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Abstract

The relationship between teacher and student from an
Emerging Body Language perspective

Relational thinking in the educational setting

Nick Leunissen
Radboud University Nijmegen, 2014

In this qualitative, ethnographical researte potential of relationa
thinking as developed from an Emerging Body Language perspective
for the educational settinig studied The main goal was to investigate
how relational aspects are reflected in the perceptions and behaviour
of a group ofelevenprimary school teacher3he means by which this
was established was threefoldl) interviewingteachers aboutwo
different therapeutic clips2) having teachers make a Mental Class
Map of the students itheir class, 3)in vivo obsenation of their
actual classroom behaviour. Tl results revealed that relational
aspectan mainly beecognized in the intuitive, natural behaviour of
teachers. The use of relational aspects in their teaching seems to be
related to an intrinsic basis in the muset of theeteachersin some
teaches, an incongruencybetween the perceptions they verbalized
and their behaviour was noticethdicating thatthey were not able to
convert their perceptions into behaviodrhe conclusionsi that the
principles underlying relational thinking camest be déred to
teachers at a behavioural level and have to be supported by
participating in a practical training.Finally, it is important within
scientific educational research to alwagtaina an broadpicture of

teachersé functioning.



Prologue
The main eason | decidedtet udy * Pe da g csthe appeal thatavorking aviths ’ [
children with psychiatriand behavioual problemshas on meSo when | finished Teacher

Training Coll ege, I deci de doehbviouarmo vsec iAtitan t N isjt me
graduating the Bachelor phase, a studamichoose betweegaithert h e ma sagogical ‘* P e d
scienctelsé madt er ‘ E dwhclaarei botmfaltime, sSndependeit enaster

studies.This decision naturally has implications fgour curricuum andeventually forthe

job you end up doingBecauseof my history inTeacher Training College arkcause |

already did a couple of internships at different schoolg,d u ¢ at i o appdaledsccrmee nc e’
as well.l noted thathe choice wasather hardor meand that | simply did not want to make

a decision. So figured | was up for a challenge amt#cidedto simultaneouslyarticipate in
boththesemasterstudies and therefore do two separate master studies at the same time

In the thirdBacheloryea of ° P e d a g 0 g € n siuelentsget to choose between
six different Clinical Practice Trainingdo gain experiencewith various forms of
interventiors. | decided toc hoose t he i nt er verkEmergng 8bddy appr o
L a n g u Bmemihg. Body Laguage(EBL) is asystematic andlynamical approach in the
practice of helping and supporting children and adolescwiitis developmental and
behavioural problemsased on the natural moveme of client and therapist. EBiocuses
on the relatioship between therapist and client andthin EBL, it is important thattte dient
is alwaysrespected for who her sheis. These principles differ from other approaches that |
knew and this appealed strongly to me.

During the theoreticapart of the coursebut particularly during my internship at a
mental health institution, | was able to gain experience in working with this methodology. The
basic principles of the theory and the practical implications stanténtrigue me more and
more. Therapist and clienthave an equal and reciprocal relationship: An important
assumption is that the therapist influences the client, but the client also influences the
therapist. Behaviour that is perceived problematic by the people around the client is
interpreted in a differenway and seen as assets and qualities of the digstthe context of
the behaviourthat determines whether or not the displapethaviouris problematic.EBL
does not focusat unteaching problem behaviour l@arning a specific task, but aims at
relaional and interactional structuré&tween client and therapist

During my internship, | experienced what therapist and client can accomplish together,

through contact wittone amother and through an alternative perception of treatmé&he



yearlong internship was aaluable intenseand insightful expeence for me, and altered my
perspective oftreating peoplewith ‘problembehaviour.

After | finished my internship, the institution had plans to apply the principles of EBL
beyond the individual sthg and implement them igroup work. From this moment on, |
started to wonder about the possibilities for the implementation of EBL principéesatting
that had my interest, namellge educational setting. Is it possible tkia¢ EBL-values and
prindples, which can have such immense effects in the therapeutioneoi®e settingare
being translated and applied in a broader setiwith a different populatioh What are the
possibilities forthe principles behin@&EBL therapyin education? Are teacheopen tonew
insights that come from a different setting? Or are theseratiséridealistic thoughts that
camot count on much support in the area of education? These thoughts and quaktans,

with a strong desé to build bridges between tligsciplineso f Pedagogi cal sc
‘Educat i o,ned to the deciston to eeSearch this area and thereby combine both my
master studies in one overarching thesis.

| consider he most intriguing aspect of the EBL therapy the emphasighe
relatiorship between therapist and clienthe mere subjeetubject relatioship that is
essential in EBL differs from a lot of other treatments provided inhteepeutic settingn
most traditional treatments, an objscibject relatioship between therapistna client is

assumed. This *‘relational way of thinking
Body Languagepproach This study will, trerefore,focus onthe relational way of thinking

and the value this might have for the educational setting

Study objective
The objective of this thesis is:
ATo expl or erelatioma thinkiad for ¢he edbicational settiny researching the

perceptions and behaviour of primary school teaclders.

| would liketo create am mage of the wawpwailnawhpiechs’ ' relaat b
the perceptions and the behaviour of teachers. This way, it can be shown in what way and to
what extent teachers make use of aspects with a certain relational content. Apart from this,
want to explore the possibilitiesf implementingrelational thinkingin the educational
system.The potential ofelational thinking for the educational system and the way in which

this can best be taught, have to be explained.



Before knowing how to implement aspects from this relafidhinking in education, it first

has to be explored how these aspects are reflected in the educational Getatig an

image of the way relational aspects are reflected in the educational settiegmain target

of this explorative study. This search is a prstudy, which has telear theway for further

researh into the potential ofelational thinking for the educational setting, that hopefully
inspires more people to think about this specific area and that will raise questions in those
who ae already interested in this area. | acknowledge that the above described objectives are
rather ambitious. With this research, | would like to contribute texipdoration of the value

of relational thinking for the educational setting. This researctbeahbe seen as a first step

in a long process. It is not possible, and therefore not my intention to be complete in this

research.

Because of the rather explorative nature of the study, there will still be a lot of ground to be
covered in the future tbuild a stable bridge betweérelational thinking and education.
Further connecting the dndci gHunasi ohal Pednae
more underlying objective of this study. | am convinced that it could benefit both areas of
expertise when the frames of the disciplines are breached and when the value of certain
context specific ideas is researched didferent setting. This could lead to new insights, a

fresh look at ingrained patterrend innovative ideas that will inducestive change.



1. Introduction

To explore the value of relational thinking for the educational setting, it is important to
explicate the meaning of the term e€basedoat i ona
the main ideas frorkmerging Body Languagevithout elaboratelynvolving other theories.

The BBL-perspective provides clarity, uniformity and insight into the different concepts used
inthisstudyTo under st and what,the erigimofthenwtord is gddssed e | at |
first. After relationshipsand the way they emerge are discussed, the different aspects that
underlie the EBL interpretation of a ‘good
framework is essential for the interpretation of the data, becddefines the perspective

from which the data are approached. To link this perspective to the interactional process and

the way positive and negative interaction can be manifested, a couple of examples are
presented. The ovall objective of the studis to explore the value of relational thinking for

the edicational setting by creating amage of the way in which relational aspects can be

found in the perceptions and behaviour of teachers. To enable this process, the term
“rel ati onal opesaposatized. Followiisg the operatienalization of the term, the
research question of the study is presented. Finally, the value of the results of this study for

the educational practice is discussed.

1.1 Relationships
“Rel at i ons hi p raisesdiffeaent assatiationg.tBetwelnaptople, there are for
example romantic relationshipg&amily relationships, friendly relationships and business
relationships. In science, one speaks of a relation when two or more variables are interrelated.
One wayto look at the concept of relationship, is through the perspective of Dynamic
Systems Theory. This theory offers tools to describe systems and is focused on the complexity
and interdependence between and within syst@reshofstadtDenéve, van Geert & Vyt
2003) In Dynamic Systems Theory, there is a transactional vision on development, in which
all variables depend on each other: they continuously and mutféiigt one arother, in
which the strength of the dependence can differ. This means that alpaats (children,
parents, therapists, teache(Rah, 208l)Acsygstemisa) 1| nf
coherent whole and therefomet just an addition of separate parts. Dynamic Systems Theory
sees people in the context of their relatiops.

A relationship does not necessarily havetobe adiveisd s o regarded as

b e i.Alp’'way peopleelate to othepeople animals, thingsand concepts, occurs within



thar consciousness, as well as in the-safd preconsciousnes®, r even bsmnse er |, i
of’ ( St eWergenerdll® calbit) consciousnesghen someone is aware of things
perceives and connects this to tmg. When this is not the cased there are just sensations
amd experiences, e neForexyammaeknost pdopleavho walk im 8 busy
shoppn g st r e esdnse ldféhe etherapeople and things that cross their path. Most of
them do not bump into garbage cans and walk into other people they come across. However,
we are not constantlyware of all the obstacles we encounter. Yet, we can avoid these
obstacles without any problemfi ecause we have a sthdmc ons c i
(Marinussen, 2009)With regardt o peop | e, relatibre h ican bespegfied as
follows:

A Re |l a {is acosnéction or engagement in which a person relates to various

factors (people, animals, things, concepts) by hagingé s enlsemo f 6

(Marinussen, 200%. 9.
This definition leads to the conclusion that a relationship cani-tgectionalaswell asuni-
directional It is bi-directiona] whenbothpeople have & s e n sach atheriVhen just one
per son h a gheathef, thexrenissag-direcfionalrelationship.

‘Meaning always emerges in the relationships (Bosman, 2008). A cqeudgment
about aperson animal, thing or concept only has value when it can be related to something
else.Take, for example, the comparison betweetwarf, a humaieing and a giant. From
t he dwarf’'s poi ibeaingis big. bronetive giant e e pbumanof- vi ew,
being is small. The way in which the dwarf and the giant relate to the Hoewaq is
different from each othedespite the fact that it regards the same hub®ang (Marinussen,
2009) Another example ofmeaning emerging ithe relationshif is that a deaf person will
feel restricted in the hearing community and at the same time, a hearing persteelwill
limited in a deaf community. The characteristic of not being able to hear is not necessarily a
handicap. A handicap oiniitation emerges in the relatiship with the environment the
personresides in(Marinussen, 2009)In the same way it might happen that a child is
consideed to be hyperactive in one situatiand quietin another. It is not by definition a
‘hy per aadg u'ivhld, butonecan speak of a child that displdygperactive behaviour
in relation to t Inweractvenbelawour. i She ot omc eephtar‘act
child itself, but of the child in relation to the environmelBach context @okes different
behaviour With a largeand flexiblebehavioual repertoire, people are able to adjusintany
environmerd, dependent on the requirements a specific environment has. The same goes for

body language. For example, facial expressions aret@iolgnamically alter théehaviourof
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social partnergFogel, 2006)A tiny facial movement requiring little energy can induce large
expenditures of movement energyn t he soci al partner, as whe
heart rate change and initiat@®vements of approach. A facial expression, such as a smile,

does not contain discrete information about the smiler. Rather, the meaning of the smile
depends upon the relationship between the smiler and the partner. People do not typically

smile unless th partner is perceived as receptive to opening that limeevhiction.

1.2 The emergence of relationships

To know more about relationships, it is essential to know how they are constructed.
Relationships form when interactions between the same indigidoccur over repeated
occasions (Fogel, 1993). Interaction takes place within the context of ongoing relationships
and it is within the sanctuary of relationships that we develop as individuals: with parents,
with children, with teacherstceteralnteractions describe what occurs between individuals
andthis cannot be derived from tHeehaviour of the individuals separately (Schaffer, 1996).
The interaction process is therefore alsopacffic manifestation ofelationshipsbetween
people. Interactiorsian active exchange process between two or more people, in which they
(alternately) mutually influence each other. It is a continlangsreciprocaprocessn which
partners arectively engaged in the interaction. Thigerpersonaprocessmay beequalor
unequabwith respect to the direction and the magnitude of the effect one has on thdrother
the majorityof therapeutic treatment settings, the therapissisllythe subject and the client

is mostly the object of treatment. Also, the influenae ttierapist exerts on the client is often
bigger than the influence the client has on the therapisthdh case there is amequal
interaction.When there is a balance in the interaction, that is, therapist and client affect one
another in a similar waythe interaction between therapist and clientequal in such
relationshipssimultaneous andeciprocal influences between partners lead to subjduject
relationships rather thaubjectobject relatioships.Such relationships are characterized by a
mechanism called croe g u |, a dcomcephthat will be explained later on.

1.3A6good an clatloreslapg t hy 6

When a woman states after a fight with her

heal thy relationshi p”’™whewhaat tdeoaecshes hecl me aws?
relationship with his students” an i mportant
to sayAWhen we know whatelationshipsare and how they emerge, | will try to speacifiiat

can be perceid ehlde alst hay groeoldatanonshi p. Theref
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different concepts that underlie tipgrception This will be done from th&merging Body
Languagepoint of view.

1.31 Healthy atachment

John Bowlby said that good relationship can eme&gwhenthereis a healthy form of
attachment. Bowlby1988)described attachment asdéep and enduring emotional bond that
connects one person &mother across time and spacdle believed that the earliest bonds

formed by children with their caregir especially in the first nine months, have a
tremendous impact that continues throughout Tifee central theme of the attachment theory

is that mothers who are available and respol
security in their chidren; a secure base for the child to explore the world. Childrenanéno

not ableto form secure attachments in early Jifeave a higher risk of developing severe
disorders likeoppositionaldefiant disorder, conduct disorder or ptrsiumatic stress disder.

Konrad Lorenz(1937)di scovered a process <called ‘i
existence of a biological attachment mechanism in young gReg#. after hatching, young
geese follow the first moving ‘ghihgs théayn:
their mother(Vicedo, 2009) Lorenz observed that at a certain critical stage soon after
hatching, the young geese learn to follow the parent. With this discdwespyoved that it is
nat so much the represetion of the mother that is biologically ppepogrammed in the geese,
but an attachment mechanigiicedo, 2009) In his studies, Lorenz also began to focus on
humanbehaviourand he discovered that certain facial featuresnical proportions are
different in children than in adults. In children, the head is quite large in comparison to the
rest of the body and they mostly have big, round eyes, a small, short nose and chubby cheeks.
All these features evoke feelings of demness in adults and the need to protect and nurture.

Lorenz believd that maternal care is a matter of instincts, as isb#t®viourof an infant

towards its mother. L behagioumnd $is vietvs abdutithe gumanb o u t
psyche were deépy connected and he st at kebaviaurimat “ev
particul ar i's | ar geThe prebograanmedi attactdnenb mechanmsmt i n ¢

that is also present in humanssults in babies synchronizing with their environment and

adults vanting to synchronize with their babies and protect and nurture them (Condon, 1975).

1.3.2 Equality and reciprocity
Within a good and healthyelationship, equality and reciprocity are important aspects.

Equalty means that two people have an equal vatain the relationship and that thers a
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balanced initiative. When a relationship is equal, thesdso a certain degre# reciprocity.

This means that theress mutual influence, actiprand dependence between two people.
Mutual influence charactees a subjeesubject relationship in the therapeutic setting: when

the therapist influences the client, the client simultaneously influences the therapist to the
same extent. When there is mutual influence between therapist and client, there is equal
inteacti om egrul‘acdcd on’ between the two.

The termco-regulationwas first described by psychologist Alan Fogel (1993). It
regards a social, dynamic process in whicimatual objective is reached through equal
interaction between individuals. Fogé€l993 speaks of a continuous, dynamic, mutual
process of influence, in which actions of different people are constantly adapted to each other.
Co-regulation is a social process by which individuals dynamically alter their actions with
respect to the ongoing dranticipated actions of their partnehs.co-regulated interaction,
information is created between people in such a way that the information changes as the
interaction unfolds. It leads to the emergence of something new and mutual in the interaction
between two people. To achieve this, both people have to be open to new possénitities
patterns in the relatiahip with the other person. This requires spontaneaitgativity, and
respect.

Fogel (1993) sees communication as the construction dt@nsengal framé, in
which child and adult play an equal pdtis not one of the partners who imposes or teaches a
certain frame to the other. Also, various practical skills that children can learn by acting
together with adults, are not transferred from attuichild, but are constructed within their
mutual, dynamic interaction. Relationships develop through the process-refjudated
creation of consensual frames. The specific types of relationship patterns that emerge will
depend on the types of skillsalable to the participants, their ability to regulate attention and
body position and the presumed purpose of their activities togeffteen there is co
regulation within a thepeutic treatment settingherapist and client are both setj and
object & the same timahey influence each other simultaneously and proportionally. There is
an equal relationship with an equal interacti@ecause dynamic thinking presupposes
equivalent reciprocitythe presence of subjectsubject relationship betweedhempist and
client is essential within EBL therapy (Rutt8aris,1990) RuttenSaris considers any form
of “bei ng i equalwitleout hawimglegual skdlsshis means that therapist and
client are always equal, that is of the same value, witten telationship, but do not always

have equal skills.
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The importance of mutual influence irelationshipswas also researched b@olwyn
Trevarthen. Hediscovered that ery young infants are competent partners in social
interaction, who have latent sobibty and intentionality( Tr evar t hen, 1979) .
view of earlyinteractionis that infants are doing more than automatically responding to the
behaviourof others. He stated that infants are born with the motivation to engage in social
interaction and primitive communication with people. order to communicate, infants must

be able to adapt or fit subjective control of the subjectivity of otherss Thicalled

“i nt er s uthg shared,ireciprocgl ‘experience between the parent and chéddehy

the experience dhe one haan impact on the experience of the other. For example, children
experience themselves being loved, valued and clever whenever their parents experience them
as manifesting those characteristics. Intersubjectivity emehges attunement, shared

emotion, shared attention and shared intention.

1.3.3 Attunement
Attunement can best be explainedaa f or m of matching in which
is not the external action, but the presumed feeling state of therpdfogel, 1993). Daniel
Stern and his colleagues have defined and described attunement processes of which there is a
wide variety. Matches can be in any behavioural modality, such as vocal, respiratory (heavy
breathing, sighing), facial, gestural or mowsh One can also match intensity contours
within the same modality or when using a different modality. For example, an infant may
suddenly make a jerky movement with his arms, while the mother responds with a sharp
“Oht!” that has teensddme ctoemmmpairralasandei ntnf an
1993). Timing matches can also occur according to beat, rhythm and/or duration. Clapping to
the same beat of someone singing is a good example. Finally, there can be matches according
to the spatial shap#f the action, for example, moving the hand up and down can be matched
by another person moving the head up and down. Attunement reflects some underlying
dimension of the action that is believed to correspond to the feeling that accompanied the
action. Atunement can have the following social functions: to be with another or share
feelings with another, to empathize, to mocl
arousal |l evel s or emoti on, to chanfgéorms he ot !
and functions of attunement are culturally regulated (Fogel, 1993).

Attunement plays a r at h ewsionompadyparenthitd r ol e
communication. Ster(1985) described theevelopmenof five interrelatedsenses of sBl

These senses of sel f’ devel op over the 1|if
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during sensitive periods, mainly in the first two years of life. The mother and other
primaryattachmenfigures play a critical role in helping the infant withis developmental
processThe ‘sense of s e lid any seHeonssivbusnesd antl tangeaget h e r «
involved and it forms the primary organizing principle of human development. The first stage

is the sense of an e nfecusgseon physgat darfe.’It,coversnthew h i ¢
first two months after birth and a sense of orgation begins to develop. Theeedlso a lot

of social interaction between parent and child, for examplehing the baby, rocking the

baby, or singing and talkinto the babyThe baby reacts by looking, staring, smiling or

crying. From the parentsehaviourcan be deduced that they consider the baby to be a social

being with its own subjective experience

The second stage i s t he the pedad betweemtwo andr e s ¢
seven months of age. In this stage, the social smile emerges and joint attention and
vocalizations of the baby afecused on another person. Itle most exclusive social period
i n the babjysalso alclear mefencd forehe duman face. The parents use baby
faces, baby language and talk slowly to the baby, in high gitdirelativelyloud voices. This
way, the parents help the baby with the discovery of a cartaigruencyBoth language and
body language areharacterized by themes and patterns in which variations can occur. The
facial expressions of the parents aa¢her exaggerated, long lasting and emerge slowly.

These activities make the baby and the parent recognize each other.

Between the seventhanfift eent h mont h of age, the ' sen
and it becomesobvious to the environment that the baby wants aaldo is able to
communicateshownby gestures, posture, actioréd vocalizations. A baby is able to share
intentions, for exanple when the mother has something in her hands that the baby wants. The

baby will reach, grab, makenojsend | ook back and forth betwee
object. Thisbehaviouri mp|l i es t hat the child *“knows’ t h
intentions and is also able to meet t he bab:

experience. In this period, the child gets to understand the intersubjectivity between child and
parent and is able to apply it. The child discovers that anothempeasoalso have feelings,
thoughts and intentions. It discovers thia¢y can communicate about these thoughts, also
without words. When the child masters these
a person, to match and to attune.

Thefout h stage is ‘sense of verbal sel f~ an
period, the child becomes more aware that language is a medium for organizing perceptual

experiences and experiencing intersubjectivity. Language enables the possibdlgréo
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experiences in a different way than through more direct ways that were already available in
the chil d. The fifth and | ast stage is the
around the third year of life and mainly includes the ability'té al k about’ (m

comparison with just naming objects and situations around us. All different stages of the

sense of self keep existing and growing ne

(Stern, 2004).

Stern (1985) states that the exst enc e of a ‘sense of s e
automatically il® ahesprse odf tbehesense of a
of sel f”’ starts to di s tTheregsentias differéncedbetweenhttee * s e
‘sense oafnds etlhfet hisse'ntsheatofal | experiences of

di fferent than t he b &shgpéerfectsimianty. everypegperieais e S . L
partly structurally similar and contains variatio@sn | y t havn dctars leadgo almost

entirely predictable reactions, while actions of the other rarely leadnpletely predictable

behaviour At a certain point in the development
their head towards the source of sound. Mmay, the parent who is nearby the baby will

by | oTdékbaby ¢s akdettq t al |

move body parts similarly and in a rhythmic pattern. Parents will synchronize with the baby

evoke a ‘sense of ot her

and take rhythmic breakwjile adjusting their facial expressions and voice tone. The baby is
also able to synchronize with its parents, for exapiplalisplaying powerful gestures when a
parent sets up a sudden, loud voice. The baby and parent start together, finish, taggther
changes in direction and speed are also similar. Stern observed this strategy and his findings

were structured ithe methodological approach Bimerging Body Language

1.4 Positive and negative interactions

All the differentaspectdhat are describednderlie an EBL perception ofgood and healthy
relationship. When we look at the way relationships are formed, we see that they emerge
when interactions between the same individuals occur over repeated occasions (Fogel, 1993).
Relationships can thus kmeen as a structure in interactions. The interaction process is a
specific manifestation of relati@hip between two peoplé&o through the different aspects of

the interactional process, the relationship between two people is influenced. When there is a
positive and healthy relationship between two people, this will be reflected through positive
and healthy interactions. And also vice versa, when there are positive and healthy interactions
between pep | e , this wild c ont r irdationship. Bui negative ind a | t hy
unhealthy nt er acti ons w urnhealthyc ameh hegatilereldatienship. d-or the
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understanding of positive and negative interactions, it is important to point out that it is not so
much about the content of a messageqt ‘* what ') as it is about th
i's brought (the *how’).

An interaction with a semingly negative content, like a heatatgument, or putting
someone in his place, can be rather constructive for tagoreghipwhen this is done whin
the contact with the other person. It frames the relationship and provides clarity and
predictability between two peopl e, through
1993). A conflict can let someone know that he is gone too far and tit@ndehaviouris
not accepted within the relationship wite oher person. Everyone gets angry at someone
else once in a while or loses his temper. When this process takes place within the contact with
the other person and when somedioe example apologizes afterwards or the situation is
reflecteduponby both people, thisnay havea constructive contribution to the relationship.

But it goes the other way around as well. An interaction that has positive content does not
necessarilyjhave to be a posie interaction. A compliment that is brought in a patronizing,
cynical way, or a compliment for something that is not considered to be an achievement by
the one who receives it, can be harmful for the relationship. For example, a child gets
complimented dr a drawing he made, when he is fully aware that he does not draw well and
that his creation is not good at all. The compliment does not haveatungfor the child,
because he knows that it is not something that is worth complimenting.

Positive and neggive interactions are therefore not so much abwt w h but they
areaboutt h e ! Thi®oan be illustrated through an example of an everyday situation in a
groupof children who live in a homél'he support staff who is on dutgends a client to fi
room to calm down, because he displays angry and aggrdéssesiourin the group. The
client is sent to his room as a form of punishment. However, the same objective can be
reached in a way that tlseipport staffemainsin contact with the clientde walks up to the
client and says that hetices that the client getting angry and aggressitée thenproposes
to go up to the cliehs room with him, toget away fromthe situationthat causes the
aggravation When they are sitting im h e ¢ toome thetsupport staffasks the client
whetherhe would like to be alone forwhile or whether he wants him to stay for a Bihis
allows theclientto decide what he feels is be$his way, thesupport stafand the client stay
in contact with each othevith the same objectiveo bereached. The client is in his ropm
away fromthe disturbingsituation and has the possibility to calm down. Both scenarios have
the same result, but in the second scenario, the client does not experiémee af

punishmenthe is still part of the interaction and is treated respectfully and equally.
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This example also represents why ‘“punishment
The same objective is to be accomplished in a different mannemadmgtaining the
relatonship. Positive interaction can therefore best be interpre®das t er act i on i n \
people are in contact with each other, respect each other and are both subjects in the
i nt er aWithin tbhisiteraction, there can be arguments as well, ras &3 both people
are in contact with each other and stay in the relationship. On the other hand, negative
interaction can best be seenfas nt er acti on i n which two peopl
ot her and one of t In¢himineractios, ene ar batsrupdorendthe ect 0 .
contact, disrespects or ignores the other person.

Besides the view on punishmerEBL also has a certain approatthh making
‘ comp si.mebmsmallyimsre valuable to comment on the relationship between two
peqle than to explicitly reinforce someone througiiving a present or compliment. A
present or compliment is given froakind of an elevated perspective of one person and is
therefore ratheronei ded. The one who pays t hesntaompelri'’m
in order to assess whether something is worthy of complimentingstliggesthe existence
of an unequal balance within the relationship. By sayinye ar e having a ¢
t o g et h e the relatiopnghiptbétvéeen the two people is adeédksd/hen the relationship
is addressed, this concerns both people that are interacting with each other and it refers to
their ‘togetherness’. By saying that you are
the one person know how the other$esbout the contact.

This ‘togetherness’
teachi ng s ome on desinedbehaviour ¢ a IT h & kekakidubals  becdme
part of the other person. For example, therapist diedtacan clean the house together in

and being together i

several different ways. The therapist can delegate chores to the client and tell him to wash the
windows, or mow the lawn. When the client ddies correctly, he can be compiénted. But
it can also be done by the thpist starting to do some tasks dhi$ way,eliciting behaviour
in the client.When the client observes the therapist cleaning the table, the cliestacato
do this as welandlearnsnewbehaviourthroughthe relationshipThe behaviour islicited by
the therapistand this way, it becomes behaviour that emerged from the client rather than
forced upon himAll these exampleemphasizé¢ hat it ratlert hlhe thew” what
makes it a positive or negative interaction. The understanditigesé concepts is important
to further define what is going to studiedin the educational practice.

Besides this, it has to be noted that Emerging Body Langapgdes to the
therapeutic setting an therefdiecuses ot o+#o® n e’ r ed (therapistchest)) whie
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the daily practice of the edational setting is mainly about o#oena ny’ resl ati on
(teacherstudents)Because of the different setting, the context and the characteristics of the
relationship differ as wellThis has to be kepn mindwhile reading the rest of the study.

1.5 Relational aspects
In this study, | am going toinvestigatein what way he reflectionsona good and heal
relationship can beecognizedn the perceptionand thebehaviourof teachers with regartd
their studentsFrom now on these reflections of a good and healthy relationship will be
referredt o as ‘ r el a relatomababpe wils e definedas:. A

Afan aspect t habehaviaioriedoectly {throggh perceptiog)hhas

positive, constructive influence on the relashipb et ween t wo peopl eo

The behaviourof the teacher, as well as the perceptions of the teacher wilebmain focus
in this study This has implications for the way a relational aspmaght be refleted in the
educational settingTherefore, when the perceptions of the teacherstacked a relational
aspectwill be defined as:

Afa perception in the mindset of a person

the relatiorshipbetween two peopl o

When thebehaviourof the teachers is researched, the relational aspect will be interpreted as:
A abehaviourin the interaction between two people that has a positive, constructive

influence on the relatishipb et ween t wo peopl eo

Whether a certaimspect has @ositive, constructivenfluence on the relatiahip between

two people is linked to the perception ofgaod and healthyelationshipand positive
interaction as described in the Introduction. When an aspect in the perceptions or the
behaviow is in line with the aspects that are known to substantia@oal and healthy
relationship (equality, attunemeediciting behaviouretcetera), they are considered to have a
positive and constructive influence on treationshipbetween two peoplelhe theoretical
foundation of agood and healthyelationshipis therefore rather important for the rest of the
study, because has to be considered as the perspedtiom which theentire research is
conducted. This means that it is also the perspefrive which the data will be approached,

analyzed and interpreted. The theoretical foundation afomd and healthyelationshipcan
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metaphorically be seen as tpair of glasses through whithe entire study and alhe data
areperceived.

The study wil focuson relational aspect® the perceptions and behaviairteachers.
It will be researcheth what way relational aspedisat derive from a certain perspective on a
good and healthyelationship can be recognized in the relationship between teaoler
student. Therefore, the concepts that are presented to substantia@oa and healthy
relationship have to be translated to the educational setting. For exaheplaspect of
‘“reciprocity’ i n the rel ati onthaithepe isbneutuale en t
influence, action and dependence between teacher and studerdodldi®e reflectedh the
educational settinghrough the teacher shariry rather personal story with a studeint,
response to somethingersonalthe student sharedhea s pect o fimplieethat a | i t vy
teacher and student have an equdé¢ within therelationship and that there is a balanced
initiative. This could be reflected through the teacher being receptive of the studentas well
the student being receptive dietteacher. This means that the teacher doegustperceive
the student as someomdtohas t o be * f i |, buesteswin aishsonieone thdt e d g e

influences her to the same extent that she influencesThime aspect of attur
appear inthe relationship between teacher and stydbetausethe teacher adjusther
behaviourto the students. This coyltbr example be througherbody posture, by kneeling
down a student’'s desk when t al kherrvgce.tBBat hi m,
attunementould also occur through responding to the different learning styles of the students
or adjusting themanagedpproach to the t u d eeadsWithin the relationship,ite teacher
c an aititd e h‘a vin tbeusstudentand give thenthe opportunity to make it their own.
This could be done by the teacher showing maeélaviourin daily practice, thastudents
are abletoobser ve and ‘.nmkiskmodetbé¢haviourcoulrvbe for example
practicat- or social skills.In this study, it wil be investigatedin what way thedifferent
concepts that substantiategaod and healthyelationship and other aspects that can be
perceivedasrelationalaspectghrough the explicated perspective that has been presented, can
be recognized in the edutatal setting.

In the previous sectiongjifferent concepts that substantiate gpod and healthy
relationshipand other aspects deriving framlational thinking are presented. However, this
study will be conducted in the educational setting and will$amu the relationship between
teacher and student. Therefore, it is rather importantthiigiaspect is addressed as well.
What do we know about teach&tudent relationshipand how can we use that information in
this study
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1.6 Teacherstudent relationkips
The importance of the interpersonal relationship with teachers for the development of children
has gradually received more attention in scientific research over the last two decades (Spilt,
Hughes, Wu & Kwok, 2012)The importance of this relationshigp substantiated by research
from several educational domains, such as educational effectiveness research (e.g. Creemers,
1994), learning environments research (e.g. Fraser, 1888)educational psychology (e.g.
Shuell, 1996)The significanceof the parentchild relationshighas beemndisputedor a long
time, because of thabundancef empirical evidence that is collected over the last decades,
for example withrespectto the attachment paradigm in relation to different developmental
aspectgBowlby, 1969/1982) The relationship with parents proves to affect the competence
of coping with peergHowes, Hamilton & Matheson, 1994), the development of behavioural
problems(Toth & Cicchetti, 1996), academic performan@anta & Harbers, 1996and the
behaviour in the classroorfMorrison, RimmKauffman & Pianta, 2003for children in the
(pre)school age.

Apart fromthe relationship with parents, the relationship with teachers also influences
the development of children and their ability to ad&momen,Verschueren & Pianta, 2007
The extended attachment perspective postulates that poor relationships with teachers evoke
feelings of insecurity and distress, which |
and social learning activities (Piani®92).Po or r el ati onshi ps with t e:
basi c need for relatedness and diminish ch
perceived academic competence, thereby obstructing motivational processes that drive
academic achieveme(Comell & Wellborn, 1991). Conversely, children who perceive their
teacher as caring and accepting are likely to internalize academic asdcpbgoals valued
by their teacher (Wentzel, 1999Yhus, beneficial effects of a positive and warm teacher
studentrelationship and adverse effects of @amive and hostile relationshgye reported for
a divergent range of aspects of school performance. al$isncludes the extent to which
students enjoy going to scholadd & Burgess, 1999their work attitude(Ladd, Birch &
Buhs, 1999 social competencéianta & Stuhlman, 2004 problem behavioufHughes,
Cavell & Jackson, 1999and academic performan(ianta & Stuhlman, 2004The teacher
student relationship also directly relates to order in the classroone of the most common
problem areas in education (Veenman, 1984).

Especially for young children, the interpersonal aspects of the testcioent
relationship are regarded extremely relevant. Haamd Pianta (2001) showed that the

relationship of stdents with their kindergarten teacher, even many years later, is a unique
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predictor for academic performance and social belauostudentsthat mainly concerns the

negative aspects of that relationship, such as icorfhd dependency. With regata work

attitude and problerbehaviouy effects were even found up to secondary education. Children

in preschool and elementary grades who establish more supportive and less conflictual
relationships with teachers are more accepted by peers (Ladd, Birch, & Bif9). Some
researchers have interpreted these findings as evidence that positive —stadkat
relationships function to enhance hi | dr en’ s peer relationship
Matheson, 1994).

There are also studies that provide evidence fontpertance of the relationship with
teachers for older children. Skinnand Belmont (1993 showed that the interpersonal
involvement of the teacher played the most important role in the enhancement of the
motivation of students from the upper years ofrany school (8.2 years)Wentzel (1998)
found thatteacherstudent relationshgpexperienced as supportive Itlye studenthave a
beneficial effecton various aspects of the t u d enotivasion for school. Supportive
relationships with teachers are beled t o f oster st udemdiisties engag
and progress in academic achievement (Hughes, Lu@kK& Loyd, 2008. Researchby
Lynch andCicchetti (1992) showed that the relationship with the teacher is important for
students to feel safe atchool, especially for older, more vulnerable students. They also
showedthat students from-1I3 yearsthat cane from abusive familiearein strong need of
psychological relatedness to the teacher, compared to other students. Negative relationships
with teachers are therefore a risk factwhereagositive relationships have a supportive and
protective function in the adaptation of children to the school situation. A positive relationship
with the teacher is of increased importance for children who a&dnrgher risk of developing
sociaemotional and/or learning disabiliti€Burchinal, PeisneFeinberg, Pianta & Howes,

2002 or who display behavioural problems at an early @tmnre & Pianta, 2001A study

of Meehan, Hughes & Cavell (2003) showed thabaitive studenteacher relationship can
alsofunction as a protective factor for childhood aggression, which is a risk factor for later
maladjustment, including academic failure, substance abuse and delinquency (Loeber, 1990).

The importance of the intgersonal teachestudent relationship is also addressed in
the Self-Determination Theory of motivation oRyan and Deci (2000) The Self
Determination Theory postulates three universal, innate psychological needs: relatedness
(close relationships, interponal regard, and suppgrt)autonomy (ownership,
responsibilities, and se#ctualization), and competence (feeling capable to bring out desired

outcomes and effectively cope with challenges). Fulfillment of the three basic needs

22



contributes positively tantrinsic motivation where the job is primarily done for pure interest
and its inherent enjoyment and satisfaction. For students, satisfaction of the three basic needs
through emotional involvement, provision of structure, and autonomy support fromrteache
has been shown to contribute to academic motivationaghttvement (Bao &am, 2008).
Stevens (1994) used these principles in his
development: relation, autonomy and competence. The basic psychotogicald of ‘' r el a
in education implies that children are in need of relationships with their teachers and that it is
rather important for a student to feel that lees the ability to influence thiselationship.
Students have to feel accepted, includadfk,sand welcome through the relationship with the
teacher. Stevens (2008) states:thaFi r st and f or emost, a good r e
and students is fundamental in education. They have to listen to each other, support each
other and trust eacb t h é'lne.radationship between teacher and student plays an essential
role in the interaction between teacher and students, the instruction aasthenanagement
(Dijkstra, 1999.

Because of the importance of the relationship between teacher dedtstor many
di fferent aspects of the student’s devel opme
in this i nterpersonal relationship in the
considered to be an i rMunaioningg®BL, 2@B8).pect of t he

1.6.1 Interpersonal relationship between teacher and student
Teacher behaviour can be studied from an interpersonal perspettigeinterpersonal
perspective describes and analyesrole of the teachén terms of the relatiesship between
teacher and students. Two elements are central to this perspédirrecommunicative
systems approach and a model to describe teacher behaviour.

Toanalyset eac her s’ contri but i on, theirtbehaviorecknat i on s
be consicereda form of communicationwithin the systems perspectiv@ommunicationis
seen as “every behavior that someone displays in the presence of someoné else
(Watzlawick, Beavin, & Jackson 1967)he communicative systems approaassumes that
one cannonotc ommuni cate when in the presence of
intentions are, the others will infer meaning from this behavibor example, if teachers
ignore students' questions because they do not hear them, then students might irfer that t
teacher is too busy, that the teacher thinks that the students areniotodinderstand, or that
the teacher considetise questions to be impertinefithe message that students take from the

teachers inattention can often be different from that whibe teacher intend$Vithin the
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communicative systems approathhe f ocus iis on the effects ¢
otherandit is assumed that the behaviour of teacher and students mutually influmree
arother. The behaviour of the teacher iluenced by the behaviour of the students and in

turn influences the students behaviour .
The peceptions of students about tirgerpersonal relationships with their teacher
have been mapped and studied in research with the Model for Interpersonal Teacher
Behaviar (MITB) (see Figurel). Thismo d e | i's basedsmsearchomiezet hy L
interpersonal diagnosis of personality (1957) and its application to teaching (Wubbels, Créton
& Hooymayers, 1985). The Leary model has been investigated extensivetinical
psychology and psychotherapeutic settings (Strack, 1996) and has proven effective in
describing human interaction (Foa, 1961; Lonner, 1980 MITB can be seen as an
adaptation of the Leary model of interpersonal behaviour to the contexticditamh. Two
dimensions are important ithe Leary model proximity and influence The proximity
dimension isplaced on a continuum that hasooperative behaviour on one end and
oppositional behaviour onthe other The influence dimensionis a continuumbeween
dominant behaviour at one end amslibmissivebehaviour at the other. Leary plotted a

person’s interpersonal b edominamt/submissiveantineum d i a g r
(DS) as the vertical axis and tbeoperative/oppositionatontinuum (CO) ashe horizontal

axis. The proximity dimension indicates the degree of cooperation or closeness among those

who are involved in the process of communication andntfigencedimension portrays who

is controlling or directing the communication process, laod often. For application of the

modelto the classroom situation, each quadrant of the model was divided into two sectors,
resulting in eight sectors that each describe different aspects of teacher interpersonal

behaviour (se€igurel).

24



Dominance

Influence

. Proximity .
Opposition Cooperation

Submission

Figure 1.Model for Interpersonal Teacher Behaviour (MITB)

The sectors are labeled DC, CD and so on according to their position in the coordinate
system, the letters coding the relative influence of the axes. For example, sectords OCQ an

are boh characterized bgominanceand cooperation but in DC dominancepredominates

over cooperation whereas in Cxooperationis more evident. The closer two sectors are to
each other, the more similar are the teacher behaviours they represent. The @ghiveeet
labeled as followingLeadership (DC), Helping/Friendly (CD), Understanding (CS), Student
responsibility/Freedom (SC), Uncertain (SO), Dissatisfied (OS), Admonishing (OD), and
Strict (DO) behaviourTo clarify what the eight sectors involve, thase describedy the

typical teacher behavioassociated witleach sector (see Table 1).

Table 1 Descriptive Information oMITB Sectors.

SectorMITB Description

Leadership DC Notice what is happening, lead, organize, give orders, set i
determne, procedure, structure the classroom situation, exf
hold the attention.

Helpful/Friendly CD  Assist, show interest, join, behave in a friendly or conside
manner, be able to make a joke, inspire confidence and trust.

Understanding CS  Listen with interest, empathize, show interest and understan
accept apologies, look for ways to settle differences, be patiel
open.
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Student SC  Give opportunity for independent work, wait for class to let

responsibility/ steam, give freedom amdsponsibility, approve of something.
Freedom
Uncertain SO Keep a low profile, apologize, wait and see how the wind blc

admit one is in the wrong.

Dissatisfied OS Wait for silence, consider pros and cons, keep quiet, ¢
dissatisfaction, look glum, questiocriticize.

Admonishing OD Get angry, take pupils to tasks, express irritation and anger, fc
correct, punish.

Strict DO Keeps reins tight, check, judge, get class silent, maintain silenc

strict, exact norms and set rules.

Note. Descriptivelnformation of MITB Sectors. Adapted fro@ontemporary Teaching and
Teacher Issue@. 202), byL. V. Barnes (Ed,)2005,New York: Nova Science Publishers.

When thepatterns in interpersonal relationships in classroaresdescribedeight different
types of relatively stable pattermanbe distinguished (Brekelmans, 1989; Wubbels, & Levy,
1993) These eight interpersonal profiles do not have to be mistiaketme eight different
sectors ofthe MITB. Both concepts ardased on the same idea about irgespnal teacher
behaviour but the fact that eight categoriesould be distinguished in both cases is
coincidental The interpersonal profiles ai@irective, Authoritative, Toleranfuthoritative,
Tolerant, Uncertain/Tolerant, Uncertain/Aggressive, Druglgirand Repressive. These
interpersonal profilesan be characterised in terms of the two dimensions iNIERB.

The directive teacheris usually not really close to the students, thoughesis
occasionally friendly and understanding. She has high st@sderd is seen as demanding.
The teachepgets angry at times and has to remind the class that they are there to work. She
likes to addressstudents who misbehave and are inattentidee authoritative teacher is
enthusiast@ nd open t o $dtakesa persenal interestid them, aBd this comes
through in the lessond’he atmosphere in the class wellstructued, pleasant and task
oriented, and students do not need to be reminded of rules and procedoees. T
tolerant/authoritativeteachemainainsa structurewhich supports student responsibility and
freedom. She develops closerelationships with students. The teacher ignores minor
disruptions, choosing instead to concentrate on the leSsatents enjoy the clasae highly
involved in mos lessonsand there is very little neddr the teacheto enforce the ruleshe
tolerant teacher creates pleasant and supportiveemosphere in whicland students enjoy

attending classSt udent s appreciate the tRkenadlyeto’ s pe
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match the subject matter with their learning styles. They often work at their own pace and the
class atmosphere sometimes may be a little confused as a Tésmulincertain/tolerant
teacheris highly cooperativebut dees notshow much leadershipiclass. The e a c tulesr ' s
of behaviour are arbitrary, and studentsndb know what to expect whenfractions occur.

The teachergenerally tolerate disorder, a n d t he fewe efforts éa Stap the
misbehaviour are delivered without emphasis andehbittle effect on the classThe
uncertain/aggressivéeacher and her studentsgard each other as opponents and spend
almost all their time escalating conflicts. Students seize nearly every opportunity to be
disruptive, andcontinually provoke the teaeh This generally brings a panicked over
reaction from the teachewhich is met by even greater student misbehavidbe teacher
shows unpredictable and unbalanced bebar, in which ules of behaviour arenot
communicated properly. Theepressiveteader is the epitome of complementary rigidity.
Studentsin her class are uninvolvedxtremely docileand perceive the teachas unhappy

and inpatient. They follow the rules and are afraidloet t eacher ' s angry
teacherseems to overreact wmall transgressions, frequently making sarcastic remarks or
giving failing grades. The atmosphere is guarded and unpleasant, and the students are
apprehensive and fearful. Tdeudgingteacher continuallyteuggles to manage the class and

this process s hera great deal of energy. Students pay attention as long as the teacher
actively tries to motivate them. When they do get involved, the atmosphere is oriented toward

the subject matter and the teacher dmgenerate much warmth.

The MITB and theinterpersonal profileprovide insight in the manner in which the teacher
shapes and gives meag to the relationship with thetudents.From the perspective of
relational thinking, teacher and student are equal within the relationship and the teacher
expectedto attune her behaviour to the student (Fogel, 1993). When the student requires
dominantor oppositionalbehaviour from the teacheshe mightdisplay this behaviour to
attune to the student’'s needs. \dsubmissivadre st
cooperativeresponse, it seems that the teacher can best attune to the studlemihy this

type of behaviour. When thteacher is plotted to bsppositionalandthe student is in need of
cooperativebehaviour, the teacher might not &lele to display this behaviour and therefore
might not be able to provide adequate attunement. The more the teacher is plotted towards
one of the poles of the diagram, the more difficutteéms tdoe for her to make use of other

behaviours.
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From the pespective of relational thinkingt seems to be important that the teacher is able to
assess whether the student is in need of naar®@inance submission cooperation or
oppositionand has the ability tcadjust her behaviour accordingly. There are momtrés
teacher has to be a bit modeminantand there are moments the teacher has to be more
submissive Therefore, the teachdras to be able to show different kinds of behaviour and
switch between thento adequately attune to every individual students™ould be rather
difficult when the teachas merely able to displagne type obehaviour.

The Model for Interpersonal Teacher Behavi@md the interpersonal profilesn be
depl oyed to acsfsetssac wdhrats kmeramd oabnsthértaacher wh at
displays. Someone is labeled eitheraathoritive or atolerantteacher. By wanting to assess,
determne or define the role of the teacher within the interpersonal relationship and the
s behaviour i nhasisisatherd ra stsh eoVehaikipdr ta’c.t i ¢

of teacher isthe persofi Is sherepressiveor directive? This leads to a classification of

teacher

decontextualizedeacher behavioumwithout actually looking atthe reciprocal relationship

between teacher and studefiie MITB focuses on the behaviour of the teacher, but not on

the response of the students to this behaviour or the way the teacher in turn responds to the
reaction. T ksided MdwToB thalrelatignshigp petweemn r at

student s
teacher andtsdent, because it only provides insight into the behaviour of the te&¢hiein
relational thinking, the emphasis is not necessarilyamh at ’* t he twhath'er kidmd

of teacher someone,is b u t on how' t he t eacdhaviopuragfthe unes

student.

From the perspective of relational thinking, tedditionalcritical remarks can be made about

the presented researcim mterpersonal teacher behaviour. The first remeskcerns the
perception ofinterpersonal teachdrehaviouras a constant, fixed factor the teacher with

little regard tocontextspecific variation in the behaviour. The behaviour of the teacher may

vary dependhg on the context, situation or studeHbwever, this is not refleetl anywhere in

the MITB or theinterpersonal profilesAs said, his line ofresearctassumes hat a t each
interpersonal behaviour can be described based on two dimernsioxisnity andinfluence

The teacher’s behaviour and the di fidgament i
with the dominant/submissivecontinuum (nfluencg¢ as the vertical axis and the
cooperative/oppositionadontinuum proximity) as the horizontal axi®y combiningeitherof

the poles from each continuum/(bbels, Creton & Holvast, 1988rom the prspective of

relational thinkingit is probablyassumed that a teacher has to be able to showeditfeinds
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of behaviouy because students, situatipasd contexts elicit different kinds of behaviour in

the teacherlt seems as if the teacher canibet assigned to one specific sectorprofile,
because students do not display only one type of behaviour that has to be responded to. The
behaviour of the teach@waysdepends on the particular context, situatiamd student. It

may very well be that seacher who is classified as taethoritivetype, shows the associated
behaviour more often than other kinds of behaviour, but it does not imply that she displays
this behaviour in all situationsowards all studentdVithin relational tinking, it is probably
expected thathe teachehasthe abilityto utilize an arsenal of different behaviourséspond

to different contexts, situationand studentén an adequate mannandis therefore always

able toattune To enable this process andéasure a god and healthyelationship with the
students, it mightoe required withinrelational thinkingthat a teacherembodiesa well
distributed mix ofifferent behaviowal sectorgrom the MITB,

The second remarkhat can be made abothe research omnterpesonal teacher
behaviour is that there is little regard to the differences between students within the
classroomDifferent studies have reported a low intlass correlation regarding the studénts
perception of t he t e ac h elana, 'Opdénakkee, rdgneBrok, &n a | b
Bosker, 2010; den Brok, Levy, Brekelmans & Wubbels, 2@@8tkeer& Reimer, 2014). This
means that students within the same class have rather different perceptions of the
interpersonal behaviour of the teachdowever,thesedifferences are not reflected in the
interpersonal profilekAl | t he student s’ perceptions of th
combinedto a classaverageand aggregated inta single interpersonal profile Within
relational thinking it is assumedhat the teacher has a different relationship with every
individual student inherc | as s . The interpersonaébvergge of i | e
relationship with the entire clagastead oher relationshipvith the individual studeniVhen
a teachers assessed to lorective this can beviewedas a summary of the perceptions of all
students within the cl ass r egahkiinterpersonale t e a
profle i s t herefore Dblind for t he viaterpessdnalon i n
behaviour between students within the same cldssefore, one has to wonder what kind of
information this aggregatedyeragdnterpersonal profile provides and what it sap®ut the
individual perceptiorof studentont h e t e aepérsomal behavioolhe interpersonal
profile can be seen as a ‘generalized cl ass
the student. Thiss not inline with the principles ofelational thinkingwhich emphasizethe

individual relatiorship between teacher astlident
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TheMITB and the interpersonal profiles are used in scientific research to study the relation of
different teacher behaviours andterpersonalprofiles to different student aspectSor
example, the higher a teacher waerceived on thenfluence dimension, the higher the
cognitive outcomes of the students (Brekelmans, 1989), teachers of the interpersonal profile
repressive have the highest effect on achievement outcomdsC(oskey, Richmond,
Sallinen, Fayer & Barraclough1995), and uncertain/tolerant uncertain/aggressiveand
drudging teachers were found to have the most disorderly classrooms (Brekelmans, 1989).
Different studiesthat investigatedhe teackr-student relationshifound a positive effect of

both influenceand proximity on affective outcomes in studenssich as feelings gileasure,
confidence,effort, relevance and motivatiofWWubbels & Levy, 1991 Levy, Wubbels &
Brekelmans, 1992)The higherthe perception oproximity, the higher the affective student
outcomes (Gorham & Zakahi, 1990; Neuliep, 199bi)gure 2 displays the graphical
interpersonal profile of eeachemith relatively highaffective outcomem studentgWubbels

& Levy, 1991) in which a clearemphasis on the sectolsadership helpful/friendly and
understandingf the MITB can be recognized

Figure 2 Graphical hterpersonal Profile of Teacher withgh Affective Outcomes

Different studies found positive relationships fdrelpful/friendly and understanding
behaviouron tre MITB with pleasure, confidence, effort and relevance of students (Derksen,

1994; van Amelsvoort, 1999Dther studiedound dgrong and positive associations between

the sectordeadership helpful/friendly and understanding and affective outcomes, wtel

negative relationshipdhave been foundwith admonishing dissatisfied and strictness
(Rawnsley, 1997; Evans, 199&8rekelmans (1989) investigated the relationship between
studentaffeciveout comes and students’ per avoyw.tSheons of

found thatauthoritative and directive teachers have the highest studafféective outcomes
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and sudents of thedrudging uncertain/aggressivand repressiveteachers have thiewest
affectiveoutcomes.

This informationenables aertain valug udge ment on what i s con
h e a | intenpgrsonateacherbehaviour in the MITBIn general, appropriate teackstudent
relationships are characterised by a rather high degree of taaflhenceand proximity
towards student@Brekelmansden Brok, van Tartwijk & Wubbels, 20053ased on different
studiesjt can be stated thatainly the sectorseadership helpful/friendlyandunderstanding
of the MITB are importanteacher behaviourf®r shaping a good and healthy interpersonal
relationship with students. When the descriptions of these sectoemalgsed (see Table,1)
it can be concluded that the sectbedpful/friendlyandunderstandingshow great similarieés
with the principles behind relational thinking and the way the inteopaisrelationship
between teacher and studewduld probably be filled in from the perspective of relational

thinking.

The value of the researah interpersonal teacher behavidigs mainly in the provision of a
vocabulary to interpret relationships tlween teacher and studenthe MITB and the
interpersonal profiles provide concrete tertostalk about theanterpersonal behaviour of
teachersThe interpersonal profiles can be used to assess what kind of teacher someone is and
can thereforgrovide insg h t into the teacher’s stasengt hs
help indeterminingthe areas a teacher can address to improve herself, which can be the basis
for preservice and inservideacher education.

The focus withirrelational thinking is on theelationship between the teaclzrdthe
individual studentThe MITB is rather focused on classifyitige decontextualizedeacher

behaviourin one of eighsectorand addresses the teacher’ s rel
This study will regardherelationship between the teacher and the individual stuishastéad

of the relationshipwith theclass as a whol&his major difference aturally has implications

for the manner in which thstudyis conductedFrom the perspective of relational thingin

MITB is not suitable to research the relationship between teacher and student, because it
focuses at the relationship between the teacher and the entire class. This results in the research
qguestion of the study being rather open and explorative. It Wotefocus on studying the

sectors or profiles associated with MITB or finding relationships between teacher behaviour

and class reaction.
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1.7 Research questions

In the previougparagraphsl have describeth what waythe concept of good and healthy
relationship is interpreted within Emerging Body Language and therefore within this study
The existenceof the different aspects that underlie this perspective are essential for the
success of EBL therapy. Moreover, | have also described the importatezcbérstudent
relationships and the manner in which this is approached within relational thifikieg.
objective of this study is to explore the value of relational thinking for the educational setting
by researching the perceptions dehaviourof primary school teachers. Because #tisdy

can be considered a first stigpthis line of research, aimage of the way relational thinking
can befoundin the teaching practickasto becreated This will be done byexploringthe

way relational aspectgan be recognizedn the educational setting. Therefore, the main
guestion in this research is:

AHow are Orelational aspectsod6 reflected
Because of the explorative nature of the study, | deliberately chose to apply a broad and open
research quesin. This enables me to create iamage ofthe way relational aspects are
reflected inthe educational settind’he educational setting, as defined in the main research
guestion, will be targeted through different research instruments, wiiele to the
perceptions, as well as the behaviour of teacheng Way in whichthe three research
instruments are usemdthin this study will be exlained in detail in the Methagkction.

1.8 Value of the study

Creatingan image of the way relatiohaspects are refi¢edcan have a certain value for the
educational settind3ecause the study is about relational thinking and therefore focuses on the
interpersonal relationshipetween teacher and studeriteresults might provide a different

way oflooking at(the setup) of theclassroom practice and the educational setéhgp, the
results could provide the teachers with insight into the way they perceive their students and
their own behaviour in the classroonThe study couldalso provide insighinto the way
teachersmight be able to work in a more relatiomabnnerand implement the relational
principles behind EBL therapy in the educational setting. This could givertt@mconcrete
toolsin their approach towards tiséudents and thereforgtend their mindand skill setThe

results of the study cbd have implications for the training and education of teachers, which
might contribute to the discussion of adding certain topics to the training content or changing
thesetup of t heducatienalcchuddralso’ portray in what areas the relational aspects

can mainly be found, which enables nesearch that specifically focuses on these areas. The
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results have to be seen as a basis for further research into this SDtijectresearchersan

choose to apply a more focused method of -detiection, targeting specific aspects or
contexts, or continue to build on the created imdgeould also be used as a start for
developing a more practical translation, in which concrete and practaiakre provided to

the teachers. In further research, other aspects of the teaching practice, next to the
interpersonal relationship between teacher and students could be selected to iresdaath

way relational aspects are reflected in tRist exanple the didactical approach of teachers or

their class management.
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2. Method

2.1 Research approach
| chos to apply a rather open and qualitative research approach, in which an interview based
on the viewing of two clips, theoastruction of a Mental Class Map and an observatiere
used to collect all the data in a group of eleven primary school teachers. The choice for this
approach fits the explorative nature of the reseaktplore the potential of relational
thinking for the educational systeri&ffective qualitative study has to make use of multiple
methods for data collectiofCresswell 1998) It alsocommences with a single focus rather
than a hypothesis or thessumpon of a causal relationship (Cresswél®98) Becaise the
data are collected in different manners, the applied research approach can be characterized
both as semstructured and unstructured. The interviews based on the viewing of two clips
and the construction of a Mental Class Map are both-se#odtued, because they contain
standard, open questions and assignments that all participants have to answer, but there is also
room for personal contribution. The observation has an unstructured and descriptive nature,
because all the behaviour from the classropractice that was perceived as striking was
noted, regardless of its nature.

The applied research approach shows similarities with naturalistic and ethnographical
approaches. Naturalistic means that the researcher intervenes with the siwditon as
little as possible. The research has to be condwttelathat it issensitive to and has respect
for the nature of the setting (Hammersley & Atkinson, 1988).naturalistic research,
researchers do not know in advance what they will see or what thespecificallylook for.
Researchers generate rather than test hypotheses and they are the instruments of the research
(Ei sner 1991) . Naturalistic research is inf]
the choice of a topic and in the (theazat) framing of that topic. The researchth&refore
influenced by the choice of tifeameworkthat guides the studgndthe substantive theory
utilized to guide the collection and analysis of data and in the interpretation of findings
(LeCompte & Preissl, 1993).A form of naturalistic observation is ethnographical research.
This approach originates from the anthropology and has the objextidescribing and
documenting the behaviour of a certain culture or group or to create a theory about itsafter it
being studiedSome of themain methodsfor data collection inthis type ofresearchare

observations and interview€ohen Manion & Morrison 2007).
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2.2 Participants
Eleven female primary school teachers, who were selected based on availability and
willingness to take part, served as participants in this study. All participants had their own
class and were employed ftilne at three differenimainstreanprimary schools in the South
of the Netherlands. The participants were between 26 and 62 yesge M = 37; SD=15)
and they hadbetween 5 and 32 years of teaching experiekte (12; SD= 9). The teachers
taught from Kindergarten to Grfeudtetwedveyeane ani ng
The minimum number of students in a class was Htlam maximum was 32 = 22;SD=
5).

All teachers participated in an interview based on the viewing of two different clips,
that lasted from about seven to thirteen minukés=(11; SD = 2) and the construction of a
Mental Class Map, that took them aibasix to 47 minutesM = 16; SD = 12); they also
agreed with the request to be observed in their classroom while teaching. The observation

lasted approximately one hour.

2.3Research instruments

To explore the way in whichelational aspects are refledtin education, three situations in

which teacherscould show these aspects are analyzed by using three different research
instruments.It could appear fromhie way in which teachers talk about the relatiop

between an adult and a child in the theraipesetting,the way they state to use aspects from

the therapeutic setting in their teaching (Clips), and how teachers talk about their students
during the construction of a Mental Class Map (MCM)h e Cl i ps aardbothhe MC
research instruments th@m at the perceptions of the teacherkereas theelational aspects

could also appear from their actihaviour{Observation).

2.3.1Clips

Two different clips were shown. Clip 1 had a duration of 73 seconds and Clip 2 of 54
seconds. Both clips amtuated in the therapeutic setting, in which Clip 1 is an example of a
therapy based on Applied Behaviour Analysis and Clip 2 is an example of therapy based on
the approach called Emerging Body Language. Prior to the clips, the participants were
providedwith a short, situational description and the announcement that there were going to
be a couple of question after each clip. The clips were selected because of the fundamentally

different approach on therapy.
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Clip 1 — Applied Behaviour Analysis

This clip shows a therapist together with her client in an eating situation. The therapist tries to
feed the client a spoon of applesauce. This intervention is based on Applied Behaviour
Analysis (ABA), a methodology that finds its roots in behaviouristic priasiprhe therapist
stimulates wanted behaviour and punishes or ignores unwanted behaviour. The participants in
this study received the following description prior to viewing the ¢lipf he c¢cl i ent yo
about to see is three years old. He has problemis eating and is therefore treated in a
clinic for eating disorders .

In the clip, the therapist and the client are sitting at a table, each on a different side.
The client starts to put on a bib, a process the therapist supports with words. The therapist
talks friendly to the client and the client responds by gibbering back. When the client has put
on the bib, his hand goes towards the television set that is on the table. This television serves
as a reinforcer to stimulate wanted behaviour, in this casge@he therapist stops the client
and shows him a plate of applesauce. She supports this with words. The client looks at the
applesauce and keeps his gaze at it. He does not make eye contact with the therapist. The
therapist scoops up a spoon full oplgsauce and moves it towards the mouth of the client,
who then opens his mouth. She wipes off the spoon on the lips of the client. The therapist
supports this with the wordg; N o w a good swallow. Alright, [
Very (dleclkra immediately turns on the television (reinforcer) and starts coughing.
Meanwhile, he looks at the television. Then the client starts gagging, makes loud gagging
noises, retrieves his food and starts vomiting. As this happens, the therapist ignores the
behaviour by not making eye contact with the client, not talking to him anymore, and
subsequently turning off the television. While she is doing this, she is talking to the camera to
explain her actions. The client looks at the therapist from the coriés efe, but there is no
response. As soon as the vomiting seems to be over, the next spoon of applesauce is prepared.
This is supported with the wordB: Ok a vy , t here we ¢oThathenapist . The
offers the next spoonful of applesauce to ¢hent, by putting it in front of his mouth. The
client is still busy wiping his mouth, rubbing his eyes and coughing, as a result of the previous

spoon. He does not open his mouth directly this time.
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Figure 3 Screenshots from Clip— Applied BehaviourAnalysis

Clip 2—Emerging Body Language

This clip shows a therapist and client in a free and playful situation. This intervention is based
on the approach Emerging Body Language (EBL). In this particular setting the therapist and
client are practicing the skill of rolling together. The participants in this study receive the
following description prior to viewing the cligt The ¢l i ent you are abou
old and he is physically and mentally disabled. In this clip,itehas therapist are practicing
the skill of rollingo.

In the clip, the therapist and the client lie next to each other on their backs, on a red
mat. They are in a playroom, where toys are lying around and red lights are shining. While
there is soft musiplaying in the background, the therapist makes eye contact with the client
andsaysi Yes, o0oo0h you Thet therapistahen saiieC owreel ahdostart rolling
towards his left side. He tries to keep eye contact with the client and only fuiyok@r on
his belly, when he sees that the client has also started the movement. The client

simultaneously imitates the therapist’s mov
When they both lie on their bellies, the therapist $aydo o d j oobn, do SHiroutak the

client to perform another roll. The client continuously makes squeaky, happy noises and
initiates eye contact with the therapist. The therapist leans on his right side and looks at the
client, while he stimulates him verbally and rdbs over his back. The client rolls over on

his back and the therapistsdyAa a h b oo m, y 0 u. Tlertherapistddarisiowverg d o w

the client, who starts laughing and quickly turns his head from side to side. The therapist also
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turns his head from @& to side to imitate the client. Then the client makes a loud squeaky

noise and tries to lift his head. The therapist slides off the mat, so there is more room for the
client to roll. The client is trying to make another roll and puts extensive efforimoting

his arms and legs, while making loud, squeaky noises. The therapist maintains eye contact
with the client and stimulates him verbally, by sayiny e s , r ol IWhen@Geeems j ob o
that the client is not able to finish the roll, the therapistssayCr o s s vy andr | eg:
demonstrates this by doing it himself. The c
and rolls over while trying. The therapist compliments him by sajirgood | ob. Tha
g o o, dvbile he rubs the clients back. The ctidooks at the therapist and makes squeaky,

happy noises.

Figure 4. Screenshots from Clip2Emerging Body Language

Interview after viewing the clips

Clip 1 was shown to the teachers andeafthe clip, five short questionsvere askedThe
interview techniqu¢ s known as the ‘intervi hequgstionsdde apr
were

- What do you see in this clip?

- What stands out for you in this clip?

- What do you think about the interaction between therapist and client?

- What do you éel regarding the interaction between therapist and client?
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- Do you recognize certain aspects of this interaction in your own way of teaching?
After the participants hadnswered these questiondjpC2 was shown and the same five
guestions were asked. Whbkath clips were shown and discussed, two questions were asked
regarding both clips. These questions were

- What method has your preference?

- Why do you prefer this method?

All the interviews were recorded with an iPad and later transcribed to enable tiyealita

analysis.

2.3.2 Mental Class Map
A Mental Class Map is an example of a Graphical Organizer. Graphical Organizer is a
collective term for various forms of graphic, nlimear representations for the visualization of

one’s thinking. rmd ef Graghisal Orgamizersmafemifnod ma p s ar
‘concept ma pase’ basedMbin a dathal pierarchy with thain concept in the
middle and concept ma@se based on the connections between different concepts. Mental
Class Maps are designed specifigdtir the situation of teachers. The participants were asked
to create a Mental Class Map (MCM) based on pictures of the students in their class. In order
not to affect the teachers’ attention for si
all received the same instruction. The participants were provided with a stack of (passport)
photographs of the students in their class. The following instruction was profiideé& n y o u
make a mindmapf your class using these pictures, based on student clieaistics that are
i mportantTheotgyom?0 mi ndmap’ was chosen, beca
would be the clearest for the participants.
during the entire mapping process and to verbalizeyeheught and consideration they had
regarding the creation of the MCM. When the MCM was finished, the participants were asked
to explain their final result through a short, sestnuctured interview. They were asked the
following standard questions:

- Why dd you choose this classification?

- What student characteristic(s) did you use to base your mindmap on?

- In what way does this classification, the fact that you find these student

characteristic(s) important, influence your teaching?
- Could you give a concretexample of the way in which this can be recognized in your

teaching?
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- What are the advantages and disadvantages for students that you take these

characteristic(s) into account?

After the questions, the teachers had the possibility to make final rermar@sments on the
MCM they createdThe entire process was recorded with an iPad and later transcribed to
enable qualitative analysis. Thenstruction of the Mental Class Map of one teacher was not
captured in a clip, but extensively described in a writteport, due to an error in the
recording process.

The construction of a Mental Class Map was chosen based on a couple of
assumptions. By confronting the participants with pictures of their students, the €ontext
specific nature of their knowledge is ackredged (Broekkamp & van HoWolters, 2006).

This knowledge would probably not be activated by a more general task or question. In the

process of mappi ng’ the pictures, the part
contextspecific knowledge ahexplicate this. Apart from that, maps are not just a graphical
description of what is said, rather they are interpretations of what is meant by the interviewee
(Eden, 2004). By mapping, the subjective reality of the participant is portrayed in a more
redistic way. The research task forces the participant to verbalize student characteristics that
are important to her in their own manner. The process of mapping can assist the participant in
the interpretation of what she actually wants to show, because ofitial, more intuitive

nature of the ordering process in MCM. This can also give direction to clarifying fafpow
guestions during the interview. Ackerman and Eden (2010) state the following about the
process of mapping in Graphical Organizérd eusesathe picture has been constructed using

the natural language of the problem owner it becomes a model of the situation that is owned

by those who d@flB5h Edent (B084) siates thalt thenptocess of looking for

an ‘easy dWoenseéeadalJ] dWwsepl ay, provides insigh
participant. |t i s, therefore, expected tha
making of the MCM can provide more insight i

regards msight into the student characteristics the participants perceive as important and the

teacher s’ ‘“way of | ooking’” to create an over
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Figure 5. The construction of the MCM by one of the teachers.

2.3.3 Observation

Prior to viewing the two clips and the construction of the Mental Class Map, an observation
was performed in the class of each participant. The participants did not know the objective of
the study at that time, so they were not able djusa their behaviour accordingly. The
observation covered one lesson and had the duration of one hour. It was performed during a
Language, Readg comprehension, Spelling, bfath lesson. These conditions were chosen

to create some homogeneity in the isgt in which the observations occurred. During the
observation, the researcher sat in the back of the classroom and took notes of the events that
occurred during the hour. These could relate to the course of the lesson, actions of teacher and
students, iteraction between teacher and students, and notable events. These field notes were
later elaborated on the cponer and analyzed to createiarage of the lesson. This method
within naturalistic obs-aspaati @mn piaddciusedhpmpr @ & C
group knows that they are being observed and the observer is known to the groaep as th

researcher (Cohen et al., 2007

2.4Procedure

The principals of the schools were invited to participate in the study through a telephone
conversatonmd a per sonal meeting. The study was ¢
perceive their students and the concept of
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intentions of the study, teachers were not informed ofipeaietails. The teachers weer
approached by the directors to participate
s a mp | domvenience sampling involves choosing the nearest individuals who happen to be
available and accessiblt the time (Cohen et al.,, 2007). Cohen et(2007 state that
teachers often serve as participants based on convenience sampling and that this sampling
strategy is most commonly selected for (series of) case stU@iashers were informed that
participation in the study would be voluntarily andnfidential. The data collection took

seven days during the period rgbril until June 2013.

Prior to data collection, a time schedule was decided upon in which the researcher
would carry out the class observation, before administering the remaindee ofégearch
instruments. This was done, so the teachers had as little knowledge as possible of content of
the study during the class observation, which prevented them from adjusting their behaviour
to the aim of the studyl'he construction of the Mental &s Maps and the interviews based
on two clips, were successively administered to teachers and were always conducted in a

quiet, office within the primary school building.

2.5Data collection
The data collection was aimed at eliciting perceptionscdseéving behaviour of the teacher
with regardto the classroom practicé he objective was creating anage of the educational
setting in a rather open manner, through the use of three different research instruments. From
this collected, general data, théatenal aspect could subsequently be extracted. Therefore,
the data collection process is rather open and teachers will not be directed towards certain
areas and topics. For example, the first question that is asked in the construction of the
MCM’ sfiCas: you make a Omindmap6é of yodgwdentcl|l ass
characteristics that are mp o r t a n tThetteacheysara f?e@ to verbalizen whatever
characteristic they find importantamgr e not * g u ipdctsdhat haveoaldonall s a s
loadto them.

It has to be noted that the questions that are presented to the teachers as a result of the
viewing of the clips and the construction of the MCJ¢ghave a certain influence on the data
as well. The specific language that is elicifedm the teacherselatesto certain areas of
teachersperceptions. Thisbviouslyleads to interview questions targeting certain areas and
leaving out others. Because of the sequence of the questioss,dieatcharacteristic(s) the
teachers verbalizand the way in which they construct their Mental Class Magst likely

affectstheir answers to the rest of the interview questiéiso, the fact that the assignment
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contains the concept ‘studehti kehaMafcaiena i
of vy o u,influences the Way teachers interpret the assignmeathersnay have been
guided in a certain directionby the choice of languagewhich might not be totally
representative of the personal perceptions on their teaching. @kigohbetaken into
consideratiorwith respecto theinterview data.

Theresearcher started tlobservationwith the intentof writing downeverything that
wasgenerally perceived and that stood out in any way, shape or Térae was no special
attenton for relational aspestduring the observatia) which is in line with the objective of
the data collection. This was doteenable thecreaton of an image ofthe wayrelational
aspectsare reflectedn thebehaviour of théeachers. What this means,that the data that
derives from the observations, consist of general observationsnatabilities that were
perceived and written down and can thereforddikenas an overall, general report of the
observationSubseqantly, relational aspectwere exracted fom the written reports of the
class observations

Note that, thismplies that when a certalvehaviouris reported during the observation
of Participant A butnot reported during the observation drticipant B, this does nahean
that Partidpant B did not display thibehaviour It simply nmeans that in Participant hwas
noted by the researcher and therefore written down, aRdrticipant B it was not noted or
not considered to be strikingehaviour This doesalso not mean that there we no other
behavious shown bythe partigpants apart from the ones that wengtten down. It is simply
impossible taeport everythingluring an observation.

Because the observatitvas been conducted by only one resear¢herfundamental,
underlying coloring of the data has to be explicitly acknowledged. Béleaviourof the

st as

participants was described as concretely and objectively as possible and the statements that

were verbalized during the observation were, whenever possible, written dowrlyliteral

However,the observation data still only come from the perceptions of one researchbeand

moment the researcher sets foot in a classroom, he is already influenced by what he perceives

the atmosphere in the classroom, the appearance of the tehelehaviour of the students

etcetera. Alkhis affectshe perceptions of the researcher during the observation and therefore,

also affects what is perceived as striking and what is includedhmgeneral report of the

observation. No matter how objaaly and independentlthe researcher tries to be, he will

always have a certain mindset or fundamental principles from which he perceives the

p ar t ishehpvaour After all, to be entirelyobjective is simply not possible. This has to
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be recognizedgexplicatel and acknowledged and subsequently taken into account while

reading the reportsf the observations.

2.6 Analysis of the data

The objective of the datanalysis is to provide an answer to the research questtan.the
data were collectedhey wereprocessed through six differestieps thatvill be described in
detail.

Step 1 Transcription

The objective of the first step was to get datefulfor thearalysis This meant that the audio
files that were recorded as a result of all the inésvs were fully transcribed on the computer
in Word documents. Also, the field notes that were written down during the observation were

written down in a Word file to enable a qualitative analysis of the data.

Step 2: Division into fragments

All the transcribed data were then divided into sepadiratgments thatefer to the one subject.
This was done regardless of the specific content of the text and resulted in a better overview

of the data, which made it easier to carry out the next step of the groces

Step 3:Selection

The focus of the study was how relational aspactsreflected in the educational setting.
Therefore fragments that had any kind of relational leadhem were extracted from the bulk

of the data. This could be literal statemeotshe participants or behaviour that was noted
during the observation. This was done by the researcher himself and based on the explicated

perspective from the theoretical framework.

Step 4:.Clustering

First of all, it was indicated whethéne fragmerg derived from the theoretical concepts as
described in the Introduction. When this was the case, the fragments were linked to the
correspondingheoretical concept they exclusively derived from. The remaining fragments
could not be exclusively linked totheoretical cooept, but were considered to be relational
based on the explicated perspective from the Introductighe fact that they could partially

be linked to multiple theoretical concepts from the Introductibhese fragments were

groupedbasedn the similar conterthey represented.
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Step 5: Labeling

Initially, the labelingwasdonebased on the theoretical framewoilhe theoretical concepts
‘“attunement’ and ‘ ®omuhe introductiorawek useceasbelp. Mhreec i t y '’
othertheoreical conceptswverenot used as labels, because perceptions and behafrimurs

the datac oul d not be exclusively -dujkeeadt troeltahte
‘leiting behavi our’ and ‘' equ a lSubseduentlyperceptionsamd equa
behaviours that were noticenl the dataand that could not be interpretet the theoretical
framework were labeled aswellhes e categories were defined
‘“stimulating and motivati nggersttsu’'d,en‘ttsimor tared
“physical c evnetrabcatl® caonmdmu‘nn ccra t The definition bfdhése | an g
labels can be seen as the concise description of the similar content of the fragments included

in the different categories The labelingprocesswas conductedbased on the theoretical
framework and in addition, labels that derive from the dageeadded. Thereforehis study

is a combination of theorglriven and datariven researchlhe results that derive from the

labels basedonthete or y ar e r edfeefrirneedd tand theesesoltsFhetekerive

from the | abels based on the data are refe

relationships

Step 6 Checking
This step had the objective of checking the choiceswieae made in Steps 3, 4 and 5. The

fragments that were selected Btep 3 were scanned once maoecheck whether the
fragments wre still considered to have a relational laadhem. After this, it was checked
whether the clustered fragments still eg@nted similar content. Whenever it was necessary,
fragments were classified in different clusters. Finally, the labeling of the clusters in the
section of Additional categories concerning relationshipgs checked and whenever

necessary adjusted to theangedcomposition othe cluster.

2.7 Display of the data

The research results can be displayed in two different ways: Thematically or chronologically
(LeCompte & Preissle, 1993). | chose to apply a thematic display. Displaying the results
thematicallyhas several advantages over the use of a chronological display: It provides an
organized classification system and it takes less time for the reaget #oclear impression

of how relational aspectsan be recognized in the educational setting. Alsdhemnatic
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classification makes the comparison and analysis of the data easier, because fragments of
similarthemes are clustered.

Theclustering of the fragmentthe labeling procesand the definition of the headings
that indicate theselusterswas basedon the theoretical frameworkn the Predefined
categoriesand on the data in theé\dditional catgories concerning relationshipis the Pre
defined categorieshe fragmentshat exclusivelyderive froma theoretical conceftom the
Introduction are presited. In the Additional catgories concerning relationshipshe
remaining fragments that were considered to be relational baseé erplicated perspective
of a good and healthselationship from the Introduction, but that could not be exclusively
linked to one of the theoretical concefsire presented. Thse categoriesvere clustered and
defined based on their similar contemte labeling proceswas conducted based on the
theoretical framework and in addition, labels that derive from thevaataadded. Therefore,
this study is a combination of theedyiven and datariven research.

The observation fragments can consist of spoken text or literal statementsditélic
and descriptive textrégularfont). When | was not able to literally quote tatement during
the observation, the text is formulated in my own wordgylar fon} . The MCM s an
interviews are recorded verbatim and therefore, the statements that derive from these research
instruments are always the literal quotes of the ppatits.

Some of the fragments can be classified in different clusters. In most cases, the
fragments are placed with the most appropriate and relevant theme. The fragments are
intended to substantiate and justify ttleosen clusters and to create iarage of the way
relational aspectare reflected in the perceptions and behaviour of the teachers. With regard
to the size of the thesis, it was not possible to display all the fragments that underlie the
reported behaviours. Therefore, | chose to select trst atequate fragments to illustrate the

perceptions and behaviours that are discussed in the different themes.

2.8 Quality monitoring

Several measures have been takeensure the quality of the data collection and the data
analysis process. First ofl,al audiotaped all the interviews thfmlowed the viewing of the

clips and the construction of the MCMs. This enabled an exact transcription of the research
instruments that targeted the teachers’ per
recordings again, long after the interviews were conducted. During the observations, there
was enough time to write down the field notes and to pay attention to the situation in the

classroom practice at the same time. Because the elaboration of theabtsalveports was
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performed rather shortly after the actual observations, the field notes could be supplemented
with additional, contextual information that was not written down in the field notes. All these
aspects enhanced the descriptive validityhef $tudy (Blumenfeldones, 1995). The quality

of the research is also monitored throughtmodological triangulation, which means that
different research instruments are usedth the same participants. dthodological
triangulationis a powerful way of dmonstrating concurrent validity within qualites
research (Cohen et al., 2007

The observations in this research have a high ecological validity, because they are
conducted in the natural setting without any manipulation byrésearcher (Cohen et,al.
2007). The daily practice of the teachers was not interrupted by the presence of the researcher.
Also, the teachers did not know the objective of the study, until after all the research
instruments were administered. The sequence in which the instrumergsadministered,
was fixed. The observation was conducted before the interviews based on the viewing of the
clips and the construction of the MCM, so the teachers did not know the objective of the
study. Based on the content of the clips and the MCB; thight have gotten an idea of the
study’s ai m. Because of t hese freaotivity (Cdhereat i on s
al., 2007. The teachers were not able to adjust their behaviour to the expectations of the
researcher, because they did rwtow what the aim of the study, and therefore the
expectations of the researcher, were. This enhanced the external validity of the research
(Cohen et al., 200Y.

The data collection as well as the datelysis process, was constantly discussed with
two research supervisors to enhance the reliability of the study (Denzin & Lincoln, 1994).
Because it concerned three different research instruments, it had to be extensively discussed
how they should be administered to the teachers and in what way thealatstlited from
these research instruments had to be elaborated, analyzed, and interpreted. The frequent
consultation with experts was used as a comiechanism tanonitor the dat&ollectionand
dataanalysis process.

In the process of labeling, tlefinitions of the clusters were based on the content of
the fragments as well as on terminologies that derive from the theoretical framework in the
Introduction (for example: attunement). The clusters were conducted based on the content of
the fragmentsbut in the definition of the clusters, it was first consulted whether the
theoretical background did not already impose adequate terminologies. This mainly goes for
clusters that showed simildes with aspects of a good and healtalationship, as defed in

the Introduction. When there was no previously introduced term from the theory to describe
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the cluster, the researcher defined one himself, in consultation with (one of) the research
supervisors, based on the mutual content of the fragments.

Toentance the traceability of my i nterprete
are literally quoted and the behaviour that is perceived during the observations is described as
factual and objective as possible. This is displayed through the differgmédnas that
substantiate the interpretations assigned to the perceptions and behaviours of the teachers.
This enables the reader to interpret the data, in the form of the fragments, in his or her own
way. | t al so revealwayw hef rdgéadng kh&e dognectioa of certain
perceptions or behaviours to certain interpretations. This enhances the interpretative validity
of the study (Blumenfeldones, 1995).
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3. Results
To investigatethe researclguestionof this study threedifferent situations in which teachers
could show certain relational aspeatvere analyzed by using three different research
instruments.lt could appear from the way in which teachers talk about the redatmn
between an adult and aild in the therapeutic settinthe way they state to use aspects from
the therapeutic setting in their teaching (Clips), and how teachers talk about their students
during the construction of a Mental Class Map (MCIWese research instruments target the
perceptions of teacher. It could also appear ftbemway in whichteachersbehave in the
classroom (Observation). The analysis of these three situations, in whicrerthedized
perceptions and theehaviourof the teacherareaddressed, results in anage ofthe way in
which relational aspestare reflectedn the educationaetting

The results are divideoh two different sections: the Roefined categories and the
Additional categories concerning relationships. In the section etiéfreed catgories, the
results that derive from the concepts that undarfy@od and healthy relationslap presented
in the theoretical framework, are displayed. This means that it is displayed in what way
certain perceptions and behaviour of teachers can besesathulinked to concepts such as
‘attunement ' . Additionalhesultsscencerning relationshjpthe clusters of
perceptions and behaviours that could not be purely linked to a specific concept from the
theoretical framework are presented.eTtlusters that derive from the data show either
features of multiple theoretical moepts or are considered to be relational aspEged on
the explicated perspective from the theoretical framework. The specific argumentatien of th
clustering in the s#ion of Additional results concerning relationshigaries per concept and
is therefore elaborated prior to the presentation of every cluster.

Within each presented cluster, a distinction is made betwienperceptions and
behaviourof teachers: P e t ¢ eguesdnsidered collection of different types and levels
of the teachers’ beliefs, attitudes, cogni ti
opinion on what is good for the students, what the students need. For example, when teachers
state that they value the wellbeing of the students. It may also concern their opinion on what
they find important or good for a teacher to do. For example, when a teacher verbalizes to find
it i mportant to spend ti me anhermarehiacac alsog t he

regard teachers perceptions of their own b
classroom. For example, when the teadtaysshe haspersonal talks with the students to

positively influence their wellbeing. In this Réts section, no explicit distinction is made

49



between these different types and levels of perceptions, beliefs, attitudes and cognitions. This
was rather difficult because a majority of the fragments contained multiple levels and types of

t eac her mrs. Hovweever & |3 important to keep in mind during the reading of this
section, that there are differences between

possible, | tried to group the different levalsd types of perceptions together.

3.1Pre-defined categories

In this section, the resulthat derive from theconceptsthat underlie a good and healthy
relationshipas describedn the theoretical frameworlare presentedMerely the clusters of
perceptions and behaviours that cob&lexlusively linked to a particular concept from the
theoretical framework are displayed. This leads to the presentation of two concegésitieat

from thetheoretical frameworknamely‘attun e me nt ’ a ramd recigrapity dtlwast y

not possible to exasively link perceptions and behavioute the remainingtheoretical
concepts( * sudbylejce ct relicengbehawi pur’ “and ‘“equal,
skill ) and therefore, t h €edefinedocategeripstVizen ar e n
perceptions and behaviours could be linked to multiple conceptaere considered to be
relationalbased on the explicated perspective from the Introdudti@y, are clustered in a

different manner and displayed in thdditional catgories concerning fationships

3.1.1Attunement

Attunement can best be explained as a form
is not the external action, but the presumed feeling state lofe part ner” (Fog
Attunement $ one of the basic needs forgaod and healthyelationship to emergelhe
presentedfragmentsall consider the way in whickattunement can be recognized in the

perceptions and theehaviourof teachers.

Perceptions
Teachersverbalizedto find it importantto attune theway informaton is offeredto the

particular student. Teachers haeeanalyze and respond to the way in which students best

pick up information.

N Y dhave toook at what kind of child it is, how it picks up informatigvhen a child
IS very communicative, you caedistarta conversatiorwith him With achild whois

not, it does not make a lot of sense tos#o You have to work with this child in a
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different way, for exampley showng him things, be visual, or doing a lot of things
together.You cannot do thisllathe time, but you can try to do it as much as possible.
You can tryvery hardto talk to the children, but whethey are not sensitive to this,

thenit is not going to worka (Noellein response to Clips

Some teachers stated th#itsaudents ardundamentally entitled to the same things, but the

manner in vich these aspects are offetesk to be attuned to tiparticularstudent.

The researcher giva#/iima the assignmento construct an MCMased orstudent
characteristicshe finds importantSheresponds by saying students are generally in
need of the same things and therefore veduats to put all her students in one big pile
She decides that she wikll her story from that point orlVilma elaboratesfi | n
general, students are all in need of tseme aspects. And it is not that one student
needs more of this, or more of this. | think that you have to keep a balance in the
classroom, not that one child gets more of something. It can be in a different manner
than another child, but | thinkithaeb e di st r i b(u.t)thidk theatvaehild y . o
in primary education is entitled to certain aspects from a teacher and a school. That is
the learning process, the learning. What | find very importarfifih grade is the
ownership of the students. Thhey try to solve problems themselves and are not so
dependent mteachers. | find that important for all students. There are students who
do this quite well, but also others who still find it difficult. But also the students who
are good at it, | try tdhelp them improve. think attention is very important. Every
child has the right to personal attention from the teacfieé Assistanceassistance

from the teacher. Also when they do not ask questions, | observe them and keep an eye
on them. But also #i they take the initiative to come and sit at the instruction table,
have the courage to ask questions and also actually do it. The wellbeing, the socio
emoti onal part. ( é) Then you have the
belowaverage groupwho need extra attention and instruction. But the students that
are working independently need feedback ang tieed théeacher to question them
about their work. And the above average group, who you can let go off very easily,
also need that piece okfedback on their process ofr
students, tryingad take them to a higher levelhdt goes for everybody as well. Even
the ones who find it difficulstill try to take that next step. Of course you have to

account forthe wellbeig of the children. Can they handle it? Motivating, you do that

51



with everyonesa we l | . ( €) E v lutreyentoallyitheydareialkin neqal efc i a |
t he s amdWimain MGM$ . 0

Apart from the aspects teachers stated to find important in theiningadeachers also
verbalized what they actually did in their own teaching. There were teachers who stated to

attune the approach tahe studers.

Sofiais asked in what way the place the students have in the group influences her
teaching. She pointsta t he group she defi nermostlpags “ an
focuses o nandsaysihWeoltlhetriese c¢chil dren are ve
so | try to pull them towards the rest of the group some more. And these children
(Sofia points at the grouphse def i ned as “a group that
teachee” mainly focused on me, sgSofiaintry to

MCM)
Some teachers verbalized that they adjust their approachsitdamtsencounter problems.

AChi | dr eeaprobéns, | 4ppreach in a certain way. To take ¢lttra step, to
still do it. Whenthey do not dare, we will do it together. | will help you, we can write
this word together, a n(Meganih respongedolClips i | | try

Some teachemmentioned to attunénér language to the level of the student

Alt i s important that t owelewlt Wheywonlbokatar e a
sixth grade, those children are already young adolescents. Andtb adjust my

| angua g e (Birgitin tespense.taClips

Teachers brought up that they carefully observe their students to find out what their interests
are and in what areas their qualities and strengths are. This way, the teacher knows in what
areas her students are able to excelisuattle to address these.

WhenHildrethis asked to give a concrete example of the way in which the aspects she

finds important are reflected in her teaching, she points at one group of the MCM and
saysi These are very soci elare guuch Wesker. Ildrytbo ¢ o gn
addresstheir strong sidesas well So, a small example, they love to clean the
classroom. They do this perfectly and enjoy it very much. This way, they can perform

as well ¢Hildrethin MCM)
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Hildreth states that she tries took for areas in which her students are able to excel

and explainsi You can ai m stdentsaird goodatraedahen thein geers

will see:okay this is where they are good at. Becanbenyou see their scores, those

are very weak and their peesee this as well. This way, you give them the feeling that

they are important to the classin a different area Last week, a teacher from the

infant classes needed a student to interview a couple of the little Tm&s.1 pick

certain students fortei t a s k , for example the 6l oners
this. They grow fromassisting in a different area. They can cope with the young
children really well, which leads to complimebigthe teachers and makes them gain

experiencef accomplishmest Hildrethin MCM)

Wendy is asked what the advantagae of her way of teachin@nd responds by

saying:i | take their strong sides into accou
at. But students who can still grow in these areas have to get this ghanas wel |
(Wendyin MCM)

Behaviour

In some teachers, it can be noted that they attune to the level of the student when they interact
with them. This can take place in different ways, but is all about getting at the same level as
the student. Some teamis do this by adjusting their posture, so they are psychically at the

same level as the student.

When Noelle talks to one of her students, she bends her kimeesderto beat the

same height as therfNoellein Observation)

A student has a question albdhe exercise he is making/henCoraarrives at the
student desk, she squatsext tothe desk, so they can face each other when they are

discussing the conter(Corain Observation)

Attunement can also take placg hdjusting the ton®r the volumeof the voice to the

studentsand/or to the message the teacher tries to bring across.

Two studens are discussing the content of an exercise rather loMdgndytries to
establish eye contact witbhne ofthe studers When she makes eye contact, she
whispers to him that they aretalking loudly. Both studens immediatelylower the

volume oftheirvoices. (Wendyin Observation)
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The attunement can also occur through the language in which the teacher interacts with the

students. Some teachers talk to some bfe i r students in dialect,

Sandymakes her round to discuss the exercises with the students. With some of her

students, she does this in dial¢&andyin Observation)

Sandyclassicallyaddressesne of her students and sayshim in dialect:i Al r i ght ,

now pay att e(Bandyo @bsemwatiod) y ouo

It could be noted that the support that was offécedifferent groups of studentgas attuned
to their didactical needs. The amount of time that was spent with every grogbaasthe
same, but the way in which the help was offered, was attuned to the needs of the students

within the group.

Wilma spends about as much time during her rounds through classaakigroup

that is working on an assignment. The groups are divigedidactical level and are
working separately throughout the classroom and hallWwéliima supports the
weakest didacticagjiroup by helping them to get started and by providing assistance
with the construction of answerg/ilma supports thestrongest didetical group,by
reflecting on the learning process together with the students and jointly checking the

answers on the assignmefWilma in Observation)

To conclude
These fragments are all in some way related to the concept of attunementreVeal
different levels in whiclkattunement can be recognizedhe teaching practicevhat teachers
state tobe important, the way teachers verbalize to attune to students and the way in which
attunement is actually perceived in ithbehaviour. Atunement can oce physically, by
adjusting the postureocally, by adjustinghetone or volumgandalsoverbally, by adjusting
the language. But it can alé® the attunement of the teacher to the didactical needs of the
studentor specific areas in which studentg able to excel. This shows the diversity of areas
in which attunement can be recognized in the perceptions and behaviour of teachers.

The perceptiosithatthe approach of the teacher or the manner in which fundamental
aspects are offered, have to be atlito the studentslso relate to the basic principles of a
subjectsubject relationshipin this relationship student and teacher are equal, but not of

equal skill. The teachdras more highly developed skills and is therefore able to pravese
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fundamentalneeds to the students (assistance, challenging, motiyvatcegera) or adjust her
approach to the studenBecause of the relationship, the teacher is able to achieve positive
growth in the students through the use of her higher skills.

3.1.2Equality and reciprocity

Equality means that two people have an equal role within the relationship and that there is a
balanced initiative. When a relationship is equal, there also is a certain degree of reciprocity.
This means that there is mutual influenaction and dependence between the two people.
Mutual influence is characteristic for a subjsabject relationship: when the teacher

influences the student, the student simultaneously influences the teattheesame extent.

Perceptions
The percepons of the teachers regarding equality and recipramty be recognized in the

aspects teachers stated to value. Most teachers said that it was important to look at the
students and to take them into account.

AYou really have taoc ctoaukna time tcdhei ladprperno aicr

(Sandyin response to Clips)

In the case oSandy this can be linked to the relationship between adult and child in the

therapeutic setting, in which she verbalizes these same perceptions.

WhenSandyis asked whatlee finds of the interaction between client and therapist in

the first clip, she saysiThe words she wuses ardtismore b
supposed t on oo éer eéhmtioesdOlt wat rfatat he | ev el of t ho
(Sandyabout Clip 1)

Sandyis asked what she thinks about the interaction in the second clip, andidayts:

seems like the therapist really has eye for the client and not for what he wants to teach

hi m. The client comes i n f i r(SbhdyabootcClipn ot t h
2)

Besides the importance of looking at the students and taking them into account, teachers also

state to find the ability to ‘put yourself I
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AYou really try to put yoursgbftonthhechrt
| evel of thinking. Yo u I(Noal&in response/to €lips) t he ¢

Theyalso verbalized that teachdrare to enjoy the contact with the students and show this to

them.

A try to transf er Ittrh® shbwthe childrené¢hatd ey t hi n ¢
enjoying myself and that | like it when they enjoy themselves. | want to show them that

I am not doi ng(Sdfiginrgsposseéto €ligsr my sel f . 0

il can really enjoy my st wydechtargtheykmet i me s
it. So we can make jokes, we can highlight the little things and have fun about it with

t he ent i(Degreen fespanse todClips

This can beecognizedn Desireée s per ception of an adult chil

setting as well.

When Desireeis asked what she noted in the second clip, she satfhe f un bot

therapist and client were having. It is a very positive interactionarecan sethat
t hey bot (DesegaegbautyClipi2) . 0

Some of the teachertased that when a teacher is approachable students will come to talk to

her more quickly about their personal problems or stories.

When Wilma is asked what the advantage is of her prioritizing the different aspects

she chose in the MCM in her teachingske statesi An advantage is th
the courage to approach me. When you are a teacher that is open to the students and

is willing to take time for them, you will notice that children will approach you with

their stories or things that make you tm k A Wo o o W\VilmaankMCi) . ©

Teachers also verbalized what they actually did in the classroom. There are teachers who let

students know and feel that they put trust in them.

When Wilma is asked in what way she puts all of her students in one pildea
recognized in her teaching, she responds by safiing: t ake ti me to obs
my students go and see what happens. Whenever | think | have to interfere, | can, and

| keep in contact through nererbal signals. This way, | can see how studesgpond
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in certain situations and give them the responsibility to come up with their own
s ol ut (Winmag MOM)

Some teachers stated to have individual moments with the students. These are sio@ll, one

one momentthat can be verbal as well as reoarbal.

Al try tooonémomentsavithemy students now and then, just the two of us,
making jokes, or | give them a pat on the shoulder. Or | will talk to them in dialect,
which makes it more accessible as well. Just having a laugh, or talk alumwer o

s 0 me t HSamdgn.response to Clips)

When Desireeis asked what aspects she took into account in the construction of her
MCM and how this can be seen in her teaching, she says in her elabdgiaBom: w e
talk a lot about what the students thiakd how they feel. Every day | try to have a

chat with them during the first half an hour, when they enter the classroom in the

morning. And whether this considers mom being home again or something else, it does

not matter. | try to give all of themtheefé i ng t hat (Debiregn MEM)e s een.

Wilma substantiates why she puts all her students in the MCM in one big pile and

says: i | think attention is wvery important.

attention from the teacher. This could be a smafversation during a round through

class or a | itMWlminMeMk after school . 0

Hildrethis asked whether she can provide a concrete example of the way in which the

aspects she finds important can be recognized in her teaching. She pointgrtuhe

she defined as ‘performance minded studen

are perfectinolnihsatvse samad |s acyosniver sati ons
to time, to emphasize that performing is not the most important thing. Yeudteel
good a gHildrethin MCN)

Behaviour
The behaviour of teachers reveals that they conduct small conversations with the students and
sometimes share something of themselves in order to elicit similar sharing behaviour from the
students. Thisnatches the essential nature of equality and reciprocity within a sshjgetct

relationship. Teacher and student are equal and both subject and object at the same time in

their relationship. Sharing a personal story has a larger effect than askihgggr@sto share
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something, as is illustrated in the associated fragment. This also matches the principle of
‘“eliciting behaviour in the <client’: the tt
behaviour in client, with the hope that he makesstdwn.Some of the teachers had small
conversations with students throughout the lesson in which personal content was discussed.
These conversations mostly occurred when the teacher made her round through trelclass

could beinitiated by both the teachand the student.

One of the students addressgsraduring her round through the class and tells her

that something unpleasant has happened at home. The student starts to tell the story
and Corastays at her desk to listen. When the story is finiskeda says:i T h a t IS
b ot h e rwstloarsadoexpression and pats the student on the shoGawaits a

couple of seconds and then saigsAl r i ght , can vy oThe squdentb a c k

nods her head and continues to work on her exercSegi( Observabn)
Some teachers share anecdotes about themselves or personal stories with their students.

Wilma asks the students whether they have nicknames for each other. None of the
students respond to her questidvilma says:i Ok a 'y , then | eand me t e
she starts to tell a story about a nickna
that she did not like it very much and that her peers sometimes teased her with it. She
describes how she dealt with this situation. After she is finished withidrgr a lot of

hands go up in the air, because students want to share their own stories now as well.

(Wilmain Observation)

The individual moments between teachers and students that occurred through thenbabn
communication, like a wink or a thumbgp,could be recognized in the teaching practice as

well. However, different forms of newerbal communicatignwith different purposesvere

observed. Therefore, it was decided to classify all forms ofveobal behaviourunder the

c | u snoneverbal‘commni cati on / b o dAglditidna reglts aogaerningi n  t h

relationships

To conclude

These fragmentare all in some way related to equality and/or recipranitihe relationship
between teacher and student. Theme fundamental principles of a sbjectsubject

relationshipand theycan be recognized in different levels of the teaching practice. Teachers
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who statdto real |y | ook at the students’ ared ‘“try
that they ar e ntloattheyarealdorecemiee rarmtiopeqg for,the btudénts as
well. This also goes for teachers who sddldteo b e ‘ open and approacha
teacher is receptive of the studeand elicitsbehaviour inthem by inviting studentgo share
personal stories ith her. Besides this, the teacher can also show the students that she enjoys
contact with them. These principles correspond with a subjdgject relationship, in which
teacher and student are both object and subject at the same time in their rgpationshi

Also, putting trust in students is one of the basic principles within an equal and
reciprocal relationship. By putting trust in students, the teacher shows that she is willing to
‘“give’ something in the rel at tivebasidhfiopwhich hi s a
the relationship between teacher astddent has to be conducted. The reciprocity that
emerges from a positive, trusting basis is also necessary to accomplish positive growth in
studentsThe teacher can let the students know shebedi in them through the relationship
by putting trust in themTlhe teacher does not have to say literdlly: put t rbutbt i n vy
giving the student slightly more responsibilities or having him do diffetegher level tasks,
the student will notie and feel this. This is similar to what is happing in EBL therapy, in
which the client is not pressured to learn certain skills or to accomplish a number of
objectives. It is trusted that through the relationship with the therapist, the client extends hi
behaviour repertoire.

3.2 Additional categories concerning relationships

In this section,data are presentedconcerning perceptions and behaviours that show
similarities with multiple concepts from the theoretical framewarkhat can be interpreted
asrelationalbased on the perspective described in the Introduction. In some clusters, there are
no fragments of either perceptions or behaviour displayed. This is due to the decisions that
were made in the clustering process. Some fragments could beatsdowith different
concepts, but are always described in the cluster the researcher assessed most fitting. When it
regards sections of perceptions or behaviours that contain no concrete fragnvelfitbe

explaired why there are no fragments displayed the clusters in which the associated

fragments can be founill be referred to

3.2.1The role of the teacher
In the verbalizedperceptions of the teachers, a lot of statements could be recognized that

consider thalifferentroles a teachercan have vthin the teaching practic@ his could be the
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teacher as a role model, as a mirror for the students, as an observer and it could pertain to the
role of the teacher in the group processhmtheoretical framework, the role of the teacker

not explicity addressed or consideren the definition of a good and healtlgfationship. The
different fragments regard the manner in which the role of the teacher can influence the
relationship between teacher and student and other aspects within the teactiiog. pra
Therefore, the fragments regarding the role of the teacher are clustered and presented in the
Additional results concerning relationships

Perceptions
The perceptions of the teachers concern what teachers find important and what they state they

apgy in their teaching. Teachers verbalized that it is important for teachers in general to

realize that they are role models and that their behaviour is considered to be model behaviour.

Al t hi n k behdvieuroimtbedteacher is very important forethchildren,
because they might not halearned certain skills at home. They can learn that there
are other ways to interact with each other. For example, when the students come into
class in the morning, | wish them all personally a good morning. Sordengsuwish

me a good morning as well, but some of them look at the ground. They are not used to

being wished a goo@imamnmrespgonsgto ligps) someone. 0

Wilma also addresses model behaviour in her perceptions oéldtenship between an ddu

and a child in théherapeutic setting.

WhenWilma is asked what she perceives in the second clipsshey s A Mai nl y m
behaviour by the therapist and the client imitating this. Also because the therapist sets

the example and the client copiesthe laev i o u r (Wilea abauteCéip.2p

Teachers brought up that they are also natmlels regarding the way in which they respond

to the behaviour of the students in the class. Other students might copy this behaviour.

Sandypoints to one groupinherMCM consi sting of three stu
group that has slightly more difficulty making contact with others, who want to make
contact with others a lot, but whito not always do this adequately a n dthatsslaey s
manages a slightly ddérent apprach for these students. The researcher asks what this
different approach looks like in her teaching @&ahdysays:i Some chi |l dr en

stand out becausef their behaviourNot reactng too negativéy to this, as a teacher,
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is quite difficult sometimedBecause you notice that other children will comur
approach.Although they show negatil®ehaviour you have to be aware of the fact
that you do not emphasize thiso much, so the other children will not be lik@oh
there is that kid agaiim  §Sandyin MCM)

The teachers also verbalized that it is important for a teacher to realize that she is part of the

group process just as much as the students are.

Desireeis asked what the advantages are of her teaching approach and in one of her
arguments she ddesses her own role, the role of the teacher. She elabdiates: a s k
the students whethéhey think that | should do something differently, because that is
allowed as well. | am the teacher, but I still try to be a part of the group process. | talk
to the students, we do that in circle talks, but not just from my initiative, we do it

t o g e t(besireein ICM)

Teachers also stated that it is an important task of the teacher to induce a group feeling.

Students can be addressed differently, but they fefe=t like they are one group.

Wilma is asked whether she has any remarks on the final result of her created MCM,
and she says¢il think it is nice when the teacher sees his class as one and ndtdike

has ADHD, he has this, he has thht.all these diferent boxesl am absolutely no
proponent of that view. Sure you can take into account what students have, but you
alwaysneed to see them as one group. | think you havet them feel that as well.
Thattheyar@a gr oup, wi t hWimaimMGCM) out si der s. O

Another aspect that was discussed is that the teacher can also function as a mirror for the
students. When students aagherdependent on the teacher and quick with asking questions,

the teacher can increase their independency by asking theuotivef questions.

AWhen students come up hob et with, quesesp
by asking whether they read the taskrectly or by asking them what the text says.

And then t heyolwd | & nsddddanlikeoy whatiiad®oThen I think,

what did you come here for in the first pl@cEhey approach # teacher extremely

quickly and when would constantly answer their questions, they wouldimecvery

dependent on me{Wilma in response to Clips
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Teacherslso brought uphat they sometimedeliberately cbose to not iterfere in conflicts,
to let studentssolve argumentthemselvesThis provideshem with the opportunity to gain
success experiencaad teaches them problem solving skills.

ASometi mes, occul jus to letltherh bumg inte sgveall and experience
what went wrong and how they could do this differently the next tirde. not
immediately intervene as a teacher. Sometimes, | will let them fix it themselves, when
there is a fight or something. Jusy to solve ! And when that does not workgcan

still get involvedJust try it yourself! And they caalso gain success experiences from

t h a(Wilmain response to Clips)

The teachey brought up that the teachean also influence the group prosdbrough the
construction of groups and by connecting students to edlolr, based on different
characteristics. This can be done with many different underlying alehseacher bring up

various reasons why it is important tieareful thought is puntothis process

The researcher points to one of the groupNaelle s MCM and asks wh
students have in common. She resporids: t I's not that +they ha
conmon, it is more that they commient each other. Want to rotate as micas

possible, so the children have to deal with every@eenyou focus on thehildrensd

characters, | think you can best put students who are complimentary towards each
other together, instead of students who are alike. This waycHrejearn more fom

each ot 3omatimes [ pait)them together based on didactical performance and

other times, based on sociaéhaviour But it is hard, becaussometimesou think

studentdit well together but it turns out to be dad match with another child in ¢

g r o u(lgoellein MCM)

The researcher pomto the middle group of the MCM and adiselle what she can

say aboutthis group. Halfway across her explanation, she starts to elaborate more
about the thoughts Dbehi ndThe dgooaps gre mastly f or m
classified on the didactical level, the level they performwdiich is based on test

results. But we rarely work in those exact groups, we mostly add one or two from a
better group to provoke the others a bit. Because otherwise, nothgainig to come

of it and theywill all remain at that same levalVe also do this regaling behavioural

characteristics:an introvert child with a extravert child, one who is good at arranging
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stuff, one who stands up for himself etcetera. You look at thbgtcan learn from

each other, what they can pick up from one anoth@®oellein MCM)

The researcher asKsoelle how the reason behind the formation of the different
groups can be recognized in her teaching. She starts to elaborate about the ideas
behind her way of creating different groups and sdys$: t has the effect
pulling another student along in certain positivehaviour.And challenge the other

cognitively, so that the other student is able to grow asav@lioellein MCM)

When Noelle is asked what the advantages are of her way of composing different
groupsfor her students, she pointsdoe of the students from tigeoupthat is placed

at the bottono f her M C M Wiaenydu psit dniyn swith btisynoisykids ina

group, he willadoptthat behaviour. But whegou put him with more quiet kinds, he

will tone down. Because he will notice that behaviouris actually notacceptableln
that respect, t hbelyaviairo (NocebepnWiCM)ach ot her ds

Sandyis asked in what way éhfact thasshe accountfor the socieemotional aspect in

her teaching, can be recognized in her darbctice.Sherespondsii | try to sti
the children to workwith each othervery often. Byconstructingdifferent pairs,

different groups, by letig them cooperate wittifferent children. This makes them

look atcertain studentén a differentway. Becausavhen they have to cooperatéth

themduring reading or maththey actually start to think A Wo w, they are
ni cer t han | car dctelly gvbrk with them qgite weéll Sandyin
MCM)

Behaviour

The role of the teacher & topic that can be recognizedtlme perceptions of teaets. It

mainly concerns the mindset of the teachers and certain underlying ideas teachers have with
thar actions, for example influencing the group process through connecting students to each
other. This makes it more difficult to concrgteand objectively observe thele of the

teache in the behaviour of teachers, without the researcher interpretseywaa behaviour.
Behaviour regarding the role of the teacher was not observed in the teachers or at least not
noted as such by the researcher at the time of the observation. It could be that behaviours in
others categories describe the role of the teadhd#rthen they were considered to be more
suitable in that specific category.
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To conclude
The presentedrdgments were considered to be relational aspéetsause they showed
certain features that can also be recognized in a stdybgct relationshipThe teachers
verbalized the importance of model behaviour and letting the students reflect on themselves.
In a subjecsubject relationship, the teacher and student are equal, but not of equal skill. The
teacher is able to display certain social and camuoational skills and has the abyjliio have
students reflect on themselves. Therefore, she is considered to be the more skillful one in the
relationship, in which teacher and studargalways equal t@nearmother. Also, the teachers
display model behaour through certain social and communicational skills and make these
skills available to the students through their relationship. The teacher displays certain
behaviour and hopgahe student adopts this behaviour through the relationship with her, for
example by observingnd later copyingher behaviour. The teacher does not explicitly teach
these social and communicational skills, but hopes that students will pick them up and make it
their own. She invites the students to also show this behaviour, witlstng words and
explicitly saying anything about it. Teachers do not have to teach social skills, btihdévey
to be social skills This iscongruentwith the way EBL approaches the acquisition of new
skills.

Also, the teacher most certainly has abjees with the studentgust likethe therapist
has with the client in the therapeutic settifrgthe therapeutic EBL setting, the therapist has
the objective of making contact with the client. The therapist wants to mutually create
something in contaawith the client. However, teachers do not have to deal with just one
child, but have an entire class of students. The teacher must realize that she plays a major part
in the group process and has a leading role in what is done in the group on a dailzdussi
to the therapeutic setting, there must be an objective with the group to work on, because
otherwise everyone would be just sitting around all day. These objectives do not have to be
explainedor visible to the outside, but the teacher has to kmdwvat she is doing. It is
important for her to realize that she has a rather influential role within the class and the group
process and that it is her task to ensure that the students have a useful and educative way to

get through the day.

3.2.2 Stimulahg and motivating students
In the perceptionsaas well asthe behaviour of teachers,a lot of fragments regarding
stimulatingand motivating the students could be recognized. It is not just the fact that the

students are stimulated and motivated, it isevalsout the manner in which this occurs (the
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“how’ ) . I n a thisoemerged frorh miait@glnpesitite sapproach. A positive
approach is essential in motivating and stimulating students and cannot be disconnected from
the principles of relationahinking. However, it cannot be exclusively linked to one of the
concepts from the theoretical framework and is therefore presenteskparate cluster in the
Additional results concerning relationshigghink that working through the relationship twit

the students, is only possible when the teacher applies a positive approach towards the
students and stays in contact with the@nce this is established, the students can be

stimulated and motivated.

Perceptions
Teachers frequently brought up that tlstiynulated and motivated their studebysmanaging

a positive approach.

il think complimenting the studemnwhen i s ir
they tried to do sol wi || say.: A We | | d one(Birgit inor nYo

response t&lips)

il think a positive approach 1 s i mportant
do something correctly. And the occasional pat on the shaoal{feorain response to
Clips)

Some teachers stated that they try to stimulate and motivate thesntsiury managing an
initial positive approachin whichstudents are initially always addressed in a positive manner

and corrected by positively addressing students around them.

APuni shment has way | ess effect hebhddh wor k
and from that point, trying to work on different things as well. When | say to the class:

il already see two handso, I automaticall
say.: AWhy are you not rai sing YWlmain hand?

response to Clips)

il try t o al ways approach t he student s
compliments. Especially emphasizing the posiinstead of the negative. This of
course also happens, but | try to mainly pick out the positive and mwhem

regul arly with wfHadtethin regpgnsedooClips)or r ect | y. 0O

65



The teachers address thatisttheir taskto stimulate students to bring out the best in
themselves. Teachers have to recognize problems that students might have and sdipport a

assist them in addressing th@seblems.

Meganstates that the classification of her MCM, mainly based on the-somdtional

and the didactical aspect, along with the construction and compliance of certain
behavioual rules, brings calmness in heass$. The researcher asklethershe can

give a concret example of the way this worlkesxd Megansays:fi Ry a nrepbated

third grade. Last year he was very noisy and his grades were failing. Then he came

into my class and in the beginning, he kept gettifidiis seat, constantly gave op

his work and kept saying that he could not do it. Well, | have worked with him for a

year and we addressed this problem. Now you can see that he is able to remain seated.
He only has to look at me and he knows thatdesadot have to walk through class. |
think it is nice ((MaganinMEM) | ear ned t hat her

Most teachers state that motivating and stimulating the students is important, because it lets
the students know that they are doing a good job when theyoakeng hard.The teacher can

do thisverbally, as well agon-verbally.

Wendyis asked in what way the classification of the MCM influences her teaching. At
the end of her explanation, shesayd: try t o encourwhengist he st
justbyeapping t hem oWendyim®CM)houl der . 0

Desireeis pointing out the different advantages of her approach and in one of her
arguments, she points out:| t I's motivating when eventua
And that could be something very smallglik A Wo w, you are workin
(Desireein MCM)

The aspect®esireepoints out show similarities with the perceptions she has of the therapist

client relationship.

When Desireeis asked what she perceives in the second clip, she Bayko r e
interacion, more eye contact with the client and a lot more immediate response to the
movement the child makes. And the positive side, giving compliments, reacting to the

movements the chil d (DeskeeaboutLlp®) i mi t ating t

66



But there are more tehers who address the importance of stimulating and motivating the
students, nowverbally, as well as verbally.

AYou can stimulate and mo tverbalytlao thihie c hi |
class a lot as well. It does not always have to be vesgoadveryone can hear it. But a

wink, or a pat on the baclor laying a card on the tabl® show a student that he is

doing a good job. But also verbally. When something is going well, letting the child
know you have seen him wo@dMmalnagsgbnsetby say
Clips)

Wilma verbalizes the same principles regardingttierapeutic setting, when the relationship

between therapist and cliestaddressed.

WhenWilma is asked what she noticed in the second clip, sheBaysh er e wer e f
words in the beginning, but there was eye contact with the client. Also a small pat on
the back and giving the client @ilmaompl in
about Clip 2)

WhenWilma is asked what she thinks of the interaction between therapistiantic

the second clip, shesays:A very pleasant form of I nt er
can see they have a bond as well. He does something and then the child imitates. And
then he compliments the child for this, which makes the child want to go agai

(Wilma about Clip 2)

Behaviour
Some teachers tried to stimulate students by complimestugents who did something
correctly orpositive, tomakeother studentsdgusttheir behaviour

WhenWilma seesthat a couple of students do not have theirksoan the table, she
says:i Wo w I see a couple of studenThs al r ec¢
makes the students who do not have their books out, get their stuff on the table. The

students who already have their books out, smi#ilha. (Wilmain Observation)

When students showed unwantbdhaviouy teaches could also addresthis by asking
guestiongto the studentsinstead of correcting the This would give thestudens an extra
moment to think abowvhat they had to do, without them beingtantlycorrected
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WhenSandyasks the students to clean their desk® student only takea couple of
items off his desk.Sandylooks athim and asksfi Ok ay , what did you
a g a i The&sbudent pauses for a couple of seconds and thentstatean the rest of

his desk(Sandyin Observation)

Motivating and stimulating the students could also be recognized in thesenoal
communication of the teachers during the observation. Because theventah
communication served different purpodessides stimulating and motivating students, these
fragments are clustered der a separate categpnamely’ on-verbal communication / body

| anguage

To conclude

The studentan bemotivated and stimulated through the initial positive approach of the
teacher, whichis an essential aspect of relational thinkihgannot be disconnected from the
content of these fragments andannot be seen separate frogtational thinking. I think that

it is only possible for a teacher to work in the relationstiih the students when a positive
approach is applied and the teacher stays in contact with them. By initiating the interaction
from a positive perspective and because she is also part of the relationship with her students,
the teacher is able to stimulated motivate her students through this relationshigrefore,

it can even be used to correct students. This is exemplifi€andy s f r agment . | n
punishing or correcting the student, she asks him a question and achieves the same objective
(the student cleans his desk) by staying in contact with the student, that she would have

achieved through correcting him.

3.2.3The wellbeing of the students

Within relational thinking, the wellbeing of the student is an essential aspect that cannot be
ignored and cannot be seen separate from the relationship between teacher and student. When
a student does not feel well, this automatically has implications for the relationship between
teacher and studernfeachers frequently verbalidehe importance of the we l | bei ng of

student s in their perceptions. The well bei
concepts from the theoretical framewofkr(exampleequality, reciprocity subjectsubject
relationship, but it cannot beexclusivelyincluded in me particular concepBecause the

wellbeing of the studentss brought up by the teachers rather frequently and therefore
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explicitly derives from their verbalized perceptionisg aspect is displayed in a separate

clusterin the Additional results conceting relationships

Perceptions
Teachers frequently verbalized that the wellbeing of the students is the most important aspect

of teaching andhat itcan be considered the main condition to make learning possible.

Sandy says she chose to ground her MCM thre socieemotional aspect and
elaborates by statingi1 t hink it i s i mportant that <ch
before you even begin teaching th&khena child does not like coming to school and

sits here with stomach ache, then | ¢anto teach him a lot of things. But | think that

it I's a very good start when vy(®andyimr e | u
MCM)

Desireeals asked what the advantages are of the fact that she accounts for the wellbeing

[a})

of the students in her teaching ane skspondsi The wel | bei ng, It
there for meWhen students feel recognized and have fun, they will come to better
learning results. When they feel good about themselves, they are much more open to

new thing (Desireein MCM)

WhenHildrethis asked in what way the aspects she finds important can be recognized
i n her t ea clhthinkigs vergimportast ¢hgt the children feel comfortable

in the classroom and I find this more important than the performance. So | prefer that
the dildren like to come to school, thahey feel goodand comfortable in the
classroom, they get along with everybody, that there are no arguments and that there
is no bullying. This is more important to me than performing didactically. | would
rather see thm getting a bad grade, than notirmp comfortable with themselvés.
(Hildrethin MCM)

Hildreth verbalizesthe same perception with regatal the relationship between adult and
child in the therapeutic setting.

When Hildreth is asked about the interactiam the second clip, she says:l t seems
like the therapist is helping the client, by touching him, by complimenting him. So the
client feels that s omdHildrethabostClwR)t h hi m. It
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Teachers brought up that the approach towarelstindents has to be calm and that teachers

have to be loving and warm towards their students.

il try to approach them in a calm manner

c hi | dlindsayin@esponse to Cligs

These aspects can also be recogninetthe perceptionsindsayvalued as important in the

relationship between therapist and client.

When Lindsayis asked what her feelings were regarding the interaction in the first
clip, she respondedi Very friendly and c alewmpproach fi nd
t owar ds (tihdsayabaoueQfip. 1)

When Lindsay is asked what she perceives in Clip 2 she séy&c gent | e, S
approach. The client responds to the therapist very much and | can see trust from the
client in the therapist. | thought thieerapist was very sweet towards the client, a very

positive approach. | felt a lot of love and devotion from the therapist towards the

c | i dumdsayabout Clip 2)

Teachers also verbalidehat it is the task of the teacher to give the students thiagebey

are wanted and valued.

“l want to give thestudentghe feeling they are important in this group and for this

g r o u(lgndsayin response to Clips

Some of the teachers stated that the studen
feeling that they can be themselves at all time and that they do not have to be equally good at

everything.

Hildreth states to address the qualities and the strengths of the students in her teaching.
When she is asked what the advantages of this approactharexplainsii St udent s
can be themselves at all time and do not have to present thenseboraeondhey

are not. They can do their own thing and they can do what they are good at. They have

to feel that they do not have to be equally good at everythirigdrethin MCM)

There are also teachers who state tha¢rwstudents feel comfortable and at ease, they will

eventually succeed in making tasks they find difficult.
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Al't i s very important that, even wvwbhen t he
enjoyed it. Because that is what it is all about. And then at a certain moment, the child

wi | | s (Megamneaspoise to Clips

ASometi mes | wil/l make a game of i1t with
words and then read them withircartain timeframe. Then | will askho dares to do

that as well. You will also see students who find it difficwitwant to do it, although

they are not going to make it in time. But tldeynot care. They might read only three

words, but they like tparticipate. Yousee them enjayg it, because they dareib

read in front of the entire clas¥hey want to try, although theyr e O wor se r ea
than their peers. But that does not matter, iatot important. As long as they enjoy

it (Meéganin respnse to Clips)

These principles could also be recognized in the verbalized perceptidfegahregarding
the relationship between adult and child in the therapeutic setting. She shows to value the

wel |l being of the cl| i enpproaah tomrthefirgdip.s t he t her

WhenMeganwas asked what she thought of the interaction in the first clip, she said:
ALIittle was based on the client and there
her, but the therapist talks over his head. Shedmaact with the person shooting the

clip and does not make any contact with the client. | think that is very weird. | think

that is very sad for the child as well. There was no rapprochement, nothing loving, it
was cold from t(NMegandbbwClipi st sd si de. 0

There were also teachers who stated that it is also important to invest time in the wellbeing of

the students who already feel good about themselves.

WhenWilma is asked what aspects she used to construct her MCM, sheisays:e
wellbeing isimportant in every child. Also children with whom it goes well and who
have a stable home situation. You talk with them as well, you show interest in them as

we | (Wilnain MCM)

The teachers statéhat students can be complimented as a person, to mekefeel good

about themselves.

filt S mo r etart @ icdn¥ersationl with domme of the students, or to

compl i ment them. But then | wildl say, n Ow
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they smile because of that. | always try to find somgthi®andyin response to
Clips)

Behaviour

Behaviour that could be linked to the enhancement of the wellbeing of the studentbecould
recagnized during the observatiandowever, the fragments in which these behaviours were
reported seem to fitthe other clusters better, such as at t u nand'saonverbal
communicabn / body | anguatghee .t eBaecshiedress’ tbheihsavi our
by the researcher to assékit concernsbehaviour that has the objective of enhancing the

st ude ntiy Thisvoedldlbé & the expense of the objectivity of the data. Therefore, the
behaviours are reported as concretely and objectively as possible and classified in the most
suitable clusters. The wellbeing of the students can mainly be interpreted mseptdao the
perceptions of the teachers they verbalieat theyoften pay attention tat. It does not
necessarily concerconcrete behaviour in the teaching practice, which could be linked to the

wellbeing of the students

To conclude

From the contenbf the fragments, it appears that teachers find it important that there is
attention for the wellbeing of the student in many different wagsiBhg ‘ cal m’ , “1 o
war,m'*giving the students the feelinafingthat t
students feel comfortable and at wease’ are
students within the relationship. The teachisptries to positively influence the wellbeing of

the studats through their relationship.erbalizing thathe wellbeing is rather important and

investing time in the enhancement of the wellbeing of the students is actually working on the
relationship between teacher and student through the relatioNghgn the students feel

good and their wellbeing is accded for, there can be attention for other areas such as

learning. Al these aspects are rather similar to the principieterlyingEBL therapy.

3.2.3Humor and sarcasm

Making a joke can be a way for teachaeare and s
experiencing the relationship together in a fun manner. It can be a way of establishing contact

or a specific manifestation of the relationship between teacher and student through the
interactional proces#lumor and sarcasire certainvaluejudgments thatanbe assigned to

the content ofnteractionsbetween teacher and studerBgcause it is a manifestation of a
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positive interaction between teacher and student and can therefore contribute to a positive
relationship between the two, it is peated as a separate clusterrefational apectsin the
Additional results concerning relationships

Perceptions

Some teachers verbaltzehat they rake jokes with studentdind it important tohawe fun

with students andnakeuse of humoriin their teacing. Howe v er , the “humor’
mostly part of the description of a bigger concept, such as the importance of having individual
moments with the students. Therefore, the perceptions of teachers in which the aspect of
humor was included are classifiadder different categories. This mainly regards the cluster
‘“equal ity aindhichieig adgressed that aytéacher has to show that she enjoys
contact with their students and the importance of having individual moments with the

studentsyvhich can occur for example through making a small joke, is discussed.

Behaviour

Some of the teachers made usawhor & away to make contact with their students

A student says tdleganfi My uncl e came i n sechAnothégr wi t h
student saysi Wh o? Hi s g rMegadrespands éoy sayogng No, ndt d o
think his grandmot her andMegahdnd thei stidests stath e cr

laughing.(Meganin Observation)

The teachers could also make use of humor by deliberately exaggeratageipressions

(making an extremely surprised or extremely confused face), their voice or their body

language.
Hildreth asks one of her students a relatively easy queétionWh a t I's the nar
new king of t).Alee sthdert dnswerk laprestisntarectlyd Wi -1 e m

Al e x a)nHildrathdgives the studentnaexaggerated thumbs up and batlacher

and student have taugh (Hildrethin Observation)

The previous fragmentshows thatthe use of humor is related to the narbal
communicationbetween teacher and student. It could be recognized that it was associated
with more forms of noiverbal communication, for example winking. Winking was mostly

preceded by a joke, or a sarcastic comment, after which the teacher winked at the student it
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wasaddressed to. The fragments in which this could be recognized are displayedustire
‘nonrver bal communication |/ body | anguag-e’ . I
verbal communication in an overarching cluster, because different formsdiffénent

purposes could be recognized in Hahaviourof the teachers.

Some teachers make use of humor or a sarcastic contmentrect students and to let them
knowwhat is expected of them.

Sandyaddresses a student who is not working on hiscesess by sayingi Wo w , y ou
are wor ki ng v &hmeytuderdookd at her, grabs hid pen asidrts to

make his exerciseSandylaughs, walks towards the student and slightly grabs his
arm. The student looks up and shows a little sn@landythen starts her round

through the clasgSandyin Observation)

The previous fragment revealed that the joke was made within the relationship between the
teacher and the student. The teacher accompanied the comment with a laugh and a pat on the
arm. The studnt responded by smiling to her and it is not until after this reaction, that the
teacher started her round. It is because of the relationship and the context that is created by the
teacher, that she can make such comments and the student visibly acaadtssiable to

move on.

To conclude

These fragments reflect the importance of context and display why the relationship between
teacher and student is essential in the understanding and interpretation of separate
interactions. A joke that is made outsiofethe relationship between teacher and student, for
example at the expense of a student, can be rathefuhaBut when there is a good and
healthyrelationship between teacher and student, even sarcastic comments or little jokes at
someone’ s néermaden k& is allcabout the relationship in which the joke or the
comment is made and the situation that is built around it. Slightly grabbing the arm, or
winking at the student after the jokeay put the remarkn a properperspective. When a
decent, &able and positive relationship has been constructed between teacher and atudent,

lot is possible.

74



3.2.4Physical contact

Physical contact, as observed in the behaviour of the teachers, can serve many different
purposes and has an important role watlihe interactional process and the relationship
between teacher and student. Physical contact can be associated with the establishment of
contact, amongst other aspects within the relationship between teacher and student. Therefore,

it is briefly discusse as a separate cluster

Perceptions
In the perceptions of teachers, there is attention for psychical cdrveten teacher and

students.Teachers mostly verbalized the purpose of the physical corttacstimulate

students, to compliment students, wtablish contactetcetera Therefore it is decided to

classify these fragments into the most fitting categprmdsch is mostlyassociated witlthe

purpose of the physical contaéragments regarding the perceptions of teachers on physical
contact canhter ef or e mai nly be found I n t he cl us

‘“stimulating and .motivating the students’

Behaviour
There are teachers who make a lot of physical contact with their students, for exgmple b
giving them pats on the back tmuchirg their arms when they talk.

The students are working on their exercises@ohmakes a rounthrough the class.
BeforeCorastarts to talk to the students about the exercstes|ays her hands on the

shoulders of the studeahd makes eye contacCdrain Observation)

When a student gives the correct answer to the qudstele asked him, sheubshis

hair, while she smiles &im andsays:i Go o d . (Noellbi Observation)

To conclude

The physical contactserves a®stablishing contact with th&udents. This way of making
contact meets the fundamental needs for healthy attachiherdan establish a sense of
security and lets the students know they are seen. Howmeamtextualizeghysical contact

is notsufficientto establish decent contdmetween teacher and student. It has to occur within

the relationship and it has to be followed by behaviours that sequence the established contact.
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3.2.5Nonverbal communication / body language

Non-verbal communication plays an important role inititeraction process and therefore in

the relationship between teacher andisti. Relational thinkingis completely imbued with

the importance of body language and +vembal communication. It can be found in the
concepts of ‘“heal nbypmenttacAménonemantd tahtocc
modality, such as vocal, respiratory, facial, gestuoal movement.Because noiwerbal
communication caroccur in different forms and caserve different purposes, it can be
classified under different clumts as well. However, notabilities regarding +vembal
communication could frequently be observed in the classroom pradtiegefore it is

decided to cluster these fragments and present them in the same category, as opposed to
breaking them down andadsifying them in the categories associated with their purpose.

Perceptions
Just as inthe Physical contactluster the teachers did verbalize the role of +vanbal

communication in their perceptions. It was mostly used to stimulate students, tontet the
know they were seen, to correct student or to establish contact. The foraverbah
communications were classified in the category that covered the pugacbers verbalized
they had. Therefore, perceptions about-merbal communication can mainlg boundin the

Clusters at t un‘eempewal’i,ty and reciprocity’ and ‘ sti

Behaviour

A great deal of the relational asped perceived through the namrbal communication of

the teaches, which can be expressed iiffefent forms. One othe ways in which teachers

make use ofmonverbal communication is by establishing eye contdidtis was mostly

followed by a verbal instruction or question, or a form of-merbal communication. This

could be to address the student behavi our , to ask them a gt
opportunity to answer questions in front of the class.

Hildreth asks the students a question andhtbeks around the classroom. None of the
students raise their handgoovidean answerHildreth makes eye contact with one of
the students. When the student looks baclkadreth, Hildreth nods her headThe
studentsaysi Uu u h h | . (HildrethnnkObslergation)o

The established eye contact can be followed by facial expressions. Someeaictiers use

their facial expressions to display their ofr
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did not correct students verbally, but made eye contact and showed through their facial
expressions that they were not pleased with the behavibuheo student. The facial

expressions could also be used to compliment students, for example, by smiling at them.

The students are working on their exercises, but there is one student in the back of the
class who iccupied with something else thars work. Lindsaymoves her head, so

she is in the line of sight of the studewWhen she establishexye contact with him

she makes a surprised facial expression. The student lodkedstay s f ace an

immediatelystartsto work. (Lindsayin Observation)

Ancther way to follow the eye contact, is through lip syncing words or a question. This could

be used to check whether students were doing okay or finished their exercises.

WhenWilma is walking through the classro m, s he | i p sigighedhs wor c
ard “ One? to students who seem to be done with making their exercises. The
student mostly responded Ipddng, orby al so | i p symesgbring wo
“ N” back to her(Wilmain Observation)

Teachers also made use of gestures. This could eitheldiestadents know they were doing

a good job, or to correct them when they showed unwanted behaviour.

Lindsaygives the students who are finished with their exercises a thumbs up and she
smiles at them. In response, the students smile back at her anthtilehe exercises

are going to be checkeploupwise (Lindsayin Observation)

When students come running into classlma makes a slow, downward gesture with
her hands, signaling the students that they have to slow down. The students see

Wilma' s ugeeasdtreduce their pag®Vilma in Observation)
The gestures could also be used to ask the students questions, or to check their progress.

Birgit is looking at a student, who seems to have trouble with making his exercises.
Birgit makes eye contact withe student, puts her thumbs up and lip sgncHay?
The student nods approvingly to the teacher and continues with making his exercises.

(Birgit in Observation)
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Another form of norverbal communication that was noted in teachsrihat theysometimes
winked at their students. This was mostly preceded by a joke, or a saccastient after
which they winked at the student it was addressed to. Most studaated bysmiling or
laughing at this

One of thestudens$ is not participating in the circland stands alone on the side.
Sandysaystohim:AJust | oi n us ndto nb,iafteehdach she ginks | s dc
at him. The student smiles ®andyand walks towards the middle of the circle.

(Sandyin Observation)

A student is moving overly busy oimsichair.Hildreth walks up to himstands behind
him, lays her hands on his shoulders and sAy®&t her t han t hi s, S

Ma r kTheostudent looksp andHildreth winks at him.(Hildrethin Observation)

To conclude
These expressions of neerbal communication can be recognized iffedent concepts
throughoutrelational thinking. In the presented fragments, the different expressions -of non
verbal communication are mostly used to respond to the students or to initiate contact with
them. Througha simple gesture, a student can be notified that he is doing a good job, or that
he has to pay attention. It can make a student feel cabfeih a simple wayor let the
student know that he is seen. The 4venbal communication plays a rather essembéd in
the entire interactional process between people.

The mother makes contact with the child, the therapist with the client and the teacher
with the student. Nowerbal communication is used by the teachers to establish contact with
the students, foexample through eye contadiloreover the use of for example facial
expressions and gesturessdthe ability to dynamically alter the behaviour of someone else.
But, as issaidin the Introductionii A f aci al expression, such as
discrete information about the smiler. Rather, the meaning of the smile depends upon the
relationship bet ween Thiseeassntiatl at theseaexpessions®f p ar
nonverbal communication get their meaning in the relationship betwedmeteaicd students
and that itdepends on the specific relationship, in what way they are perceived and
interpreted.

EBL-experts would say that the aspect of 4wvenbal communication is typically
connected to Emerging Body Language, because an EBL intenvemttherapy is based on

movement and movement is by nature a-werbal way of communicating. They would
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argue that It i s rat her obvious t -kiesbal per c
communication / body | angueaedgsHowerer monverltae sent e
communication was not discussed as a concept in the theoretical framework and thetefore n
presented in the section of Riefined categoriesbecause the emphasis in the theoretical
framework was on the definition ofgmod anchealthyrelationship from an EBL perspective

rather than on the principles underlying EBL intervention or ther@pgrefore, the results

regar dianygerbal boenmunication body I|aa hegfavuadyire thé&dditional

results concerning relationighs.

3.3Non-relational behaviour

In the preceding sectiongglational aspectthat could be recognized in the perceptions and
behaviourof teachers were presented. But in some teachers, behaviour that can be interpreted
as nrred at i on aldaswell. The presentaton of ¢hese behaviours contributes to
the creation of ammage of the way in whickelational aspestarereflected inthe educatioal

setting To sketch how this was observed in the a ¢ hebavisuf a couple ofield notes
regarding some teachers will be presented. The first couplieagmentscome from the

observation that was conducted wilbsiree

Desieeannounces that the | esson wild/ be abol
more of a comprehensive reading lesBom the text book. She starts the lesson with

the creation of a word web about communication methods, which has no clear link to

the rest of the lesson conteBresireetherefore makes a bit of a confused impression
throughout the observation amdesnot seemto oversee the whole class that well.

(Desireein Observation)

When the students finish an exercise and it is being discuBssieeis generally
positive towards tihhWow, utdleaatt si' s coinc¢ e . bWhy
t h i)slr?same of these situations, she responds in an overly excited manner, which
almost seems a bit like overacting. She can then act extremely positive as a response to

a nor mal "’ answer to a quidsveisome pBolbbt i pri

a ma z i).(Dgsireiin Observation)

WhenDesireewalks away from her students, they often roll with their eyes, or laugh
behind her back. This substantiates the idea that the students do not seem to take

Desireevery seriously most of the tim@esireein Observation)
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Some students who talk througfesiree s i nstructi on, she igno
groupwise and others she addresses individually. The manner in Mleéshreereacts
to the behaviour of the students, is thereforquite inconsistent (Desiree in

Observéion)

These observations suggest thatireetries really hard to connect with the students, but does

not always succeed. It seems like she does not have a good overview of the class, which
makes her come across as messy and confused at times.is\Mhatble aboutthese
observatios, is that they do nahatch theperceptionsthat Desireeverbalized during the
construction of the Mntal Class Magn the MCM, Desireestates to findhe wellbeing of the
studentgatherimportant, spends a lot of time taly with the children about how they feel

and tries to give them the feeling they are seen. She also states that she tries to be a part of the
group process and that she wattts students to let her know what she cardifi@rently.
Desireeclaims to have good interactio with her students, that sheakesjokesandhas fun

with them.However, from the observation, a different image arises of her actual behaviour in
the classroom. Thigacongruencybetween the verbalized principles regarding teaching, as
discussed in response to the clips and in the MCM, and the actual behaviour of the teacher, as
observed during the observation, can be seen in teaches. Sofiais anotheteachemwhose
behaviourdiffers from her perception$Sofia states that she knowsw to best reach all of

her studentsand that she does not really haeeput effort inmaking contact with some
students, this goes naturalf§ofiaalsosaysthat shenvolves students who are focused on her

with the rest of the group and to bring stotdewho are focused on themselves in contact with
other studentsSofiat r i es t o bring ‘the fun’ across 1in
know that she enjoys teaching them. However, from the observation, a different image arises
aboutSofid s hing and the way in which she stands in front of the classouple of
observations that were conductedSiofid s c¢ | a s s r ibustnate hper aateadbehaciaur

in the classroom

Sofia is talking to one of her students and another student shoutsrtfrdm a
distancen Teac her , I f Safiaddectly siopsetalkgn@ te tiesstudent she
was having a conversation with and responds to the student with the seeds by saying:

AThen wal k by everyone.(Sofiain Obseevatim) r cl e and

The lesson is about to start and the students are waiting in the circle. At the last

moment, one of the students from outside the cielts she has to go to the toilet.
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The teacher says to the children inthe cirilld: have t o h etoilet sbhe
I wi || b eand shegwalks obt afdhe alassroom. $hawayfor about five

minutes, while the students remain seated in the c{@tdiain Observation)

During her round through the class, the teacher is helping one of her stwidbrda

r to

exercise. In the middle of her explanation, she spots another student who is using too

much soap while she is washing her harfisfia stops the explanation and walks

towards the sink. She say8:Shant ana, you are gett.i

se e When the teacher is finished at the sink, gbes to a different student who has

his hand up in the air with a questig8ofiain Observation)

When students get up off their se&@sfiacorrectsshem only half the timand ignoes
them the rest ofhe time.She thereforgespondso her students in an éongruent

way. (Sofiain Observation)

ng t

When a student randomly screams through cléeBal ooks t he students

with her eyes and looks awa$ofia often makes a bit of an annoyed or ireiz
impression during the observation, mostly through her-veshal communication

(sighing, irritated facial expression, rolling her ey¢Spfiain Observation)

These observations substantiateraaher messy and imgsive atmosphere during the
observabn, in whichSofiawas mainly occupied with responding to the studdmiaviour
Sofia reacted verbally or psychically to almost everything the students initiatedhand

guestions the students asked could count on an immediate response. WBeafiewsas

busy with the content, an action from a student which she would respond to, would

immediatelydistract attention from her teaching. It segihlike Sofiais quite impulsive and

responds tonanythings that are going on in the classroom.

3.4 Perceptiors - behaviour

In both teachers from the previous section, the perceptions they verbalized in response to the

clips and the MCM could not be perceived in their behaviour during the observation. These

teachers show a difference between their verbalized mteone and their actual behaviour.

However, there are also teachers whose perceptions are congruent with their observed

behaviour This was, for example, the caseMfiima® s ¢l assr oom; she
offers to the needs dlie different groupsf studentsWilma supports the weakest didactical
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group by helping them to get started and by providing assistance with the construction of
answers andghe helpshe strongest didactical group by reflecting on the learning process
together with the stuas and jointly checking the answers on the assignment. This is in line

with what she stated to value as important, namely that students are all in need of the same

t hings, such as *“didactical support eand

Y
manner in which these aspect are providad to be attuned to the particuttmdent.Wilma
alsoaddresses the students inatherpositive manner and when she tries to correct students,

she initially does this by complimenting other students. Thisl$o in line with the
perceptionsshe verbalized in response to the clips and the MCM. Another teacher whose
verbalized principles regarding teaching show great similarities with the observed behaviour,

is Sandy For example, she stated that she triesateehndividual moments with her students,

by making jokes, giving them a pat on the shoulder or talking to them in dialect. All these
different aspects were observed multiple times, with multiple stude@andy s c¢cl assr oo

practice.

Thus, in some of lhe teaches, there isa clear congruencybetween their verbalized
perceptions and the observiedhaviourin the classroom. In other words, whaaches say

theydo and find important and what they actually do in the classroom practice matches. In
otherteaches, thiscongruencycannot be recognized and tteaches ° v er bal i zed pe
do not match their actuddehaviour It is not always as clearcutas it is described in the

previous examples, but whdeachersstatethat theyvalue certain aspects @asportant in

their teaching, and almost the opposite can be observed in the classroom practice, one can
speak of a certain degreeintongruencyThere is a big grey area as wélgcause there are

also teachersn which some verbalized perceptions cantiply be recognized in the
classroom behavioumhis makes you wonder in what way both these concepts, the principles
teaches verbalize regarding teaching and the achedlaviourthey show in the classroom

practice, can be linked to eacther. Askingeaches what they find important, turns out to be

a predictor for their classroombehaviouronly in some cases. This contributes to the
discussion about the link between perceptionskatdviour In what way are these concepts

linked to each other and w&haspects influence this assumed connection? The fact that in
someteaches the verbalized perceptions aatherdifferent from the observedehaviouy
contributes to the question what tredueof researching perceptions actually is. What are you
measuing when youstudys omeone’ s perceptions? These are

analysis of the data and thmatght be interesting for further research
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3.5Conclusions
3.5.1Perceptions

Perceptionsare considereda collection of different typesandv el s of the teach
attitudes, cogniton@ nd per cepti ons. 't may refer to thi
the student s, wh at they find 1 mportant or
perceptions of their own behaviourhe perceptionsthat areverbalized by the teachers in
which relational content can be recognizedpstly pertain to their personal values and the
justification of why they do the things they do. Teachers verbalize what they find important
aspects in the teacty practice, for example the wellbeing of the students. They also
verbalize the way they give meaning to different aspects within the teaching practice, such as
the approach towards their students. The perceptions of the teachers also focus on the role
they have within the classroom practider example the realization that the teackhould
display model behaviour.

Mor eover, t he t e ac hathersoncrete endcenpetnith@in @vn ¢ a n
behaviour: why they do what they say they do in their cd&ss practice. This is often linked
to the enhancement of t he sdgrawthénheisconfidergd | bei n
establishing and maintaining contact as weltld@erent ways tostimulate and motivate the
students. These perceptions deritom certaingeneral thoughts thaubstantiatea t eac her s’
approachlike putting trust in students, managing an initially positive approand attuning
to the students n elrdtidtiig smal| personal conversations and stimulating the students
through winks, smiles or smaliesturesare sed to positively affect the wellbeing of the
students and to enhance the relaiop between teacher and studeAtl these different
aspectsare key values that angresent in the mindset of tieaches at alktime and that form
the basis of their behaviour. It substantiates the way in which teachers perceive and interpret
their students as a whole and the way they relate to the student within the relationship.
Relational content can be recognized in differemele and in diffeent forms of perceptions.
The ‘relational perceptions cannot be seen as a sepa@te ea i n t he teacher’
have to be seen as aspects in theinsic basis of teachers from which the entire
interpersonal relationship betwetacher and student is interpreted. This méaaisteachers
who relate tarelational thinking, have a mindset that is imbued with relational nonide
relational perceptionglo not pertain to a specifiseparatearea, but are intertwined in all
areasand levels of perceptions within the mindset of the teacher that regard their relationship

with the students.
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3.5.2 Behaviour

Relational aspectsould be perceived in the verbal interaction between teachers and students
during the observation. Personaheadotes from the teacher or small -@meone
conversations between teacher and student can have a certain relational load to them. Also,
the teachers can verbally stimulate and motivate students or make jokes with them. The tone
of the voice can be attuddo the students and a message can be brought in a humoristic or
sarcastic way. However, the majority of the relational aspects can be recognized in-the non
verbal communication and the body language of the teacher. The teacher attunes her posture
tothest udent , |l ays a hand on the student’s shi
making a joke.

During the observationteaches make use of a lot of different aspects aede
individual moments with thetudentsThese moments can occur in differ@rays by making
jokes, having a personal chat with the students, giving thpat an the shouldeetcetera. It
is difficult to clinically and objectively describe these individual moments, but they can best
be seen aSmoments in which teacher and statl share something through their relationship,
despite of the rest of the class being present, which lets the student know that he or she is
noticed.

The behaviour that is perceived as relatiocah occur at different levels and in
different forms thraghout the observatiort can be as nch as a pat on the shoulder or a
joke the teacher makes with a student. When this occurs within the rdigtidretween
teacher and studei which they are equal to each other and the teacher attunes to the
student it can be considered as relational Ther ef or e, It Iis not so m
specific behaviour), but mostly about the °
rather similar to the description of positive and negative interactiohg imtroduction.

This also leads to the conclusion thigtcontextualizedehaviour des not say that
much about the relationship between teacher and student. Behaviour has to be seen within the
context of the relationship arderefore, it iswithin the relationship that meaning givento
behaviour Analyzing adecontextualizetbehaviour or interaction does not mean anything: it
has to be assessed within the relationship. It is the relationship between teacher and student
thatenableghe interpretatiof behaviour

Most aspects that are observed in the te;
implemented in theiteaching. It seems to be something that the teachers consider normal or
obvious in their teachingnd it is unclear whether they knowigglse these aspect to reach

certain objectivesThe teacher pats the studentthe shoulder, makes a joke with the student
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or tells a personal anecdote. The use of these aspects is not much of a reasoned process that is
cognitively substantiated. Theseear most |y aspects that come fr
behaviour and are more associated with the teacher as a person, than with the teacher in her

role as a teacher.

3536 Rel ati onal aspectsod6 in the educational se
To summarizetelational aspestin the educatioml settingare reflected in different levels and
in different formsthroughout theperceptions beliefs, attitudes, cognitionsnd also the
behaviour & teachers. Relational aspeatan mainly be recognized in small, informal
moments ingdead of being explicitly managed by teachershimithe teaching practice. They
cannot be seenas asepa@mteea i n the teacher hesinterpersorthls et a
relationship between teacher and student is condactédnterpreted from aimtrinsic basis
which containsa certaindegree of relational aspects. Because relational asprectsvolved
at the intrinsic basis of the mindsethey are subsequently intertwined at moomscious
levels and in more practigee | at ed ar e a speraegtionsard déehavieua. dlise r s’
means they can be found in the perceptions of teachers and perceived in their behaviour at
different levels and in different wayRelational aspecirethereforeconsidered to be aspects
at different levelsand areashroughout the perceptions and behawiof teachers that emerge
from the inner urge of the teaehto establish and maintain a good and healthy relationship
with thestudent.

There are similaritiesecognizablebetween the verbalized perceptions andatieid
behaviourof teachersregardingthe reflection of elational aspest For example making
small, personatonversationgphysical contagtand stimulating and motivating the students in
various ways This indicates that teachec®nsciously implementhese aspects in their
teachingpractice However, most of the relevant and vdileainformation concerning the
relational aspects in the educational setting derives from the observations. This is mainly
because the observations are a way to observe howetsaeltually act. It exposes
behavious the teacherdo not verbalizevhen theytalk abouttheir perceptionsoncerning the
relationship with their studentk some teachers, it even results in an entirely different image

and the exposure of rather di#et behaviour than they verbalized during the interviews.

Theway teachers ‘ us e’in theih teachingsl nott muchnohd a s p e
reasoned, cognitively substantiated process.
behaviour Most aspectdha t are noted in the teachers’ b

seemed to beéntuitive, natural behaviourthat weresubconsciously implemented in their
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teaching. The use of these aspects comes from within the teacher herself, more than that it
comes fromhie role the teacher has in fronttbe class. These finding®incide nicelywith

the perspective of Emerging Body Language on relationships and the way EBL principles
substantiate the concept of therapy. The entire EBL perspective on therapy is bérsedsen

of this intuitive, earlyestablishedbehaviour by the therapist. In the Discussion section, the
characteristics of relational aspects and the role of intuitive, natural behawmouhe
educational settingill be discussedurther.
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4. Discussion

By answering the research questiotdow ar e O0r el ati onal aspectso
s et t therrgsuls of this study will becapitulatedWe have shown that relational aspects

are reflected in different areas and dksv of the perceptionand behaviour of teachers.

Rel ati onal perceptions could be recognized
students, what they find important to ds teachers and their perceptions of their own
behaviour. Relational aspectppear to be implemented in the behaviour of teachers
consciously as well as subconsciously. The aspects that were implemented consciously were
the aspects the teachers verbalized to use in their teaching and that could be recognized in
their actual behawur as well.

The results have also shown that a rather substantial proportion of the relational
aspects in the behaviour of teachers were more intuitive, natural behaviours which teachers
did not verbalize in their perceptions and that seemed to be sdmosly implemented in
their teaching. The teacher pats the student on the back, gets at the same height as the students
when they talk or winks at him. The use of some of these aspects was verbalized by some
teachers in their perceptions, but a great dethe relational aspects that could be recognized
in the behaviour of the teachers were not. These intuitive, natural behaviours that seemed to
be subconsciously implemented could not by recognized in all teachers. The use of some of
these relational @ects in the behaviour of teachers does not seem to be much of a cognitively

reasoned process, but relies more on intuitive and sometimes subconscious behaviour.

The results also show thats n o t SO much about the ‘“what
ofthe teacher s’ behaviour . I n ot her wor ds, t h
specific behaviour is displayed by teachers,

to the studentsThe meaning of behaviour always emerges in the relatiphstiveen teacher
and student, which means that analyzing decontextualized behaviour does not provide
valuable insights and information. When the behaviour of teachers is addressed, the focus
does not have to be on the decontextualized behaviour, buteoreltitionship between
teacher and student in which the particular behaviour occurs. This is rather in line with the
theoretical principles that were presented in the Introduction.

We have also shown in the results that se@aehers/erbalize that theylo or value
certain aspects in their teaching, while this cannot be recognized in their actual behaviour.
There is incongruendyetween theerbalized perceptions and the actual behaviour of teacher.

Some teachergossess the languado adequately talk alt theirrelationship with students
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and verbalize what is important within this relationship, but display differenvimeimaluring
the observation of thelassroom practiceThey possess the pro$esnal jargon they might
have picked umuring presence and inservice teacher educationverbalize whagaspects
are important inthe relationship with student8ecause of the incongruency that is found
between the verbalized perceptions and the actual behaviour of teachers, the results of this
study woutl have painted a rather different picture of the way relational aspects are reflected
in the educational setting when only the perceptions the teachers verbalized were included.
The results have therefore also shown that the observations provided thaluaisle
information for this study. Teachers can verbalize a lot of things during the interviews based
on the clips and the construction of the MQt in the endit is the observations that show
how teachers actually act in their classroom pracfidesir actual behaviour sometimes
differs from the perceptions they verbalize and it also exposes some forms of intuitive, natural
behaviours teachers often do not explicitly verbalize, for example, physical contact, adjusting
the posture and various forraEnonverbal communication. Talking with teachers about their
perceptions on relational thinking creates a certain image of the way teachers value this way
of thinking, but it does not necessarily say anything about their actual behaviour in the
classroom It is their behaviour that shows to what extent teachers actually make use of
relational aspects in their teaching practice.
These are the main conclusions that derive from the study results. Next, the

implications of these conclusions for differentagevill be discussed.

4.1Beingintrinsically relational - A necessity for working in a relational manner?

This study has shown that rather substantial proportion of the relational aspects in the
behaviour of teachers are more intuitive, natural behasj which teachers often do not
explicitly verbalize in their perceptions and that seem to be subconsciously implemented in
their teaching. Most teacher verbalized relational aspects in their perceptions, but not in all of
teachers these aspects coulgoabe recognized in their behaviour. Some teachers display

more relational aspects in their behaviour than other teachers andhecafiore be assumed

t hat some teachers ar e mor e r el atWilma al t h
andSandy a large number of relational aspects were found in their perceptions as well as in
their behaviour. These teachers can be considergdhsicallyr e | a t It seeama liké&he

relational aspects that were recognized in the perceptions and behavites®fteéachers

come from arintrinsic basis; who they are in their ceself. Perceptions and behaviour and

therefore the teachethemselveshave many different layer®r levels It has already been
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described thatpe r ¢ e p in this stwdyare considereda collection of different types and

l evel s of the teachers’ beliefs, attitudes,
teacher s’ opinion on what I's good for the s
concern more concrete perceptiaisvhat teachers state to do in their classroom. Relational
aspects play a part at the most intrinsic |
perceptions and behaviour of teachers emerge from this naturalrbitispalaspects have

to beingrained in tle intrinsic basis to enable the emergence of e | a perceptioas|and
behaviour.The role ofrelational aspects catherefore best bgerceived as values and
principles of relational thinking beingeeply rooted inthe most basidayer d teacher
functioning from which subsequently all othemore concretgerceptions and behaviour

derive. This means that it is not possible to decontextub&havior, that is, view behavior

without taking into account the intrinsic relational basisnieeges from. When a teacher is
intrinsically relationalthis also affects the way she engages in the interpersonal relationships

with her students, because the way the interpersonal relationship is constructed also derives
from the teaatoeatbassl t nt si sbBownrehat some t eac
nature, which means that working in a relational manner has to do with who the teacher is, her
coreself. The teacher has to letrinsically relational to enable working in a relational

manrer. However, the presence of this intrinsic relational basis by itself is not considered
sufficient for working relationally. The teacher also needs to possess certain skills and

competencies to translate this relational basis to actual behaviour.

4.2 Easier said than done Differences between teachers
Cleardifferences between teachemserged from the finding$However, the resultsection
only concernedelational aspects that are displayed by teachers, which leads to some teachers
being discussed me often than others. This is because the study was conducted in a rather
open manner and relational aspects were filtered from the entire data set. Therefore, a lot of
teachers who did not really bring ulpgeta el ati
sense of the actual differences between the teachers, one can read the Vignettes in the
Appendix. Inthe appendixa summary of each teacher in this study with respect to all three
research instruments is displayed.

To show differences betweeratderset us focus here otwo differentteachers who
participated in this study. The results showed Wdma is rather capable of verbalizing the
way she approaches her students. The perceptions she has of her own functioning and the way

in which sheutilizes different aspects in the approach towards her students, appear realistic
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and similar to the behaviour she displays during the observ&aiia displays that she, to

some extent, also has the ability to describe her relationship with the studibate
verbalized perceptions create a certain image of her approach towards the students. However,
this image is not congruent with the observed behaviour and the way she actually approaches
her studentswWilma andSofiaboth have the language to talkoalb their approach towards the

class and their relationship with the students. A major differdraveever is that only one of

them is able to translate this into the teaching practice, or at least, in only one of them the
verbalized perceptions can be&aognized in the teaching practice. There are clear differences
recognizable between teachers regarding the way in which they give meaning to the
relationship with their students. However, these differences can best be perceived in the actual
behaviour oflhe teachers as opposed to their verbalized perceptions. When we Stk

and Sofia they actually show similarities in their verbalized perceptions, but differ

enormously in their actual behavio&o, what can we learn from these two teachers?

4.3 Teachers talk the talk, but do not always walk the walk

Some teachershow congruency between the perceptions they verbalize and their actual

behaviour, but in others there is soch congruencyTeachers can verbalize a lot of things

during the interviewsbut in the end, it is the actual behaviour they show in the classh@m

is most important for assessing how they @heresultsrevealedhat certain teachers possess

the languag to adequately talk about thelationship with students and verbalizhat is

important within this relationship, but display different bébar duringthe observation of

their daily practice. They possess the preif@sal jargon they picked uguring for example

preservice teacher educatjdn verbalize whatspects arenportant withinthe relationship

with students. However, the verbalized perceptions could noedmgmized in their actual

behaviour and therefore there is incongruency between the different concepts within the

teachers’” funct i onscande putDarward orthesmdivergmgbeHaaonrat i o
One is, thattiis a natural phenomenoftumanbeings are notongruentwhen it

pertains taheir perceptions and behaviours. Aj2@é891) put forwardhe Theory of Planned

Behaviour (TPB) trovide anunderstanding of how people make decisions in any volitional

behavioural domain. He states thahavioural intentiongre formed by amttitude toward

the behavioura subjective normand theperceived behavioural contrgseeFigure5). The

translation 6 behavioural intentions into actual behaviour is influenced bypiéreeived

behavioural controland theactual behavioural controlThe perceptions of the teachers in

this study mostly correspond with the descriptionbehavioural beliefsand behaviourad

90



intention of the TPB.A behavioural beliefi s an i ndividual s belief
particular behavioubased on the subjective probability that the behaviour will produce a
given outcomgAjzen, 1991) The behavioural intentions an indicatonrof an i ndi vi d
readiness to perform a given behaviour, which is assumed to be an immediate antecedent of
behaviour (Ajzen, 2002). Ashownin the schematic description of the TRBeg concepts that

are regarded perceptions in this study concern drftel®/els ofthe TPB It can also be
perceivedthat many different concepts influence the manner in which a certain belief is
eventually (not) translated into actual behaviour (engrmative beliefs, control beliefs,

actual behavioural control). Succadsperformance of behaviour depends on the degree of
control a person has over internal (individual differences, information, skills, abilities, power

of will, emotions, compulsions) and external factors (time, opportunity, dependence on

others) that mayniterfere with the execution of an intended action (Ajzen, 1991).
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Figure 5 Theory of Planned Behaviour (Ajzen, 1991)

Studieson TPB found that the most important predictorsaofualbehaviour in teachers are
thebehavioural intentiorand theperceived behavioural contr@lesus & Abreu, 1994). Other
studies found that thattitude toward the behaviowand theperceived behavioural control

were the most important predicator of thehavioural intentionin teachers (Armitage &
Conner, 2001)Many different studies regarding different areas show that people often fail to
act in accordance with their verbalized intentions. LaPiere (1934) on racial prejudice showed
that a Chinese couple was admitted and received at 95% of all hotels, motelsa ¢baster
attended, yet in a response to a letter of inquiry, 92% of the establishments replied that they
would not accept a member of the Chinese race. Fishbein, Ajzen, and Hinkle (1980) showed

that in the presidential election of 1976, which pitted JimmiteCagainst Gerald Ford, there
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was a difference between whom people said they would vote on and what they actually voted.
Therefore, investigators of this domain do not view the construct of intention as a primary
determinant of voting behaviour. In thedith domain, between 26% and 57% of respondents
failed to carry out their intentions to use condoms, to undergo a cancer screening, or to
exercise (Sheeran, 2002). A study by Brown, Azjen, and Hrubes (2003) showed that in
college students who voted in lotpetical and real payment referenda to contribute a certain
payment to a scholarship fund, the proportion of hypothetical yes voters exceeded the
proportion of real yes voters by up to 48%. These are all examples of studies in which people
show incongruery between their verbalized intentions and their actual behaviour.

As proposed byhe TPB, the incongruency may also be due to internal teacher factors,
such as a lack of skills, abilities and competences to convert attitudes, beliefs and perceptions
into behaviour The teacher mighbave theintention to act a certain way and possess the
language to verbalize what she wants and what is required in the relationship between teacher
andstudent, but does not have tality to convertthis into actualbehavour. This aspect is a
cornerstone of Heider’'s *‘naive analysis of
incorporated it into their Theory of Correspondent Inferences. Evidence for this analysis is
abundant and it seems selfident that successful pernfeance of an intended behaviour is
contingent on the presence of required skills, abilities and competences (e.g., Weiner, 1974,
Azjen, 1991).

The teacher mighalsothink that she actually does behave the way she verbalizes in
her perceptions, but at tmoment ofthe observationestimate that this behaviour was not
required or appropriate. The teachdsehaviourthusdepend on the contextThe behaviour
of the students, whahe hago respond to, the situation in the classroom, the time of the day,
etcetera. The teacher assesses what kind of behaviour is required within the specific context
and adapts her behaviour to the context. This can also lahd teacher assessititat the
specific context does not require the behaviour she verbalized. rélates to the internal
dialogue of the teacher, in which she weighs different options and determines what behaviour
is most appropriate to react to the current situafgog., Fenstermacher, 198®ecause this

internal dialogue takes place inside tkeatc her ' s mi nd, ibyt an oussiden o t be
Therefore, the options the teacher weighs against each lfwe she eventually makes a
decision cannot be examined hiyie researchert could be that the teacher deliberately
chooses not to use tain behaviour she verbalid¢o use, due to reasons she includethe

assessment of the situation in imdernal dialogue.
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With regardto the verbalized perceptions, the moment of the interview plays a crucial role as
well. This is in line with the irportance of external factors, such as time and opportunity, as
proposed in the TPB (Azjen, 1991).Héather the teacher hastight about a certaigquestion
before oris asked taconstructan answeto something she has never considered, affects the
responseWhen the question would have been asieasleek latera different answer might
have been provided. Because in the meantotierrelevantsituationsregarding this aspect
could occur or the teacher had time to think about the specific question andl l¢tea
information sink in This might have led tmoreor differentaspectseing takerinto account
andthe construcing of amorethoughout answer

A variety of explanationsan be brought up to account for tineongruencybetween
the concepts withint h e t e a c h e r Bhis comtributes to the discussgprabout the
complexity of the way these concepts relate to each ofthertranslation of perceptions into
behaviour is a complex, indistinct process that cannot be described through a sinaple line
model. Therefore, the way in which teacher behaviour is approached in some established
traditional educational theories and research on teacher professional development is rather
incomplete, oversimplified and outdated (e.g., Ball & Cohen, 1999; Be@d®@}; Putnam &
Borko, 2002). The way relational thinking can add something to the existing educational

theories will be discussed in the next section.

4.4So now what? Implications for theory

It is interesting toreview the different theoretical persgteres that are presented in the
Introduction and evaluate them in light of the research findings. Is it possible that theories
regardingrelational thinkingcan be united with educational science theories and the two can
complement each other in the wagtrelationship between teacher and student is approached
within Pedagogical and Educational science?

In contemporary research onterpersonal teacher behaviour, the perceptions of all
students in the class are aggregated to an average perceptian oftte ac her ' s beh
However, the intralass correlations are rather low, which means that one can wonder what
an aggregated average of totally different student perceptions say about a teacher. Within the
Model of Interpersonal Teacher Behaviour, odgcontextualized teacher behaviour is taken
into account. The MITB focuses on the behaviour of the teacher, but not on the response of
the students to this behaviour or the way th
This results in a ratmesimplified, decontextualized anohesided view oninterpersonal

teacher behaviourThe research on interpersonal teacher behaviour proposes generalized
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statements about t teacher. The teacher islirective or the teacher showselpful/friendly
behavour. However, this teacher does not exist, because she is based on the aggregated
perceptions of students of one class.

Relational thinkingassumes a different way of looking at teacher behaviour than is
managed in the research on interpersonal teaclhawiweir. Insights from relational thinking
and the results of the study display that meaning arises in the relationship and therefore,
teacher behaviour cannot be seen in a decontextualized manner. Relational thinking assesses
teacher behaviour within theelationship between teacher and student. Within the MITB,
teacher behaviour is seen separate from the relationship and as a decontextualized component,
but relational thinking always approaches it as part of the teatigntelationship.

To classifyinterpersonal teacher behavi@agdifferent profiles and label them based
on decontextualizedehaviours is also not in line with the more complex reality that is
assumed within relational thinking. Thaerpersonaprofile that is considered a good teach
within the research on interpersonal teacher behaviourHgpre 2) will not be a good
teacher for all students. Relational thinking assumes that every student is different and
therefore, every student is in need of an approach that is attuned to hien. This means
that it is not possible to define what a good teacher is in a fikegoersonaprofile, because
the behaviour that is required of a good teacher differs depending on the context and the
student.

From the perspective of relational king, it is not so much about what sort of
behaviour the teacher shows, but more about the way this behaviour relates to the student.
Teacher’' s behaviour has to be attuned to the
relationship. Therefore, vat is considered a good teacher differs from context to context and
from student to student. This means that the teacher has to be able to display different kinds of
behaviour to always adequately attune to different contexts and studéms.relational
conceps such as* att unaenmde n‘tr eci pr o cin tesearch am ieterpersonal u d e d
teacher behavioutthis wouldcontribute to the change perception of the teachstudent
relationship and the way teacher behaviour is approacdki@ehement and eciprocity do
explain why teacher behaviour cannot be seen as a fixed caheg¢ptaseight different
varieties (MITB), butis a changing, @apgive, complexcomponent of the teachstudent
relationshipthat is constaty influenced by various aspects,shto be attuned to different
contextsand students and therefore constantly changes.

Also, relational thinking considers tlhee a c felatioristsps with the students in her

class as different, individual relationships. Therefore, the aggregation dfea# different
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relationships in one teacher profile goes against the basic principles of relational thinking and
deval uat e s individeal relasoastif with thes students. This findinig congruent

with basic principlesn the work of Molenaar (@04), whopoints outthat psychology theories
should focus on explaining the behaviour of individuals and variations in this behaviour,
instead of focusing on variations at a populat®rel and geeralizing these for individual

cases He describes the dger of accepting the fallacy that a theory explaining differences
between individuals will necessarily explain variations within an individual. Molenaar (2004)
states that contemporary psychology is almost exclusively focused on variation between
individuals (interindividual variation [IEV]). Results thus obtained are considered to be
generalizable to the understanding and explanation of variation within single participants
(intrarindividual variation [IAV]). Classical theorems in ergodic theory, a brawoth
mathematical statistics and probability theory, show that most psychological processes will
have to be considered to be pengodic. For norergodic processes, an analysis of the
structure of IEV will yield results that differ from results obtainedmnanalogous analysis of

IAV. Hence, for the class of neergodic processes (which include all developmental
processes, learning processes, adaptive processes, and many more), explicit analyses of IAV
are required to obtain valid results concerning indigiddevelopment, learning performance,
etcetera The lack of generalizability of IEV can be illustrateddifferent contexts such as
psychometrics, developmental psychology, and personality theory. Molenaar 62§04%

that psychology as an idiograpltscience brings the dedicated study of the individual back
into scientific psychology, prior to pooling across other individuals. Each person is initially
conceived of as a possibly unique system of interacting dynamic processes, the unfolding of
which gives rise to an individual life trajectory in a highmensional psychological space.
Variations occurring within a population cannot be treated as if they applied to individuals
and an average score does not apply to any individual within the sample. Molénas Vv i e w
congruent with the criticism on the aggregations of all different student perceptions in one
generalized class perception.

The influence relational thinking could have on contemporary educational theories
about interpersonal teacher behavi@man be summarized in two main points. From the
perspective of relational thinking, research should focus on the interpersonal relationship
between teacher and student instead of targeting decontextualized teacher behaviour. Apart
from this, student percépns of the teacher should not be aggregated in a class average, but

research should focus on the individual relationship between teacher and student.
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The effect of educational science theories on relational thinking can mainly be found in the
specific ®tting that is offered through these theories, namely the educational setting.
Relational thinking is a general way of thinking which implies a certain approach to the

concept relationshinp and thereforeand egard
child, therapist and client, teacher and student. By framing the concerned setting, the general
principles of relational thinking can be applied and maybe slightly adjusted to the specifics of
the educational setting. After all, the relationship betwéeacher and student can be
approached fundamentally in the same manner as the relationship between parent and child, it
is neither the same kind of relationship nor are the same aspects and values involved.
Therefore, the manner in which relational thinkis realised differs between settings. In the
therapeutic setting, methodology based on relational thinking serves a different objective and
occurs in a different context than the teacher has to deal with in the educational setting.
Educational scienctheories can help portraying the specifics of the educational setting and
determine what aspects set the teachadent relationship apart from other kinds of

relationships, respktihgcinadambati bonoonfexel

4.5 What did this research method bring usReflection

As was discussed earlier, the results have shtvan the observations the research
instrument thathas provided the most valuable information for this studye intuitive
naturalbehaviour thats raher important withirrelational thinking an mostly be recognized
during the observations of teachHeastual behaviourSome teachers did verbalize the use of
these behaviours in their perceptions, bugreat deal of the intuitive behavioursaaswmnot
addessedThe observations were therefore important in detecting the role of these behaviours

in the teacher’”s classroom practice.

The results have also shown that in some teachers, there is incongruency between the
verbalized perceptions and their actualhdeour. Talking with teachers about their
perceptions creates a certain image of the way teachersretdtienal thinking, but it does
not necessarily say anything about their actual behaviour in the classfbemerbalized
perceptionf teachergnight display a certain level of skill and competence because of the
professional jargon the teachers possess, which can aldatkof distortedrepresentation of
their teaching practicdt is their behaviour that shows to what extent teachers actuakg ma
use of relational aspedtstheir teachingln other words,dachers can verbalize a lot of théng
during the mterviews, but in the end, the behaviour tebgw in the classroom is necessary to

assess how they actually act. This means that it isrratigortant toobtaina more* f -u | |
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fledgedp i c t af the teacherin which perceptions and behaviour are both taken into
account.

The study is conductedy meansof three different research instruments that target
di fferent c o n c e ptfanctioning. Mhe radvantage ofttresancutiethods
approach is that perceptions as well as behaviouinaodved. On the one hand, addressing
both conceptscreates a diverse image of the way relational aspects are reflected in the
educational setting. On thether hand this enables research to study the link between
perceptions and behavioult creates a new level of depth that could not have been
accomplished through administering only one research instrument. By targeting multiple
concepts in each teacher more completenage of the teacher mbtainedthan when they
would have been assessed with only one research instrument or only one concept within their
functioning was targeted.

The incongruency that is perceived in some teachers between theiptipmeend
behaviour, leads to the question what the value of only researching verbalized perceptions
would be for scientific research. What if this particular study was conducted solely based on
the perceptions of teachers? How realistic would the predgemiagebe, na knowing that in
some teacherthe behaviour they actually show in the classroom is rather different from the
behaviour they verbalized? When perceptions are addressegpétars that we gather
information aboutvhat teachers find importam their teaching and how thelyink they act
in the classroombut it does not necessarily say anything about their actual behaViour.
exclusivelystudyt eac her s’ perceptions do€s bredchtavd awr a
therefore verbalized prceptionsof teachers dmot necessarilprovide valuable information
for scientific educational research.

A disadvantage of the research method is the relatively short amount of &ine th
teachers were observed. Each teacher was observed for one Hoall #me results and
conclusions regarding the behavioural level were based on thisoomeobservationWith
regard totheir perceptions, teachers had the freedom to elaborate on whatever aspects they
wanted. But in the observation, when it concerned foe x ampl e a ‘ bad | esso
moment dtdheef i neacher s’ g e n e r &bsening ltha vYeacbeusr I n
extensively and repeatedly would contribute to a more valid image of their actual behaviour in
the classroonpractice This has tde taken into account with respect to the conclusions and
implications of this study.

These different aspects contribute to the discussion on how scientific research into

teacher’s functioning shoul d be c oerceptionst e d.
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and behaviour of teachers througdsearch involving interviews and observations. In this

study it is shown that the perceptions and the behaviour of tearesist of many different

layers. Drawing conclusions about why some teachers shaamceehaviour they verbalize

in their perceptions and others do not, cannot be based solely on two interviews and one
observation. In researching and understanding teachers in the teaching practice, it is therefore
important to continuously target both nuepts, deploy multiple research instruments
(interviews and observationand keep repeating this proceas® cr e@it @t v fat’l i ma
of teacher s. The congruenci es and i ncongr |
perceptions and their behaviour tlzeie found by researchers can be discussed with teachers

to gain more insight into their functioning and the link between these conBegides this,

teachers display the extent to which they actually work in a relational manner through their
behaviour.Further research into the waglational thinkingcan add value to the educational

setting should therefore emphasize observatibtise actual behaviour of teachers.

4.6 Emerging Body Languagm the educational setting Practical implications
The results of this study haveeveralimplications forthe implementation oprinciples of
Emerging Body Language and relational thinking in the educational setting. The first one is
that the results can influence the education and training of teachersappasent that
relational aspects in the behaviour of teachers can mainly be recognized in intuitive, natural
behaviours. The use of ébe behavious was notalways verbalizedby teachers in their
perceptions and it concerns behaviuhey seem toimplemern to a large extent
subconsciously. Therefore, education and training can play a role in making teachers aware of
the importance of #sebehavious. Teachers might not realize how much influence they have
on their students through the relationship and Hwge intuitive, natural behaviours play an
essential role in this process. They are able to control and manipulate these behaviours
themselves and use them in their teaching practice. When teachers are more aware of the
importance of these intuitive behaurs, they can adjust their own behaviour and positively
influence the students through the relationship. Training and education should focus on
making teachers aware of the influence thaghave on students through their relationship
and manners in wth they can make use of their own intuitive behaviduris training
should not be about teaching the teachers t
providingawareness and insight abdle influence they have dgheir own behaviour

This impicationrelatesto the manner in which the principles behind Emerging Body

Language and relational thinking can best be offered to teachers. This has to mainly focus on

98



the behavioural level of teacher functioningt he * doi ng’ tleinabgitiomst S0 m
the *“talking or thinking about . Teachers
underlyingrelational thinking, but they need concrete tools to convert the values, cognitions,
and perceptions they might already have into actual behavieach&rs who want to make
adequate use of EBL principles have to gain more than just knowledge about relational
thinking and thereforeolelya *‘ t heor eti cal, c¢l assical cour se
also concerns awareness of their own behavang the acquisition of new skills and
competences to convert their knowledge, values, cognitions, and perceptions into actual
behaviour.

The results of this study have shown that there is incongruency between the
perceptions and behaviour of the teach@hss begs the question of whether teachers have the
ability to look at themselves in a realistic manner. The education and training of teachers, as
well as their daily practice demands that they are able to reflect on their behaviour. But what
if a teacker cannot even look at him or herself in an adequate manner? What is the teacher
reflecting on then? And what do these reflections mean when a teacher is not able to
realistically look at herself? Maybe the focus in teacher education and training hidigltg in
be on the realistic perception of their own actions, before the ability ofedleétion is
regarded. Reflecting on behaviour is more complex than observing: It adds another layer of
skills and competency to the process. It is imperative thaesoenis capable of perceiving
her own behaviour im realistic manner, before demanding the ability to reflect on this. You
have to be able to look at your behaviour, before you try to reflect on yourself!

Teacher education is particularly based on raflecand the assumption that teachers

are able to perform adequately sadflection, for example, by making Personal

Development PlangMittendorff, Jochems, Meijers & den Brok, 2008)Vithin

education and training it is considered that-sefliection embles teachers to learn

from their mistakes and to develop themselves. By making Personal Development

Plans and constructing conversations about their functioning, teachers internalize the

language to adequately describe what behaviour is desired of(8tem, Smith &

Sliver, 1999) They can talk about their behaviour and functioning in a certain manner,

but this does not make them able to convert these verbalized perceptions into

behaviour. This way, the process ofgele f | ect i on b e c ofesgomal mor e

rhetoric’” than that it serves tamfle@gaont ual C

their own behaviour.
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This information naturally has consequences for the way the principles of relational thinking
can best be taught and how teachers lbantrained in adequately implementing these
principles in their teaching. Teachearsy have toparticipate ina practical trainingfor a
considerable amount of timéor examplein the form of coaching on the job. This could
mean that the teachers tryltmk at their functioning in the teaching practice along with an
EBL-expert to perceive, analysend gain insight into their own behaviour and become more
aware of the impact their behaviour has on students. This could be done together with an
EBL-expert through intensive conversations, evaluating class observatmmsvidec
interaction guidanceThe teachers camnalysel essons of tvh eiwdi ngtWwh @h
receive feedbackn their behaviour. This has a more positive effect on their functioning than
observing lessons of other teachéBeidel, 200 The trainer is also able to guide the

teacher’”s attention in the anal ysi scermhocess
aspects of t he (Zleoa, 2004)IThese methodsccanemsed to gnake
teaches more aware othar behaviour, but can also be used to monitor and guide the teacher
when she starts practicing with the adjustment of her behaviour in the teaching practice.
Moreover this information also has implication for thewteachetrainersgive meaning to
coaching teachers. There are several different ways to cdaechers, for example,
provocative coaching, videioteraction guidance, etaching, etcetera. It is important for a
teacheitrainer to help teachers increagithe congruity between their perceptions and their
behaviour. Finally, the principles of relational thinking could also affect the manner in which
the teachetrainersgive meaning to the concept obacling. Relational concepts such as
attunement and eality very likely require a different way of shaping the coaching process

than is currently practiced.
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Epilogue
With this study | presenteda rather elaborate description of the way in which relational
aspect are reflected in the functioningf teachers and the potential of relational thinking for
the educational setting. During the entire research process, | have encountered several issues
that | wanted to share with the readers after the content of the research is presented. They are
discused in this epilogue.

Throughthe entire researclprocess, it is importarior the researcher to put oneself up
for discussion. Because the researcher who conducts the study is an essential aspect of the
process. Prior to the research and to administéhiegesearch instruments, | expected more
congruency between the verbalized perceptions and the behaviour of teachers. In the
beginning of the datanalysis process, | was rather focused on finding congruency between
the teachers’ p er but the concluson that this doeghuenuyi dofered
between teachersas unavoidable. While writinthis thesis, the question that came to mind
was: Why did | expect a congruency? The fact that | expected this, reveals some kind of
perceptual bias towarded way teachers function in the educational setting. What does that
say about me as a researcher?

This expectation is most likely the result of the educational curriculum. Within the
study of Pedagogicahnd Educational science, several different viewsroman beings and
the world are discussed throughout the curriculuRor example, in the course
‘Devel opment al psychol ogy’ vari ous psychol c
Systems Theory, Freud, Vygotsky, Chomsky, etcetera) and the different amethie world
(atomistiemechanistic versus holistmrganismic) and human beings (active versus passive)
associated with these theories are discussed. However, in this course and in the rest of the
curriculum, the focus is mainly on the role of the humaimdp within these theories and the
approach towards human beings is to view them as a distinct component that can be analyzed
by itself without taking the environment into consideration. The role of interactions and
relationships among human beings andhwtiteir environment are hardly elaborated on.
Assuming that the relationships a person has with its environment and the context in which
the person is situated affects the manner in which he or she is perceived by other people is at
odds with the presentegklatively restricted and narrow view that is omnipresent in the
curriculum. Moreover, the focus in the curriculum is mainly on deviant developmental
processes and characteristics and treatment of psychopathology, such as characteristics of a
child with ADHD or the best way to set up an intervention for an adolescent with autism.

There is only |Iimited attention for *‘normal’
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uniqueness of peopld. bel i eve that this view afyfects
students conduct research.

Another issue in the curriculum related to the above, is that there is a rather large
emphasis on quantitative researghientific educational researdb often based on surveys
and questionnaires that are administered fgelanumbers of teachers at the same time. But
what do the answers on these surveys or the results of studies actually say about the individual
teacher? These surveys often presgatementghat have to be valued with a score, for
example between one aridi v e . Wh a 't d osdtatemeats d f oab dutona at e:
thoughts on that subject? How do teachers interprettiementd What information can be
actually derived from the calculated scoae®l what do the final results of these studies say
about eachers in general?

One may wonder what kind of researchers and practitioners are educated when this
form of research is used predominantly in the curriculum and when there is little attention for
gualitative research. In the four years that | attendedesmc® courses, | have had two
Educational Science master courses and one small section of a Bachelor course that involved
datacollection by means of qualitative research. By solely focussing on quantitative research,
students grow to accept this as belhg established form of approaching scientific research
and the only respected way to collect data. Studenetshaped in a certain maned are
not accustomed to being critical towards deficits or shortcomings this type of research
possibly has. Ondecomes rather blind for the actual objective of daallection and the
underlying thoughts of performing scientific resear@mej us teswigd t he f | ow’
conducs research, because research has to be condutsézhd of looking fosignificanes
in statistical data crunching or thinking of waydualk of data might be generalizable to a
greater publicit is more important for students to enhance their insight on how atata
collected, how results are constructed from, thigl what this informatio actually says about
the initial participantsWhat are the consequencestioé use of certain research instruments
or certain statistical analysis for the results of the study or conclusions and implications that
can be drawn from it. It ignore valuable for students to experience different types of
research, for instance to see what different methods can adeé &oother. There needs to be
more attention for qualitative research within #@riculum to add meaning, depth, and
understanding taesearchfindings, to provide more insight intthe mannerquantitative
researchhasto be interpretec&nd to put conclusions and implications of this research into
perspectiveThis demands a reflection of the current curriculum and might affect the future

organkation of thestudy.
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Something else | experienced fitednd, was thait is essential for acientific educational
researchr to give careful thought to what he actually wants to investigate and what the
consequences are for the research method he chocmgsly. This is slightly associated with

the issue that is discussed above. The researcher has to be clear on what he wants to study,
what research instruments he is going to administer, what these instruments actually measure
and to what extent concligns can be drawn from the study results. The researcher has to
realize that the information that is conducted through the administered research instruments is
limited to the specific teacher, context, situation, behaviour, statement, etcetera, the
instrument focuses on. This is particularly important when perceptions, cognitions, attitudes,
and beliefs of teachers are involved in the study. This study has shown that perceptions by
itself are not particularly valuable information for scientific researchtha educational
setting. The incongruency that is recognized in the results can also be found in a plethora of
attitudebehaviour studies. To give meaning to perceptions, it is important that they are
always connected to behaviour. Therefore, | discouegdusively researching teachers
perceptions without connecting them to behaviour or discussing the perceptions with teachers.

Another remark | wanted tmake regardshe dilemma othe scientific researcher
‘“Doing research’ i sntation efdhe warld)we a&xperiendeuamend usr e p r «
Simplifying the reality, for example through the construction of a scientific model or theory,
does not do justice to the complexity of the real world. The reduction and concentration of the
data and trying tgresent the collected data in a concise manner does not do justice to a
reality that is rather versatile and complex. However, if you want to do justice to this reality, it
is not possible to perform scientific research ever again. This is a dilemmaealiifisc
researchers probably encounter multiple times during the research process.

Finally, it is important to note that | do not claim, or do | believe that it is possible to
sketch an objective represent at iBecauseoof myt he t
background, the experiences | have had in the past, my interest in relational thinking, and the
EBL internship | participated in, | already have a certain perspective from which | approach
the world and from which | have conducted this reseaWhen a different person would
have conducted this study, he or she would probably have come up with different results and
connect these results to different conclusions and implications. But by trying to explicate my
understanding of relational thimlg and, as much as possible, describe the perspective
through which | perceive the world and through which | have conducted this research, | hope
that this study does provide valuable insights into the functioning of teachers and the way

relational aspectare reflected in the educational setting.
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filn our culture we have been trained for individual differences to stand out. So

you | ook at each person and the i mmedi

ol der , younger, richer, p 0 oengana . An
distinctions, put them in categories and treat them that way. And we get so that
we only see others as separate from ourselves in the ways in which they are
separate. And one of the dramatic characteristics of experience is being with

another persn and suddenly seeing the ways in which they are like you, not

different from you. And experiencing the fact that which is essence in you,

which is essence in me is, indeed, One. The understanding that there is no
ot her . It is all ONE. OO

- Richard Alpert(1964)
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Appendix A: Vignettes
Vignettel Desiree Grade 3/4; 62 years of age; 32 years of experience

MCM

Desireeprovided arathercomprehensive description of her students, by focusing on every
student individually and elaborating about everyusd e nt ° s ¢ Desineebasédeheri st i ¢
MCM on the ‘“emotional part’, the ability to
something in the cognitive area. This resulted in four grabpsare complimentary towards

each other and of whidbesireethinks they are balanced. About her MCM, she says: t hi nKk
everyone will feel pretty good this way, is able to work together and has the guts to correct
one another or as kDesreestdtes that theeclassificationethathisiused . 0

the MCM benefits the wellbeing of the students. She saysshe wel | bei ng, It
there. So we talk a lot about what the students think of things and how they feel. And every
day | try, when the students enter the room in the morning, kaatait and to have a chat

during the first half an hour. And if this considers if mom is home again, it does not matter. |
try to give them al | Bes$ides tHa®esireestatgs abohtddrrole hey &
in the classii | as k t ifhtbey whihkutichtel shioidd do something differently, because

that is allowed as well. | am the teacher, but | still try to be a part of the group process. | talk

to the students, we do that in circle talks, but not just from my initiative, we do iténgeth

keep saying Omebé6, but s omeonerightslletthemtalki scus
amongst each other about how they feel. And if they do not feel good, how do you cope with
that? oDesireestates that the students are clustdrasedon different aspectson different

occasions. In the group plans, there is a clustering on cognition, bécausef f er ent i at i
working in level groups is the most pleasant for students during some lessons and works best
for t he 1 nst r Desire lnmowa Whicimstudents tare indmost need of help,

which makes it more practical for her to organiPesireemakes a motivated impression
throughout the MCM and chatters away. She sometimes gave the impression that she
verbalizd the things she really bel&sin, instead of the things she actuallysamit.

Interview
Desireestates that, based on her feelings, she would prefer the approach from the second clip.
But because you work in a ‘1l earnifangal sele@vi r on

some ofthe timeas well So she prefersnaaveragebetween the two, because both the
approach from clip one, as the approach from clip two are eventually not it. She isthtes:

think that the wellbeing is rathemportant, but at some point, a performaritas tobe

del i ver ed as wedrler, she dtateé: Fhevhfaitr st c¢lsi.i @ has to
and in the second clip, it is all great fun and really nice. But the pace is high and ultimately,

this way does not give you the results or you daewth the students enough so they will be

able to continue along the roa(® ) Because we have to prepare them for a society that is not

j ust nice and sweet. You have to perfor m, 0t
Desireedescribes the acinsshe sees in the first clgxtensively. She thinks that the therapist

distracts the client with the television, so he does not see what hdesii®ethinks that

interaction is present during some moments, but certainly not during the entir&laip.
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describes the interaction bé Deseeetmnkstthatitist wo a s
the therapists’ job to teach the client how
distance, because she encounters a lot of different clieriisriprofession. Otherwise she

noticed that the therapist is nice to the client as well and talks in a sweet way. This indicates

that there is some kind of emotion involved as well. In the secondDdgireeperceives a lot

more interaction, more eye m@act with the client and an immediate response to every move

the clients makes. Besides that, it is more positive, there are more compliments and movement

of the client is reacted to and i mi totnt ed. S
therapst and client enjoy the conta@hd the interaction between them is positive and fun to

see. From the first clipDesireerecognizes she can be a bit formal in her own teaching as

well. Sherecognizeghat she does take tim@nverbal communicationf students in account

and will always do something with this. From the secolfig, she recognizes that siséll

enjoys the students a lot sometimes. Making jokes, having fun about little things,
enthusiastically sharing somethirigesireemade an open and hateémpressionlt seemed

like she verbalizeavhat was on her mind argthecould therefore elaborate extensively about

what she saw in the clips and her opinion on this.

Observation

Desireemakes a bit of a confused impression throughout the observatibsems not to

oversee the whole class that well. She announces that the lesson will be about
‘communication’ , but it turns out to be more
book. She starts the lesson with the creation of a word web abmatwacation methods,

that has no clear link to the rest of the contBessireeasks the students a lot of questions and

she lets thm reflect on the answers they give. When a student provides an incorrect answer in

front of the classPesireesays it is wong and provides the ceat answer herself. With

regardto textbook exercised)esireehas a positive approach, in which she respects the
student s’ answer s fatnhdi sl edarss wehre m rk ntolwi st hex er c
t hi nk. When thesudents finish an exercise and it is being discusBedjreeis
generally positive towAaWdw, thkhastudent se. c i
I i k e ).tinhsbnse?bDthese situations, she responds in an overly excited manner, which
almog seems a bit like overacting. She can then act extremely positive as a response to a
“nor mal answer to a quBAwesaoamemubbl p)fTeat dm:m
When the students are working individualesireemakes rounds through the dasshe

kneels down alongside some students, but most she just looks over their shoulders and gives
feedback( A" T h at is a nice story, but a Desitee of sp
seems kind of distant from her students and the students indimirnot seem to take her

seriously most of the time. When she walks away, they often roll with their eyksjgtr

behind her back. When a student talks through her instruction, she says in a strict@owe:

Naomi, was | done talking? No, right? Thargse pay attention, otherwise you do not know

what you have tThe nmamnerinmwhich shereacts todehaviourof the

students is quite incongruerBome students who talk through her instruction, she ignores,

some she corrects classicadyd others she addresses individually.
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Vignette 2Wendy Grade 1; 28 years of age; 7 years of experience

MCM

WendybasedherMCM on ‘i ndependency’ rathebmpor@ant aspects he f
students should possess in a combination class. |&se will become a combination class

the followingschoolyear.Wendycreated three groups based on the level students are able to
workwi t h the *‘traffincabogydtaveThges | gmadspt oam
‘“bel ow aver aapee aveggage grgup canfwork for themsehyaite well, need

little support and are fast in recognizing task structures. When they encounter problems, they
consult peers beforthey got o t he teacher. Ab o utWendysays: * bel o
A T h e g ehildeem who, one is rather insecure, one requires a lot of attention, the other has
trouble with certain subjects, why they cannot continue by themselves. Or they consciously
start reacting to other st ud &Mendgstadesthdtthd i st r a
l evel groups that are being used in the dai
division from the MCM. The most intelligent
But there are also students in lower level groups, thageod at workingindependently

About this,Wendystatesi Ther e ar e s ti and exthe emediatieg giowap ghiatc

can work for themselves very good. | try to use these children to help other children from
their level group. Or | try to encouraghem, if only bytapping themon the shoulder, to

remind them of what they have to do next, or to look at the traffic light. That is how | try to

i nvol ve t hem Thenadvamaget thisapgraasi.  t hat the stude
qualities are takennto account, so they cadisplay that they master something. The
disadvantage is that students might start to compare themselves to eachVetiay also

mentions that she makes use of objectives, mostly didactical, but sometimes pedagogical as
well. Shegives students an objective before the lesson starts and then evaluates this with them
afterwards. This can be objectives for students individually, for groups or for the entire class.
Students have to reflect with help afpedagogical card at least onaeday. They have to

discuss with peers what went well and what could have gone better regaretefined
pedagogical objectives. Besides tiWgendy mostly focuses on the didactical part of the
classroom practice. The independence is at service ot thedse nt s’ di dacti cal
The role of the teacher, or the relasbip between teacher and student is rarely discussed

during the construction of the MCM

Interview

Wendyprefers a combination of both methods that are shown in the clips. Sheiaj@gréhe
compliments from both clips and notices that children really focus on these and are willing to
make an effort for them. In the daily practice, she has different reward systems, through
which she tries tgive complimentgo her studentoneof the systemsnatches the approach

from clip one and another system kind of matches the approach from clipMermdy
indicates the therapist in clip oas being neutral towards the client, based on the quiet tone

of her voice Wendystates that there is ha lot of contact between therapist and client. The
therapist just explains what is happening, but does not pass a judgment on this, at least not
verbally. Wendyindicates that the first clip affects her emotionally ahdome pointit even
seemsas Iif it is too muchto handlefor her. Wendy saysabout thisfi | t iI's not so n
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interaction, but the c¢clip affects me when |
know what it is, but when | see that little boy sitting there and everythimgf Ppléater she

states that it might have been the hormones involved in her preghancy that almost made her
cry. In the second clipWendy sees that the therapist rigther physically involvedin the

contact withthe client and that they are trying to penfoa skill together, during which the

therapist encourages and compliments the clidendynotices that there is a lot of mutual

contact and there is a nice, calm and gadchcsphere. The therapist encourages and
stimulates the client by performing thiglkfirst. About the interaction, she say®:Ther e i s a
positive interaction between the two. It strikes me as very professional, so actually a
professional situation. What | feel personally? Well, they arj ust ni ce and bus:c
Wendyrecognizesn her own teachingom the first clip that she addresses iehaviourof

the children very concretely, or lets the children address it themselves. She notices that she
sometimegrematurelyhas a verdicaboutchildren, while afterwards this turn out riot be
accurateWendystates that she tries to have an objegbeeceptionof students and that she

hasthe idea that the therapist did this as well. From the second/d¢épdyrecognizes the

distinction between a professional attitude and the joviahdly attitude that can be adopted

from time to time. She tries to vary these different attitudes dhenglasses.

Observation
Wendy starts the lesson by complimenting the students that are already sitting in place and
ready to go to work. To chedk students paid attention during a cooperative workform,

Wendy asks them what their partner talked abofitSthani que, what di d
y est e) &heyiPectly and verbally addresses students who are not paying attention
(AHans, I wa ntt h ey olui sttoe havVeesgly gipes sesponsitnlities to the

students, by letting them explain tasks to their peers, or making thermtmager within

their group. When students participate in a reading contest in front of the entiré\tdasky,

asks tle other students to provide feedback and give tips and tops to the readers. She asks the
students a lot of questions, to see if they understand the confektow di d t hi s cha
up in the mazelildreth? §. She also has a rathgositive way of addigsing the students and
compliments them a lofi(Wo w, anot hei Vegroy ds maret! 0 oAttheg ou Ar
instruction tableWendyhelps student to master the content, by asking them questions and by
giving them tips. To one of the students, she s@lyeok, this is how you do it now. But you

can al so do i Wentlymé&nagesthbriclass in & strigct but fair veay. When she

sees something she does not like, for example students who are talking to each other instead
of working on the task, omlking to loud during cooperating, she will confront the students

with this immediatelyif Al r i ght you, this is not a nor mal
warning if you YXTbe students getditdepspacetto nibve wuisid® of what is

being asked of them during the lesson. They are addressed very quickly when they start
walking through class, or stare in the distance during work tivendy approaches the

students in a kind and polite way, but she stays strict during the kEss@and does not

really involve humour of some sort. This leads to the impression that she always keeps some
sort of distance frorthe students.
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Vignette 3Megan Grade 1;60years of age24 years of experience

MCM

Megan provided arathercomprehensive desption of her students, by focusing on every
student individually and elaborating abdhe characteristicof every individual studentn

the various individual descriptions, the most notable aspect of every student is pointed out. In
some students, thiis something regarding théehaviourand in others, this is focused on
cognition. Examples of descriptions provided Megan it S h eratherguiet and a young
student. She has a small postur d@i,Hebutsfaah e iits
braggart and he | it KHe srather tindependent cand can worlo 6no
assi gnment sandinEdmovtiidounaallllyyo, she does not real
ismainlyoccupi ed with ot her kMayanbased br MCM @enrihé s ni t
way students fitogethersocially, how far they are smeemotionally and how far they are
didactically. She formed groups based on these aspects, so the students have something to
offer each other, can help each other arelabldearn fran one another. This resulted in four
groupsthatare complimentary towards each other and/foith the teachestateghey are the

best possible fit, taken the before mentioned aspects into account. An example of how the
groups were constructefi:Dy | ajuite an activeboy, who needs lots of structure. | mostly

put him with a child that is calm. Shantalee for example, they can handle each other quite
well. Maria could fit in here as well, because she is not really preoccupied with other kids.

And Stooma wel | , because | c anno tMegaastted thyattipsut h e
division brings calmness, because otherwise students are going to respond to each other a lot.
The advantage is that students learn how to deal and cooperate with othetsstudegood

way. The disadvantage is thdeganthinks that she might influence the students too much,
because shis the one whaletermines the composition of the groupleganseemed to be
determined about the objective of the exercise and immedmtelar t ed t o wor k o
group division’ . She analysed aftenmraglaheds wh e
final resultof the MCM

Interview

Meganpreferred the approadlom the secondclip because “it i s about
thedhi |l d enjoysikEwén vethen statyes:chi Il d does not
important that he enjoyed it. And that is what it is all about, and then he will also succeed at

o n e p Magantescabes what she sees in the first difherextensvely. She notethat

the client was quite independent and found it weird that he was not allowed to feed himself.

Besides that, she thought it wasagherheavy clip and saysi Ther e i s no inter
client watches the therapist, but she only tatk@r his head. She makes contact with

somebody el se and not with the client. It hi
going to do this6é6 and OoOnow he is going to d

cl i ent wMeaganstates tha this maakes her feel bad for the child, because there is no
rapprochement and nothing affectionate about
About the second clip, she says that themeiinitely contact with the client, in whiche is

directly addressed this time. The environment is not important to the therapist, just the client.

The therapist makes physical contact, constantly talks to the client and stimulates him. The
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client tries to respond to this in his own way. About thteraction,Megansays:fi T h e
interaction is optimal, good. The therapist really makes contact with the client, even though

this is very hard. But he does i Beeigrhts t he
interactionmakesMeganfeel happy and ges her a sense of satisfaction. She sayB:e o p | e
who see this, who have a child I|Iike this, t

From the first clip,Megandoes not recognize anything in her teaching. She $ays: ma k e
contact with the dldren and allow them toake initiative as well. | talk t¢the child, and not
over hiFRomhhe aedondapproadideganrecognizes that she approaches students
who have difficulties this way. Teventually take thagtep and if the student does dare, to

take the step together and to support the studdaganmade an honest impressidaring

the interviewand showed in all of her posture thaedisliked the approach from the first
clip.

Observation

Meganmakes little jokes with some of theudents who are already in the class before the

lesson starts (Studeni My uncl e came i n sec Othed students:h hi s
A Wh o , hi s g Maegandimbot,helr 27d0 not think grandmot
mo t p Meéganinvolves the students decisions regarding the content and gives them
responsibilities in the lesson. For example, she starts the morning by asking one of the
students what story they should read with the entire class. While reading words, the students

come acros$shepher déganshystdi et er , you can expl ai
|l earned what it me a n s ,. When a stidenb tellsMeganiha heo ne f
thinks it is kind of noisy on his side, she sayjsY e s, wel | I spotted Jop
duringtre readi ng. You have the right to confro

Megandoes not sit at her desk, but joins the students at their table during the reading. She
gives turns, but also asks the students for help when she thinks she is foggetigthing.
WhenMegansees something she does not like, for example students who are drawing instead

of working, or students who are not participatiiig the lesson she confronts them
immediately §i Y o u ar e not payi ng attentd)avregan] o p , I
compliments the students a lot, when they give a good answer, or when they read words
correcty i Good | ob g u)yMeganmakes d wamtmekandlandinvolved impression

during the observation and approaches the students in a respectiunamebus way. When a

student pronounces a worid a wrong way, Megan interrupts her and say8 Wh a t ar e
Oheenf6? That does not? ddegansmies and tgehstudemt gets a chanees i t
to correct herself and then continues reading the wordsleWtaking her roundMegan

notices that a student keeps making the same mistake. She saysitdvren i a , can yol
6sel f6? Yes, with an 6f6éd. You haveWhemnthemake ¢
students are cleaning up their stuff aftiee exercises, anslegansees one student doing a

very clumsy job, shesayB: Thi s i s only the f iandshe snilesmate vy ou
him.
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Vignette 4Wilma; Grade 5; 27 years of age; 9 years of experience

MCM

After hearing the assignmewilma responded by saying she wanted to put all the students

on one pile and then tell everything she found important. Because students, in general, are all
in need of the same thingd/iima names different aspecshe findsimportant the right to

learn, avnership, problensolving skills wellbeing, the sooremotional part, being
challenged and motivated, personal attention and assistance from the teacher and the
didactical support. About this last on#jlmasays:in You wor k with | evel g
class. You have the beleaverage group, who need extra attention and instruction. But the
students that are working independently, need feedback and the teacher to question them
about their work. | do that during my rounds. And the above average group/ouhzan let

go off very easily, need that piece of feedback on their process or product. So that is why | put
t he gr oup Abodthetdecigiertthpatrall students on one pile, she &itys: not

that one student needs more of this, or morhisf | think that you have to keep a balance in

the classroom, not that one child gets more of something. It can be in a different manner than
anot her chil d, but I t h i Furkhermote, slmeasays dbeut itd i st r
ARegar di ngon of the teaxhert, studenis are in need of the same things, just in
different ways. You divide your attention over all of the students. And the same goes for the
wellbeing. Students who are doing great at home, you ask them how their doing as well, you
shov i nterest i Wilnta lirglsnit am sadvantage Ithat Gsliwes not make a
distinction between students. She does apply different styles to approach different students,
but she does not pay attention to samare than others. She experiences thiat lgads to
students easily approaching her. A disadvantage of her approach is that, when a substitute
comes in the class, the students fall back insmdietimes negatiieehaviour Wilma made a
ratherhonest, warm and open impression. She really shawggght when she decided not to

base her MCM on one aspect and verbally illustrated why she did not do this and what aspects
where important to her. This way, she created a vivid picture of her perceptidghe of
students and the relationship she has thigm.

Interview

Wimaf ound it difficult to decide which approa
child”. MB3iemestahielddren, you can keep showing
wal k i nto a wal/l and t hregy ttchelyearhn nkr om OKfai
personal point of view, | would say the second approach, but it relies on the child itself,
whatever i sAbontetheefisss @ip, Wilma notices that the therapist gives

compliments when everything goes as planned. vihen it goes wrong, she does not say
anything and lets it occur. She notices that the client takes a bite, while the television is on

and thinks he is distracted by the televisidfilma finds the interaction rathgleasant in the

first part and says #me actually is no interaction in the second paflmasays:i The f i r st
part felt quite war m, Il i ke @A Wow, you do t hat
know. He was preoccupied with the television. But the second part, | felt a very cold
connection. You see something happening and there is no response. Well, she is looking and
he Kkeeps Invhesecandchpg/imaper cei ves ‘umodfed omethlae i oh
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thatis imitated bythe client. She noticesil n t he begi ewiwordg buttheer e a|
therapist looks at the child. He pats him on the back and gives him compliments when he
succeeds. It I's a pleasant form of iTmet er act
verbal and notverbal communication is warm amlilma finds the therapist a pleasant and

warm man. From the first clip, she recognizes that stimulating and motivating students works

far better than punishing them. To exemplify, she say¢th e n | say, I only ¢
well I automatically get ten up in theraBut when | say, | only see to and emphasize on the
negative. . Yes, students are very Sheassi ti ve
recognizes that sometimes, she just lets things happen and does not interfere. From the second
approach, sheerc ogni zes thear’'* mofdet hdehawacbher, regar
each other. She says that she also finds thevadral aspectatherimportant:fi | do that
lot, it does not have to be so that everybody can hear me, but a wink or a pat ankhjeigt

to |l et someone know he is doing well. Or | |

Observation
Wilma addresses the students irragherpositive manner. She starts the lesson by saying:

A Wo w, | can see someveoft htehier ssttuudtesdebdso giehreeciard y
other children getting their stuff ready as well. WWiima asks which books the students
are reading, she responds to one of thBrikl e y , but that I's very goo

that book. Youdonotkk readi ng that much, Wihaisgoobairddd Th at
to correct students, but she does this in a positive and respectful way. She is also not afraid to
act when students do not participate correctly. To two students who are late and estith hav

get ready, she saya: | am going to wait just a second,
and | find t h#imaaskshkhe students a mtyof guegtioris, instead of telling

them what to do. Before they start a cooperative workf@tme, asksi How can you s
your partner that you are listenifg” Af ter the exercise, they d

and Wilma compliments the students on their effort. Throughout the le$§dma is rather

interested in the opinion and preferences tibe students i Wh a t di d y ou [
mo st / I). &hes & @ad8s discussion gets off topiilma goes along with it at first. After

a couple omminutes shéakes control and leadise discussioback to the contenWilma also

shares personal storiestivthe students. One of the exercises is about nickname#/iimd

asks the class if they want to share nicknames they might have. Because none of the students
really respond to this question, the teaddtarts to tell a personal stoapout a nickname sh

had in middle school. After she is finished, a lot of hands go up in the air, because students
want to share their stories as well. Students respond sufficiently Wiiera addresses their

behaviar, listen to her very well and want to share personaiest@r experiences with her.

Wilma seems to have a good overview of the classroom and the students know what is
expected of them. When she finishthe instruction, students who have to work in the
hallway, directly pack their stuff and go to their plasgthout the teacher verbally notifying

them. Students who want extra instruction at the instruction table, do the same thing. The
positive, warm contact the teacher has with all of the studerdthesrstriking throughout the

entire observation. She mek contactvith her studentghrough facial expressions, laying her
hands on the students’ shoul ders or wi nki ng
“individual moments’ with al most every stude
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Vignette 5Noelle Kindergarten;55 years of age; 12 years of experience

MCM
Noelle provided arathercomprehensive description of her students, by focusing on every
student i ndividually and el aborating about

was as followingfi A vaetiveyghild in the group, is slightly older now. Entered the group

last year, is arather smart kid, knows a lot. Can express himself tremendously well and has
an adequataesponse to everythingder parentshave agrocery store andsheis therefore
accusbmed to communicate with adults. This is noticeable in the way she deals with adults
and she isalso quite mature for a child who is five yeaskl. dhese individual descriptions
resulted in a MCM that was not really basedao specific learner charagtstic, but was

more aclassification in three, sort of equal groups in whidbelle combined the students
characteristicshe assessezbmplementary towards each other. Some of the aspheete

took into account when creating the groups were intelligenassertiveness, abiding rules,
predominance, didactical performance and the ability to organize. About the classification,
she saysi We al ways try to classify them by the ¢
tests and so on. But we rarely worktirose exact groups, we mostly add one or two from a
better group to provoke the others a bit. Because otherwise, nothing is going to come of it, if
they all remain at that same level. And we also do this regatuhgvioual characteristics;

an introvertchild with an extravert child, one who is good at arranging stuff, one who stands
up f or hi mdNeelleftakes many differena asgects into account, which leads to a
more nstinctive classification irthree groups. She also mentioris: f | make a | d
distinction of different groups in class, | would wda rotate as much as possitde the
children would have to deal with everyone. But you can also look at the characters and assess
which characters are mostNodleousealladoma diffeeemty t o
characteristics imer gradually arising MCMNoelle continuously indicated that she did not
know what she had to do and that she did not have a clear image of the aspsetsiati¢o

take into account. This made her expatiateuabalividual students and led to her composing

an ‘ideal and ée stugdnts it threed groupb.ut i on’ of

Interview

Noelle prefers the approach from the second clip, because she sees that the thgrapist t
goes al ong  winttieft het ctl ept o.there is -someth
processing’, in which the client AIAnds uphmds g
also in a group. When you do not enthuse children for something, information is not going to

c o me a Withoegard tathe first clip,Noelle wondersif she would have dealt with the
situationin thesamemanner She elaborateé: | f | had a chil d with an
child was going to try something new, | think | would let the child explore the fowklh

first. Just put it in front of him and let him experiment with it for a while. Just put a finger in

it, taste it myself. | would not serve it to him and just shove the spoon in his mouth. That is
how | would address this situation, but hey, everyjorzes hi s o wNoelegopsmatac h. 0
feel very comfortable with the interaction she perceiwveshe first clip She feels like
something is being forced upon the child in an unpleasant and rapid way. In the second slip,
Noelle notices the enthusiasm thfe therapist. She sees that the client is stimulated and gets a
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good example from the therapist, who is very positive towdrdschildand rewards him

when he does somethimgrrectly She states about the interactiénT he i nt er acti on
positive,youjust feel a real connection. A rathpositive feeling comesom that. | think the

therapist has a good relationship with the clieRbwever the contact is built up, maybe

mostly visual and maybe also physical. | do not get the idea that he makesfaontact

t hr ou g h Nbellefekls anathersirong, good connection, in which the client feels safe.

From the first clipNoellerecognizes that as a teacher, sometimes'ypuu st of fer t hi |
st u d elnetefore,.it also happens that yoifier content students are not yet ready for, no

matter how hard you tryo prevent this. It should be an objectite offer content that
connectsto the level of the students, but in a group this is not always possible. From the
second clipNoelle states that it is important to empathize with children, to connect to the

c h i lewkl'ofsthinking and to look at the abilities the child has. It is also important to analyse

the way the childbestpicks up information. A child can be very communicative, isaa

learn best through cooperating. You can try to talk to a child to teach him something, but if he

is not sensible to this, it does not work. It is not possible to take this into account on every
occasion, but you have to try it as much as posdimelle seems very emotionally involved

in both clips. She based her preference on the feeling the approach gave her and was able to
verbalize the thought behind the prefereratberwell.

Observation
The observed lesson is a math lesson that was protadadyroup 6 eight children. While
Noellewasr eadi ng a story to the students, she re

them or bynodding. When students complete a task correttyelle smiles at them and
compliments them enthusiasticallyhfbugh this, she has individual moments with the
students in which she reacts in a nice, warm and accessible manner. When disidgrtthe
lessonby talking through the instruction or standing up in the middle of the duwglle

corrects them verball(f St op i ), geptly pushes thedstudent back to his seat, or
gestures with her hantlloelleinvolves the students by asking them questiégn¥vh at woul d
you have done )andmdkihgege ceniadt with the studeft®while reading the
story. The students get the chance to make remarks, point something out, or complete an
exercise one by one, so everyone in the circle gets a turn equally Ntiele asks the
students a lot of questions throughout the lesson, through which she coverattdr i D o

you find t hi s )andinwhicbshgchecks if stutents Undedstodil 5@ now
whi ch one i s )bWhgrgstudentd nsakeaalmistake bn?addlsiellesays:i J u s t
lookati t agai n, b uToa students whialts eft his ehaicfor the third time, she
saysi You know what the arrangement i $Noelki ego.
makes an experienced impression throughout the observation and constantly keeps an
overviewof her classShe gives the stemts a chance to completa assignment in the group

circle on their own, under the coordination of one of the stud&hslle points out who the
coordinator is, but she does not get involved with the course acigsigment \When the
assignmenseems taot be completed correctly, she assists the coordinator, but she does not
take over his task.
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Vignette 6Lindsay, Grade 2; 26 years of age; 5 years of experience

MCM

LindsaybasedheMCM on t he * di dacbehawoad| aassppeecdulied.a nTdh its
in a MCM that c¢ons.i sbehaviooally infensiveegrogprthatueguEresaa * b
|l ot of attent i o behdviouallyjnvery babm ahdegaiet greup, 'that isaasily
snowed wunder and forgott eergraup,awiihtvery smarhaad ‘' di d

i ndependent student s’ , the *‘didactical unde
guidance and for who it is important that th
all this, with .Teegdvantage istthiaindbaghata claas image of Bow

she should appach her students and she bafficient previous knowledge to address them

in the best possible way. A disadvantage could beliingisay has a particular image of a

student and becaa of this image, approaches the student in a certain way, while the student
might benefit from a different approadtindsaymakes an open impression and comes to the

final result rather quickly. She does not really elaborate much about students irbjiviuita
describes them as the groups they are divid
behavioural | y i dghddestribés\ndividgatlycandpektensivelyo She mentions

that she often has problems with these students and that sheacaro them in a biased
mannerbecause of thbehaviourthey mostly show.

Interview

Lindsaypr ef erred the approach from the second c
well .” She said that the appr oprefdisthfesecand t h e
approach In the first clip,Lindsayper cei ves t hat everything goe
gentle” wup tild]l t he moment the cdthéndunsoffdel i be
the televisionto let the client know that this unwantedbehaviour About the interaction,
Lindsaysaysi The t herapi st addresses the client, Db

understand everything? | thought the theramttyed rather calmand sweet towards the

client, even thoughsoe t hi ng happened t hBheintevact®on eavakedas up p o
“friendly, clantsay’ In thee setondnclplindsay notices that the client

responds to the therapist very much. She perceives trust from the client in the therapist and
saysshe “al most became mbkelithieedpbygtthet edvete D
Lindsaythinks the therapisappliesa rathersweetand positive approach towards the client

She stated about thi8This is all that is necessary, just verbalizing steps the client has to

act out . I think it is very good t hAbbutt her e
her feelings on the interaction, she stated: f e e | a | ot of l ove an
therapi st t owemths firstcipeLindsdyi eacbgni zes the “verl
the students hawveown Heaching. SHestudanté® o not i
what 1 s ¢ o miyargrotsurgised ity sanething they have never been confronted

with before.Lindsayal so recognizes the “peace and pati
own teaching. From the second clip, she recognizes the gentle approach and the attempt to be
loving towards her student. ShesaysTo gi ve them the feethisng t he
group and f dindsaynmadesaratigergentlepandopure impression throughout the
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interview. She followed her gut feeling and described the feelings that came to her with the
different approaches.

Observation

Before the lesson starts, stuids are individually reading their books. When one of the
students raises his hand and says he finished the bowlsayresponds by saying We | |

t hen you c aShe latdr axplains that this patticular studematberquick with

asking quesbns. Lindsaytells the students that they have to finish one page of exercises.
Whenstudents who finished the pagase their hand, she responds byding or smiling at

them. After five minutesl.indsayasks the class if they are all finished. She #is&students

to applaud for thstudentsvho are ready. The students who arefiroshedyet get positive

attention fromLindsayas well( A’ You wor,Kié€dv, h ggrodid c am@&hegui t e
students talk through the instructidnndsayaddresses the ergiclass and says that she does

not like the disruption. While the students are working individuadligdsay makes contact

with them by smiling, giving them a thumbs up or saying o o d wherewethey finish an
exercise. She constantipakes contact wh the studentshrough little gestures and verbal
comments, which makes her come across as warm and approachable. When a student tries to
snitch on another studentindsay says:i | can check that m$he el f a
does not respond to the asation and tells both students to go back to work. When students
complain that ongparticular student used a bad wortlindsay confronts tis student and
discusses thallegation with him. She say8:1 d o n o &and after lareapdlofyons the

student he can go back to work. When students frequently raise their hand to ask a question,
Lindsayresponds beforehand through her facial expressions, mildlegr that the students

should try it themselves first. When one of the students says she iswitladlje exercisg,

Lindsay responds by saying that i impossible to be ready with the exercises on the
computer and that she has to continue. To a student who seems to be more occupied with
colouring his book than making the exercisesdsay says:fiWell, this is not a colouring
book, wer e a rteconfrantthimawithrhbahdwo@ Students seemenerallyat

ease inLindsay gresence, approach her whenever this is necessary and respond to her
corrections in a sufficient way. When she addes a student and asksShoul d we s c|
t hr ough t hhe studenbrepets ehtleusiastically and says he really wants to cooperate
with Lindsay When a tident talks through the class rathardly, Lindsaytries to make eye

contact with him andays:fi Si | , when you talk you hlheve t o
student does not hear her and continues to tatklsayhas to laugh and makes eye contact
again. She saysi Re mo v e h e whdle dhe atasfys leer statement with gestures. The
studentsees her, laughs and takes off the headphones.
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Vignette 7Cora; Grade 2/3; 32 years of age; 10 years of experience

MCM

Corabasedh e r MCM on *‘ becaleeslkeenfidde thisrgtherimportant aspect

students should possess, especially sombination classCoradivided herMCM in three
separatdayers. The first layer consists of students thatratteerindependent and need little

teacher guidance. The middle layer consists of two groups of students: students that need little
guidance ad seldom ask for this and students that ask for little guidance, but do n&ed it.

thethird layer consists of children that need intensive teacher guidance. Students can work at
three different levels that mostly correspond with the levels of indepeyndaticated in the

MCM. The different level groups are established based on the results aée§igoand the
evaluations of group plans. This takes place threestimmgear andCora says about this

i C oigve-, independency work pae- and socieemotimal aspects are included. | am
checking if the students are in the right | e
Corafurtherelaboratesi Thi s di vi si on can be recognized d
bottom group are often in the extld instruction, the children of the middle group are in the
supervised practice and the top group <can s
This means that students wace good at aertainsubject need little teacher guidance during

these lesons.Cora also states that there is a difference between students whatlaee
independent and can actually do it on their own and students whatlaeeindependent and
cannotdo iton therown She finds it | mport awaystdathert * as
driven, but also comes from the students. This is alsmportanp ar t of ‘i ndepend
ability to ask for help. The teacher finds it important that the students are comfortable enough

to ask questions when they do not understanddhtent. She sayst Of t hese t hr ee

| know they are not going to ask for hefther quickly. It is important that | take this into
account when | do my round t hr $hegoticestthatdhec | a s s
students are better alie indicate when they need help than in the beginning of the school

year. Almost all othe comments the teacher makes during the construction of the &MEM

in some way related to the didactical development and the cegtitvel of the students.

When Coratalks about her view on the studewtsspecific groups, she describes what she

does to achieve better didactical performance. She states that working with different levels
has advantages for every of the ggroapp’, does
not have to wait for the other groups.

Interview

Coraprefers the approadnom the second | i p , becausteined ht e t be ' mbr
About the interaction in clip one, she saiysWe | | (the tisetagistjust verbalizes what she

seeghe entire time n clip one, the therapist gives the client a compliment when he puts the
spoon in his mouth, but furthermore she just verbalizes everything she sees. When the client
starts retrieving the food, the therapist shuts off the televemmoihdoesot directly speak to

the child, but more to the camera. About the feeling this interaction Giwess she saysii | t

is cold and frigid. The language she uses is not directly focused at the child. The only positive
thing was the 6gosd pobé&. afTGotmib mareardo cliptwoact u a
and notices the enthusiasm in both theraprsd client. She says there is ratlpasitive
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communication and a positivatmaphere between the two. The interaction gives her a
positive feeihg and she thinks it is a positive boost for the cli@arasaysfil t hi nk 1t i
nice how theyespondto each other. The therapist encouragles clientwith his voice and

the client responds with sounds abg waving his arms. And also the phwdigart, the
therapist gives him a pat on his shoulder or a stroke over his back when it goes well and this
makes the chil d we@&ararecoggizesttie pdsitivg apprgaahi, giving
compliments when they succeed and the occasional pat on thé&dmacclip two in her own
teaching. About clip one, she states that she gives compliments, but she does not recognize
t he more *‘ di st an ceeldssonsgaafotiowsohier emndtiansvhen judgingi n  h
the interaction and different approachedath clips. She literally describeghat ske sees,

but bases her judgment on the feeling these observations give her.

Observation
Coraasks the students a lot of questions to clarify the content from the previous lesson. She
lets a lot of studentsay wha they want When a student talks through her instructiGora

corrects the student by sayingOw no, that i s not EI| sAdterahat |
small test concerning tableSpranotices that the scores on the test are pretty bad and says
AThis is a big difference from yesterday cl
guys? We have wuntil T h ur s dWithin theanstrgotidn toghe e r y o n
group, the teacher compliments some of the students when they resppestiong Al t hi nKk
it is very iIimpressive that Davy) Wesehksusents umps

ask questions, they get a sufficient answer and the teacher really puts time into checking if
students understand the content. When a stugie@$ an incorrect answer to a question, the
teacher really goes into the exercise and tries to figure out what the correct answer is, along
with the student. This can take quite some time, while the rest of the class is waiting on the
teacher and the stant involved. During her roun@oraaddresses students on their work and

asks them if they understand the content. To one of the students, shéd 8ags: you f i nd
hard Ryan? Come sit with me at the instruction tableafarhile we can look at it togker”

During her roundCorais also open to personal stories the students want to share with her.

One of the students tells her that something unpleasant happened in the home situation. She
tells the story an€orastays at the desk to listen. When thargis finished, she sayA: T h a t

i s bot hwithrassadmepression and continues hendoCoramakes a rather strittut

accessible impression. She emphasizes that students should focus on their @drke(c k t ha't
aga,jinm@®ome on, y 0 U acsathebuwdshe kas adivibual tconthct through
encouragements she makésA|l ri ght, youATlinnkioabdhut Jomie® o
and smiles at the students a IDuring her roundsCoradivides her attention between the
different level groupsaually, enabling her to give all of the students feedback and answering

their questions.
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Vignette 8Hildreth; Grade 6; 29 years of age; 7 years of experience

MCM
Hildreth basedh e r MCM on t h econbised withahe way stpdentst function
within the group and how they can cooperate with each other. This resulted in soVEDMV

groupswhich Hildrethent i t | ed as f ol | owi maghercohseleratei aadl stu
want to help everyone, “per fwtheechotbeealohand d ed s
areratheper f ectioni stiratherqtti eneannatd wbhquaster ed, t
all about a goodatmes p her e, the ‘model student s’ y ou
introvert, always listen and do everything the teachgrssa and t he ‘students
more though’ and t he o p pidethmhase acatheripsenctitfeo r ma n ¢

MCM on how she pereees the students in class. The studangsclustered based on the area

they stand out inHildreth thinks thiscan also be recognized in her teaching simesays:i |

think it is rather important that children feelanfortable in the classroonh.find this more
important than the performance. So | prefer that children love coming to school, that they feel
good, thg feel comfortable in the classroom, they get along with everybody, that there are no
arguments and that there is no bullying. This is more important to me than performing
didactically. | would rather see them getting a bad grade, than not being coméoxtatbl

t h e ms eHildrethsstates that she tries to accomplish this by pairing up stronger and
weaker students didactical- as well asin social situationsShe states that she is always
looking for the areas in which a student is able to excel. €ferqmance minded students can

excel didactically, but the less intelligent students can excel in, for example, cleaning the
classroom. Because they enjoy doing it and they are goocgstwell Another example is

that some of the studet s f r onr tghreo u'pl’ ogoast with youngeh ehildren.

Hildreth states than she sometimesdsethem to the younger childrémgive these teachers a

hand. The students enjoy ttadot and they get great feedback from the teachers. About the
advantage for studes) she saysi They can be themselves and tt
they are something they are not. They can do their own thing. They can do the things they are
good at and they feel that they Adsadvamtge hav e
could be that the students are not challenged enough.Hilda¢th thinks“ t hey cannot
t his, so | j ust | et them do their own t hi |
Throughout the entire MCMildreth made aatheropen and honest impressio

Interview

Hildreth prefers the approach from the second clip, becausebitought in a more positive
andspontaneous way than the first clip. She minds the fact that the television is turned on in
the first clip, because the therapist cannot rdaltyis on the child this wayildreth does not

realize that the television is used as a reinfotdédreth notices that the therapist in the first

clip repeats a lot of the things she is saying. About the interaction, shéiséys:u can not i
that the herapist does not get a response from the client, the child actually does not react. He
looks, but he does not talk or make sounds or something. He is focused, more on the television

t han on t hHidrethfeels likephe snteaction only comes ém one sidethe side

of the therapist. Therefore, she does not recognize any aspect from the first clip in her own
teaching. She saydi | always try to involve the chil
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interacting with each other. So not that it is just md tk i Abgut tlie second cliglildreth

states that it seems like the client knows the therapist better than in the first clip. She also
notices that the client has more fun and likes to practice the skill. The therapist seems
motivated to teach and apgm@s a rather positive approachHildreth states about the
interaction: i1 | $eems like the therapist is helping the client, by touching him, by
compl i menting him. So the <client feshes t ha
recognizes this approach irrown teaching as followingi | always try to a
students in a positive way and compliment them. | try to emphasize the positive more than the
negative. Of course this happens, you have to address them as well, but | try to take out the
posiveand of ten reward t hem wThelack ofthe yositiviem s o me t
and the fact tht the television was involvadade her dislike the approach from the first clip.

She did not really perceive the underlying structures fromagiproaches imoth clips, but

she focusesn the manner in which the clips were brought.

Observation

Hildreth frequently asks the students questions and tries to let them anticipate about upcoming
topics and questions. When a student provides a correct descridildneth responds

positively i Go o d ) gna Wwhin an incorrect description is given, she responds more
neutral 6 Ok avy , but d o y o U orlsmilesvandasaygitMmaenth orod ? oq u i t
When it gets a bit more noisy in the classroom, she addresses sheasla wholefi(P a y
attent i on. Hiydethonly givesturms to studentsho raise their hands. When she
noticesthatthe same students are answering questions every time, shédaysam seei ng
same hands i n tHildeeth eomesacr®ss asrkind and apgoaanable towards

her students. WheHildreth puts the students to work, sjukes around with them a bit and

acts like she cannot reatiie books, sastudents com& help herget them othe cupboard.

While she makes her round, ookthe students saystohé&rTeacher, we might 1
Hildrethsaysi But your mom has t h&tudenifsY eve,s sb watt dloene
t o go s o meHildiethrieOwe Itsheadd sounds exiting. Alrig
and she smileat the studentildreth approaches her students with a sense of humour. While

the students are working, she goes and stands behind a student who is busily moving on his
chair. She lays her hands on his shoulders and says tdihdrt: her t hagthinghi s, i
okay TBawinks at him. The student smiles back at her and sits still on his chair. When
students have questions, she sometimes answers them herself, or she recommends that the
students discuss it with pedrsii Pi et er |, d o vy & exeroise with Erikdor bt o k a't
p | e a)sHidreth shares things aboberself with the children as well. When the class has a
discussion about breakfastildreth asks a Sri Lankan student what they eat for breakfast in

her home country, because she i;gdo Sri Lanka over the summer. Afterwards she says to

theclassn So t hat is what | 6m going to eat over
when | @l she brales kodhe studeMighen the class wanders off about the topic of
breakfast,Hildreth says at one timefi Al r i ght |, one more person C:

breakfast and then we a Hidretgguards the topec andd smakesi n u e
sure the planned content is discussed during the lesson time. Mildegth addresse the

children’s work attitude, t hte@orma samnNauwr ih,e
wor ki nghWhewmn! o0y ou start wmudh nmormeren tylbe mgaqe
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Vignette 9Birgit; Grade 6; 26 years of age; 6 years of experience

MCM

Birgit basedher MCM on the ‘didacticall e v e |  igwhahithe sstudents work iclass.

She mentions that there are many aspdutscould have based th&CM on, but this was the
first one that came to mind. Thi students,gshe | t s i
average'’ students and the ‘below average’
image of the students, plus the image of what level of secondary education the students will
go to (HAVO/VWO, VMBO-T or Basis/Kader)Birgit says:i T s distinction is made, so that

you do not approach them as one group, but look at their educational objectives and learning
goals and respand oo vi bBirgtdeaches and it detenines thy
entireimageof the way she fills in heeducationShe saysii You can take this
account in different ways. You can put them together as groups, or you can chose to connect
anbabove averaged student About thah sandebsabject whe av er
further elaboratesi B letting students work together, | get a lot more from it as well. You can
provide the instruction yourself and think you clarify something, but the students can teach
each ot her Theddwantageaisthategedrylstudent is approached at hikewvain

so the students that are good at a subject do not get bored and the students who struggle, get
the extra help they need. A disadvantage could be that the teacher judges the students in a
wrong way, leading to some of the students being in the wegy group.Birgit does not

really address the role of the teacher in the educational prochsseg the construction of

the MCM. She isratherfocused on the level groups and how every level group has to get the
appropriateandfitting education. Thelidactical aspect is most important and the role of the
teacher is not explicitly described.

Interview

Birgit prefers the approach from clip two, and Hags about thisi T h e f istared clip
rather positive with giving complimentsBut it was morelike the therapist had a certain

objective and had to achieve this objective at all costs. She did not look at the way the client
responded And the second clip, | felt more like ther&gas an objectivebut the client
determined whethdre could handle ior not. So thatappealed to menore You canhave an

objective but if it does not work at that momeiit does not worlandyou shouldadjustyour

goalo Birgit elaborated extensivebbout what she perceived in the first clip. The interaction

in the firstclip is characterized dghe therapist who is telling something and the client who

does not respond to thisNo questions are asked by the therafBsiit got the feeling that

the therapist treated the client like he was an object. Waathemainreason she got mixed

feelings from the perceived interaction. The entire situation rater positive at first, but

Birgit did not uncerstand why the therapist startiadking at a different level at some point
(fone ac c)eShetfaundthe facd thathe therapist complimented the client when he
swallowed the biteather positiveBirgit got a bit emotional during the viewing of the first

clip. She made it clear through her body language that she did not enjoy this approach and
thatit gave her shiverdn the second cligBirgit notices the followingih The t her api st
therapi st but more | i ke, he is just pl aying
About the interaction she perceidyeshe saysii | think theyamélevd.ct i on
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Because the therapist does not use muetds but the child seems to enjoy it. So he has a
certain way of communicating, whichrigeto see. Something like, come on, we are going to

rol I, come on. And tTheintecattionefmtclip twe gapeBirgtlas t o t
good feeling. Sé stated that it was not forcédt felt comfortable and nice. She did not feel

the distinction between therapist and client, something she explicitly felt during the first clip.
From the first approactBirgit recagnizes giving compliments in her own teaching. From the
second approach, she recognizes that she addresses students at their own level, by adjusting
her language and empathizing with them.

Observation

Birgit asks the students a lot of questions throughba lessonffCan you gi ve n
example of. . 2?20, A WhjaAtsome mdmengs, itdoaks like sheeisiteséing o f €
students in front of the whole class. For example, she 8afst r i ght , one, t wo,

tell me. When is something aspa p a r tWhenBigit asks @ student a question, she
values it when he comes up with his own answer, even when this takes a lot of time or if the
answer turns out to be wrong. This sometimes leads to long pauses after the questions she
asks, but thigjives the students the opportunity to come up with their own answer. Also,
Birgit encourages students to ask questions to their peers first, before asking questions to the

teacherff Go and di scuss this topic i n hohfedanear ni i
answer s, you can c o.ndbe glves cdmpliments to dhe &ntireadassias . 0 )
well as to students individualyi(Al r i ght , good | o borrectaowell la | | h &

believe right®). Birgit approaches the students in a positmanner. For example, when she

wants the class to be quiet, she compliments the kids that are already quiet, instead of
addressing the ones that are still talkingf Thr e e, t wo, one, and the
Sel ma, 0. Whed theg talking bateen the students gets too lo@ikgit smiles to the

class and say$t Ss s h, not Thes makescher domg acrpss asokind, but not afraid

to act when necessary. Wheirgit helps her students, she does the first exercises together

with them andhen leaves them to continue themselve®\(l r i ght , now try the
n o w WhaenBirgit makesherround, she asks the students a lot of questions to check if they
understand the tasks and are able to make the exertifee ( y ou kn o wtowdhimt you
t as k )f Shaiaddtesses the students personally, to check if they continue theifiwork (
everything clear HeBun? Al ri ght , g o o Rirgitjbrings,the teedbatkisineu e t h
gives the student mostly in a positive walyY o u g u Yits butdyou have to apply the

rul es more consequent | y. Birfitoemphasizes kha didacticalh a t I
aspect throughout the entire lesson and continuously tells the studéntséoe p app!l yi ng
rules, because that is most i mportant?’
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Vignette 10Sofia; Kindergarten; 29 years of age; 8 years of experience

MCM

SofiabasedherMCM on ‘'t he place the students have
guestions | i ke ‘ What position do theyndhave i
‘Are they mainlyfocused orthemselves, othersr everybody’ and started to c
with matching characteristics. This resulted in a MCM that includesao c i a | group t
along with everybody an ‘introvert group that is mostly focusech dhemselves an

‘extravert group that mostly focuses on othees‘group that is mostly focused on the

teacher, a ‘group with abnormal or deviant behavioand a‘group of three kids that the

teacher cannot classify in one of the other graupboutt he ‘ s o c boédstatgsr ou p ' ,
AThis is actuallya rather large group of students wiaoe rather social rather helpful and

focused on everyone, not just oreonly one student. They get along with everybody anrd no

one has a problem with thehfofiathi nks it i s I mportant to take
into account and sayaA: | t h irath&r impdrtant ta&know thatthe majority ofthe group is
6good©éd: r at h e r. The otlwers hdvéhahas well,bueih g diffarént way &he

statesthat she tries to help the students who are focused on her by involving them with the

rest of the group and the students who are focused on themselves, she tries to bring in contact
with other studentsShe says this has the advantage of her knowing howatth all of the
studentghe best wayThe social group is easy to reaaidthis goes naturallybut reaching

the other groups requires something extra. However, the disadvantage is that the students
out side of t he ‘ soci alachgdio a gifferend mannerathah thena t i ¢
children within this groupSofia reached the final resutif her MCM ratherquickly and
created a structure around the group that ¢
consisted of about half the students. Tast of the students were classified based on their
deficits and oddities.

Interview

According toSofiga the main difference between the two clips is the fact that in clip one,

client and therapisivere both not havng fun and in clip two, client and thepistwere She

also addresses the extent to which the therapist is interacting with the client and the moment

the interaction stopsSofia notices that the therapist iathersweet and friendly towards the

client at first in clip one, but stops interagt the moment the boy eats the first bite. There is
contact from the therapist’s si deheiisrmorehe fi
focused on the television. She interprets the interaction in the firadip “a bi t f ake
theraps t * s ansl thidks that she only acts nicetkatthe client will take a bite. About the

second clipSofiastates that therefsi nt er acti on t hr and thétbewapistt he e
does not stop interacting when the client fulfils the taslkadks like they are both having fun
doing what they are doing. The interaction
interaction in the first clipSofiaexplains:fi | prefer the approach fro
that clip you can see them both hayfun. In the first clip, the boy does not look like he is

having fun and | get the feeling that the woman was done with the whole thing pretty

g u i c Bdfiarecagnizes aspects from the first clip in her own teaching, namely the fact that
she <calnesst’akferom the kids when she is tired,

129



towards them. From the second clip she recognizes that she always warassfer tr

everything she does in a fun aextciting manner. Shelaboratesiil| t ry t onseet t he
t hat | have fun myself and | also |ike it wt
Based on these statemerfigfias hows t hat she values the ‘ amc

she perceives fr om tSokamosty stateaspedstthatereipaghtnt o f
and obvious, without going deeper irttee interaction in the clipsSofiaemphasized in her
verbalizations orthe level of enthusiasm of the therapists

Observation

The observatioronsists of a math lesson that wasviled two times; everyme to half the
class.Sofiacollectively starts the afternoon in a big circle with all the students. During the big

circle, she responds to almost anything the students initiate. For example Sateins

talking to one of her atlents and another student shot$ e ac her |, | f,ehend sor
directly responds by saying that the student can walk by everyone in the circle and show
them. This createsrathermessy, impulsivatmasphere in whih every event gets a response

from Sofia WhenSofiaforms the smaller circle that she wants to start the lesson with, she

says to one of the studenfs:Se a n , come sit next to me. Beca
pay attention that way” Al s o, bef ore she thdstudentsaretrdagdy act u
and waiting for herSofiafirst accompanies one of the students that has to go to the bathroom

and says to the rest of the claBsJ ust wai t .aWhenisheusthelping a stusient

with a math exercise and she sees that anatiuelent has trouble washing her hands, she
stopsattesting the student withe math problem andirectly goes to help the studewho is

washing her hands. When students get up off their sBafi@ responds in an gongruent

way by correcting them oglhalf the time and ignoring them the rest of the time. When it gets

too loud in the classroongofiaaddresses the class by sayifigt t hi nk we shoul d
rul es once mor e. W sttidend respands thyhsaysn:lsiasyt ameir neg?0o

Sofiasaysi Cor r ect ! We hav e .WhenSofiagiteg ancompbmerd,sleh ot h
addresses the entire clagsYou di d )wbetiwhen ghe gosrdctdé someone, she often
addresses students individualfy Ar r e n do not reveajustfindlham answ

her §.When the teacher asks a question to the students and does not get any response
(AWhere do you t hi)rmshe rephiases the quabtsin\Mhielnl 1g ot?hor o w t

seeds in the wind, w h sotthe dtdemte aret able to providé &an t h e
answer. A student who is working individually on a drawing, keeps on talking to his peers.

Sofia punishes him by placing him next to her in the ciréleP(l e a s e, come join
circle, ri)ght next to meo
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Vignettell Sandy Grade 2; 30 years of age; 7 yearsexXiperience

MCM

Sandyp ased her MCM noont i tomewhiclsaesgitedinta’division in three

g r o u p =ther sacial ‘group, of students who are cheerful and who feel good about
t hems el wm svithdrawa grdupnwho are harder to read regarding their thoughts and

feelings, but of whom parents say they feel
slightly more difficulty making contact with others, who wants to make contact with others a

lot , but who ar e n oAbouaHhHemchorcs foratss classificatiennMae nt ’
elaboratesfi | t i's I mportant that students feel g 0«
teaching. If a student does not want to come to school and has stomashlazdn teach him
anything | want. But | think it i sSandytigsood st

to stimulate students to cooperate in different pairs and different groups to achieve that
students work together with as many differstutdents as possible. ShesaysSf hi s can mal
students change the way they look at each other and the way they perceive their learning.
Through working together, students can realize that others are nicer than they had expected,
or they can cooperate hete r t han t The gdvantdge of this tvay @f looking at
students, is thaheir differencesan be taken into account and the focus does not have to be
on the negativside Sandyalso knows which students she has to keep an eye on, because
they ae more vulnerable than others. Besides that, she finds an open communication with
parentgatherimportant regarding the wellbeing of her students. The disadvantage of this way
of looking is that you might start to compartmentalize the students adbitrtich. Sandy

made a rathelhonest impression throughout the MCM and elaboratednsivelyabout her
instinctively constructed division.

Interview

Sandypr ef ers the approach from the seheochidd cl i p
instead of raching an objective” S h efils ttahtiensk you have to | ook
you accomplish th@bjective even if it is for 50%, the child must come first and not the
objectve dn cl i p one, the therapi stresanecrardbandy zes t

doubts that this is a sensible thing to do. She suspects that the client is more aware then the
therapist may thinkSandynotices that at one point, the client gets tensions in his face and

grabs on to himself. She also mentions that dbes not understand the part with the
television. About the interaction, shesaysThe f i rst ti me she rewar ds

uses are more from 6this is how I am suppose
exactly what she said, bititwas not at the level of the child. And then she says something like
Afgood jobo and I do not know which word she

she means, t hen how s h o uvAbadt her fieelings tegatdidg thee s p o r
interaction,Sandysaysfil am gl ad t hat whohad w sitrthere with suchea a c h
therapist. Because you entrust your child to her and she has to make sure that the child starts
eating again. And she is sitting there, almost clinically, like Igomg to stuff this in his

mouth and say fAgood jobo. And what struck me
it off and he is going to vomit now. o0 But whk
And because you say it, he might doitiSo does not gi viethersecorml g o od
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clip, Sandyperceives that the therapist does not only compliment in words, but also takes the
time to look at the child and to interact with hiandynotices that there is psychical contact

as well, smething she finds rather importai@he noticeshatthe clienthas a totally different
posturefrom which she interpretdie is havingfun, although he finds the exercise difficult.

About the interaction, she saysThe t her api st s e etimeshild, msteada v e me
of what he wants to teach. The child comes in first place and not the thing he wants to teach.

In the first clip, it is about the child having to eat and not about the impact this has on the

c h i ISahdyéxperienced the second approack mor e pl easant and al
can | eave your child with a good feeling to
From the first clip,Sandyr ecogni zes the fact t hat somet i
compliment, without really goonfurther into it. Also, when something does gotwell the

first time, maybesubconsciously, doing it exactly the same the second time. From the second
approach, she recognizes the occasiamdividual conversationsvith students, onen-one

time, havirg a quick laugh, a chat altosportor speaking in dialect. Off the recor8andy

stated that she found it difficult to react to the first clip, because she never worked in a similar
situation before. She verbadid the feeling it gave has a mother asell. The clip gave her a

knot in her stomactand shivers down her spin€he mentiongo find it difficult to see

someone teachinfgont of the class, who she thinks is unfit as a teacher.
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Observation

Sandystarts the lessom a ratherfree and opemamer, by organizing a cooperatiwsork

form, in which she has a guiding role. She makes contact with her students throughout the
entire observation by winking at them, touching them on their shoulders, or making explicit

eye contact with them. To a studevito is standing on the side all aloi@andysays:ii J u s t
join us Tom, t h evkile shg wink$ & hindfSandyaduressel thgtudents

with a sense of humour and she can be a bit sarcastic sometimes as wellf{ddyong t hat i ¢
very smart of yo owhen something is clearly not). The students seem to understand her
messge, because they listen to ewever she brings it. Whedandyasks the students to

clean their desks an@hen some students do not do this correctly, she looks at them
intensivdy and asksi Ok ay, what di d y o uhdn&andyasksdaothe | e an
class if someone can finish the table exerase,of the students responds by sayifigT hr e e

ti mes el even, four t iSangystartse laughing and saf$iOwe ht inme s

t he out c o.mAeauplepof peasdarigh at well, dBandywinks at the student and he

takes it well. WhileSandyis explaining an exercise, two students are acting a bit funny. She
addresses them by sayimrgDaan and Jortt o ysdandade mewthehalvrei g
students stop. When some students remain busy latefamdyis not afraid to act and

removes them fromthecircle(vyou t wo, please sit down, becal
it 1 )bSahdyaddvesses students whehe experiencdsehaviourshe does not like. For

example, whebandyasks a student a questiand another student answers, she say@k a vy ,

it I's a bit weird t ha$andycones anss astappeoacibableand e s p -
addresses the studsmhostly in an informal mannei (Mi st er van Kepburgen,
how | can be Whén the stsdensstare warkengd imdividual§andymakes a

round through the class. Either she respdndguestions from the studerds she arranges

studens to help their peer$i(Mi t ch, can you expl a).n exercise
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