pants,_sporfs céats and dress pants, and
suits were seen by students as beiﬁg more Warﬁ than both teachers who
dressed more casually and teachers who wore only sports coats and
suits, The significant findings fof the measure of prestige indicéted
_oﬁly that teachers who tended to dress mote in ties and dress pants,
sports coats and dress pants, and suits received higher student ratings
than teachers who wore onl& sports coats and suits. If individuals
who wear only sports coafs and suits are considered best dressed, then
the résults in regard.tq the measure of prestige are not supportive
of the findings of Lefkowitz, Blake, and Mowton (1955), Mills and

Aronson (1965), and Sarason and Menard (1963), which suggest that the
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better an individual dresses the more he is 1ikély to be seen as
prestigious. However, these results are consistent with the findings
of these studies if one is considered best;dressed if he wears sports
coats and suits some of tﬁe time and dresses mére casually‘some of the
time. |

The results also showed that teachers who tended to dress
more in ties and dress pants, sports coats and dress pants, and éhits
were seen by'étudents as being more effective than teachérs.who
dressed moré césually. This result 1s consistent with the findings
of the studies just citea thch.also indicate that dress is positively
related to one1S'ability to produce beha&ior-change and opinion change
in another.

When student utterances, teacher positive evaluation, teacher
smiling, student laughter, and teacher acknowledgment of student
feelings we?e compared with the five measures of teacher performance,
several interesting results were obtained whi;ﬁ appear to be.inconsis-
tent with some of %hét the literature indicates. Significant negative
relationships were found to exist Eetweén teacher warmth and teacher
,smiiing, and between teacher warmth and teacher positive evaluation.
However, the results of sfudies-bf'Krumboltz, Varenhorst, and Thoreson
(1967), Strong and Nixon (1971), and Schpidt and Strong (1971) indicate
that smiling conveys ﬁarmfh: Also, such.verbaltresponséé as,"mmmrhmm;“

"good," "okay," "yeah," etc., which were considered in this study to
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be indicators of teacher positive evaluation, might also be construed
as indicators of warmth (Krasner (1958). NegativeArelatiqnships were
also found to e#ist between teacher smiling and teacher effecfiveness
and betweeﬁ teacher positive evaluations and teacher effectiveness.
Yét; evidence from several studies supports the h&pothesis that social
feinforcement is more effective when it comes from a warm individual
than when it comes from a cold individual (Fefguson and Buss, 1960;

. Sapolsky, 1960; and Krasner, 1958). Thé thirty studies reported by

Krasner (1958) also provide evidence that positiﬁe evaluations like

" n " n

"ﬁmhrhmm, good," '"okay," ''yeah," etc. are effective reinforcers.

A possible explanation for these aﬁparent inconsistencies is’
provided by the hypothesis that a teacﬁer can behave too warmly and
thus lose his effectiveness as a reinforcer. I? appears that behaviors
maintained by social reinforcers are responsive to a condition of
relative satiation for such.reinforgers (Gerwitz and Béer, 1958; Simkins,
1961). Also, the results of several studies suggest .that a source
' might’ﬂe more effective in producing behavior change in another by
expressing different orders of warmth an&/Or anger (Johnson, 19?1;
vAronson ;nd Linder, 1965; Sigall and Aronson, 1967; and Deutsch,
Epstein, Canavan, and Gumpert, 1967). One could conclude that a
teacher who expresses invariant warmth toward his students aﬁd always

evaluates their responses in a positive way doés not discern or

discriminate very well, or that it.is "just his style" and therefore
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it is probably not very meaningful to be liked and/or prailsed by such
a person.

Although the results of the comparison made between teacher
negative evaluation and the five measures of teacher performance were
not statistically significant, it is- noteworthy that the trends
were in a direction that is supportive of the above explanation. For
. all five measures of teacher performance, teachers who at times
evaluated student responses negatively received higher student ratings
than teachers who never negatively evaluated student responses..

When the number of times teachere spoke of their positive ex-
periences to their classes was compared to the five measures of teacher
performance, the.significant findings indicated that the'nore a teacher
related his positive experiences the higher he tended to. be rated in
terms of warmth and effectiveness and.also, with one exception, in
terme'of prestige. The results for the measure of prestige appears to
be supportive of the findings of Haiman (1949),_Mausner (1953),
Goldberg and Iverson (1965), and kelman and Hovland (19535,.which
showed that information about a source's experience, training, and
competence as reported By other people seems relevant tolthe amount of
prestige that is attributed to him. Aithougn it was found that
teachers who did not relate any positive experiences were rated more
prestlglous than teacheraHln the 1-6 category, a possible explanation

for this finding is that a teacher who dlscloses 1itt1e of himself
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may be more easily percéivéd by his students as being different from
them and not having the same human qualities as they. Such a teacher
might be more easily put on a pedestal and viewed with prestige. This
thinking might also explain why the results §f this study showed a
positive relationship between warmth and the relating of positive
experiences. The 1ite¥ature indfcates that individuals tend to like
others who appear to be like them and also teﬁd to see these others as
liking them. Thus, teachers who talk little of their personal experi-
ences and are, therefore, perceived by their students as beiﬁg
different,fhan they might'be viewgd.as less caring and human than
teachers who disclose more of themselves. The results forAthe measure
of teacher effectiveness are also consistent WithAthe literature
(Sarason and Minard, 1963; Krumboltz, 1968; Mouton, 1955; et al), which
indicates that people of high prestige a¥e more successful than people
§f low prestige in shapiﬁg the opinioﬁs of others.

When the interrelationships among the five measures of teacher
performance were analyzed statistiéaliy,.it is iptéresting that pbsitivéf
relationships were found to exist ﬁétweeﬁ téagher Wérmtﬁ and teachgr
prestige, betﬁéen teacher wérmtﬁ ;ﬁd'teaqﬁer effectiveness, and betweenn
student ratings of course value oﬁ.itém‘§3\and'on iteﬁ 55, The fin&inéé;
that teacher warmth and prestige seem to ﬂe ﬁositively cOrrelate& is
consisteﬁt with the resﬁits of -this séﬁ&y cited earlier, that both

teacher warmth and prestige are ﬁEgatively correlated with teacher
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positive evaluations. The positive relationship that Wés found to
exist between teacher warmth and teache; effectiveness is in agreement
vwith the several sfudies cited previously'in this section that
indicated that social reinforcement is moré effective when it comes
from a warm individual than when it comes fr&ﬁ a cold individual.
Furthermore, the finding-thaf teacher warmth and effectiveness are
positively related is étlleast not inconsistent with the findings
cited earlier in this section that a negative relationship seems to
exist between teacher warmth and teacher positive evaluation and
between teacher positive evaluation and teacher effectiveness.

Of .course, it Waé expected that studént ratings of course vélue
on item 33 would be positi?ely related to student ratings of course
yalue on item 85.

The following conclusions were developed upon an analysis of
this study. |

‘1. In looking at the grades the students éxpected'to.receive
for their courses and the way in which they rated.tﬁeir teachers on
the five different'scales-of teacher performance of.thé Student

Perceptions Scale, it was found that the higher the grades the students

expected to receive the less they tended to view their teachers as,
‘being warm and prestigious. For the measure of teacher effectiveness, -
no definite relationship was found between student ratings and the

gradés they expected to receive. ' For the two measﬁres of course value,
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the results did not reach significance at the .05 level.

2. As measured by the Student Perceptions Scale, teachers who

rated themselves somewhere between "avérage" and "above average" in
effectiveness were seen by their studentsvas being more warm, more
prestigious, and more effective tﬁan teachers who did not. Also,
teachers who rated themselves as "above average" in effectiveness
were seen by their students as being warmer than teaéhers who saw
themselves as "average." For the two measurés.éf eourse value, the.
'resuits did not reach significance at the .05 level.

3. As measured by the Student Perceptions Scale and the

Teacher Behaviors and Characteristics Checklist, the higher the rank

of the teacher the more he tended to be seen by his students as being
warm, prestigious, and éffective—-with.one notable exception. Teachers
with the rank of ins;ructor were viewéd with the moré prestige by
students. TFor the two measures of course value, the results did not

reach significance at the ,05 level.

4. As measured by the Student Perceptions Scale and the

Teacher Behaviors and Characteristics Checklist, teachers having a

doctor's degree were seen by the students as being warmer and more
prestigious than those who did not have one. The findings relating to
teacher effectiveness and the two measures of course value did not

reach. significance at the .05 level.

5. As meaéured by the Student Perceptions Scale. and the
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Teacher Behaviors and Characteristics Checklist, teachers who tended

to dress more in ties and dress pants; sports coats and dress pants,
and suits were seen by students as being mcre warm than both teachers

_ who dressed more casually and teachers who wore only sports coats and
suits. Teachers who tended to dress more in ties and'dress pants,.

. sports coats and dress pants, and suits were viewed with more prestige
than teachers who wore only sports coats and suits, and were seen as
being nore effective than teachers who dressed more casually. For the
two measures of course vaiue, the results did ndt‘reach:significance
at the..OS level. |

6. As measured by the Student Perceptions Scale and the

Teacher Behaviors and Characteristics Checklist, teachers were seen

as being warmer and more.effective the less they positively evaluated
student responses, the 1ess they acknowledged student feelings, the
less they smiled, and the less their students spoke dn class. Also,
teachers were seen aslbeing more effective the nore,student Lauéhter'
tended to occur in their classrooms. The findings relattng to teacher
. prestige and the two measures of course nalue did not reach.signifi—

cance at the .05 level.

7. As measured by the Student Perceptions Scale and the

Teacher Behaviors and'Characteristics-Checklist; the number of times

a teacher negatively evaluates his students responses had no signifi- E

cant effect upon student perceptions ‘of teacher -‘warmth, teacher
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prestige, teacher effectiveness, or the two measures of course value,

8. As measured by'the Student Perceptions Scale and the

Teacher Behaviors and_Characteristics Checklist, the more a teacher
related his positive experiences to his clasé the more he was seen
by his students as‘béing.an effective teacher. Also, teachers who
related the most positive experiénces_were seen as being the most warm
and the most prestigious. -Although.teachers.who'&id not talk about-any
positive experiences were seen as being more prestigiqus than those
who talked about only a few. For the two measures of course value, -
the results did not‘reach significance at the .05 level. |

9. In looking atgtﬁe interrelationships among the five cate-

gories of teacher performance as measured by the Student Perceptions

Scale, it was found that the more a teacher was seen by his students
. as being warm the more he was also seen as being prestigious and
-effectiﬁe, and the 1ess_hié.course was valued by his students. It

was also found that the more a teacher was éeen as being prestigious
the less his course was valued; and; finallf, students tended to

answer the two’questions used to measure the extent to which théy
valued the courses in a consistent way. The findiﬁgs indicated that

no significant relationship exists betWeeq teachér prestige and teacher

effectiveness or between teacher effectiveness and course value.
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SUMMARY

The purpose of this chapter is to sumﬁarily present and
analyZé the data pertainiﬁg to this study. Each of the nine hypotheses
written for the study were described with regard to the degree of
significance of the relétionships found among the five measures of
teacher performance aﬁd certain teacher behaviors and characteristics.
A discussion of the significant findingé in relation to the iInvestiga-
tor's expectations and to what the 1iteraEure indicates wés présentéd.

Chapter 5 contains a summary of the'study with reference to

conclusions and récommendations.




Chapter 5.
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Chapter 5 contains a summary of this study, the conclusioms,

and the recommen&ations for further research.
SUMMARY

Adult and higher education is a- topic of wvital interest in our
nation today. The day is here when man, in a world of increased
technology, increased leisure time, and increased social interaction
is finding that education is indeed a life-long process. Along with
this increased significance of education is a greater need for more
and better adult educators.

Probably no aspect of education has been discussed with
greater frequency, with as much deep concern, or by more educa-
tors and citizens than has that of tedcher effectiveness——how
to define it, how to identify it, how to measure it, how to
evaluate it, and how to detect and remove obstacles to its
achievement . . . . But findings about the competence of teachers
are inconclusive and piecemeal; and little  is presently known
for certain about teacher excellence (Biddle and Ellens, 1964:5).

Studies have been done which.go far to answer the question as

to the sort of procedures which\have been found successful in estab-
lishing good relationships in a classroom and thus contribute to
teacher effectiveness. However, they do not. help the teacher to answer
other questions which arise on actually enc0untering:students.

"Have I the correct sort of personality7" "Will I be able to

win and hold their. attention?"
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It was the intent of this study to determine and describe some
of the characteristics which constitute the "correct sort of person-
ality" and will enable an instructor to wiﬁ'and hold the étudents'
attention.

Two characteristics which may play an important role in the
teaching-learning process are personal warmth and soéial prestige. It~
appears that warmth or positive regard-from othefs is a genuine need
of each individual and thus constitutes a powerful social reinforcer.

A teacher who respondé fo his students in such a way as to éontribute

positively to their feelings of self-worth becomes an important person

" to those students and caﬁable of modifying their behavior. The

effectiveness of a teacher's social reinforcement and also his potency
as a social model are.further enhanced if he is held in esteem by his

students. 1In other words, not only is it rewarding to an individual

to be around another who expresses positive feelings toward him, it

is even more rewarding if that person is of high prestige.

David G. Ryans (1960) notes that it is of interest to congider
the kinds of behavior people.remember about teachers and to raise the
questioﬁ of ?elative importance of such remembered characteristiés with
respect to behaviors normally‘assumed to characterize teacﬁing. ‘Using
a critical-incidents approach in his teacher characteriétics study,

Ryah found that most teaching incidents reported (descriptions of actual

observed behavior believed to have contributed fo‘the judgment of
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superiority in inferiority of the teachers) involved personal or social
teacher behaviors, even though directions had given the judges com—
plete freedom in naming critical incéidents. He then poses"and answers
the following question:

Are personal or social characteristics more important than a
teadher s scholarliness, the teaching procedures followed, unique
demonstrations, or the content taught? One may well doubt they
are more important, but they may be equally important. We ques-—
tion -why more people often do not mention incidents involving the
teaching learning process per se . . . all of us seek personal
reinforcement and it is in the area of the personal or social
characteristics of teachers and other persons that we best recall
events (Ryans, 1969:72).

It is the contention of the writer that the more a teacher is

held in esteem by his students and the more he contributes verbally

and nonverbally to their feelings of self-worth the more effective

he will be in influencing their behavior. A teacher is thus in a
position to reinforce learning in his students in either an appropriate
or inappropriate way, either wittingly or unwittingly. For him to be
an effective teacher he should be aware of those verbal and nonverbal
behaviors which are indicators of warmth and acceptance to his students,
and also those characteristics and behaviors which might cause him to
be held in esteem by his students.

Asch (1946:258).points out:

We look at a person and immediately a certain impression of
his character forms itself in us. A glance, a few spoken words
are sufficient to tell us a story about a highly complex matter.

We know that such impressions form with remarkable rapidity and
with great ease. " Subsequent observation may enrich or upset our
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first view, but we can no more prevent its rapid growth than we
can avoid perceiving a given visual object or hearing a melody.
We also know that this process, though often imperfect, is also
at times extraordinarily sensitive.

It is for these reasoné that the characteris;ics of teacher
Warﬁth and prestige are important aspects of the teachiné—learning
procesé which need investigati&n;

This study was an attempt to determine the rate of occurrence
of selected characteristics and behaviors of college instructors at
Montana State University which, bésed on the writer's educational
experiences as a student and research in the areas of personality
theory, commuﬁication theory, counseling, and education, seem ;o‘bé
important.factors in the teaching-learning process.

In addition, thé problem was £o de;ermine the iInterrelation-
ships aﬁpng the rate.of occurrence of these characteristics and behav—
iors, student perceptions,of teacher warmth‘gnd prestige, and teacher
effectiveness.,

Thus, three types of data were produced by this study.

Teacher behaviors and characteristics were counted and categorized in

accordance with the Teacher Behaviors and Cﬁaracterigtic Checklist,
an instrument developed by the investigator. Student perceﬁtions of
teacher warmth, teacher prestige, and teacher effectiveness were
measured by the Student Perceptions Scale. Finally, student ratings -

!

of course value, teacher self-ratings, and the grades students expected

to receive for the course were obtained.
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The focus of the 1iteratﬁre review was upon three areas:
(1) warmth and its effect upon learning; (2) behavioral cues of
warmth; and (3) prestige and its affect upon learning.

The summary of the literature relating to warmth and its
affect upon learning indicated that thé dimension of warmth in the
behavior of teacheré and examiners has a major influence on the
behavior of those with ﬁhom they intefact. Thus, warmth may be an
important factor in determining a teacher's effectivéness.

Warmth is an important quality in a person which seems to
‘carry more weight than others in establishing é view of an individual's
personality. Warmth from othe?s appears to be a genuine need of each
individual and thus constitutes a powerful soéial'reinforcer. Many
‘'studies have demonstrated the effectiveness of minimal verbal and non-
verbal cues of a teacher or an examiner in conditioning a subject's
verbal behavior and in some cases nonverbal behavior. Some of the
cues which can be construed as indiéants of warmth or approval are ver-

" "yeagh," etc. Non-

bal résponses such as "mmm—hmm,"."good,f "okay,
verbal behaviors shown to be effective reinforcers are headnods
:and smiles.

Evidence from several studies suppofts the hypothesis that
social reinforcement is more.effeétive when it comes from a warm

individual than when it comes from a cold individual. ' Furthermore, it

appears that a hostile experimenter retards iearning in comparisbn to

!
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a ngutral experimenter.

It may‘be that a teacher or an examiner can behave too warmly
and thus lose his effecfivéness as a reinforcer. It appears that
behaviors maintained by social reinforcers‘are responsive to a condi-
_tion of relative satiatibn for such reinforcers. The results of

several studies suggest that a'source might be more effective in pro-
ducing behavior change in another by expressing different orders of
warmth. and/or anger. The éxpression 6f initially negative feelings
toward another followed by the expression of increasingly positive
feelings might be more rewarding to'that person than the expression
of invariant warmth. ‘

The literature relating to the specific behavioral correlates
of warmth indicated that warmth can bevekpressed both verb?lly and
‘nonverbally, and fha; the verbal part of a spoken meséage may have
considerably less effect oﬁ whether a listener feels liked of disliked.
thén certain nonverbal cues exhibited by a speaker.,

The results of several studies indicated that looking at |
someone while they are SPééking, smiling, andhléaping fbrward when
seated, portray warmth:aﬁd attentiveﬁéss té that person. An individ-
ual's tone of voice and.fgcial.eipreSSibn while addressing someone
can indicate liking for that person. Thergfis also some evidence that

'maintaining a moderatel?‘réléXed_posture; standing closer to &quf

partner and facing him while speaking or-liétening to him; communicate
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positive feelings. Also, making positive statements about other
peofle may contribute-to.one's being perceived by others as a warm
person. | |
| The literature relating the prestige of a source to his

.ability to modify the behavior and attitudeé of others indicated that
the effectiveness of a communication in p;oducing opiniop change
dépends to a large degree on the extent to which the communicator is
ﬁeld in esteem by the recipient of.thé'COmmunicaﬁion. Similarly, the
effectiveness of socigl rginforcement depends a\gfeat deal upon the
prestige of the disbenser of that reinforcement.

Information about a source's experience, training, and compe-
tence as reported by.other people seems relevant to the amount of
- prestige that is attributed to him. Physical appearaﬁce and manner
of dress are also impgrtant determinants of the extent to which one
is perceived as prestigious.

There is much evidence that a person qonfronted.with.an opinion
from one who has prestige.fpr him‘wi;l have his reaction to it colored
accordingly. Many studies in the area of soéial influence have shown
that people of high prestige are more sﬁécessful than beople\of_low
prestige in shaping thé opinions of others. Thé résults of seﬁerél
otﬁer.studies indicated that éhe effectiveness of social'approval in
modifying Eehavior is positfvely related gd_the préstige of the persbn

delivering the approval. ' Also, the ihdividqal's potency as a social
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model is influenced by such characteristics as competence and intellec-
tualness, economic and vocational status. There is some evidence that
if -a source is éeen as an expert, the degree of warmth he exhibits has
little effect upon his influence power.

For the purposes of this study, data pertaining to teacher
behaviors and characteristics exhibite& in the classroom and data
pertaining to teacher warmth, teacher prestige, and teacher effective—
ness was gathered on thirty;six teachers at Montana State University
during Spring Quarter 1975. At the beginning ofhthis quarter, thirty-
six students from three sections of Educational Psychology 208 were

trained by the investigator in the use of the Teacher Behaviors and

Characteristics Checklist, an instrument developed by the investigator.

The training consisted of two one-and-a-half hour sessions on two

successive days. During the second session, the students rated the

same twenty-five minufe tape used in the validation of the Teacher

Behaviors and Characteristics Checklist in order to assess the effec-

tiveness of the training. Each student was then randomly assigned a
teacher whose classes they attended three times during the quarter--
once toward the beginning, once toward,thé middlé, and once toward the
end--for the purpose of counting and éategorizing teacher behaviors

according to the Teacher Behaviors and Characteristics Checklist. This

instrument .includes eleven categories which are divided into two

classes—-Measures .of Teacher Prestige and Measures of Teacher Warmth.
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The categories in Class I are: status and credits, dress, and teacher
positive experiences. Class II is made up of the following categorieé:
student utterances, positive evaluation of student utterances, negative
evaluation of student utterances, acknowledgment of student feelings

and opinions, teacher speaks positively of. others, teacher smiling,

- and student laughter.

The raters visited the teacher's classrooms a fourth time to

administer to the students the Student Perceptions Scale and also to

ask the students what grade they expected to receive for the course.

The Student Perceptions Scale is comprised of three instruments—-the

Authoritativeness Scale, a modified version of the Scale for Measure~

ment of Counselor Traits; and ;he Revised Faculty Rating Form.

At the end of the quarter, the investigator contacted each of
the. Instructors in order to obtain their self-eyaluations as to the
effectiveness of their teaching in the courses included in the study.

The hypotheses tested in this study were concerned with the
relationships among teacher behaviors and characteristics and five
independent measures of teacher perfo;mance. These five measures were
teacher warmth, teacher prestige, teacﬁer effectiveness; course value—-

item 33, and course value--item 85, all of which were measured by the

Student Perceptions Scale. All hypotheseé were tested at_eifher the

.05 or the .01 level of significance..;:
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CONCLUSIONS

The following cqnclusions were developed upon an analysis of
the data of thié study. |

1. Im lookiﬁg at the grades the students expectéd to receive
for theilr courses and the way in which'they.rated.their teachers on the

five different scales of teacher performance of the Student Perceptions

Scale, it was found that the‘higher the grades the students expected to
recei?e the less they tended to view their teachers as being warm and
préestigious. For the medsure of teacher effectiveness, no definite
relatiénship was found bétweén student ratings and thé grades they
expected to receive. For the two measures of course value, the results
did not reaéh significance at the .05 level.

2., As measured by the Student Perceptions Scale, teachers.who

" rated themselves somewhere between "average" and "above average" in
effectiveness ﬁere seen By_fheir students as being more warm, more
prestigious, and more effective than teachefslwho did not. Also,
teachers who rated themselves as "aboée average" in effectiveness were
éeen by their students as being warmer than teachers who saw thémselves
as "aﬁerége." For the two measures of course Qaiue, the results did
not reéch significance at the ;05 level.

3. As measured by the Student Perceptions Scale and the

Teacher Behaviors and Characteristics Checklist, the higher the rank

.of-the teacher the more he tended to be ‘seen by his students as being
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warm, prestigious, and effective-—with_one notable exceptiﬁn. Teachers
with the rank of instructor were viewed with more préstige by students.
For the two measures of course value, tﬁé results did not reach sié—
nificance at the .05 level.

4, As measured by the Student Perceptions Scale and the

" Teacher Behaviors and Characteristics Checklist, teachers having a
doctor's degree were seen by the students‘as being warmer and more
prestigious than those who did not have one. The finaings relating to
teacher effectiveness and the two measures of course value did not
reach significance at the .05 level.

5. As measured by the Student Perceptions Scale and the

Teacher Behaviors and Characteristics Checklist, teachers who tended

to dress more iﬁ ties and dress pants, sports coats and dress pants,

and suits were seen by studénts as being more warm than both teachers
who dressed more casually and teachers Who wore only sporfs coats and
suits. Teachers who tended to dress more in ties and dress pants,
sports coats and dress pants, and suits were viewed with more prestige
than teachers who wore only sporté coa£s and suits, and were seen as
being more effective than teachefs who dressed more casually. For

the two measures of course value, the résu;ts did not reach significance
_at the .05 level.

6. As measured by the Student Perceptions Scale and the

" Teacher Behaviors and Characteristics Checklist, teachers were seen
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as being warmer and more effective the less they positively evaluated

~ student responses, the less they acknowledged student feelings, the

less they smiled, and the less their students spoke in class. Also,
teachers were seen as being more effective the more student laughter
tended to occur in their'classrooms. The findings relating to teacher
prestige and the two measures of coﬁrse valﬁe did not reach signifi-
cance at the .05 level.

7. As measured by the Student Perceptions Scale and the

Teacher Behaviors and Characteristics Checklist, the number of times a

teacher negatively evaluates his students' responses has no significant
effect upon student perceptions of teacher warmth, teacher prestige,

teacher effectiveness, or course value.

8. As measured by the Student Perceptions Scale and the

Teacher Behaviors and Characteristics Cﬁecklist; the more a teacher

related his positive e#periences to his class the more he was seen by
his students as being an effective teacher. Also, teachers who related
the most positive'experienceg were seen as being the most warm and the
most prestiglous. Altﬂough teachers who did not talk.abouf any posi-
tive experiences were seen as being mére prgstigious than those whé
talked about only a few; For the two measures of course Qalue, the
results did not reach significance at the .05 level.

9. In 1ooking.at the interrelationships among the five

categories of teacher pérfbrmange as measuréd,by the Student Perceptions
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Scale, it was found that the more a teacher was seen by his students
as being warm the more he was also seen as being prestigious and
effective, and the less his course was valued by his students. If
was~also found that the more a teacher was seen as being prestigious
the less his course was Valﬁed; and, finally, students tended to
answer the two questiéns uséd té measure the extent to which they
" valued the courses in a consistent way. ‘The findings indicated that
no significant relationship exists between teaéher prestige and teacher

effectiveness or between teacher effectiveness and course value.

RECOMMENDATIONS

Eased upon the findings and conciusions of this study, several
recommendations emergé as appropriate for fﬁrthér investigation.

1. This investigafion, as it related to teacher performance
and student percéptions'of teachers, shouid be replicated on other
college and university campuses, as weli as in elementary,.secondary,
and vocafional sch001 settings. It is importént to know whether thei
findings at Montana State University can be applied to éthérischool
‘settings. |

2. This investigétion should be conducted again and modified
to also Include an assessment of student perceptions of teacher

performance'sometime'affer the course has ended.
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3. It is recommended that more efforts be made to identify
what a teacher does in a classroom in behavioral terms and investigate
the effect of what he does upon.the teaching—learning process. The
results from suchﬁstudieé would be helpful in the preparation and
evaluation of teachers.

4, .There should be continuednrésearch regarding student
perceptions and student learning. This, too, ﬁoﬁld provide information
that could aid in thé development of instruments for assessing éeacher
effectivgness.

5. It ig recommended that teachers Ee aware of the patterns
of interpergonal communication and the personal characteristics that
they bring.to the classroom and.their possible effect upon student

perceptions and the teaching-learning process.
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APPENDIX A
STUDENT PERCEPTIONS SCALE

Instructions: Please indicate your response to the following items on
the IBM answer sheet provided. Interpret the possible responses as
follows: A - Strongly Agree, B - Agreed, C -~ Undecided, D - Diéagree,
E - Strongly Disagree.

Your responses will be automatically punched.into IBM cards. This
information will be used for research purposes only, and your ind1v1d— ‘
ual responses will be kept entlrely confidentlal

I believe that the instructor:

. Exhibited a warm positive feeling toward the students.

. Accepted us without establishing any conditions.

. Cared for us as individuals.

. Was willing to share equally our joys and asplratlons or our

-depressions and failures.

5. Valued us as persons Without judging us by an evaluation of our
behavior.

6. Held us in high esteem for ourselves regardless of our behav1or.

7. Actively offered advice,

8. Attempted to determine ‘the meaning and value of our thoughts and
behavior as we saw them.

9. 1Indicated that what we do or do not do 1s important to him.

10. Saw himself as responsible to us.

11. Expressed what he really felt and meant.

12. Remained aloof.

13. Indicated that there was a considerable discrepancy between what
he may say and what he believes. :

14. Was himself rather than presenting a profe331ona1 front,

15. Gave responses that were sincere.

16. Indicated an expression of his real feelings rather than being
defensive. .

17. Was himself in all of his responses whether these-responses were
personally meaningful or trite.

18. Attempted to feel the same emotions that we felt.

19. Made remarks that fit in just right with our mood.

20. Indicated a sensitive understanding of our most obvious feelings.

21. Was continuougly aware of any emotional shift we made.

22, Listened carefully and intently to what we said.

23. Responded to our full range of feelings and communicated an

understanding of our very deepest feelings. ' '

LR
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25.
26.
27.

28.
29.
30.
31.

32.
33.

34.
35.
36.
37.
38.
39.
40.
41,
42.
43.
44,
45,
46.

47,

48.
49.
50.

51.
52.
53.

56.
55.

. 56.
57.

58.
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Seemeéd to be reflecting his own feelings and experiences rather
than those of students.

Displayed a concern for our deeper, more hidden feelings.
Recognized our present feelings.

.Readily recognized mistakes he may have made in understanding our

feelings and was willing to change his perception of us.
Communicated back to us an understanding of our every deepest
feeling.

Seemed to ignore our true feelings.

Appeared to understand exactly what we meant.

Told us what he should do

Was capable of diagnosing our problem.

I believe that the class sessions helped us:

1. Not at all

2. Only slightly

3. Considerably

4, A great deal

I respect this teacher's opinion on the topic.

This teacher is not of very high intelligence.

This teacher 1s a reliable source of 1nformat10n on the topic.
I have confidence in this teacher. '
This teacher lacks information on the subject.

This teacher has high status ‘in our society.

I would consider this teacher to be an expert on the topic.
This teacher's opinion on the topic is of little value.

I believe that this teacher is quite intelligent.

‘The teacher is an unreliable source of information on the topic.

I have little confidence in this teacher.

The teacher is well-informed on this subject.

The teacher has low status in our society.

I would not consider this teacher to be an expert on this topic.
This teacher is an authority on the topic.

This teacher has had very little experience with this subJect
This teacher has considerable knowledge of the factors involved
with this subject. :

Few people are as qualified to speak on this topic as this teacher.
This teacher is not an authority on the topic. R

This teacher has very little knowlédge of the factors 1nvolved
with the subject.

This teacher has had substant1al experience with this subject.
Many people are much more qualified to speak on this topic than
this teacher. :

The students felt free to express their oplnions in class.

The instructor told students when they had done a partlcularly

good job.

The 1nstructor ass1gned very difficult reading.

e e
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60.

62.

63.
64.

65.
66.
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68.
69.

70.
71.
72.
73.
74,
75.
76.

77.
78.

79.
80.

81.
82.
85.
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The instructor had everything going according to schedule.
The instructor planned the activities of each class period in
detail.

Students argued with one another or with the instructor, not
necessarily with hostility.

- The instructor urged students to greater effort.

Students were given a course outline or syllabus to help organize
their learning.

Assigned material was covered in lectures.

The instructor gave constructive criticism of poor work.
Hand-outs, bibliographies, etc. were used.

The instructor sensed when students needed help.

Material was presented in such.a manner as to dull student -
thinking.

Course objectives were vague or uncertain.

Original thinking was demanded of students.

The grading .system was clearly explained.

A large amount of preparation was required outside of class.

The instructor helped students more than most teachers do.

It was hard to get credit when credit was due.

Adequate illustrations or examples were used to clarify important
points.

Students were not told what would be coveéred on examinations.

The amount of work required was appropriate for the credit
received. '

The instructor was impatient with the slower students.

The influence of the instructor on the amount students learned
was insignificant.

Students understood the subJect at the end of the course.
Students had difficulty arranging conferences with the instructor.
How would you rate the overall value of this course:

1. Poor
2. Fair
3. Good
4. Very good -
5. '

Superior
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APPENDIX B

TEACHER BEHAVIORS AND CHARACTERISTICS CHECKLIST

Instructor's Name Course

Dress: Suit Sports coat with dress pants Shirt and tie
and dress pants Dress paﬁts with shirt or sweéter;'no
tie Other

1. Student Utterances

Student makes a statement

Student replies to teacher's question

A verbal exchange including two or more student statements is
counted as one utterance

Positive Evaluation

Teacher nods during or after student utterance

Teacher smiles during or after student utterance N

Teacher says "good," "yeah," "mmm-hmm," "okay," etc.

Teacher says ""That's a good point'".or "I agree" '

Teacher refers to student by name o

Teacher exhibits a "positive evaluative" behavior at 1east once
during or after a verbal exchange

Teacher paraphrases student statement or reflects student
feelings (category #5 behav1ors)

Negatlve Evaluation
Teacher shakes head during or after student ptterance
Teacher says 'mo," "wrong,'" '"uh-uh," or "That's wrong"
Teacher sighs or takes a deep breath and doesn't smile
Teacher closes eyes or purses lips; doesn't smile
(If any of these behaviors are followed by "Positive Evaluation"
behaviors, i.e., smiling, mark category #2 and not this

category.)

Student Feelings and Opinions
Teacher says ''You feel . . . .
Teacher says 'What are your reactions?!
Teacher says "Do you have any comments?"




Speaks Positivel
Teacher says
Teacher says
Teacher says
Teacher says

Speaks Negativel
Teacher says
Teacher says
Teacher says
Teacher says

Relates Positive
Teacher talks
Teacher talks
Teacher talks
Teacher talks

Instructor Smile

Student Laughter
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vy of Others

he likes someone

someone did a good job

someone looked good

someone is smart, kind, funny, etc.

vy of Others

he dislikes someone

someone did a bad job
someone looked bad

someone is dumb, unkind, etc.

Experiences

about jobs or positions he's held
about places he's visited

about personal achievements

about an honor he's received

S
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APPENDIX C

November 3, 1975

Thank.you for participating in my dissertation study Spring
Quarter, 1975. If you recall, observers sat in on three of your class
sessions, and your students completed a teacher evaluation question-
naire. .

Ihe last piece of information I need to complete the study is
your answer to the following question. Your response will be held in
confidence. A self-addressed envelope is enclosed for your convenience.
"Please rate your effectiveness as a teacher in the class, ‘ O

1. 2. ' 3. . 4. 5. .
Very low Low Average High Very high

Please check here if you are interested in receivihg the results of

this studﬂ:::]_

Sincerely,

Doug Smith
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