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CHAPTER I 

INTRODUCTION 

Education is noted for its attempts at innovative 

change. Apparently more quick to change, then change again 

than other professions, education easily becomes the target 

for criticism. The feeling is often voiced among educators 

that there is not enough investigation prior to sweeping 

renovation, not enough time allowance for maturation, nor 

is there sufficient intra- and post-evaluation. Thus, the 

professional field becomes innundated with notions, ideas, 

and changes which have had an historical tendency toward 

failure or discard. Accompanying each change there appears 

many sweeping promotional generalizations. Such statements 

have a logical and emotional appeal, yet are often unsup-

ported by empirical evidence. 

Nationally, the most sweeping change of the last 

ten years has been the open concept educational model 

(Martin & Pavan, 1976). The concept has been applied both 

to the design of school buildings and to the attitudes 

toward teaching. This innovation has been accompanied by 

panaceaic generalizations as have others. One promotional 

emphasis of the proponents of open concept models has been 

the availability offered for interactions between the 

teacher and the students and among the students themselves. 



Cooperative and group learning have received some notice, 

but almost all open concept educators consider social 

interactions to be a significant feature of the open con-

cept model (Stodolsky, 1975). 

Interaction, between teacher and pupil and between 

peers, seems to have an impact on the successful operation 

of classrooms (Ross & Zimiles, 1974). Successful, positive 

interaction in both areas should contribute to each stu-

dent's overall feeling of self-value and comfort and to 

the general climate of both the classroom and the school. 

Piaget notes the significance of children's interactions 

with each other in the classroom, stating: 

" . . . the cooperation among the children them-
selves has an importance as great as that of 
adult action. From the intellectual point of 
view, it is such cooperation that is most apt 
to encourage real exchange of thought or dis-
cussion, which is to say all the forms of be-
havior capable of developing the critical at-
titude of mind, objectivity, and discursive 
reflection. From the moral point of view it 
results in a real exercise of the principles 
of behavior and not solely in a submission to 
external constraints" (Piaget, 1970). 

As the nature of interaction occurring in class-

room settings is investigated, it is noted that research 

is plentiful in the area of teacher-pupil interaction. 

Scales for the measurement of such interactions have been 

developed by Flanders (1960), Bales (1956), and others. 

Not as widely investigated are peer interactions and their 

characteristics. Such a lack has been noted recently by 



expectations according to setting appear realistic, and 

vThether generalizations concerning the relationship be-

tween beauty in surroundings and desirable interactions 

are supportable. The proposed study should either lend 

support to those who advocate allocation of school funds 

for beautification projects and who encourage open space 

schools or cause educators to look more critically at these 

educational tools. Evaluation of the nature of interactions 

according to varied criteria may illuminate other contribut-

ing factors to the quality of interactions that may warrant 

the attention of teachers, their aides, and ac3ministrators, 

and may define areas for further investigation in the field 

of peer interaction. 

Questions to Be Investigated 

The primary question to be investigated is whether 

interactions of a more educationally facilitating nature 

occur more frequently in open, modified open, or fixed space 

schools. Another question of concern is whether substan-

tially more facilitating interactions occur in classrooms 

judged more attractive than others. Because of the complex 

nature of interaction, other factors should be considered 

in the determination of interaction facilitators. The 

questions to be answered are: 

1. Do educationally facilitating interactions 
occur more frequently in open or traditional 
settings? 



2. Do educationally facilitating interactions 
occur more frequently in modified open 
concept or traditional settings? 

3. Are more students involved in each inter-
action (i.e., small group experiences) in 
open space settings or in traditional 
classrooms? 

4. Are interactions more lengthy in one setting 
than in another? 

5. Does the student's grade level affect the 
nature of the interactions occurring in a 
particular setting? 

6. Do more facilitating interactions occur in 
the classes judged more attractive? 

Hypotheses 

The questions which have been asked regarding peer 

interactions have led to the formulation of six hypotheses. 

These hypotheses will be tested by the study: 

HQI There will be no statistically significant 
difference in the number of educationally 
facilitative interactions observed in the 
open space classes and in fixed space 
classes. 

Ho2 No statistically significant difference will 
be found in the number of educationally fa-
cilitatinq interactions observed in modified 
open space classes and in fixed space classes, 

HQ3 N O statistically significant difference will 
be found in the amount of group interaction 
that occurs in the open concept, the modified 
open concept, or the traditional settings. 

H Q 4 NO statistically sicpiificant difference will 
be found in the length of interactions that 
occur in open concept, modified open concept, 
or traditional classroom settings. 



HQ5 NO statistically significant difference 
will be found in the number of educa-
tionally facilitating interactions oc-
currinq in grades one, three, or five. 

HQ6 NO statistically significant correlation 
will be found between school attractive-
ness level and educationally facilitating 
interactions. 

Definition of Terms 

Open concept or open space setting: Those class 

settings housed in a building architecturally designed for 

the purpose of open concept education, located on a campus 

where a philosophy of open concept education is expressed. 

In the classroom settings used in this study, the open con-

cept philosophy included an instructional program designed 

to provide for the maximum development of the individual 

child; a nongraded approach to provide for flexible group-

ing and regrouping; and an adoption of the learning con-

tinuum to the needs, learning style, interests, and capaci-

ties of individuals. Other components of the personalized 

instruction would include: team teaching, cooperative 

planning, flexible scheduling, structured curriculum design, 

diagnostic procedures, flexible grouping, community involve-

ment, flexible space arrangements, multime(iia roe----

and positive teacher-pupil relationships. 

Modified open space setting: Those 

in buildings originally constructed for the 
jn 

contained classrooms which have been subsequ 
/ 



structurally to permit the more even flow of students and 

teachers in teaming situations and expressing philosophies 

closely aligned with open concept education. Also included 

in this category are new schools constructed as modified 

open concept buildings. Such a structure would require a 

feeling of openness, yet provide walls and closed areas for 

small group instruction, committee work, conferences, and 

specialized personnel. Different types of space organiza-

tion are provided to meet the requirements for various 

kinds of learning experiences. Facilities of such schools 

are designed to expedite and enhance the instructional pro-

gram and provide maximum growth opportunities for children. 

The predominant feature of the building is flexibility of 

space. 

Traditional or fixed settinqs: Those classes meet-

ing in self-contained classrooms where no team teaching is 

conducted and one teacher has primary responsibility for a 

given number of students throughout the year. 

Attractiveness: The beauty or pleasing quality of 

the physical setting itself as it is judged by a number of 

persons who are involved in educational processes through 

their ovyTn educational endeavors, through their teaching 

experiences, or through interest in the education of their 

children. 

Character or nature of interactions: A description 

of each interaction as it is judged to be educationally 
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facilitating, non-facilitating, or educationally impeding. 

Educationally facilitative interaction; Any con-

tact of one student with any other (verbal, eye contact, 

body language, or touch) that is judged to execute a posi-

tive effect upon the observed student's learning at the 

time of the interaction. This may include social or emo-

tional grovrth as well as task oriented behavior. 

Non-facilitating interaction: Any contact of one 

student with another (verbal, eye contact, body language, 

or touch) that appears to elicit a veryneutral kind of 

response. This category of interaction might include those 

very brief encounters between students, such as eye contact, 

that do not seem to facilitate learning in any positive 

manner, yet are not interpreted as impeding the learning 

process. 

Educationally impedinq interaction: Any contact of 

one student with another (verbal, eye contact, body lan-

guage, or touch) that appears to have a negative effect 

upon the learning of the observed student. 

Limitations of the Study 

The focus of this study is schools of a defined 

type in Lubbock, Texas. The study is limited by the exis-

tence in this location of only one school defined as open 

concept. Observations involve only three grade levels, 

therefore, generalizations must be restricted to the grades 

and schools concerned. 



Another problem with a study of this type is the 

tremendous number of factors which are uncontrollable and 

which may not be specifically noted by the researcher, yet 

influence the findings of the study. Here the researcher 

must remain alert to influencing factors and their effects 

and acîmit the limitations of his ability to specify all 

influences. Thus, one should be cautious in speculating 

about the cause and effect nature of selected factors. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Few studies were located that dealt specifically and 

exclusively with student to student interactions in class-

rooms. Most of the studies that were examined were confined 

to verbal interactions, whenever student interactions were 

reported. The sources consulted in the search included the 

Education Index, Educational Resources Information Center 

(ERIC), Dissertation Abstracts International, Psychological 

Abstracts, the Texas Tech University Library card catalogue, 

and other publications encountered through professional ac-

tivities. Of these sources, the ERIC search yielded ninety-

three citations which produced the most specific information 

on peer interaction. Descriptions used in the search in-

cluded: classroom communication, classroom environment, 

student interaction, classroom observation techniques, inter-

action process analysis, and open education. This review of 

the literature will include comments concerning the histori-

cal nature of interactional analysis, the influence of open 

concept schools on the potential for interactions, and some 

research on the open concept schools which dealt with inter-

actions in that environment. Support for the importance of 

peer interaction in the classroom will be reported and a 

presentation of specific studies of peer interaction will 

be made. 

10 
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Early Interaction Studies 

Awareness of the importance of interactions to social 

climate surfaced in the early 1900's when Lewin, Lippett, and 

White (1930) began to study the phenomenon. The focus of 

this effort was the study of personal interactions of stu-

dents in various social climates. Jennings (1949) added di-

mension to the subject when he introduced his research of 

the inter-relationships involved in learning situations. His 

study involved a complex investigation of the "socio" and 

"psyche" groups operating in learning situations. Withall 

(1949) focused his investigation on the verbal behavior of 

teachers as an indicator of social climate. He utilized an 

index for the analysis of responses made by teachers to the 

questions and statements of students. Flanders (1949) ex-

amined the interaction between students and teachers in an 

attempt to determine the contributions of these interactions 

to learning in the classroom setting. The Flanders method 

for interaction analysis proved to be an effective tool for 

indicating that student behavior, attitude, and achievement 

were related to teacher behaviors (Samph & White, 1973). 

Flanders has been a leader in the area of interactional 

analysis and his work with observational systems has con-

tinued through the present time. 

Even though attempts to measure interactions oc-

curring in the classroom have resulted in a large number 

of observational systems as evidenced by the anthology of 
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systems, Mirrors for Behavior (Simon & Boyer, 1967), re-

searchers have pointed out that early research was conducted 

in situations very different to those of today (Withall & 

Lewis, 1963). They suggest that more attention be given 

the students themselves as they function in the classroom 

setting. 

The Influence of Open Concept 
Schools on Interaction 

The introduction of open area schools during the 

late sixties and early seventies brought change to the edu-

cational situation both structurally and conceptually. As 

chairs were unbolted and walls removed, students were en-

couraged to become more physically active. Teachers in the 

open schools often come to be viewed as a resource rather 

than an authority figure, and students were urged to perform 

tasks for themselves (Gorman, 1969). Martin and Pavan (1976) 

reported that the open space concept evolved from the rec-

ognition that students have a strong need to move about and 

to interact with people and with the environment. 

Similar information regarding the increase in poten-

tial for interaccion in open concept schools we.re recorded 

by Allen (1972), Jeffreys (1971), and Lueders-Salmon (1970). 

Allen noted that teachers seemed to be reasonably satisfied 

with open areas and that this satisfaction appeared to be a 

function of increased interaction with and between students. 

Jeffreys found that more individualized and small group work 
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took place in the open concept schools. More activity in 

the open schools was also found by Lueders-Salmon. 

The characteristics and evaluation of open educa-

tion was discussed by Stodolsky (1975). She reported 

Zimiles' belief that value judgements can be made about edu-

cational environments and that researchers at the Educa-

tional Testing Service suggest that evaluation of the open 

classroom should be based on the quality of classroom ex-

perience. The quality would be appraised by diverse as-

pects of teacher and student behavior and products and by 

physical environment. 

Martin and Pavan (1976) reported that their study 

of the literature concerning open concept schools has in-

dicated that open space schools do not promote any real 

difference in teaching and learning outcomes. They specu-

late that architectural changes alone do not produce dif-

ferences in the learning of students. This does not mean, 

however, that structural changes are not conducive to change 

in the interaction patterns of the students. 

Importance of Student Interaction 

in the Classroom 

An investigation by Ross and Zimlies (1974) focused 

on a particular program, Follow Through, which utilized non-

traditional educational approaches. The authors studied the 

quality and quantity of students' interactions in the class-

room setting. They considered these interactions to be the 
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educational process itself, and they noted that the nature 

of pupil interactions reflect the opportunities for learn-

ing that exists in a setting. Their results showed more 

interaction occurring in the Follow Through classroom than 

in traditional settings used as a control. Students in the 

Follow Through classes also exhibited higher level cognitive 

and expressive behaviors than the students in the traditional 

settings. Ross and Zimiles also pointed out that behaviors 

in open style classrooms were less destructive than those 

in traditional areas. It vras noticed that those students 

who were given more freedom to direct their ovm behavior 

were more consistent in maintaining appropriate behaviors 

v^en the teacher left the room than were students in the 

traditional settings. The students with less freedom to 

choose showed greater tendencies to engage in inappropriate 

behavior. Thus, the self-direction and independence often 

found in open classes may reduce discipline problems be-

cause students have less need to rebel against control. 

Reel (1973) noted that self direction does not appear to 

impede learning; that children directing their ovni learn-

ing achieve as well as students whose learning was teacher 

directed. 

Stanford and Roark (1974) concluded that signifi-

cant learning has meaning and importance in the life of the 

learner and that such learning often occurs through human 

interaction. Their notion v^s based on the theory that 
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through experimental learning comes behavior changes. Stan-

ford and Roark extended the "learn by doing" 0110^^"^^ con-

tending that the significance to the student of engaging in 

a particular learning task is achieved through his inter-

actions with other persons. Removing emphasis from infor-

mation as the essence of education necessitates the objec-

tive study of other facets that are contributors to the 

educational process. One of the contributors, according to 

Stanford and Roark, was peer interaction. 

Peer Interaction 

Many of the recent studies of peer interaction have 

utilized observational instruments for data collection. 

Dodge and Bogdan (1974) pointed out that, ideally, the ob-

server would contaminate the setting to an insignificant 

degree, but that the potential should be recognized. They 

urged the observer to always look for clues, such as stu-

dent reactions to his entry or abrupt changes in activity 

levels, to indicate the degree to which his presence af-

fects the interactions occurring in the setting. 

Day and Hunt (1974) investigated verbal interactions 

across age, race, and sex in a variety of learning centers 

in an open classroom setting. The population for the in-

vestigations included students who were four, five, and six 

years old. Their results indicated that students showed a 

bias toward verbal interaction with peers of the same sex 

and race. 
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Another study of interactions of preschool children 

was conducted by Beehler (1974). This investigation tallied 

social interactions and demonstrated that social setning 

(activities engaged in or learning centers visited) in the 

preschool environment affects the quality and quantity of 

social interaction. 

Clem (1973) instigated a study of open classrooms 

for the Montgomiery County School System of Christiansburg, 

Virginia. The study included notation of the patterns of 

interactions occurring in an open plan and in a traditional 

plan school. The work was based on four objectives: (a) 

interaction patterns among members of school populations, 

(b) interactions between the school populations and physical 

resources, (c) physical systems as a background to educa-

tional environment, and (d) an organization of information 

to be used to develop designs for educational facilities. 

The data was collected by remote controlled video tape 

recordings which were filmed simultaneously in the two 

schools. Much of the focus of this study was on the type 

of task students engaged in, and on teacher to student 

interaction. Results gathered from a short observation of 

peer interaction was reported. Clem concluded that these 

results would lead to an expectation of increased movement 

in open space settings, decreased movement as grade level 

increases, interactions of longer duration in fixed space 

schools, and more small group behavior in open space schools 
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The results further suggested that open plan schools facili-

tate interaction patterns expressed in the philosophies of 

the selected schools better than the fixed plan setting, 

that there was more use of resources in the open plan, and 

that the first and fourth grade interaction patterns may 

call for different designs. 

Pupil interaction and movement in an open area 

learning environment was studied by Edwards (1973). He 

used a traditional setting as a control group and found 

major differences in interaction and in movement with more 

of each occurring in the open school. The role of the 

teacher was found to be more pronounced in the traditional 

setting. 

The role of teaching style received primary emphasis 

in a study by McKeen (1972). Peer interaction and class-

room activity as well as teaching style received attention. 

McKeen's question was whether teaching style could be de-

fined in terms of the rate of student interaction in various 

activities. He computed interaction rates during six ac-

tivities and found consistent increases in interaction 

rates between teacher led and seatwork activity and between 

seatwork and transitory periods in three primary classrooms. 

The teaching styles reflected by the interaction rates were 

defined as democratic, authoritarian, and lassez-faire. 

Nonverbal interaction was the focal behavior for a 

study by Amidon (1971). Her goal was to develop educator 
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awareness of nonverbal behavior which she believed was com-

plimentary to, yet independent of, verbal behavior. She 

produced a manual to enable teachers to identify the com-

ponents of nonverbal behavior. The content of the manual 

is arranged to parallel the interaction analysis categories 

of behavior. 

Koslin (1970) expanded an earlier interaction study 

to include racial balance in the classroom. She found that 

on sociometric instruments students chose peers of their 

ovm race most frequently. They also selected teachers of 

their own race. Interracial attitudes were found to be 

more favorable in racially balanced'rather than unbalanced 

classes. 

The studies cited here indicate that others share 

the strong beliefs stated by Carhuff and Berenson (1967) 

that the quality of the interaction between individuals 

determines whether the nature of their relationships will 

be for the most part positive or negative. It seems ap-

propriate therefore for teachers and administrators con-

cerned with the quality of education and the emotional wel-

fare of the students to examine very critically the nature 

of the interactions occurring in classrooms. 

The studies which have been cited indicate an in-

creasing interest in student to student interactions. The 

indicators favor the open concept model and more independence 

for the student in decision making, especially as the 
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decisions relate to his ovTn educational process. Further 

research is needed to clarify the role of student inter-

action to the total educational process. 



CHAPTER III 

PROCEDURES 

The procedure for testing the study's hypotheses 

involved the observation of student interactions during 

five-minute periods of time. Students observed were located 

in grades one, three, and five and were enrolled in open 

concept, modified open concept, or traditional school set-

tings in Lubbock, Texas. The three grade levels were chosen 

in order to provide a range of potential interaction. 

Sample 

In selecting the sample of students for this study, 

the aciministration for the Lubbock Independent School Dis-

trict was contacted and approval was granted for access to 

classrooms, pending the campus principal's approval of the 

project. At this time, Mr. Jay Gordon, Assistant Superin-

tendent fo.r Instruction, suggested seven schools which would 

fit the three categories being used for the study. These 

categories were chosen because they were already in use by 

the school system. Time available dictated that only five 

of the named schools should be included with one of the 

remaining schools serving as a pilot school for the study. 

Thus, the following schools were chosen: Mahon Elementary, 

open concept; Nat Williams and Hardwick Elementaries, modi-

fied open concepc; and Overton and Wester Elementaries, 

20 
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traditional settings. 

The principal of each school was contacted for per-

mission to conduct the study on his campus. Each principal 

was given a brief description of the study and was asked 

whether he felt he could lend his support to such an ef-

fort. Each principal agreed that he and the teachers in 

his building would cooperate in the proposed project. The 

principals provided a list of students in three classrooms 

at each designated grade level. The exception to this case 

was Overton Elementary which had only two classrooms at each 

level. Names on the lists from each school were numbered, 

then a table of random numbers was consulted to provide a 

random sample of at least ten students to be observed in 

each classroom. A total of 413 students were observed in 

the five schools during the study, as shovm in Table 1. 

Instrumentation 

Choice of an instrument for the recording of the 

observations proved difficult. Instruments for the obser-

vation of interaction from a number of sources were inves-

tigated. The source of greatest assistance proved to be 

Mirrors for Behavior, an Anthology of Observation Instru-

ments (Simon & Boyer, 1967), which provided descriptions 

of ninety-nine observational systems coded according to 

categories. Only nine of the ninety-nine systems demanded 

further scrutiny as they dealt with student to student 
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TABLE 1 

DISTRIBUTION OF STUDENTS IN SAMPLE BY 
SCHOOL AND GRADE LEVEL 

Type of Setting 

Open Goncept 

Modified 
Open Goncept 

Traditional 

School 

Mahon Elementary 

Nat Williams Elem. 

Hardwick Elementary 

Overton Elementary 

Wester Elementary 

Grade 
Level 

1 

3 

5 

1 

3 

5 

1 

3 

5 

1 

3 

5 

1 

3 

5 

Number of 
Students Observed 

Zk 

29 

30 

30 

30 

30 

30 

30 

30 

20 

20 

20 

30 

30 

30 

Total 1̂3 
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interactions. None of the nine, it was found, dealt spe-

cifically with the characterization of the interaction it-

self. Inquiries were also made with the Far West Educa-

tional Research Laboratory, the Educational Testing Service, 

and The Bank Street College of Education. None of these 

sources yielded an instrument appropriate for the require-

ments of the study. In light of this difficulty, an instru-

ment was developed utilizing three observational categories 

for the interactions: educationally facilitating, non-

facilitating, and educationally impeding. In addition, 

information was recorded as to whom the interaction involved. 

A coding system was devised for recording who participated 

in each interaction. The codes included male, female, race, 

teacher, and group involvement: M (male, Anglo), F (female, 

Anglo) , T (teacher) , M (male, Mexican American) , F_ (female, 

Mexican American), (M) (male, Black), and (F^ (female, 

Black). Group configuration was noted in this manner and 

was recorded as a single interaction. For example, "F M" 

indicated that the interaction was between the observed 

student, an Anglo female, and a Mexican American male. The 

race and sex of the observed student would be noted at the 

top of the date collection sheet. Reliability of the in-

strument was the inter-rater agreement achieved by the 

observations of three independent raters. 

The selection of independent raters was made from 

interested undergraduate students in education. Students 



24 

just beginning the professional course sequence were chosen 

since it was felt they would bring less accumulated bias to 

the observational setting. Three persons were selected as 

judges and a pilot study was initiated to test the observa-

tional instrument, and to train the raters. 

Prior to arrival at the site of the pilot school, a 

one and one-half hour session was held with the raters to 

describe the project, define terms, and to describe the role 

of the rater. Only one rating team participated in the 

pilot study which was conducted at Dupree Elementary School. 

The project gave the rating team an opportunity to check 

their rating skills and to improve their observational tech-

nique. Some adjustments were made following the pilot study. 

The observers found that they all needed to have approxi-

mately the same view of the subject in order to gain con-

sistent ratings. It was also determined at this time that 

the raters would shift positions during the fifteen minute 

observation period if a clear view of the observed student 

was blocked for any rater. The pilot study also provided 

an interjudge reliability score for the study. The relia-

bility range for the first team was found to be .92-.98 

using a Spearman Rank Order Correlation Coefficient. The 

pilot study proved successful and observation in the selected 

settings commenced. 

For the last round of observation in each school, 

it was necessary to train four new rater teams. Each team 
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was given the one and one-half hour introduction to the 

project, then accompanied a member of the original rating 

team to one of the school settings for a trial at rating 

the interactions. When each team felt they could operate 

effectively, they were assigned a location where their ob-

servations would be conducted. The rater reliability ranges 

for the additional four teams remained high, as shown in 

Table 2. 

Observational Procedure 

Step One of the actual observation involved obtain-

ing a baseline measure of movement in each of the settings. 

The baseline index was acquired for each classroom setting 

by counting each round trip movement made by each student 

in the classroom during a fifteen minute period of time. 

For example, if a student left his chair, went to the pencil 

sharpener, then returned to his seat, this constituted one 

round trip movement. The mean of the raters' count of trips 

was taken as the measure in each instance. 

Step Two initiated the actual interaction observa-

tion of the sample. The procedure involved the following 

sequence: (a) One of the raters approached the teacher 

with three names. (b) The teacher was asked to identify 

the students on the list without calling the student's 

attention to the identification. If a student was absent, 

or for other reasons not in the setting, the next student 
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INTER-RATER RELIABILITIES USING SPEARMAN RANK 
ORDER CORRELATION COEFFICIENTS 
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TEAM/RATER 

No. l/ 

A, B, G 

No. 2/ 

D, E, F 

No. 3/ 

G, H, I 

No. V 
J, K, L 

No. 5/ 

M, N, 0 

INTER-
RATER 
PAIRS 

A-B 

B-G 

A-G 

D-E 

E-F 

D-F 

G-H 

H-I 

G-I 

J-K 

K-L 

J-L 

M-N 

M-0 

N-0 

Facilitating 

.95 

.9^ 

.93 

.97 

.96 

.99 

.99 

1.00 

.99 

.97 

.95 

.9^ 

.99 

1.00 

.99 

TYPE 

Non-

OF INTERAGTION 

-Facilitating 

.92 

.97 

.95 

1.00 

1.00 

1.00 

.97 

1.00 

.97 

1.00 

1.00 

1.00 

1.00 

.99 

.99 

Impeding 

.98 

.97 

.95 

.99 

1.00 

.96 

.99 

1.00 

.99 

.97 

.97 

.97 

.99 

.99 

1.00 
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on the randomized list was identified. (c) The rater re-

turned to the other team members and shared identifications. 

(d) The order for observation was selected and the team 

entered the setting. One member of the rating team carried 

a stop watch with which to time each interaction. (e) Team 

members placed themselves so that students to be observed 

could be seen by all members. At a signal, observation was 

begun. Each student was observed for a period of five 

minutes. At the end of that time period, the second stu-

dent came under observation. During the five minute period, 

each interaction was coded appropriately. Judgements re-

garding the character of the interaction were usually con-

current, although in some instances results of the inter-

action had to be observed before conclusions were made re-

garding its classification. Each interaction was coded as 

to whether it was educationally facilitating, non-facilitat-

ing, or educationally impeding. Group configuration accord-

ing to sex and race was also noted. (f) At the conclusion 

of the fifteen minute time period, team members excused 

themselves from the setting. 

The observational cycle was made in each of the five 

schools on a rotating basis. On the first round, three stu-

dents were observed in grades one, three, and five in one 

school before observation was begun in the next school. 

After each of the schools had been visited, the rating team 

returned to the first school and again observed students 
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at each grade level. Four students were chosen for the 

second round. The third and final round was concluded by 

the observation of three students in each grade level of 

the five selected schools. The rotating system provided 

for the identification of more potential deviation in in-

teraction patterns over time in each setting. For example, 

if a class were observed while an unusual activity v/as in 

progress, this system increased the chances that a more 

typical classroom project would be underway when the ob-

servers returned to that classroom two to four weeks later. 

The target was to observe ten students in each grade over 

the four month period of the study. This was accomplished 

except in two instances: grades one and three of Mahon 

Elementary, shown in Table 1. This failure to observe the 

students in each grade was attributed to first grade en-

rollment and to fluxuation of the student population in 

the third grade. 

After two thirds of the study was complete, the 

change of college semester meant that the original obser-

vation team gained new schedules, eliminating some members 

from participation. In o.rder to complete the project, new 

rating teams were trained. The training process involved 

a total participant meeting, and on location observation 

assistance of new team members by persons involved as ini-

tial team members. The method proved successful as each 

team produced highly correlated inter-judge reliability 
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scores. The observations in the last round of data collec-

tion were completed by these newly trained teams. 

Ratinq of Attractiveness 

During the last month of the project, photographs 

representative of each classroom setting, which had been 

taken at the beginning of the study, were arranged on six-

teen cards. The pictures were presented to thirty-six in-

dividuals who were asked to place them in rank order from 

one to sixteen using the criterion of physical attractive-

ness for their selections. The raters of the pictured set-

tings had different levels of experience with educational 

environments, as shown in Table 3. These individuals were 

chosen because of accessibility and indicated involvement 

with education. Volunteers from two graduate level educa-

tional psychology classes were asked to rank the photographs. 

Other persons were chosen because of their interests, (i.e., 

art education) which seemed to lend credence to their 

judgement. The diversity among the raters was sought in 

order to provide a better jury for the rating of the at-

tractiveness level. 

Data Treatment 

Each set of observational data was processed, re-

corded and transferred to IBM punch cards. All computa-

tions were processed at the Texas Tech University Computer 

Center. The computations for the one way analysis of vari-

ance (ANOVA) utilized the Statistical Package for the Social 
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Science (S. P. S. S.) from the statistical library of the 

Texas Tech University Computer Center. A priori hypothesis 

testing was conducted by using Dunn's Multiple Correlation 

Procedures for Non Orthoginal Comparisons as presented by 

Kirk (1968). This method was used since it was presented 

by Kirk to be a conservative test for statistical signifi-

cance and since it allowed for a comparison of all demon-

strated means. Tukey's Honestly Significant Difference 

test was utilized for a posteriori comparison to determine 

the direction of the source of variance when F_ ratios ap-

peared significant. The alpha level for both a priori 

and posteriori test was .05 for one or two tailed tests 

as appropriate. 

TABLE 3 

RATERS OF ATTRACTIVENESS LEVELS IN CLASSROOM SETTINGS 

Rater Background N 

Dean, College of Education 1 
University professors, instructors 5 
Doctoral students in education 2 
Principal, high school level 1 
Teacher, high school level 2 
Teacher, junior high level 6 
Teacher, elementary level 8 
Counselor, elementary level 1 
Educational consultant, master's level, 

TTU School of Medicine 1 
Graduate students in education 6 
Undergraduate art education majors 2 
High school student 1 

Total 36 



CHAPTER IV 

RESULTS AND FINDINGS 

The purpose of this chapter is to present the analy-

sis of the studant observations collected and compiled by 

raters operating in five elementary school locations. Set-

tings within these locations were defined as open concept, 

modified open concept, and traditional. The data were col-

lected and analyzed to determine the tenability of the 

hypotheses stated in the opening chapter. A general analy-

sis of the data will be presented. Following this, find-

ings related to the hypotheses will be presented. Finally, 

significant findings not related to specific hypothese will 

be delineated. 

General Analysis of Data 

Six null hypotheses were advanced and tested in 

order to determine the nature of interactions to be found 

in the three defined settings. An analysis of variance 

(ANOVA) was computed for the interaction variables related 

to each hypothesis. When a significant F̂  ratio was ob-

tained, Dunn's Multiple Correlation Procedures for Non 

Orthoginal Comparisons (Kirk, 1968) were applied to those 

variables to determine which accounted for the significant 

difference. The level of significance for hypothesis test-

ing was set at p<.05. For a posteriori comparisons, 

31 
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Tukey's Honestly Significant Difference (H. S. D.) test was 

used (Kirk, 1968). Due to the relativity of the variables 

under investigation, a conservative alpha level of .01 for 

the intercorrelation coefficients was applied. This strin-

gent level would further insure that those elements found 

to be significant in the study were indeed tenable. Sig-

nificant ̂  ratios and ANOVAs are reported in Tables 4 to 

13. 

Hypothesis 1 

There will be no statistically significant differ-

ence in the number of educationally facilitative inter-

actions observed in open space classes and in fixed space 

classes. 

In a one way analysis of variance for educationally 

facilitating interactions by school, a significant |̂  ratio, 

F_ (2, 410) = 5.404, p<.01, was demonstrated, as shown in 

Table 4. Multiple range comparisons indicated that sig-

nificantly more interaction did occur in the open space 

than in the fixed space classes. When Dunn's procedure 

was applied to the means: open concept, x = 3.2731, modi-

fied open concept, x = 2.6944, traditional x = 2.26 21, the 

significant difference was found to exist between the open 

concept and traditional setting means. The null hypothesis 

was rejected. 
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TABLE 4 

ANALYSIS OF VARIANCE FOR EDUCATIONALLY FACILITATING 
INTERACTIONS BY SCHOOL 

SV DF SS MS F Ratio Sign. 

Between groups 55.1519 27.5759 

Within qroups 410 2092.0261 5.1025 

Total 412 2147.1780 5.404** **p<.01 

Hypothesis 2 

No statistically significant difference will be 

found in the number of educationally facilitating inter-

actions observed in modified open space classes and in 

fixed space classes. 

Although a significant F ratio, F (2, 410) = 5.404, 

p<.01, was demonstrated in a one way analysis of variance 

comparing educationally facilitating interactions by school 

(See Table 4), Dunn's procedure indicated that no signifi-

cant difference existed between modified open space classes 

and fixed space classes. The null hypothesis was accepted. 

Hypothesis 3 

No statistically significant difference will be 

found in the amount of group interaction that occurs in 

the open concept, the modified open concept, or the tradi-

tional settings. 
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The F ratio, demonstrated in a one way analysis of 

variance of group by school was not significant, F_ (2, 410) 

= 1.236, p> .05. (See Table 5). Since the F; ratio was not 

found to be significant, further analysis using Dunn's 

procedure was not warranted. The null hypothesis was 

accepted. 

TABLE 5 

ANALYSIS OF VARIANCE FOR GROUP BY SCHOOL 

sv 

Between groups 

Within groups 

Total 

DF 

2 

410 

412 

SS 

.5669 

94.0571 

94.6240 

MS 

.2834 

.2294 

F Ratio 

1.236 

Sign. 

n. s. 

Hypothesis 4 

No statistically significant difference will be 

found in the length of the interactions that occur in open 

concept, modified open concept, or traditional classroom 

settinqs. 

As shown in Table 6, the one way analysis of vari-

ance for length of the student interactions by school 

failed to yield a significant F_ ratio. F_ (2, 410) = .742, 

p> .05. The null hypothesis was accepted. 



35 

TABLE 6 

ANALYSIS OF VARIANCE FOR LENGTH OF STUDENT 
INTERACTIONS BY SCHOOL 

SV 

Between qroups 

Within groups 

Total 

DF 

2 

410 

412 

SS 

1.1334 

312.6125 

313.7458 

MS 

.5667 

.7625 

F Ratio 

.743 

Sign 

n. s. 

Hypothesis 5 

No statistically significant difference will be 

found in the number of educationally facilitating inter-

actions occurrinq in grades one, three, or five. 

The one way analysis of variance by level indicated 

that there was a statistically significant difference in 

educationally facilitating interactions across grade level, 

£ (2, 410) = 2.898, p<.05. This relationship is shown in 

Table 7. Dunn's Multiple Comparison Procedures indicated 

that the differences in educationally facilitating inter-

actions existed only between grades one (x = 3.0027) and 

five (x = 2.3428), with more educationally facilitating 

interactions occurring in grade one. No statistically sig-

nificant difference between grades one and three (x = 

2.6304) or between grades three and five were demonstrated. 

The null hypothesis was partially supported. 
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TABLE 7 

ANALYSIS OF VARIANCE FOR EDUCATIONALLY FACILITATING 
INTERACTIONS BY LEVEL 

SV 

Between groups 

Within qroups 

Total 

DF 

2 

410 

412 

SS 

29.9268 

2117.2600 

2147.1868 

MS 

14.9634 

5.1640 

F Ratio 

2.898* 

Sign. 

*p < .05 

With regard to the nature of interactions occurring 

at different grade levels, itis noteworthy to comment on a 

significant non-hypothesized finding. Results of a one way 

analysis of variance, educationally impeding by level, noted 

in Table 8, demonstrated a significant F_ ratio, F̂  (2, 410) 

= 3.152, p<.05. Tukey's H. S. D. indicated that the dif-

ference existed between grade five (x = 0.6143) and grade 

one (x = 0.3009). Significantly more educationally imped-

ing interactions were found to occur in grade five than in 

grade one. Thus, for this sample, as grade level increased, 

educationally facilitating interactions tended to decrease 

while educationally impeding interactions increased. 



TABLE 8 

ANALYSIS OF VARIANCE FOR EDUCATIONALLY 
IMPEDING INTERACTIONS BY LEVEL 

37 

SV DF 

Between groups 

SS MS F Ratio Sign 

7.1873 3.5936 

Within qroups 410 467.4021 1.1400 

Total 412 474.5894 3.152* *p<.05 

Hypothesis 6 

No statistically significant correlation will be 

found between school attractiveness level and educationally 

facilitating interactions. 

Two statistical procedures were utilized to test 

this hypothesis. A one way analysis of variance, attrac-

tiveness level by school, showed a significant F_ ratio, 

F (2, 410) = 364.374, p<.01. (See Table 9). Dunn's Mul-

tiple Range Test indicated that the open space (x = 3.8916) 

was judged significantly more attractive than both the 

modified open (x = 5.8333) and the traditional settings 

(x = 12.600). The analysis also indicated that the modi-

fied open setting was judged significantly more attractive 

than the traditional setting. As will be shown later in 

Table 10, the Pearson Correlation between educationally 

facilitating interaction and attractiveness level was found 

to be r = .2039, p<.001. Since the variable, attractiveness 
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level, was mathematically inverse (i.e., the greater the 

ratio the less the attractiveness), the relativity demon-

strated does show that as attractiveness increases, so does 

facilitating interactions. This correlation indicated that 

a strong linear relationship existed. Table 11 indicates 

the mean rank order of attractiveness for each representa-

tive setting. The null hypothesis was rejected in this 

instance. 

TABLE 9 

ANALYSIS OF VARIANCE FOR ATTR?.CTIVENESS 
LEVEL BY SCHOOL 

sv 

Between 
groups 

Within 
groups 

DF 

2 

410 

SS 

5414.8984 

3047.0352 

MS 

2707.9492 

7.4318 

F Ratio Sign. 

Total 412 8462.9336 364.374** **p < .01 

Siqnificant Other Findings 

This section will present a posteriori, non-

hypothesized findings. In the process of analyzing the 

data that were collected, certain relationships were re-

vealed which were not anticipated. While these findings 

are not directly a part of the study through hypothesis 

testing, they appear to be interesting enough to warrant 

comment. 
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TABLE 11 

MEAN RANK ORDER OF ATTRACTIVENESS 

Rank School Grade Setting 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

Mahon 

Williams 

Williams 

Williams 

Mahon 

Mahon 

Hardwick 

Hardwick 

Overton 

Wester 

Hardwick 

Overton 

Overton 

Wester 

Wester 

Wester 

three 

one 

f ive 

three 

five 

one 

five 

one 

three 

one 

three 

five 

one 

three (a) 

five 

three (b) 

open concept 

modified open concept 

modified open concept 

modified open concept 

open concept 

open concept 

modified open concept 

modified open concept 

traditional 

traditional 

modified open concept 

traditional 

traditional 

traditional 

traditional 

traditional 
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T-tests were computed between two of the ethnic 

groups, Anglos and Mexican Americans. These variables 

were found to be significant: educationally facilitating 

interactions, attractiveness level, movement, ethnic group, 

and teacher interaction. No significant differences for 

these variables were demonstrated: non-facilitating inter-

action, educationally impeding interaction, time, group, 

and male/female. (See Table 12). A significant difference 

in educationally facilitating interactions between Anglo 

and Mexican American students was revealed with the Mexican 

American group having more facilitating interactions. The 

result might be explained in the realm of this particular 

study since it was found that more educationally facilita-

tive interactions occurred in the open concept setting than 

in the other two settings, and in the school system used in 

this investigation more Mexican American students were en-

rolled in the open concept school than in the other two 

settings. By the same reasoning, as the open concept school 

was found to be more attractive, a significant t_ ratio was 

found when movement and ethnic group were compared to at-

tractiveness level. Again, the Mexican American students 

were found to be significantly higher by these criterion 

than the Anglo students. The concentration of Mexican 

students in the more flexible setting is believed to be 

the functional factor involved in this finding. 
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TABLE 1 2 

T - T E S T S FOR COMPARISON OF MEXICAN AMERICAN AND 

ANGLO STUDENTS ON SELECTED VARIABLES 

VARIABLE RAGE MEAN S .D. T VALUE 

Educat ional ly 
F a c i l i t a t i n g 
I n t e r a c t i o n 

Anglo 2.^882 2.292 - 3 . 1 1 * * 

Mexican 
American 

Non-
F a c i l i t a t i n g 
I n t e r a c t i o n 

Educat ional ly 
Impeding 

Male/ 
Female 

Ethnic 
Group 

Teacher 
I n t e r a c t i o n 

MA 

MA 

MA 

MA 

3.313^ 2.139 

0.0601 .229 

0.0396 
0.8^^ 

.189 

0.4738 1.090 
-0.52 

1.4272 0.984 
-2.14^ 

1.6476 0.800 

0.8960 0.471 

1.6786 0.697 
-9.73-^^ 

1.0541 0.590 
-2.88** 

1.2298 0.472 

A = Ang lo 
MA = Mexican A m e r i c a n 

SIGN. 

^-x-p < . 0 1 

n . s . 

n . s . 
Interaction 

Time 

Group 

Attractive-

ness 
Level 

Movement 

MA 

A 

MA 

A 

MA 

A 

MA 

A 

MA 

0.5395 

O.3I85 

0,4580 

0.9550 

1.0619 

8.7401 

4.6071 

69.7982 

82.9167 

1.020 

0.845 

0.979 

0.497 

0.384 

4.448 

3.219 

32.375 

36.730 

-1.20 

-2.13* 

9.64** 

-2.99*^ 

n.s. 

*p<.05 

**p <.01 

**p <.01 

* p < . 0 5 

* * p < . 0 1 

**p < . 0 1 
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The freedom of movement in the open concept setting 

seemed to contribute greatly to significant findings when 

variables were compared by race. It appeared that Mexican 

American students had significantly greater numbers of in-

teractions with students of other ethnic groups than did 

Anglo students. Mexican American students also interacted 

more with groups, as opposed to one other individual than 

did Anglo students. These findings seemed to be a function 

of the open concept setting. It is interesting to note, 

however, that when this freedom does exist the Mexican 

American student appeared not to isolate himself to members 

of his own ethnic group, even though there were more Mexi-

can American students available for interaction. There also 

appeared to be significantly more interaction between Mexi-

can American students and the teacher than between Anglo 

students and the teacher. One might surmise that language 

problems encountered by Mexican American students may be 

functioning here and that many of the interactions may be 

requests for clarification. It may also be true that the 

freedom of movement in the open setting contributes to the 

facilitation of interaction between students and the teacher 

when the teacher is viewed more as a resource person than 

as a figure of authority. 

The amount of movement evident in the settings was 

found to be significantly different. Table 13 presents the 

data from a one way analysis of variance of student movement 
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by school, F (2, 410) = 65.491, p<;.01. Tukey's H. S. D. 

indicated that the significance was found between open con-

cept (x = 80.6385) and traditional settings (x = 50.8061), 

and between modified open (x = 87.00) and traditional set-

tings. No significant difference was demonstrated between 

modified open and open concept settings. The amount of 

movement appears to be a function of the physical contain-

ment of the setting. Modified open concept settings which 

employ team teaching techniques as well as other philoso-

phies congruent to open concept teaching do nct appear to 

restrict movement as much as the typically self-contained 

traditional setting. 

TABLE 13 

ANALYSIS OF VARIANCE FOR STUDENT MOVEMENT BY SCHOOL 

sv 

Between 
qroups 

Within 
qroups 

Total 

DF 

2 

410 

412 

SS 

113973.00 

356757.00 

470730.00 

MS 

56986.500 

870.1389 

F Ratio 

65.491** 

Sign. 

**p <.01 

Analysis of the inter correlations between relevant 

variables in the study revealed further interesting rela-

tionships between the variables under investigation. Edu-

cationally facilitating interactions, as shown in Table 10, 
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appear to be positively correlated with tendencies toward 

group behavior, attractiveness levels, more interactions 

with persons of the opposite sex (MF), more interactions 

with other ethnic groups, and more interactions involving 

the teacher. The attractiveness level appears as a nega-

tive correlation since the numbers indicating attractive-

ness were used in inverse order with lower numbers repre-

senting greater attractiveness. 

While significantly more educationally facilitating 

interactions occurred in group settings, a positive rela-

tionship was also found to exist between educationally im-

peding interactions and larger group participation. This 

apparent contradiction is not necessarily a problem when 

one considers that since group settings tend to foster 

interactions, more interactions of all types are likely to 

occur in group settings than in non-group settings. Time 

spent in group activities seemed to be longer than single 

interactions. This is likely a function of the fact that 

both verbal and non-verbal interactions were considered, 

therefore, an interaction might last only a few seconds as 

two individuals exchanged glances, whereas group activities 

tended to be structured to a particular task orientation 

which would likely take longer to complete. 

Significantly positive relationships appeared be-

tween amount of time spent in the interactions, interac-

tions involving a person of the opposite sex, interactions 
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involving persons of other ethnic groups, interactions 

involving more than one other individual and interactions 

involving the teacher. These findings may be a function 

of the fact that group activities tended to be task oriented, 

therefore requiring more time, and the fact that group ac-

tivities often involve a variety of compositions rather 

than being limited to a person of the same sex and ethnic 

group. Also noteworthy may be the fact that many times 

groups were formed around the instruction of the teacher. 

When this occurred, the group composition was usually varied, 

and the teacher was more active in the interaction process. 



CHAPTER V 

CONCLUSIONS, DISCUSSION, AND RECOMMENDATIONS 

The purpose of the study was to determine the im-

pact of three different types of classroom settings (open 

concept, modified open concept, and traditional) upon the 

student interactions occurring in those spaces. The pur-

pose, further, was to determine whether the attractiveness 

of the space was related to the number of positive inter-

actions that occurred in the setting. Six null hypotheses 

were constructed to test the nature of the existent rela-

tionships. 

The sample was comprised of enrolled students in 

five local elementary schools which fit the definitions of 

the study for open concept, modified open concept, and 

traditional settings. Four hundred and thirteen subjects 

were observed by teams of raters. Each interaction ob-

served was timed and rated as educationally facilitating, 

non-facilitating, or educationally impeding. Reliability 

for this system was established using the Spearman Rank 

Order Correlation Coefficient to determine inter-judge 

agreement. 

In the study, the null hypotheses indicated that 

no statistically significant difference was expected to be 

observed between open, modified open, and traditional set-

tings with regard to the number of educationally facilitating 

47 
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interactions occurring in each setting; that no statisti-

cally significant difference would be demonstrated in the 

number of group interactions occurring in open concept or 

traditional settings; that no statistically significant 

difference would be noted in the number of educationally 

facilitating interactions occurring in grades one, three 

or five; and that no correlation would be found between 

school attractiveness level and educationally facilitating 

interactions. 

The attractiveness of the classrooms was determined 

through the ranking of photographs representative of the 

locale by thirty-six individuals. The mean rank assigned 

each setting was used to determine the attractiveness level 

of each location. 

An analysis of the data collected in this study led 

to the conclusion that in the schools considered by the 

study, more facilitating interactions did occur in open 

space settings than in traditional, fixed space classrooms. 

This would seem to be a factor of the mobility found in 

open settings. More interactions would be expected as stu-

dents are free to explore both school and peer surroundings. 

The facilitating nature of such interactions appeared to be 

a factor of group support and of clear directions in task 

oriented situations. Students were observed to be very 

supportive of other students in both verbal and non-verbal 

ways,. Directions and clarification of instruction, as well 
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as specific help in problem solving, were verbalized between 

students. Evidence of support was given non-verbally by 

nodding the head, smiling, and similar body motions between 

students. The finding of greater interaction between stu-

dents in the open concept setting is consistent with the 

results discussed by Jeffreys (1971) and by Lueder-Salmon 

(1970). 

The null hypothesis that no significant difference 

would be noted between the number of facilitating inter-

actions in the open concept and traditional school was sup-

ported. One might speculate that the modified open space 

classes in this study retained enough rigidity that their 

functions tended to be much like traditional settings. 

These results may reflect the physical containment of grades 

one and three in one of the two modified classroom schools. 

It may be that even though philosophies congruent with open 

concept schools did exist in this location, the restraint 

of motion itself may have hindered the development of fa-

cilitating interactions. Although educationally facilitat-

ing interactions in the modified open concept classes were 

not significantly greater than those occurring in tradi-

tional settings, it may be noted that neither were educa-

tionally impeding interactions significantly greater in 

these settings. 

The null hypothesis stating that there would be no 

statistically significant difference in the amount of group 

TEXASTECHLmn/.Rv 



50 

interaction according to setting was supported. Even though 

one might expect that the structure existent in the open 

concept school, through the use of learning centers and 

activities which might attract several persons at one time, 

would be conducive to small group activities, the observa-

tions made in this study indicated that activities involv-

ing only two persons were apparently of equal appeal in all 

settings. Perhaps the structure was such that students felt 

comfortable to choose to work together in pairs rather than 

being physically structured so that small groups seemed 

more essential. Another factor may be that many small 

group activities in the more traditional settings seemed 

to focus around the presence of the teacher. 

The amount of small group involvement noted in this 

study was incongruent with the findings of Jeffreys (1971) 

and Clem (1973) . This may be explained by the concerted 

effort in the school system involved in this study to in-

dividualize instruction. Perhaps the techniques employed 

in the effort to individualize lend themselves more readily 

to individual or paired efforts than to small group inter-

action. Although observations indicated that much of the 

small group work in the traditional classroom was centered 

around teacher instruction, the study does not indicate 

whether significantly more individual work was occurring 

in one setting than in another. 
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Significantly longer interactions were not found 

to exist in one setting than in another. The finding sug-

gests that the potential availability of students for in-

teraction that one would expect to find in open concept 

settings did not significantly affect the duration of the 

interactions. Both in modified open concept and traditional, 

as well as open concept settings, interactions appeared 

relatively equal in length. The settings seemed neither 

to promote nor delimit the length of the interactions. 

This result conflicts with the conclusions reported by 

Clem (1973), who noted interactions of longer duration in 

fixed space schools. 

Hi'pothesis testing revealed that the contention that 

no significant difference in educationally facilitating in-

teractions in grades one, three, and five was only partially 

supported. More educationally facilitating interaction was 

found to occur in grade one than in the other two grade 

levels. The finding of significantly more educationally 

impeding interactions in grade five than in grade one or 

grade three appears to support the notion that younger chil-

dren tend to function more appropriately in educational 

settings than older students. The phenomenon may be at-

tributed to a number of factors including interest levels, 

newness of the situation, and number of invalidations (put 

downs) which have accrued by the time the student reaches 

the fifth grade. 
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The null hypothesis stating an expectation of no 

statistically significant correlation between school at-

tractiveness level and educationally facilitating inter-

action was rejected. While comments like "Beautiful spaces 

allow beautiful interactions to flower" sound unsupportable, 

it is apparent that at least in the boundaries of this par-

ticular study, that the attractiveness of the setting ap-

peared to have a positive function in terms of educationally 

facilitating interactions. This does not mean that the 

significant correlation between the variables indicates a 

causal relationship. One may speculate, however, that the 

correlation may be the function of a variety of components. 

It might be true that the teacher reacts differently in 

bright, colorful, and attractive settings, and thus en-

courages a more facilitating response in students. Addi-

tional tenable explanations may include the fact that the 

child himself feels more secure and safe in an attractive 

environment. As Maslow might view the heirarchy of needs 

(Maslow, 1954), the child may indeed feel safe enough to 

risk personal encounters. In this instance, the implica-

tion of such risks may be the improved functioning in edu-

cationally appropriate way as they are defined in this 

particular school system. This definition included posi-

tive peer interaction, task orientation, and an accepting 

response to classroom guidelines and rules. 
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The apparent success of the rater-observational 

system utilized in the study seems to support the report 

by Stodolsky (197 5) that value judgements can be made about 

educational environments and that evaluation of open con-

cept classrooms may be based in part on the quality of 

classroom experiences of the students involved. 

Recommendations 

The number of questions that arose as result of 

this effort which could not be answered because of the 

limits of the study indicate that further research should 

be directed toward the area of peer interaction. The fol-

lowing recommendations are made, should additional research 

be conducted: 

1. The study should be replicated using a sample 
from a different location to determine whether 
the results would be consistent. 

2. The study should be replicated using only the 
rating team in order to insure consistency of 
judgement. 

3. Efforts should be continued to construct more 
precise rating instruments to determine more 
specifically the nature of peer interaction 
as measured by non-verbal as well as verbal 
interactions. 

4. Additional studies should be conducted to 
determine the specific contributions of 
interactions to the overall educational 
process. 

5. Further investigation is needed focusing on 
interaction in different classroom settings 
when ethnic background or race of the stu-
dent is a controlled variable. 



BIBLIOGRAPHY 

Allen, D. Open area schools in British Columbia. British 
Columbia: Simon Fraser University, 1972. 

Amidon, Edmund J. , & Hough, JolnB. (Eds.). Interaction 
analysis: Theory, research, and application. 
Reading, Mass: Addison-Wesley, 1967. 

Amidon, Peggy. Nonverbal interaction analysis. A method 
of systematically observing and recording nonverbal 
behavior. Minneapolis, Minnesota: Association for 
Productive Teaching, 1971. (ERIC Document Reproduc-
tion Service No. ED071925) 

Bales, R. F. Interaction process analysis. Reading, Mass: 
Addison-Wesley, 1950. 

Beehler, Kay A. Social interactions of preschool children 
as correlates of play activities. Lawrence, Kansas: 
Kansas University, 1974. (ERIC Document Reproduction 
Service No. ED104534) 

Carkhuff, R. R. & Berenson, B. G. Beyond counseling and 
therapy. New York: Holt, 1967. 

Clem, Paula. A comparison of interaction patterns in an 
open space and a fixed plan school. Christiansburg, 
Va. Virginia Polytechnic Institute & State Univer-
sity, 1973. (ERIC Document Reproduction Service 
No. ED098721) 

Day, Barbara & Hunt, Gilbert H. Multiage classrooms: An 
analysis of verbal communications. Chapel Hill, 
North Carolina: North Carolina University, 1966. 
(ERIC Document Reproduction Service No. EJ118084) 

Day, Barbara & Hunt, Gilbert H. Verbal interaction across 
aqe, race, and sex in a variety of learning centers 
in an open classroom setting. Chapel Hill, North 
Carolina: North Carolina University, 1974. (ERIC 
Document Reproduction Service No. ED105983) 

Dodge, Martin & Bogdan, Robert. Participant observation: 
A promisinq research approach for educational tech-
noloqy. Phi Delta Kappan, 1974, 56_ (1), 67-69. 

Downie, N. M. & Heath, R. W. Basic statistical methods 
(4th ed.), New York: Harper & Row, 1974. 

54 



55 

Dunkin, Michael J. & Biddle, Bruce J. The study of teach-
in£- New York: Holt, Rinehart, and Winston, 1974. 

Edwards, Peter. An interaction-network instrument to 
access pupil-interaction and movement in open-area 
learning situations. Vancouver, B. C.: Vancouver 
Board of School Trustees, 1973. (ERIC Document 
Reproduction Service No. ED086741) 

Flanders, Ned A. Personal-social anxiety as a factor in 
learning. Unpublished doctoral dissertation, 
University of Chicago, 1949. 

Flanders, Ned A. Interaction Analysis in the classroom: 
A manual for observers. Ann Arbor: The University 
of Michigan, 1960. 

Flanders, Ned A. Interaction models of critical teaching 
behaviors. In Edmund J. Amidon & John B. Hough 
(Eds.), Interaction analysis: Theory, research, and 
application. Reading, Mass: Addison-Wesley, 1962. 

Gage, N. L. (Ed.) Handbook of research on teaching. 
Chicago: Rand, McNally & Co., 1963. 

Gorman, Alfred H. Teachers and learners. The interactive 
process of education. Boston: Allyn and Bacon, 
Inc, 1969. 

Jeffreys, J. S. An investigation of the effects of inno-
vative educational practices on pupil-centeredness 
of observed behaviors on learner outcome variables. 
Dissertation Abstracts International, 1971, 32, 94A. 

Jennings, Helen H. Leadership and sociometric choice. 
Sociometry, 1947, 10. 

Kirk, Roger E. Experimental design: Procedures for the 
behavioral sciences. Belmont, Calif: Brooks-Cole, 
1968. 

Keslin, Sandra. Classroom racial balance and students' 
interracial attitudes. Cambridge, Mass: Harvard 
University, 1970. (ERIC Document Reproduction 
Service No. ED040266) 

Lewin, K., Lippet, R., & White, R. K. Patterns of ag-
gressive behavior in experimentally created social 
climate. Journal of Social Psychology, 1939, 10, 
271-299. 



56 

Lueders-Salmon, E. A. M. Team teaching and the 'active' 
classroom: A comparative study of the impact of 
team-teaching schools on classroom activity. 
Dissertation Abstracts International, 1972, 32, 
6 6 8 6 A ^ ~ 

Martin, Lyn S. & Pavan, Barbara N. Current research on 
open space, nongrading, vertical grouping, and team 
teaching. Phi Delta Kappan, 1976, 58̂  (5), 310-316. 

Maslow, A. H. Motivation and personality. New York: 
Harper & Row, 1954, 286-87. 

McKeen, Cliff. Peer interaction rate, classroom activity, 
and teachinq style. Eugene, Oregon: Oregon Uni-
versity Center for Research in the Behavioral Edu-
cation of the Handicapped, 1972. (ERIC Document 
Reproduction Service No. ED070210) 

Medley, Donald. Written comments on symposium organized 
by Margaret Wang, American Education Research 
Association, New Orleans, 1973. In Ross, S. & 
Zimiles, H. Children's interaction in follow through 
classrooms: The DBC observation system. (ERIC 
Document Reproduction Service No. ED093054) 

Piaget, Jean. Science of education and the psychology of 
the child. New York: Orion Press, 1970, 174-180. 

Reel, J. E. Some effects of self directed learning in an 
open elementary classroom. Dissertation Abstracts 
International, 1973, 32* 5619A. 

Roebuck, Flora N. & Aspy, D. N. Response surface analysis. 
Monroe, La: National Consortium for Humanizing Edu-
cation, 1974. (ERIC Document Reproduction Service 
No. ED106732) 

Rogers, Vincent R. & Church, Bud. Open education: Critique 
and assessment. Washington, D. C.: Association for 
Supervision and Curriculum Development, 197 5. 

Ross, S. & Zimiles, H. The differentiated child behavior 
observation system. Paper presented at the annual 
meeting of the American Educational Research Associ-
ation, New Orleans, 1973. In Rogers, Vincent R. & 
Church, Bud. Open education: Critique and assessment 
Washington, D. C. : Association for Supervision and 
Curriculum Development, 1975. 



57 

Ross, S. & Zimiles, H. Children's interactions in follow 
throuqh classrooms: The DBC observational system. 
Paper presented at the American Educational Research 
Association Meetings, Chicago, 1974. (ERIC Document 
Reporduction Service No. ED093954) 

Samph, Thomas & White, Sally A. A factor analysis of 
selected classroom observation systems. New York: 
Syracuse University, 1973. (ERIC Document Repro-
duction Service No. ED097 299) 

Simon, Anita & Boyer, E. G. (Eds.), Mirrors for behavior, 
an antholoqy of classroom observation instruments. 
Philadelphia: Research for Better Schools, Inc, 
1967. 

Skutch, Margaret F. & Hamlin, Wilfrid G. Environmental 
flexibility for preschoolers. Phi Delta Kappan, 
1975, 56. (5) 326-328. 

Stanford, Gene & Roark, Albert E. Human interaction in 
education. Boston: Allyn and Bacon, 1974. 

Stodolsky, Susan Silverman. Identifying and evaluating 
open education. Phi Delta Kappan, 197 5, _57_ (2) 
113-117. 

Travers, Robert N. W. (Ed.). Second handbook of research 
on teaching. Chicago: Rand McNally & Co., 197 3. 

Withall, J. The development of a technique for measure-
ment of social-emotional climate in classrooms. 
Journal of Experimental Education, 1947, r7_, 347-
361. 

Withall, J. & Lewis, W. W. Social interaction in the class-
room. In N. L. Gage (Ed.)^ Handbook on research in 
teaching. Chicago: Rand McNally, 1963, 683-714. 

Zimiles, Herbert. A radical-regressive solution to the 
problem of evaluation. Paper presented at the 
Minnesota Round Table in Early Childhood Education, 
Minnesota, 1973. In Stodolsky, Susan Silverman. 
Identifying and evaluating open education. Phi 
Delta Kappan, 1975, 57., (2), 113-117. 



APPENDIX 



SUBJECT 

RACE 

SCHOOL 

AGE 

GRADE/LEVEL 

TEACHER 

OBSERVER 

SEATING ARRANGEMENT 

INTERACTION/ 
TIME 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

11. 

12. 

13. 

14. 

15. 

TOTALS 

EDUCATIONALLY 
FACILITATING 

NON-FACILITAT-
ING 

• 

EDUCATIONALLY 
IMPEDING 
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