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readier rry:;orts 0/ cliifdi'en S relationslilp, c0771;Petence ana 

Jwolilem lieliaviors are important sources 0/ ir!/or771ation in scliool 

J'sycliology. 7Jiis studj; exambzes teaclier-clizta relationslilPs as 

correlates if cliifdi'en s scliool ac!Justment J'aradigm. 7Jiere is a 

sign!ficant variation in tlie clii!{;fren s scliool ac!Justment among tlie 

relaticmslilP Patterns. Xinae7-garten teaclier J'ercry:;tions 0/ tlieir 

relationslilP witli cliiutren were aescrilieain a rry:;ort measure. 

7Jie teaclier-cliif{;(" relationslilP scale (TCRS) ana tlie Scliool 

Ac!Justment Scale (SAS) is usea to gatlier elata. After assigning 

scores on tlie teaclier-clizta relationslilP scale ana tlie scliool 

ac!JzlStment scale for 305 researcli J'articIPants, clYster analj;sis 

metlioawas usea anatliree ditster sofittions were fllma. 

7Jiree J'attenzs 0/ relationslilPs were aescrilied: more 

J'ositlvelj; invo!i/ec(jimctional average, ana negativelj; invo!i/ea. 

Cliifdi'en in tlie tliree J'attenzs sig7Z!ficantlj; a!/fir in scliool 

ac!Justment Cliifdi'en witli wliom liinae7-garten teacliers rijlortea a 

J'ositive relationslilP were lietter ac!Jitstea in scliool ana liaawarm, 

close ana commu711cative relationslilPs tlian tliose wliom tlie 

teacliers rry:;ort negative relationslilPs. 
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CHAPTER ONE 

I. INTRODUCTION 

1.1 Background of the Study 

The quality of the interacti on between teachers and pupil 's has been since 

long, a topic of di scuss ion among educators and others concerned with children's 

developme nt. It is generall y agreed that because so much basic early learning (e.g., 

language, soc ial competence) occurs through interacti ve experi ences at the child­

hood stage, hence, the quality of teacher-child interactions contribu tes substantiall y 

to affect that earl y group care and preschool educati on of chi ldren (Bowman, 

Donovan,& Burns, 200 1). 

Many early childhood teachers enter the fi e ld with littl e education beyond 

high school and minimal spec iali zed educati on in child deve lopment or early 

childhood educati on. Researchers have there fore wondered whether the general 

levels of educati on, spec iali zied training in earl y childhood development and 

educati on, or both, are related to the quality of teachers' interactions with young 

children (Phillips, Lande, & Goldberg, 1990). Thus, it IS important to know if 

spec iali zed education in earl y childhood education IS related to teachers' 

effecti veness on the job. 

Teacher-child interactions are most developmentall y appropriate when the 

teacher responds quickl y, d irec tl y and warml y to children, provides a vari ety of 

opportuniti es to engage in two way communica ti on, and identifies and elaborates 

on the fee lings, interests and acti vities of children. Teachers who e ngage in 

sensitive and responsive interactions with chi ldren are more likely to develop 



relationships key to children's securi ty, increas ing the li kelihood that children wi ll 

ex plore thei r environme nt, giving them more opportunities to learn (Mc Wiliam, 

Ridely, and Wakely, 2000). 

The teacher- child relationship espec iall y in the kindergarten is a potentially 

valuable target of study in respect to patterns of child behavior, beliefs and fee lings 

prev iously developed in the contex t of parentI mother-chi ld attac hment relationship 

(Pianta, 1994). Experi e nces with caregivers/parents greatl y influence patterns of 

ex pectation of self and others and feelings of self wo rth , trust and moti vation that 

preschoolers' bring to, and enact in relationships with a teacher. Patterns of child­

teacher relationships in kindergarten (e.g. conflict, open/close, and dependent) are 

related both to behavior in the home and are predicti ve of subsequent school 

adjustment (Pianta, 1996). Howes and Hamilton (1992) asserted that, during the 

early school years, teachers may assume a parent surrogate rol e with the children 

they teach , and may develop a relationship with the child that has sali ence for 

certain developmental outcomes. 

1.1.1. Overall Perspective Of Teacher- Child Relationship 

Attachment theory proposes that aspects of children's interactions with 

other persons affect their cogni ti ve, social and emotional competence (Ainsworth , 

1978). The theory also underscores the importance of adults' sensiti vity to the 

deve loping preschools, increasing coordi nation of affect, cognition and behavior 

i.e. structuring ex perience while allowing the child autonomy, and leading him/her 

to socia l and cogniti ve sllccess. 
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CHAPTER TWO 

2. METHOD 

2.1 The research participants and sampling 

A pi lot study which was intended to create a workin g relationship with th e people in the 

styudy site and test the relevance of instruments was carri ed out on sixty chi ldren (Boy = 

33 and Girl s = 27); and three femal e trained teachers. 

The ma in study was intended to be ca rried out on 320 kindergarten children o f ages 

between 5 up to 6 years old (Boys = 174 and Girl s = 146); and sixteen female trained 

teachers . The sample group was drawn from eight kindergartens that were se lected out of 

fifteen by simple random sampling spec ificall y by lottery method. Proportional allocation 

for the two sex group and a simple random sampling technique were utili zed to select the 

children for the study. A mi x of approaches was used to ass ign the teachers in thi s study; 

i. e where ever there are more than two teachers in the kindergarten, two were chosen by a 

si mple random draw. When there are onl y two female trained teachers, both were 

included in the study. Out of the 320 sampled indi viduals, the scales were fill ed and 

returned for only 305 (i.e boys 169 and girl s = 136) 

2.2 Instruments 

2.2.1 The teacher - child relationship scale (TCRS) 

T he teacher - child relationship scal e of Paint (1992) was applied and used in the study. 

In a five- point scal e, the teacher child relati onship scale contains items that show 

closeness, dependency and CO nniCl relat ions. A re finement and validati on of interims 

were conducted to make them fit to our culture. A pilot study was conducted in one of the 

14 



kindergartens. Three female trai ned teachers each filled the thirty -one- item scale for 

twenty children. 

T he final item se lecti on was made in two ways; i.e computing di scrimination index for 

each item and taking items with a relatively large d iscrimination index. Moreover, t- tes t 

was used to see signifi cant item mean differe nce between th e upper and the lower (27%) 

groups. Items that sign ificantl y differentiated between the groups were selected based on 

thi s out of the thirty- one items twenty- one items with (t ~2.25 , at .05 two ta il ed , df 30) 

were selec ted. 

2.2.2 The school Adjustment scale (SAS) 

The twenty three- item scale of school adj ustment was adopted from Barbara (1975). The 

scale contains ite ms, which indicate the child school read iness, competence in soc ial 

relations, personal maturity, and conduct problems. Teachers , who fill ed the teacher -

child relat ionship scale al so filled the school adj ustment scale for the same chi ldren since 

the two scales were different. Items analys is was carried out on the upper (27%) and the 

lower (27%) scores. T he scale item significantl y di fferentiated between the upper and the 

lower groups (t> 14 .07 , a t .05 two tail ed df 30), were the critical t-value is 2.04. O ut of 

the 23 items, 19 were selected for the final study with (t ~ 2.5 I at .05 two tai led, and df 

30). 

2.3. Data collection procedure 

Translating Eng li sh - to- Amharic and back to Engli sh of both instru ments were made 

before the pilot testing. In the pilot study as well as in the mai n study ; teachers in less 

than twe nty days fil ed the teacher - child rela tionship scale and the school adj ustment 

15 



Bowlby(l989) al so mai nta ined that the quality of children' s interacti ons to 

their ca retakers exerts a strong inn uence on their ab il ity and wi llingness to exp lore 

their environment. Chi ld ren who are securely related with caretakers presumably 

embark on exp loring their environment with greater assurance than insecurely 

a ttached children (Jacobsen, Edeisti en& Ho fman , 1994) . 

A secure relationship between child and teac hers is seen as not onl y the 

basis for child 's sense of se lf-effi cacy and social sk ill s, but al so of key signifi cance 

in the development of later successful relationships. The interaction that children 

have with the ir teachers is of g reat importance in determin ing the quali ty of their 

educational and life experiences. Earl y childhood is a period in which development 

is sensitive to the innuence of re lat ionships and that performance in school may in 

fact be mediated by soc ial processes embedded in thi s relationships (Pianta, 1997) . 

Children may judge if a school is a sa fe and trust worthy place in which they may 

li ve and work , they can ha ve the confidence to ex plore and develop new skill s and 

understandings when they feel safe, ca red for and secured ; otherwise unproducti ve 

if they feel threatened, anxious o r uncertain. Like a parent-ch ild relationship, the 

teacher-child re lationship may vary in natu re and quality. Some teacher-chi ld 

rela ti onships can be characteri zed as close and affectionate, other as d istant and 

formal, still others as conniction (Pi anta, 1997). 

One of the goals of ea rl y childhood education develop strong, pos iti ve and 

rea li sti c self concept and these are grea tl y influenced by opin ions of signifi cant 

peop le in their li ves . The nature of ch ildren's self-concept is dependent on how 

famil y members, careg ivers and teachers rela te to them (Fenn y, Chri stensen& 

Morav ick, 1987). 

3 



Kindergarten teachers lay the foundation for children's cogniti ve, 1110ral , 

social , emotional and psycholog ical development, and thi s is a clue fo r later 

adjustment to fo rmal school in part icu lar and to the ent ire life in general. The early 

chi ldhood teacher control s rewards and puni shments in the classroom, evaluate 

stude nts' perfo rmance and maintain control over the class. As it is cited by 

Shewakena( 1997) children are dependent on the teacher in the classroo m situati on , 

everyt hing the teacher does influences the attitude of chi ldren. T he teacher of 

youn g chi ldren serves as a model for chi ldren; hi s/her personality, the way he/she 

treats hi s/her speech, the way he/she talks, the way he/she reacts, gesture, response, 

attitude and fee lings have a decisive influence in children 's development. 

Entering the kinderga rten is a big step fo r the child. It means leav ing 

his/her fam ili ar home and depending on ad ults other than hi s/her parents, findin g a 

place for his/her self in a group of other children of about the same age, there are 

new toys, difFerent toi let arrangements, it strange play area, he/she meets a variety 

of res ponses from other children. He/she must tru st the teachers to understand keep 

himse lf/herself in his/her stay in the ki ndergarten. 

1.1.2. Preschool Education and Teacher-Child Relation in the Past 

As c ited by Pankhurst(l974), until the beg inning of the 20lh cen tury, 

education in Eth iopia rooted itse lf in monas teries, abbeys and mosques. The 

objecti ve was bas ica ll y religious although some scribes that functioned as 

secretaries of the ari stocracy were also the grad uates of those school s. 

According to Girma(l967),some of the mai n features of church school 

and teacher-s tudent relatio n presented as fo ll ows. The chu rch school is usuall y one 

roo m bu il din g in or near the church compound , though somet imes a tree provides 
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the on ly shelter. In a typical class room one finds an old man, usually a priest or 

"debtera", seated on a small stool with a long sti ck beside him and the book of 

Psalms in hi s hands, whil e some thirty pupils, in groups of two or three, sit on the 

noor before hi m. The more adva nced students teach the less advanced, whil e the 

teacher attends the fo rmer, but period icall y checks on the progress of the smaller 

children. 

As part of the moral in struction, ch ildren are al so required to give servi ce 

to the ir teacher. They learn the virtues of obed ience, humility, and respect for their 

teacher, by fetching wood and water fo r hi s household purposes and buying 

commod ities from market place. Children are also expected to ki ss their teachers' 

feet when entering and leav ing the classroom. In return they receive the bless ing of 

the ir teacher. 

1.1.3. The Beginning of Modern Preschool in Ethiopia 

Kindergarten education in Ethiopia was introduced ninety yea rs back 

(Bizuneh, 1983) Neve l·theless, there were on ly 77 kindergartens unt il 1973.Twenty 

years later; i.e. in 1993 the number o f kindergartens increased to 550; in 1994 thi s 

number was ra ised to 652; and in 1995 it became 678. Moreover in 1998 the 

number of kindergartens reached to 793. [n 1973 the total number enroll ed was 

7,573 wi th an average of 98 children per kindergarten, whil e by 1998 thi s number 

increased to 90,32 1 and the average nLllnber of children enroll ed has ri sen to about 

11 5 per kindergarten (MOE, 1998). In 2004 total enroll ment o f kindergarten 

children had ra isen to 138,9 18 and the number of trained teachers increased to 2968 

(MOE, 2004). 
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Concernin g kinderga rten teachers train ing, a beginning was made with 

th e training of 20 youn g ladies in 197 1 at the Ras Desta Community Center in 

Addi s Ababa for six months. Thi s training center moved to Debrezeite in August 

1972 and began training kinderga rten teachers ex tending the course to one soli d 

yea r (S hewakene, 1997). 

Besides in 1978 the mi nistry of education in col laboration with 

UNICEF opened kindergarten teachers train ing institute in Add is Ababa, Yekatit l2 

Secondary School (MOF, 1984). T he courses organ ized in this institute last three 

months. S imila rl y, kindergarten teachers training program has been introduced in 

Dess ie Teachers' Training Institute by May 1994 with the training duration of three 

months. 

1.1.4. What are Positive Teacher Child Relationships? 

In early childhood settings, each moment that teachers and children 

interact wi th one another is an opportunity to develop positive relati onship 

(B redekamp, S, & Copple, C. 1997). Teachers can use a varie ty of strategies to 

build positive relationships with children. Teacher behav ior such as li stening to 

children, making eye contact with them, and engag ing in many one-to-one, face- to­

face in teraction with young chi ldren promote secure teacher-c hild re lationships. 

talking to chi ldren using pleasant, calm voices and simple language, and greeting 

children warml y when they arri ve in the c lassroom with their parents or from the 

buses help establish secure relationships between teacher and children 

(Kontos, 1999). 

In developing positi ve teacher-ch ild relati onships, it is important to: 
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• 

• 

• 

• 

• 

• 

• 

• 

• 

E ngage in one- to-one inte raction with children. 

Get o n the child 's level fo r face-to-face interacti ons. 

Use a pleasant, calm voice and simple language. 

Provide warm, respons ive phys ical contact 

Fo llow the ch ild 's lead and interest during play 

Hel p children understand classroom ex pectation 

Red irect children when they engage in challeng ing behav io r 

Li s ten to children and encourage them to li sten others 

Acknowledge c hildren for their accompli shments and effo rt. 

In general, it is important for teachers to use deve lopmentally and indi viduall y 

appropriate strategies that take into consideratio n children's differin g needs, 

interests, styl es, and ab iliti es . 

1.1.5. Why are Positive Teacher-Child Relationships Important? 

Research has sugges ted that teacher-child relationships play a 

signi fi can t ro le in influenc ing youn g ch ildren's socia l and emoti onal development. 

In studi es of teacher-child re lationships, children who had a secure relationship 

with the ir preschoo l teachers demonstrated good peer interacti ons and positi ve 

re lat ionships w ith teachers and peers in e lementary school. On the other hand, 

children who had insecure re lationships with teachers had more diffi culty 

interact ing w ith peers and engaged in more conflic t w ith the ir teachers 

(CSEFEL, 2003). In add ition research had shown th at teachers' interac ti on s tyles 

wi th chi ldren help children build pos iti ve and emotiona ll y secure re lationshi ps with 

adults. For instance, teachers' smil ing beha vio rs, affecti o nate words, and 
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appropriate phys ical contact help promote childre n's positi ve res ponses toward 

teac hers (Howes&Hamilton , 1993). Also, chi ld ren whose teachers showed wa rmth 

and res pect towa rd them (e.g., teachers who listened when children talked to them, 

made eye contact, treated children fa irl y) developed positive and competent peer 

relationships. Moreover, children who had secure relatio nshi ps with [he ir teachers 

demonstrated lower leve ls o f chall enging behav iors and higher levels of 

competence in schoo l. 

Pi anta( 1995) described patterns of kindergarten teachers perceptions of their 

relationships wi th children in clusters of six, i.e. dependent, positi vely in volved, 

dys functi onal, functi onal average, angry dependen t and unin vol ved. Chi ldren in 

these cl usters signi fi cantl y differ in their adjustment to schoo l. In the description , 

the most problematic were the dysfuncti onal and angry dependants. These 

rel ati onshi p c luster find ings of Pianta found to agree wi th the fi ve-group cluster 

scheme of children's perce ptions of the ir re latio nships with teachers such as 

optimal , di sengaged, confused and, dep ri ved found by Lynch and Cicchetti( 1992) . 

On the o ther hand the finding of Howes and Ham il to n ( 1992) class ifi ed 

teacher-child relati onship into three categori es: e motionall y secure, avoidant and 

ambivalent. The ch ildren in different categori es experie nced different amounts of 

sensiti vity and invo lvement. Teachers found to be most sensiti ve to and most 

invo lved wi th children in the secure category and least sensiti ve and in vo lved with 

childre n in the avoidance category. 

Ch ildren whose re latio;lship with the teacher fal l in the dependent and angry 

dependent clusters show a mi xture of adjustment d ifficulti es; they were reported to 

ha ve more conduct problems less competent in intell ectual functi oning, and as 
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being less tolerant of frustration. Ev ident ly anger, and diffi culti es in ma naging it 

appeared to be a common feature in these children's relationships and adj ustment 

patterns (P ianta 1995). 

In Pianta's, finding very high scares on the confli ct/ anger marked some 

teacher child relationships and troubled feeling scales very low scores on the 

warmth /c loseness and open communication scal es, and moderate scores on the 

dependency sca le. 

1.1.6. Adjustment in the kindergarten 

Studies of experimental Pre - school programmers indicate that hi gh 

quality preschoo l education has significant long term outcomes, not only for the 

child but also for the community ( Sensini, 1985 ) . In connection to thi s Welkart's 

findings in Erick (1991) revealed that: 

As young adults, children who attended Kindergarten 
programme competently Made greater gains in edu.cation, 
ernployment and social responsibility than sirnilar young 
adu.lt, who were not competent in the Kindergarten attendance 
did. 

Many teachers in the kindergarten expect children to learn and behave in ways that 

will facilitate learning, The children are expected to let their speech, dress, morals, 

behavior be monitored and corrected, and their state of knowledge constantly examined 

and critici zed. 

The new ex periences which a child is facing every time are more important in 

influencing hi s /her adjustment. Entering the kindergarten is a big step for the child. It 

means leav ing hi s /her familiar home and depend ing on adults other than hi s/her parents, 

finding a place for hi s/her self in a group of other children of about the same age, ha ving 
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new toys, different toilet arrange ments, a strange play area, he/she meets a vari e ty of 

responses from the other children. 

Children's school adjustment is assoc iated wi th teachers att ri butions, interactions 

wi th children ex pectations and att itudes as wel l as children's feelings about teachers 

( Entwistle, 1998 ) . When ch ildren ex peri ence a secure relatio nship with their teacher, 

the likelihood of school adjustment increases . Pianta (1991) di scussed children' s 

competence and school adjustment to be associated with teacher relationship ratings. 

As Howes and Hamilton' s (1994) discuss ion, emotional security and dependency 

behavior are more clearly differentiated in the preschool period. The emotionall y secure 

preschoolers may seek instrumental assistance when they need help. In contrast, 

dependent preschoolers frequently seek attention and contact with the teacher, often 

wa iting for he lp without trying to so lve problems on their own, al so found to withdraw 

from the peer group and rely on the teacher to so lve problems with peers. 

Apparentl y, kindergarten children in thc diffcrcnt teacher chi ld relations hi p 

clusters differ in their school adjustment behavior. The dys fun cti onal and angry 

dependent g roups generall y showing more conduct problems and less in cogniti ve 

competencies (Pianta, 1995 , 1956). Pianta also reported thi s group to be significantl y 

hi gher for the learning problem sca le than the other groups . Children with unin volved and 

positively in vo lved relationships with kindergarten teachers seem di splaying more 

frustration tolerance in the school than children with dysfunctional or angry relationship 

hi stori es (Pian ta, 1995,1996). And al so the unin vol ved positi vely involved and the 

functional relationship groups were rated as having better work habits than the 

dysfunctional groups, the positively in volved groups were found to be better in soc ial 

skil ls than the rest. 
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In summary , teacher-child re la ti onship a ffects ch ildren's school adjustment. 

although , there are no man y researches conducted in the area, the fe w researches 

ava il able by Pianta and co lleagues used teacher-child relati onsh ip sca le and school 

adjus tment scal e as a method of in ves ti gation. The literature points to the need of 

studying to what depth the teacher-child relati onship is related with children's school 

adjustment in our kindergarte n. In addition exploring the typolog ies of relationships and 

their differences when seen from the child 's school adjustment situation is des irab le. 

1.2. Objectives of the Study 

This research was conducted to describe the typology of relationship patterns of 

teachers and children, and ch ildren's school adjustment in ki ndergartens of Awassa town. 

And it attempted to answer the follo wi ng basic ques tions: 

I . Is there significan t variation in the ch ildren 's school adjustment among the 

relationship patterns? 

2. What types of teacher-child relationship patterns are there in 

kindergartens? 

3. Does the teacher-ch ild relationship pattern sig ni ficant ly d ifferent fo r boys 

and girl s? 
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1.3. Significance of the study 

This study will ha ve a potential va lue to educa tion policy makers; kindergarten 

teacher trainers, administrators, teachers, school counse lors and parents since the 

earl y years of the child are influential in hi s/her later development. 

• The outcome of thi s study may help kinderga rten teachers and 

ad ministrators to optimize each child 's adjustment to their program. 

• It may be he lp fu l for school counse lors and parents to make the 

necessary intervention in the child 's school adjustmenl. 

• In addition it will serve as a basis for further research development in 

the area of teac her-child relations hip in the kindergarten. 

1.4. Operational Definition of Terms 

Preschool! kinderga rten - a school for the pre-primary years preceding the 

first grade between the ages of 4-6. 

Preschool Teacher - a trained personnel who teaches in the kindergarten. 

Pattern s - definite direction, tendency or cha racteri sti cs; as relationship 

patterns, beha vior pattern s, etc . 

Relationships - the connection between or among persons on private affairs 

or they are mode of interactions and expectations. 

School adj ustme nt - the extent that a chi ld has the skill s and is able to meet 

the demands and ex pectations set forth in the school 

setting, thal the child is li kely to be in proper position. 

~.c.G;j:: 111e. 

ADDtSA8A2u;n.1ll1lR1A 
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1.5. Vadables used in the study 

i). Dependent va.-iable 

-The child's school adjustment score when rated by the ki ndergarten teacher 

ii). Independent variable 

-Teacher-chi Id relati onship score 
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scale to avoid the problem of bias and diminishing returns. In the pil ot sess ion, three 

teachers fi ll ed both the scale for twenty children each. After improving the instruments 

for the mai n study, both sca les were fill ed by sixteen female, trained teachers for twenty 

children each. 

2.4 Data Analysis 

Afte r ass igning scores on the teacher - child relati onship sca le and the school adjustment 

scale fo r 305 research parti cipants (Boys 169, and Girl s 136), c luster anal ys is method 

was used and three cluster solu tions were found. 

A one - way anal ysis of variance (ANOY A) was performed whether the three groups are 

equall y homogeneous. Moreover, mean differences test of both scores was done for boys 

and girl s . 

Pearson product - moment correlation were computed between teacher -child re lationship 

anti !;chool adjustment score for all cluster groupings . 

Using TUKEY HSD method made posthoc compari son. This method was selected, 

among others, for caution and its appropriateness for unequal sample size mean 

comparison (Howell , 1989). 

Finally , all differences were tested for stati stical significance at the .05 level. 
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CHAPTER THREE 

3.1 RESULTS OF THE STUDY 

The results of the study are presented in the foll owing sequence: cluster soluti ons of the 

teacher -child re lati onship , cluster di fferences in teacher -child relationship, school 

adj ustment differences among the clusters, sex differences in teacher -child re lationshi p 

and school adjustment, cluster differentiations in subscale scores and types of clusters, 

and correlations. 

3.1.1 Clustel' Solution of the Teacher -Child Relationships 

The 305 scores of teacher -child relationships were grouped into three cluster solutions 

with the poss ible leas t erro r variance. The number of observations, means, standard 

dev iations fo r each cluster so lu tion are in table I . 

Table 1. 

Number of observati on, means, and standard dev iations for the teacher - child 

relationship score of the three clusters 

Cluster case N Means Standard deviation 

1 106 92.25 4.71 

2 132 78.2 1 4 .39 

3 67 62.43 5.37 

Total 305 

17 



Table I indicates that 106 children scored higher (mean 92.25) than the rest in teacher -

child rel ati onship sca le and 132 children scored moderate ly high (mean = 78 .2 1) than the 

67 children who scored relatively low (mean = 62.43). A hi gh score in teacher child 

relati onshi p shows a more pos itive relationship involvement between the teacher and the 

child and low score shows vice versa. 

Table 2 

ANOV A summary Table 

SOUl-ce 55 df Ms F 

Between cluster 36974.76 2 18487.38 826.52** 

Within cluster 6752.63 302 22.36 

Total 43727.39 304 

**p<.OOI 

Table 2 presents the results of cluster solution of the teacher -child re lati onship scores. 

The table shows that the di ffe rences between the three -cluster solution are stati sti ca lly 

significant. Hence, it indicates that for thi s sample group, there are three groups of 

children which have di fferent types of relationships with their teachers. 

3.1.2 Paired Cluster Difference in Teacher -Child Relationship 

Mean differences tes t (t-test) was performed to see for differences in teacher -child 

relati onship among the th ree c luste rs. All cluster pa ired mea n differences were fo und LO 

be stati sticall y significant. And the results are shown in tab le 3. 
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Table 3 

Mean Differences Test (t-test) 

Cluster cases N Mean Mean df t-value 

difference 

I 106 92.25 14.04 236 23.76** 

2 132 78.2 1 

I 106 92.25 29.82 171 38.4 1 ** 

3 67 62.43 

2 132 78.2 1 1.~.7R 197 22. 19':'* 

3 67 62.43 

**p <.001 

As indicated In table 3 the cluster differences in teacher -child relationship were 

statistically significant. Posthoc test of Tukey HSO (see Appendix -G-)a lso revealed the 

presence of clear differences among the cluster relationship types since all the three mean 

differences (clusters 1&3 = 29.82, 2&3 = 15.78, and 1&2=14.04) substantially exceed the 

HSO value wh ich is 9.94 were the family wise error rate is about .021 (Howell ,1987:357) 
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3.2 School Adjustment Differences Among the Clusters 

The resea rch question addressed in thi s section is whether the children in the different 

re lati onshi p patterns are signi ficantl y different in the ir school adjustment. A similar one 

way ANOV A similar to that of the teacher -child relationship variable was performed to 

see signifi cant differences among the three clusters for school adjustment va ri ables . And 

the res ult is shown in table 4 . 

Table 4. 

ANOVA Summary Table 

SOll\'ce ss df Ms F 

Between cluster 18 11 0.1 2 2 9055.06 153 .1 5** 

Within cluster 17855 .44 302 59.12 

Total 35965.66 304 

**p<.OOI 

Tab le 4 presents the result of children's school adjustment variation in the three different 

pattern of relationship. The table shows that the group's difference was stati sticall y 

signi ficant. This may confirm the presence o f teacher -child relationship determi nation on 

the child's adjustmen t in the school envi ronment. 
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Table 5 

Mean Differences Test for the School Adjustment Val'iable 

Cluster cases N Mean Mean df t-value 

Difference 

1 106 80.96 9.51 236 10. 19** 

2 132 7 1.45 

1 106 80.96 20.92 171 17 .1 8** 

3 67 60.04 

2 132 71.45 I 1.41 197 9.28 ';'* 

3 67 60.04 

*';'p>.OI 

Table 5 presents the cluster differences in school adjustment. AS shown in the table, the 

clusters mean differences were statically significant. Nevertheless, posthoc test of Tukey 

HSD (see Appendix G) shows the existence of a difference only between cluster one and 

cluster three (Mean difference = 20.92) where the HSD value is 16.1 6 
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3.3 Sex Differences in Teacher -Child Relationship and School 

Adjustment. 

The research question handled in thi s section is sex difference in teacher -child 

relationships and the child's school adjustment. Mean d ifferences tes t (t-test) was 

performed for both teacher -child rel ationship and school adjustment variables . Table 6 

shows the number of observati on, means, and standard dev iations of the teacher -child 

relationship and school adjustment score for boys and girl s.(See Append ix -0-) for the 

di stribution of scores for boys and girl s. 

Table 6. 

Number of observations, means, and standard dev iati on for teacher -chi ld relationship 

and School Adjustme nt scores for boys and girl s 

sex N Mean Standard 

Teacher - C hild Deviation 

Boy 169 79.35 11 .52 
Relationship Score (x-scores) 

Girl 136 79.97 12.59 

School adjustment SCOl'es Boy 169 7 1.24 10.93 

(Y -scores) Girl 136 73.5 1 10.7 1 

Table 6 shows that on the average girl s as a group scored slightl y higher than boys did in 

both the teacher -child re lati ons hi p and school adj ustment scores. 
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Table 7 

Mean differences test (t-test) fOl' Boys and Girls 

Variable 

Teacher -Child Relationshi p 

School Adjustment 

*p >.65 

** p >.07 

Sex 

Boy 

Girl 

Boy 

Gi rl 

N Mean 

169 79.35 

136 79.97 

169 71.24 

136 73.51 

Mean 

Difference df t-value 

303 -.449** 

.62 

303 

2.27 

Table7 presents the results of mean differences test (l-les t) fo r boys and gi rl s. The table 

shows that even though girl s scored sl ightly higher, the gender difference in teacher -

child relat ionship was not stati sticall y signi ficant. Closer examination indices that boys 

(Mean 79.35) rece ived almost equal score with girl s (Mean = 79.97)for teacher -child 

relationshi p vari ab le, and lower (Mean= 71.24) than girls (Mean =73 .5 1) for the school 

adjustmen t variable 

3.4. Cluster Differentiations in Sub-scale Scores and types of c1ustel' 

The basic questions dealt in thi s sect ion is describing the type of teacher -child 

re lat ionship clusters present in kindergarten. Aga in mean difference tests were performed 

between the three c lusters fo r close relationship, conflict relati on, over dependency, 

adjustment, and conduct problem sub- scales. And the results are presented in table 8 
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Table 8 

Cluster Differentiation in Sub -scale Scores 

Conflict Over Adjustment Conduct 

Cluster Closel- Relation Relation dependency to School Problem 

cases Relation 

Mean Mean t-value Mean t-value Mean t-value Mean t-value 

difference t-value diffnence differe differe differe 

nee nee nee 

I 

I 
2 6.83 12.59 -4.86 -11.84 - 1.96 -7.3 10.63 12.99 -3 .1 -8 .22 I 

I 

3 13.47 20.66 -11 .28 ** -2 1.69 -4.23** - 11.61 27.38 30.27 -5.61 - 11.93* 

I 
I 

2 

3 6.65 9.23 -6.43 -1 1.46 -2.26 -6.38 16.75 16.82 -2.52 -4.79 

** p < .01 fo r honest signi ficance differences 

*p < .05 

As presented in table 8, children in cluster one on the average received higher score in 

close relat ionship subscale (Mean = 39.61 ) than children in cluster two (Mean = 32.78) 

and cluster three (Mean = 26.13) (see Appendix H) .In add ition, they have got ex tremely 
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min imum sco res in both confl ic t a nd over dependency relationship subscales (Mean = I I 

and 5.83) tha n the other clusters. More over, the mean difference test shows the presence 

of a more statistically signifi cant di fference between c luster one and the rest. Hence, 

children in thi s c luster may be labeled as more positi vely involved in their relationshi p 

with their teachers. Furthermore, children in thi s g roup have been found to be we ll 

adjusted in school (Mean = 6 1.19) and have less conduct problems (Mean = 10. 17). 

The difference between children in cluster two and three were also shown in tab le8. 

Children in cluster two were found to have a moderate close relati on ship scores (Mean = 

32.78), minimum scores in over dependency (Yl ean = 7.8 1) and conflic t relations (Mean 

= 15.85). O n the average they are found to have a moderate positi ve in vo lvement in 

relationship with their teachers. With rega rd to school adjustment and conduct problems, 

they are characteri zed as fairl y adjusted to school and have less conduct problems. 

Children in cluster three on the overage received very low scores in close re lationship 

(Mean = 26.13); and very high scores in contli ct and over dependency re la ti onships 

(mean= 22.28 and 10.07). Children in thi s grou p are generalized to have negati ve 

in vo lvement in relationship with their teachers. In add ition, they are also found to ex hi bit 

adjustment difficul ti es and conduct problems in the school environment. 

In summary, teacher- child relationships can be described into three: more pos iti vely 

invol ved children, who are al so well adj usted in the school environment, moderately 

positi vely invo lved and fa irl y adjusted children, and fi nall y negatively invo lved and 

problematic children , and finall y negati vely in volved and problemati c ch ildren. 
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3.5 Correlation's of Teacher- child Relationship and Adjustment to 

school 

The secti on treats whether there IS signifi cant correlati on between teacher-child 

relati onship and school adjustment scores for the whole sample group and for each 

cluster solution Pearson ' s product. Pea rson 's product moment correlation coefficient was 

computed and the fo llowing results were obtained . 

Table 9 

Correlations 

Case Correlation 

Whole group .78 ** 

C luster I .472** 

Cl uster 2 .464 ':'* 

C luster 3 .458** 

** Correlati on is sign ificant at .0 I level (2-tailed) 

As it is presented in table 9, the correlations between teacher- chi ld relationships and 

children's school adjustment were stati sticall y signifi cant. In the whole group, about 

60.84% of the vari ation in school adjustment may be attributed to the vari ation in 

teacher-chi ld relationship . The children's school adjustment variati on attri bution to the 

teacher -child re lationship was 22.78% for children in cluster one, 2 1.53% for cluster 

two, and 20.97% for cl uster three respecti vely. 
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CHAPTER FOUR 

4. DISCUSSION 

This chapter is meant for di scussing results in the fo ll owing sequence: 

I. Teacher child Relationship Patterns 

2. Children's school adjustment variation among the Relationship patterns 

3. Gender Difference in Teacher -child Relationship and school Adjustment 

4.1 Teacher -Child Relationship patterns 

Recent research attempting to describe teacher-child relationships is emergi ng, and it is 

based on two foundations: the common experience of teachers, parents and children that 

relationships are important components of the school experi ence and are related to 

children's adjustment and resea rch in soc ial deve lopment, attachment theory, and 

teaching -learn ing that increas ingly shows the importance of adult- child re lat ionships are 

contex ts for development (Pianta,1994). Furthermore, the growi ng in terests of 

Vigotiskian theory of learning call attention to the primary of social processes in learning 

and development (Sroufe, 1995). Re lationships with adults play a central role in the 

deve lopment and adaptation of young children (Pianta, 1995) 

During the earl y school years, a teacher is a central person in a child's life; children often 

spend more of their wa king hours with a teacher than with parents, and the teacher -child 

relationshi p in which academic and social learning takes place, is itse lf a context for 

developmen t. Teacher -c hild relationships are considered as agents of developmental 

change in school (Sroufe, 1989). 
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In the present resea rch study, the sampled children were grou ped in to three types of 

relati onships with their teacher namely: More positively in volved (close/warm 

relati onship), Ill oderately pos iti vely in vo lved (fun ctional average), and negatively 

invo lved (proble matic children) who showed conflict and over dependency relationshi ps 

with the teacher. The groups were found to vary signif icantl y (F = 826.52, .00 I and df 

302)which each other the factor based subscales of the teacher -child re lationship 

(TCRS) used in th is study invo lves dimensions of closeness which re fl ect pos iti ve 

involvement, conflict and dependency subsca les which re fl ect negati ve invol vement and 

over involvement respecti vely. In a series of descripti ve studies, Pianta and Stei nberg 

(1992) and Pianta (1994) have also showed that dimensions of closeness , confli ct and 

over dependency as reported fro m the teacher's perspecti ve, can characteri ze teacher -

child relationship. 

The more positive ly involved group of children were fo und to be high on closeness 

(warmth) subscale items such as "I share an affectionate, warlll relationship with thi s 

child," and very low for confli ct subscales items like "thi s child and I see III to be 

strugg ling with each other", and on over dependency items li ke "thi s child is overl y 

dependent on me." 

The moderately pos itively involved group nailled as functional average in Pianta's (1 994) 

findin g on the other hand , were at midrange on both positive affect (closeness) and 

nega ti ve affect (confli ct and over dependency) subscale items. Whereas, the negati vely 

involved / proble mati c children were very high for confli ct items, moderately high for 

over dependency involvement and ex tremely low for closeness/warm re lationshi p items. 

The cluster solution in the present study were fo und to compleme nt Lynch and Cicchetti s 

(1 992) report of teacher -child relationship typology based on the concept of the child's 

28 



psychological proximity seeking (analogous to in vo lvement) and emotional quality 

(analogous to c loseness) And, Pianta's (1997) findin g of generall y positi ve ly involved 

and negatively in volved patterns of teacher -child relationship also agreed with the 

present finding. 

The more positi vely in volved and to a lesser ex tent the functional average group, showed 

behaviors towards their teacher that were indicati ve of a secure and close relationship ; 

they shred personal information, appeared comfortable, were not too dependent, and in 

general di splayed positive affect in response to the teacher's interaction. The negati vely 

invo lved / the problematic children's relationship on the other hand, represent 

considerable connict, over dependency, and little or no closeness and open 

communication between the children and the teacher. These kindergarten children 

seemed closed off from the positi ve aspects of relating with a teacher, anger and connict 

dominated their contacts, and they are undoubtedl y in need of intervention schemes. 

Teacher -Child relationships are a key relational context for the child, and may provide a 

window for ide ntification of ri sk and for intervention (Pianta , 1994). 

4.2 Children's School Adjustment Variation Among the 

Relationship Patterns 

When entering Kindergarten , children face many demands: how to become an accepted 

member of the peer group, co-operate with authority figures such as the teacher, become 

in volved in academic development, and perform well on academic sk ill building 

activities (Pianta,Steinberg and Rollins, 1995). Relationship with ad ults (parent and 

teachers) had implications on how ch ildren respond to situations involving problem 

sol ving and acqui ring new information. 
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Teacher-child relationship can a lso be invo lved in chi ldren's self concept and 

expectations regarding academic performance. It has also been proposed that a positive 

teacher -child re lationship may significantly facilitate a child's adaptation to school 

especiall y for chi ldren at high risk for fa ilure (Sroufe, 1983). A positi ve relati onship wi th 

a kindergarten teacher was assoc iated with better adjustment (lower levels of behavior 

problems and higher levels of competence behavior), and a negative relationship was 

strongly associated wi th a downward trend in adjustment (high levels of behavior 

prob lems and lower levels of competence behavior) .Nevertheless the results of this and 

other studies do not suggest that teac her -chi ld re lationship are the so le predictor of 

school adjustment, nor do they suggest the other relationship or experiences prior to 

school entry have no relation to school adjustment. In re lation to thi s attachment theory 

and research strongly suggest that child - parent relationships are a primary determinant 

of the quali ty of teacher -chi ld relationship and school adj ustment (Haml ton and Howes, 

1992). 

In the present study , all correlatiJ).llS between teacher child rel atio nships and school 

adjustment scores were found to be stati sticall y significant at the .0 1 level (two tailed) , 

and they are in the expected direction. For instance, 60.84% of the variation in school 

adj ustment in the whole group, 22.78%, 21.53%, and 20.97% in the three different 

patterns may be attributed to the variation in teacher -child relationships. Children who 

were rated as having a relati vely positive relat ionship (high closeness low conflict and 

negligible over dependency) with their ki ndergarten teachers tended obtain better scores 

on school adjustment. On the other hand , children who were rated as hav ing a relati vely 

negative relationship with their kindergarten teachers tended to obtain worse on school 

adjustment. 
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Children in the three different relationship patterns signifi cantl y vary in thei r schoo l 

adjustment behav ior (F= 153. 15,df 302,p<.OO I). The more children are positively 

in vo lved wi th the teac her, the more they become well adjusted to school and the lesser 

they exhibit problem of conduct. These children outshine in academic competence, peer 

relati ons, language development and maturity levels. Pianta & Steinberg (1995) also 

found thi s group of children to have high academic performance in School, mo re 

outgo ing, gregarious, accepted by press and were less aggress ive to thei r teacher and in 

the peer context. 

On the other hand, those children who have negative involvement (confli cual and over 

dependency) in their relationship with the teacher were found to be incompetent in 

academic matters showed more soc ial withdrawal and hostile aggression towards their 

peers. Moreover, expectations, competencies, and attitude developed within adult -child 

attachment re lationships are expected to influence the chi ld 's orientation to peer 

relati onships are expected to influences the ch ild's ori entations to peer rel ationship . 

(Howes, Hamill ion and Matheson, 1994). Teacher de pendent children, for instance, 

would be less competent with press because their dependent behavior wou ld affec t the 

deve lopment of peer relationship ; they tend to wi thdraw from the group and solely rely 

on the teacher to solve problems with peers. 

The e moti onall y secure (c lose) preschoolers seek instrumental ass istance from the teacher 

when the child demands. But, the dependent one seeks attentions and contact wi th the 

teacher dema ndi ng help without trying to solve problems on hi s own. This kind of 

dependent child may complicate the emerging ch ild-centered instruction and impose 

unnecessary burden on the kindergarten teacher. 
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4.3 Gender Differences in Teacher -Child Relationship and in School 

Adjustment. 

Gender differe nces for both teacher-child relationship and schoo l adjustment variables 

were not stati sti call y significant (tab le 6) (t = .449, df 303,p>.65) for the former , and (t = 

1.82,df 303,p> .07) for the later. A similar study by Pi anta and Steinberg (1992) , and 

Pianta (1996) also reported stati sticall y insignificant differences between the two sexes 

with respect to teacher -child relation and school adjustment variables . 

The underlining explanation for the non- presence of gender differences may be the 

instab ility of gender stereotyping attribution in the early ages (S roufe 1995). 

"We also do not expect more gender -differentiated interact ions /relationships to appear 

before the shift to the middle childhood period." (Lynch and Cichetti, 1992). 

[n the present study , the kindergarten boys and girls, nearl y equally di stributed in the 

three different teacher -child relationship patterns and school adjustment. In the more 

positi vely invo lved (close/warm) relationship pattern (n = 106, boys = 55,Gi rl s = 51); in 

the moderately positively invo lved (functional average) Pattern (n = 132, Boys =78, Girl s 

=54), and the negati vely involved (problematic) relationship pattern (n =67, Boys = 

36,Girls = 3 1). see Appendix F for detail). Therefore, as in the other studies in the area, 

gender difference was not found for both teacher -child relationship and the Childs school 

adjustment in thi s study. 
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CHAPTER FIVE 

5. SUMMARY, CONCLUSION AND RECOMMENDATION 

5.1 SUMMARY 

This study investigated to answer the fo llowing basic question: 

I. What types of teacher -child relationship patterns are there in kindergarten? 

2. Is there a significant di ffere nce in the chi ldren's school adjustment among the 

relationship patterns? 

3. Does the teacher -child relationship pattern significantly di ffe rent fo r boys and 

gi rl s? 

Based on thi s, the follo wing results were obtained. 

~ Three types of teacher -child relationship patterns are described. In 

addition, the children in these patterns signifi cantl y differ for their 

relationship with the teacher. 

~ The children in the three teacher -child relationship patterns were found to 

differ signifi can tl y in school adjustment such as school read iness, soc ial 

re lations competence, personal maturity, and conduct problems. The more 

positi ve relationship the children have with their teacher the more they 

become well adjusted to school. 

~ In thi s study, a statis ti cal ly significant gender di fferences are not reported 

for both teacher-child. relationshi p and children's school adjustment 

vari ab le 
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5.2 CONCLUSION 

Child -adu lt re latio nship is a particular social- contex t that has sa lience for the 

development of a number of soc ial and academic outcomes in ea rl y childhood 

particu larl y in teacher-child relationship serve as regulatory fu nctions wi th respect to 

emotional and academic skill development. In so doing, they have enormous influence on 

a child's competence in earl y c hildhood settings. 

The results of thi s study indicate differential school adj ustment of kindergarten chi ldren 

of the relationship patterns. Children in the positi vely in volved pattern were better 

adjusted , and children in the functional average pattern were fairl y adjusted in a number 

of areas such as school readiness, soc ial relations competence and personal maturity than 

the children in the negatively involved relationship pattern. 

Teacher - child re lationshi ps are believed to be part of a developmental process that have 

complex and multi factor determinates, as does adjustment. In fact , it is highl y likel y that 

factors other than the teacher -ch ild relationsh ip (such as parenting sty le) may contribute 

to the child's school adjustment. However, the va lue of assess ing teacher-child 

re lationships rel y in relation to promoting morivation to the well adjusted group, and in 

intervention for present and subsequent adjustment problems. Teacher child relatio nships 

and interactions may represent a potenti al arena for in terventi on that was not usuall y 

considered by educators, yet is often acknowledge as the key to success espec ially for 

high ri sk ch ildren. 

However, it has to be taken care of that improving teacher -child relati onship does not 

guarantee improved school adjustment. Nevertheless, thi s study indicates that teacher -

ch ild relationshi p may playa role in adjustment to school and may be a useful target in a 
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comprehensive program of intervention involving multiple focuses within the classroom, 

school, home, and the peer context. 
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5.3 RECOMMENDATION 

There are a number of implications of this study for practice and research in school 

psychology. Based on the find ings in this research, the following recommendations are 

given, 

~ Identification of children's competence beha vior and problem behavior 

must be facilitated as early as poss ible. 

~ Intervention schemes especial ly for those with high-risk problemat ic 

children must be easi ly maintained in the early, sensiti ve, and 

formati ve yea rs. 

~ Ed ucators in general and school psycholog ists in particular must play 

a major rol e in ex tending research to the school contex t, and appl y 

research outcomes in the process o f schooling to enhance the chi ld's 

welfare. 

~ By uSlllg identification and interventi on schemes in the early years 

kindergarten ad mini strators, teachers, and school counselors in 

cooperation wi th parents must optimize the ind ividual child's 

adjustment in the school program. 

~ Kindergarten teacher -training contents need to be focused in line with 

social process of learning. 

~ The criteria for se lecting candidates of kindergarten teacher training 

need to be thoroughl y studied and out lined to stre ngth the situations 

~ Further research development in the area of teacher -child relationship 

and children's adj ustment in the ki ndergarten is necessary. 
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Appendix A 

A list of kindergartens Included in the Area 

I. Moun! Oli ve 

2. Adven tisl 

3. SOS 

4. Yenegew Sew 

5. Biruh Tesfa 

6. Union 

7. Sun Light 

8. Hi wot Sirhan 
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ADDIS ABABA UNIVERSITY 

SCHOOL OF GRADUTE STUDIES 

DEPARTEMENT OF PSYCHOLOGY 

The purpose of the study is to identify pre school teacher-chi ld relat ionship 

pattern. Hence, you are ki ndly requested to respond to every item in the 

questionnaire. Your correct and complete response to thi s questionn aire will 

have a great effect on the success o r fa il ure of the study. 

Thank you in Advance fo r your cooperate. 

• Direction: - Please indi cate your, response to each item usi ng a tick 

mark (v) in the appropri ate response category. 

Before going to the ques tionnaire, pl ease, furni sh the fo llowing. 

Name of the kindergarten ___________ _ 

Name of the child: _____________ _ 

Sex: __ _ Age: _ _ _ 

Part - I 

Applies Neutral 
Definitely Not 

Child- Teacher Relationship 
Some Not 

Applies Really 
What sure 

Thi s ch ild values his/her relationship with me 

When I prai se thi s child ,he/she beams with 

pride 

Thi s chi ld spontaneously shares information 

about hi mself/herse l f 

I share an affectionate and warm relation ship 

with this chi ld 

Thi s child and I a lways seem to be strugg ling 

with each other. 

If gets upset ,thi s child seeks comfo rt from 

me 

Definite ly 

Does not 

apply 



Applies Definitely 
Definitely Neutral Not 

Child - T eacher R ela tionship Some Does not 
NQ Applies Not sure Really 

What apply 

7 
Thi s child appears hurt or 

embarrassed when I correct him/her 

8 This child is overly dependent on me 

9 
This child easily becomes angry with 

me 

This child feels that I treat him/her 
10 

unfairly 

11 This ch ild tries to please me 

12 
This child remains angry or resistant 

after being di sciplined 

13 
This child asks for my help when 

he/she really does not need help 

The child sees me as a source of 
14 

punishment or critici sm 

15 
I have noticed this chi ld copying my 

behavior or ways of doing things 

Thi s chi ld whines or cries when 
17 

he/she wants something from me 

18 
Thi s child's feeling toward me can be 

unpredictable or can change suddenly 

19 
My interactions with child make me 

feel effective and confident 

20 
This chi ld does not accept my help 

when he/s he needs it 

21 
Thi s child open ly shares hi s/her 

feelings and experiences with me 



Part 11 

School Adjustment Definitely 
Applies Neutral 

Not 
Definitely 

NQ Some Not Does not 
Applies 

What sure 
Really apply 

1 The child has a positive 
attitude to work /Iearning 
activities 

2 He/she is creative and forward 
original ideas 

3 This child has a satisfactory 
level of concentration 

4 He/she is able to cope with 
personal needs 

5 This child is resistant to the 
teacher' s command and 
instruction 

6 This child settles in school 

7 This child is able in 
verbal izing his/her school 
work 

8 This child accepts genuine 
criticism and blame 

9 He/she can easily manipulate 
play materials 

IO This chi ld has a positive 
relationship with peers 

1 I This child easily annoyed or 
became angry 

12 This child competently 
verbalizes his wants and needs 



School Adjustment Definitely 
Applies Neutral 

Not 
Definitely 

NQ Some Not Does not 
Applies 

What sure 
Rea lly 

apply 

13 This ch ild can relate maturity 
with unfamiliar adu lts 

14 This child has a positive 
attitude towards new activities 

IS This child fo llows instructions 
curiously 

16 Thi s chi ld often seek the 
teacher' s attentions 

17 This child has interest in the 
school environment 

18 Thi s child is disruptive and 
influences the classroom mood 

19 Thi s child is in rows with other 
children 



Appendix D 

Distribu tion of Teacher-Child Relationship 

Scores for Boys and Girl s 

Boys Girls 
80 72 76 93 96 80 89 87 80 79 72 
72 75 76 94 91 71 84 86 86 77 76 
95 74 80 84 65 85 85 81 84 99 88 
68 75 78 62 96 90 50 72 86 65 80 
91 91 93 83 102 71 88 86 85 60 78 
90 82 97 67 102 81 57 82 92 64 76 
73 85 92 89 59 78 61 80 97 87 50 
93 91 92 70 71 91 83 81 98 90 77 
97 82 90 87 65 87 76 74 71 
87 85 77 86 55 88 62 79 71 
77 91 73 97 87 68 90 53 47 
94 97 76 111 74 91 85 84 76 
65 89 69 68 53 103 68 83 57 
89 86 77 65 82 78 92 89 83 
91 82 63 93 91 74 60 83 80 
93 86 91 59 74 72 67 72 85 
63 85 84 58 81 93 58 96 56 
79 85 76 65 69 100 62 86 74 
89 82 99 80 82 61 77 68 100 
91 86 85 90 72 75 71 92 102 
89 74 76 80 74 96 100 100 88 
89 79 67 76 77 105 76 68 65 
80 79 61 80 71 91 78 70 69 
87 64 69 72 98 97 85 90 91 
99 53 78 77 74 90 87 68 90 
91 64 84 85 91 86 92 84 78 
74 76 94 74 52 88 85 58 79 
90 82 73 56 61 87 79 95 94 
82 68 97 59 57 56 74 96 92 
75 84 62 65 74 62 77 77 66 
81 86 71 76 71 66 91 82 68 
94 78 61 84 83 65 85 97 78 



Appendix E 

Distribution of School Adjustment Scores for boys and girls 

Boys Girls 
75 91 76 41 71 59 80 89 73 60 
75 88 87 65 67 77 71 78 72 68 
79 88 85 62 72 78 82 51 75 66 
58 82 78 57 55 72 72 60 69 80 
76 79 73 75 65 84 73 58 48 74 
79 85 72 77 72 84 89 57 79 69 
82 90 61 88 77 72 72 71 68 55 
73 89 81 60 75 64 48 84 71 84 
73 82 64 57 76 85 88 62 
68 56 76 79 76 85 79 70 
77 62 79 83 74 72 88 83 
78 56 78 43 69 65 94 71 
66 64 77 75 75 83 73 73 
67 73 67 81 77 73 68 74 
65 77 80 75 66 82 84 77 
67 82 77 50 55 57 83 89 
70 75 73 75 63 62 68 84 
58 73 71 77 56 90 70 60 
62 77 62 59 77 78 70 68 
70 59 80 70 65 78 79 79 
75 58 89 63 84 87 80 84 
74 66 75 75 72 73 80 77 
69 62 60 64 66 81 38 57 
72 74 77 67 72 68 77 73 
71 79 87 60 73 73 51 72 
55 79 59 42 78 75 58 90 
75 63 72 91 78 68 86 91 
68 69 87 81 71 73 91 79 
76 73 87 74 73 46 84 72 

58 69 75 32 72 58 64 90 
68 74 75 52 78 68 91 91 
58 75 76 54 83 81 89 72 



Appendix F 

Frequency Table of Relationship cluster Membership of boys & girls 

C luster Total Number of boys % Number of girl s % 

1 106 55 52% 51 48% 

2 132 78 59% 54 40.9% 

3 67 36 53 .7% 3 1 46.3% 

Grand Total 305 169 54 .9% 136 45. 1% 



Score of X 

Tlikey HSO 

Score of Y 

Tlikey HSO 

Appendix G 

Multiple Comparison Results 

(Post hoc test Results) 

Cluster Cluster Mean Oi fFerence 

Case (i) Case(j) (i - j) 

1 2 14.04 

3 29.82 

2 I -14.04 

3 IS.78 

3 I -29.82 

2 - 15.78 

--

1 2 9.S 1 

3 20.92 

2 I -9.5 1 

3 11.4 1 

3 I -20.92 

2 - 11.42 

Score of X = Teacher-child relationship 

Score of Y = School Adjustment 

Standard 
Sig. 

error 

.62 
.00 

.74 

.62 
.00 

.71 

.74 
.00 

.7 1 

-- ---

1.00 
.00 

1.20 

1.00 
.00 

l.l S 

1.20 
.00 

l.l S 



Appendix -H 

Subscale Score Means and Standard Deviations for the three clusters 

Cluster Case 

Subscale I(N=106) 2(N=132) 3(N=67) 

Mean SO Mean SO Mean SO 

:::Iose Relationship 39.6 1 12.14 32.78 21 .35 26. 13 25.91 

:::onflict Relationship II 8.53 15.86 10.89 22.28 15 .24 

J ver dependency relationship 5.84 4.1 8 7.81 4.65 10.07 7.44 

Adjustment 61.19 30. 15 50.56 46.63 33.8 1 39.05 

:::onduct problems 10.1 7 5.26 13.27 10.77 15.79 15 .15 

The maximum score for: 
• Close Relationship = 45 
• Conflict relationship = 25 
• Over-dependency = IS 
• Adjustment = 70 
• Conduct problems = 25 



e-r&mtage pOints of the Studentized range 
III LJ; ~1.. V 

k = number of means or number of steps between ordered means 

:rror 
df a 2 3 4 5 6 7 8 9 10 11 

-, 
5 .05 3.64 4.60 5.22 5.67 6.03 6.33 6.58 6.80 6.99 7.17 

.01 5.70 6.98 7.80 8.42 8.91 9.32 9.67 9.97 10.24 10.48 

6 .05 3.46 4.34 4.90 5.30 5.63 5.90 6.12 6.32 6.49 6.65 

.01 _ 5.24 6.33 7.03 7.56 7.97 8.32 8.6 1 8.87 9. 10 9.30 

7 .05 3.34 4.16 4.68 5.06 5.36 5.61 5.82 6.00 6. 16 6.30 

- .01 4.95 5.92 6.54 7.01 7.37 7.68 7.94 8.17 8.37 8.55 

; 8 .05 3.26 4.04 4.53 4.89 5. 17 5.40 5.60 5.77 5.92 6.05 

.01 4.75 5.64 6.20 6.62 6.96 7.24 7.47 7.68 7.86 8.03 

9 .05 3.20 3.95 4.41 4.76 5.02 5.24 5.43 5.59 5.74 5.87 

: 0 1 4.60 5.43 5.96 6.35 6.66 6.91 7.13 7.33 7.49 7.65 

10 .05 3.15 3.88 4.33 4.65 4.91 5. 12 5.30 5.46 5.60 5.72 

.01 4.48 5.27 5.77 6.14 6.43 6.67 6.87 7.05 7.21 7.36 

11 .05 3.11 3.82 4.26 4.57 4.82 5.03 5.20 5.35 5..49 5.61 

.0 I 4.39 5.15 5.62 5.97 6.25 6.48 6.67 6.84 6.99 7.13 

12 .05 3.08 3.77 4.20 4.51 4.75 4.95 5.12 5.27 5.39 5.5 1 

.01 4.32 5.05 5.50 5.84 6.10 6.32 6.51 6.67 6.81 6.94 

13 .05 3.06 3.73 4, IS 4.45 4.69 4.88 5.05 5. 19 5.32 5.43 

.01 4.26 4.96 5.40 5.73 5.98 6.19 6.37 6.53 6.67 6.79 

14 .05 3.03 3.70 4.11 4.41 4.64 4.83 4.99 5.13 5.25 5.36 

.01 4.21 4.89 5. 32 5.63 5.88 6.08 6.26 6.41 6.54 6.66 

15 .05 3.01 3.67 4.08 4.37 4.59 4.78 4. 94 5.08 5.20 5. 31 

.01 4.17 4.84 5.25 5.56 5.80 5.99 6. 16 6.31 6.44 6.55 

16 .05 3.00 3.65 4.05 4.33 4.56 4.74 4.90 5.03 5.1 5 5.26 

.01 4.13 4.79 5.19 5.49 5.72 5.92 6.08 6. 22 6.35 6.46 

17 .05 2.98 3.63 4.02 4.30 4.52 4.70 4.86 4.99 5. II 5. 21 

.0 1 4.10 4.74 5.14 5.43 5.66 5.85 6.01 6. 15 6.27 6.38 

18 .05 2.97 3.61 4.00 4.28 4.49 4.67 4.82 4.96 5.07 5.17 

.01 4.07 4.70 5.09 5.38 5.60 5.79 5.94 6.08 6.20 6.31 

19 .05 2.96 3.59 3.98 4.25 4.47 4.65 4.79 4.92 5.04 5.14 

.01 4.05 4.67 5.05 5.33 5.55 5.73 5.89 6.02 6.14 6.25 

20 .05 2.95 3.58 3.96 4.23 4.45 4.62 4.77 4.90 5.01 5. I I 

.01 4.02 -< 4.64 5.02 5.29 5.51 5.69 5.84 5.97 6.09 6.19 

24 - . 05 2.92 - ~.51- 3.90 4.17 4.37 4.54 4.68 4.81 4.92 5.0 1 

.0 I 3.96 .55 4.91 5.17 5.37 5.54 5.69 5.81 5.92 6.02 

30 .05 2.89 3.49 3.85 4.10 4.30 4.46 4.60 4.72 4.82 4.92 

.01 3.89 4.45 4.80 5.05 5.24 5.40 5.54 
, 

5.65 5.76 5.85 

40 .05 2.86 3. 44 3.79 4. 04 ~ 4.23 4.39 4.52 4.63' 4.73 4.82 

.01 3.82 4.37 4.70 4.9'3 5. 11 5.26 5.39 5.50 5.60 5.69 

60 .05 2.83 3.40 3.74 3.98 4.16 4.31 4.44 4.55 4.65 4.73 

.01 3.76 4. 28 4.59 4.82 4.99 5. 13 5.25 5.36 5.45 5.53 

20 .05 2.80 3.36 3.68 3.92 4.10 4.24 4.36 4.47 4.56 4.64 I 
.01 3.70 4,20 4 .50 4.71 4.87 5.01 5. 12 5.21 5. 30 5. 37 

"" 
.05 2.77 3.31 3.63 3.86 4.03 4.17 4.29 4.39 4.47 4.55 

.01 3.64 4. IZ 4.40 4.60 4.76 4.88 4.99 5. 08 5. 16 5.23 

, 



Table :. Critical Values of t·-f,~t 
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Leva l of dllnific ilncD fo r ono ·t a iled test 
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L.()ve l of s i onific:~ nc(J for t wo·ta iled t est 

------ - --; .. -. ---"~ - - - ---
1 ~L01 8 
:2 1.0f.G 
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S 1 .1} 7 G 

6 '1.44 [\ 
'1 1.4 1!; 
B '1.:397 
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17 
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HI 
19 
20 

'2 2 
~.~ :J 
:;>4 

2 8 
?"! 

40 
f,O 

20 

1.36 3 
'1. :.\ 56 
1 .:J!'O 
1.345 
1 .34 1 

'1.:137 
1 . 3~3:{ 
1 .330 
.\ .320 
1.325 

1.323 
1 .:1 2'1 
1.319 
1.31 n 
'1 .316 

'1.31 5 
1.31 4 
1 .31 :3 
1 .:i 11 
1 .3 10 

'1.303 
1. 29 6 
1.28 9 
1 .:28 2 

-B'k. -=-12;~6 -I 3 1~;' 63':'--5
1

-.7--:-,--6~J~6=·~--h;0=1 ·~= .. --
2 .9 2 0 4. 303 6 .96:5 9 .925 31.59 B 
2 .353 3 .HI2 . 4 .541 5.84 1 1 2.9 41 
~~ . 132 2.776 :3 : / 4 7 4 .604 8 .61 0 
2 .01 C-; 2 .Ci 7 ·1 3 .365 <1 .032 6 .8 59 

1 .91\3 
·\.fl !)Ci 
'1 . g 60. 
'J .83:. 
1.81 2 

1.79 6 
1.782 
1.771 
1.761 
1.753 

1 .746 
1.740. 
'1 . 7~l4 
1.12 9 
1 . 'j 2 6 

1 .72·j 
1. 7 17 
'1.7 14 
1 .'11 1 
'l. 708 

1.706 
1.703 
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1 .G99 
1 .69 7 

1 .684 
'j .671 
1 .6~;8 
1.645 

2.447 
2 :360/' 
2.3 06 
2.2(;2/ 
2.228 

2 .201' 
2 .i 79 
2 .1 60 
2.14~i 

2 .131 

2 .1 2 0 
2.110 
2 .10 1 
2 .09 :1 

~1.143 

2 .998 
2.B96 
2 .821 
2 .'7 64 

2.71 H 
2 .681 
2 .65~ 
2.624 
2 .602 

;2 .[i83 
2.567 
2. 5 52 
2. 5 ~!9 

2 .528 

::1.080 2 .518 
2.074 2 .508 
2.06 9. 2 .500 
2.064 . :? A92 
2 .060 2 .485 

2.(156 2 .479 
2. 0 52 ~ .473 
2 .048 . 2.4 6" 
2 .0 45 2.462 
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2.02 1 2.423 
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2.9 21 
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2 .660 
2 .61 7 
7 .[; 76 

, 
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!).405 
5 .041 
4 .7 81 
{!. 587 

4.4J7 
4 .318 
4 .22 1 
4. '14 0 
4.073 

4.015 
3 .965 
3.922 
~.~ . 8G] 

3.850 

3.810 / 
3 .7 92 ' I 

3.707 i 
3.745 i 
3 .7 25 : 

3 .70 7 
3.690 
3.67 tl 
3 .659 
3.64 6 

3 .551 
3 .4 60 
3 .373 
3.29 1 
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Wll .i) Table D. Cr it ica l Values of t he Pearson Product 
I ' ' 

Moment Corre lation Coeff icient , 

!----- \{ ~----.--- Leve l of signif icanc e for ~--;; il ed test -l 
l ':/\.("'<) I O'i l' 025 1 '01 I' '0 05" " f.. . :0"d60 . 

\,){,' \ ~_' __ . '. .:' L ~ 
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2 . .9000 i .9500 I .9800 I .9900 .999.0 ! 
3 i .8054 .8783 I .9343 ! .9587 .991:< I 
~ , .7293 .8114 I: .8822 I .9 172 . 97~1 
5 I .6694 .7545 .8329 ! .8745 ." 507 

i I .8343 
. 7977 
.7 646 
.7348 

.9249 

.8982 6 
7 
S 
9 

10 

1 1 

1 2 
13 
14 
15 

16 
17 
18 
19 
2 0 

I .6215 ! .7067 I .7887 
. .5822 I .6664 .7498 

I
, .5404 I .6319 I .7 1 55 

I 

I 

.5214 , .6021 .6851 

.4973 I .5760 .6 58 1 

.4762 
,4575 
.4409 
.4259 
.4124 

.4000 

.3887 

.3783 

.3 68 7 

.3598 

I .5529 
.5324 

1 .5139 
I .4973 
1 .482 1 

i .4683 
I .4555 

.4438 

.4329 
,4227 

.6339 

.6120 

.5923 

.5742 

.5577 

.5425 

.5285 

.51 55 

.5034 

.492 1 

25 .323:l .3809 .445 1 
30 .?9SG ,3494 .4093 
35 .2746 .3246 ,3810 
40 .2573 .3044 .3578 
45 .2428 .2875 I .3384 

50 .2306 .2732 I .321 8 
60 .2108 .2500 I .29 48 
70 .1 954 .2319 I . 2737 
80 , .1829 .2 172 .2565 , I 
90 I .1 7 2fi .2050 I .24 J. 2 

__ _ ~~? ____ L_~_~_~~~ _._ .. __ . 1~4~ __ -'-. ..:~~O 1 __ J 

.7079 

.6835 

.6614 

.641 1 

.6 226 

.6055 
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.5751 
:5614 
.5487 
.5368 

.4869 

.4487 

.4 182 

.3932 

.372 1 

.3541 

.3248 

.30 17 

.2830 

.2 673 

.2540 

.8721 

.8471 

.8233 

.80 10 

.7800 

.7 603 

.7420 

.7246 

.7084 

.6932 

.6787 
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.6524 

.5974 
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.4648 
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.4078 
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Table 16.2 

Scores 01 three groups 01 subjects in <l hypothetical expcrimt!n t 

------------ -, Group 1 Group 1 
XI X f .\"1 X~ 

4 16 12 1,14 I 
5 ~5 ~ M 

I 'I 16 10 I flO 
) " 5 15 

.~ ~ J6 7 49 
10 !(X) 9 ~! 

I 14 196 
X 64 9 xl 
5 25 .j 16 

I 46 ~91 7R 756 

H, = 9. X, ~ 5. 11 I1J ~ 9. . J: 2 ~ S.c,7 " .. = 9. 

I.Y"" ~ 46 + 7R + 34 ~ 158. 

IX,~, ~ 292 + 756 + 168 ~ le16. 

S = 17. 

---
Group 3 

X, ~, . , 
I 

3 9 
4 16 
6 36 
8 64 
5 25 
J 9 
2 .j 

2 4 

34 1(,8 

SJ = 3.78 

The fol1o\\·ing steps are cmploycd in a three-group analysis of \·3riance: 

S tep I. Emplo ying rorllluia (16.2), Ihe lOla I sum squares is 

" ., - 1? 16 (1-8)"?" - '91 'I L.\IOI - - - ) ~ / - 1 - _ .-t. 

Slcp 2. Employing formub (16.5) for three groups. the between-group sum squares 
IS 

-Lxi. = (~6)';9 + (78)';9 + (34)', 9 - (158)' ,'27 = 114.96, 

Slep 3. · l <hc· ,,·i thin-group sum squ,lres Illay be obta ined by employing for:nt!1n 
(16.3) for three gruups: 

LX!, = (e92 - (46)' , 9) + (756 - (78) ' /9) + (168 - (34)' /9) = 176.45. 

">YOtl may obtain the within-group sum squares by subtractipll , that is, 

LX!, = p,~, - LX~ = 291.41 - 114.96 = 176.45. 

Step 4. The between -group variance esti mate is 

dr/J = k - I = e, ~h = 114.96:2 = 57 .43. 

Step 5. The within·group \'a riance cstimalc is 

elf,.. = ,\' - k = 24, sft· = 176.45.'24 = 7.3 5. 

S ICp 6, Employing rormula (16. 11 ) \\ '0 find Ihal Ihe value or F is 

r = 57.48 7.3 5 = 7.82, df = 224. 

To sllmma rize thesc steps, wc employ the form,:lt shown in Table 16.3. 

Ta ble 16.3 

Summary tab le for rel)resent lng tile relevan t statistics In analysis-of· 

variance problems 

Sourct.: of Sum Dl!grcc<; of I \"8.riance 

\ a ri:u lOll sqLJ:lres frt:l.:!dom cstlm.lIe F 

Bt.:tween-groups ! !-i.96 2 57.4S i.8~ 

\\' II h 11l-groU!1"; 1 76.~~ 2,) 7J5 

Tl1ta! 29!'~ ! 26 2--

\ 

\ 

\ 

I 



fl y em ploy ing the fo rll1at recommended in Table 16.3, yo u have a final check 
upon yo ur calculation of sum squares and your assignment of degrees of freedom. 
Thus, Ix}, + Ixl" must equal Ix~,. The degrees of freedom of the lota l are found 
by 

df,o, = N - 1. 

In the present example. the num ber of degrees of freedom for the total is 
df,", = 27 -- I = 26. 

16.6 THE INTERPRETATION OF F 

( 16.12) 

When \I'e look up the F required for significance with 2 and 24 deerecs of freeciom , 
\\'e filld that an F of 3,40 or larger is significant at the 0.05 level. 

Since our F of 7.8~ exceeds this va lue, we may conclude tha t there is a significant 
diO'erence among the means of our three experimenta l groups. Now, do lie stop 
at this point ') After all, are we not interested in determ ining whether or not one of 
the three methods of instructing the fundamental s of arith;;'etic is superior to the 
other two') The answer to the first question is negative. and the answer to the second 
is amrmat ivc. 

The truth of the matter is that our finding an overall significant F-ratio now 
permits us to invest igate specific hypotheses. 1n the absence of a sign ificant F-rat;o, 
any significant differences between specific comparisons wou ld ha ve to be regardecl 
as suspicious--very possib ly represen ting a chance difference. 

Over the past ten years, a large number of tests have been develaped which 
permit the resea rcher to investigate specific hypolhcses concerning population para­
meters" Two broad classes of such tests exist: 

I. A priori or planned comparisons: When compa ri sons arc planned in ad\"an c,~ of 
thc investi ga tion, an a [>riori test is appropriate. For a [>riori tests. it is not 
neccssary that the overall F-ratio be significant. 

2. A posteriori comparisons: When the compari.ions arc not planned in advance, 
an a posteriori test is appropriate. 

In the present example, we sha ll illustrate the use of an a posteriori test for 
making pairwise comparisons among means. 

Tukey (1953) has developed such a: test which he named the HSO (honestly 
significant difference) test. To employ this test, the overa ll F-ratio must be significant. 

A difference between two means is significant. at a gil'en ",-level, il' it equa ls or 
exceeds I·ISO. \\'hich is: ., 

HSO ( 16.13) 

in II'h ich 

si,· .- I'he ,,"ithin-group variance estimate. 

11 = number of subjects in each condition. 

q, = tabled value for a gi ven a-level found in Table P for dfw 

and 

number of !1lt!a ns. 

,. 
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Table 16.4 

DiHerences among means 

Jt] X'1 Sol 

S"I = 5.1 I .. 3.56 1.33 
X2 = 8.67 ... 4.39 
. Y J = 3.78 .. . .. . ... 

Step J. Prepare a matrix showing the Illean of each co ndition and the dilrcrcnces 
between pairs o r Illcans. Th is is shown in Table 16.4. 

S tep 2. Refer ring to Table P undc l' crro r df = 2 .. . k = :; at -;: 
1J0.os = 3.53. 

0.05. wc find 

-. 
Step 3 . Fin d HS O by Illultiplying 1/0.05 by g. The quantity s,~. is round in i'able y7; 
16.3 under wi thin-group \'ariance est imate. The 11 pCI"cond iti on is 9. Thu s: 

J7.35 H SO = 3.53 9 

= 3.53(090) 

= .1. 1 ~ 

S tep 4. Rererring back to Table 16.4. we find th at the differences betllcen .'? II'S. 
X 1 and Xl VS. X 3 both exceed HSO = 3.18. We Illay the refore conciu(1e that th ese 
diffe rences are sta ti stically signilicant at 'l. = 0.05. 

/../ 
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