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Abstract

This study explored the relationship between the conflict management style of elementary

teachers and the quality of teacher-student relationship in four public schools in the North of

Lebanon. A mixed method research, including two questionnaires and one interview, was

conducted. Seventy five teachers from grade 1 to grade 4 participated in the study. The

Thomas-Kilmann Instrument (TKI) was used to measure teachers' conflict management style

and the Student-Teacher Relationship Scale, Short Form (STRS-SF) to assess the quality of

the teacher-student relationship. After the respondents answered the interview, data were

collected and statistics including Chi Square Tests and one way ANOVA were performed.

The results showed that each of the five conflict management styles (Competing,

Collaborating, Compromising, Avoiding, and Accommodating) significantly differs in terms

of closeness and conflict in the teacher-student relationship. In addition, the collaborating

style was proved to be the most appropriate one since it had the highest percentage in

closeness. Moreover, factors including teachers' age, level of education and years of

experience were also tested and interpreted in relation to the quality of teacher-student

relationship. Finally, recommendations for improving the teacher-student relationship were

made.

Keywords: conflict management, conflict management styles, teacher-student relationship,

close, conflict.
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Chapter 1

Introduction

Teachers play an important role in students' life. Much research has pointed to the

powerful and direct effect of teacher-student relationship (closeness or conflict) on students'

affective and cognitive outcomes (Baker, 1999; Hamre & Pianta, 2005; Pianta, 2001), in

particular, at an early age to promote school adjustment and success in the first years of

schools (Pianta & Stuhlman, 2004). Teachers' interpersonal behavior including teachers'

support, willingness to help, and cooperation and teachers' behaviour management efficacy

were proved to be important aspects of a successful learning environment (Baker, 1999).

Today, teacher-student conflicts are usual and common in each classroom (Pinchevsky &

Bogler, 2014). Problems in the class may escalate and damage teacher-student relationship

when conflicts are mismanaged and when certain behavior management practices are

improperly used. Disputes that are not settled immediately and appropriately become time

and effort consuming (Ramani & Zhimin, 2010) and lead to a threatening learning

atmosphere and to poor social relations in the school. People in general, including teachers,

have different ways of handling interpersonal conflicts; everyone adopts one dominant

conflict management style that reflects his/her behavior (Rahim, 2001; Thomas, 1976). By

using effective conflict management strategies and selecting the appropriate style, educators

can make the most of each conflict situation, maintain relations, and turn it into learning

opportunity.
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1.1 Background of the Study

Several studies analyzed essential features of a healthy teacher-student relationship.

Distinctive characteristics of a positive relationship are related to high levels of connection

and low levels of conflict between teachers and students (Baker, 1999; Pianta, 2001). Well-

known theorists such as Piaget, Erikson, and Vygotsky agreed that the relationship between

children and adults contribute to their cognitive, social, and emotional development. Others

ascertain that teacher-child relationships and interactions are prominent for students'

academic and social lives in the preschool, elementary, and middle school-years (Pianta,

2001). Past research considered that children's characteristics and a number of environmental

and demographic factors, influence relationships with teachers from kindergarten through

grade sixth (Jerome, Hamre, & Pianta, 2009). For example, findings have explored higher

levels of conflicts between boys and teachers than girls and teachers (Pianta & Hamre, 2001)

and poor relations between children coming from low socio economic status (SES) and low

maternal education and their teachers (Pianta, 2001). It has been also demonstrated that

students who experience a positive teacher-student relationship get better grades and show

higher levels of participation and engagement than those who don't (Hamre & Pianta, 2005),

particularly exhibiting more appropriate behavior in the classroom and greater acceptance by

their peers (Hughes, Cavell, & Jackson, 1999). Baker (1999) believed that all children

develop specific skills about schooling and school attainment while interacting with their

peers and teachers. Poor, at risk, and low achievers are not exception. According to Baker

(1999), a lot of students coming from low economic income and urban schools and having

low performance are not able to cope with members of the school community and to develop

competencies without teachers' personal and academic support. Moreover, studies revealed

that a warm teacher-student relationship promotes a secure classroom and provides essential

support for learning (Boucher, 2013; Rimm-Kaufman, 2011). Students who enjoy a strong
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relationship with their teachers will explore the classroom and the school setting and develop

self-esteem and self-concept and form bonds with peers (Pianta &Hamre, 2001). To add,

researchers believed that teachers need to establish sustaining rapport with children at risk for

behavioral problems in order to change their defiant patterns (Hughes, et al., 1999). Experts

report a high level of conflicts in schools of today, particularly between teachers and students.

Although conflict has been proved to be natural and unavoidable, attempting to resolve it

requires the "art of conflict management" which involves knowledge, skills, and effective

utilisation of techniques (Ramani & Zhimin, 2010, p.243). Conflict makes teams live a

"form, storm, norm, and perform" period (Ghaffar, 2010, p. 213). Involved parties need to

think deeply about the root causes of the problem and analyze the circumstances before

finding possible solutions. Therefore, the way people respond to conflict will limit or enable

their success. It is acknowledged, through literature, that unresolved conflicts have negative

effects ranging "from short term to long term dysfunction", whereas settled disputes may

"have long term benefits" for all involved individuals and provide opportunities for growth

and progress (Zia & Sayed, 2013, p. 299).

Researchers have identified several factors that influence conflict management in

schools. School manager's personal characteristics including age, gender, teaching

experience, marital status, and academic qualification were found reflecting the way conflicts

are managed in schools (Akinnubi, Oyeniran, Fashiku, & Durosaro, 2012). In addition, more

studies in this field include investigating causes of conflict (Yuan & Che, 2012) and

recognizing principals', teachers' and schools administrators' lack of resolution skills and

trainings in conflict management (Barmao, 2013; D'Oosterlinck, & Broekaert, 2003; Msila,

2012).

In parallel, several studies on the five conflict management styles also called conflict

handling modes (competing, collaborating, compromising, avoiding, and accommodating)
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were carried out in various organizations, including schools, to measure individual's behavior

in conflict situations (Rahim, 2002; Rahim & Bonoma, 1979;Thomas & Kilmann, 1974) and

their influence on performance and satisfaction with superiors (Lee, 2009), on school climate

(Boucher, 2013) on discipline in schools (Kisinga, 2012), and on teachers' performance

(Kiuri, 2009). Further research investigated differences between conflict management style

chosen between men and women in organizations and among leaders in various

organizational levels (Schaubhut, 2007). It was generally assumed that when facing a

conflict, people may rely on one style or they may develop more skills that empower them to

make more effective choices and get the best out of this experience (Rahim, 2001; Thomas &

Kilmann, 1974).

Finally, most findings stress on developing conflict management skills for school

teachers and administrators to enable them to minimize and resolve conflicts (D'Oosterlinck,

& Broekaert, 2003; Pinchevsky & Bogler, 2014). This can be enhanced through dialogue,

effective communication, and building a strong teacher-student relationship (Rahim, 2002;

Ramani & Zhimin, 2010).

1.2 Statement of the Problem

Managing conflicts has been a challenge for educators for decades and has become an

area for study for researchers in this field. Conflict is common in schools; it happens at any

time as a result of teachers' interaction with various members. Conflicts may arise between

teachers, between teachers and administrators, and most frequently between teachers and

students (Pinchevsky & Bogler, 2014) for the reason that teachers often encounter students

for a longer period of time than that devoted for other stakeholders in the school (Cornille,

Pestle, & Vanwy 1999). Teachers have suffered a lot from wasting their teaching time

dealing with students' conflicts (Ramani & Zhimin, 2010), and this has negatively affected

their relationship with their students and the outcomes of the educational process. In general,
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teachers tend to rely on one conflict handling style in a situation (Cornille, et al., 1999), while

another style may be more appropriate (Rahim, 2002). The literature indicated that the way

teachers choose to settle disputes in the class shapes relationships and greatly affects school

performance (Pinchevsky & Bogler, 2014). In parallel, at school level, conflicts emerge

because of poor communication skills, and lack of proper conflict management skills, and

lack of self-knowledge (Rahim, 2002; Ramani & Zhimin, 2010). They may accumulate also

because of the lack of trainings in this domain (Msi!a, 2012; Rahim, 2002) and because of the

use of the wrong conflict management style (Kisinga, 2012; Rahim, 2002). Kisinga (2012), in

her study in a secondary school in Kenya, affirmed that collaboration and accommodation

styles maintain relations between parties, and avoidance, compromise, and competition styles

negatively affect students' discipline. Hence, failure to resolve conflicts constructively was

associated with impoverished teacher-student relationship and probably increased levels of

students' drop out from schools (Lee & Burkam, 2000).

In addition, schools of today focus on how to improve students' performance and

overlook the effect of teacher-student relationship in students' life. They tend to neglect the

emotional needs of children (Baker, 1999) although a lot of studies have drawn the attention

to the importance of building caring interactions between teachers and students for their

strong and powerful effect. Therefore, teachers' practices, attitudes, and behaviors are

variables that also affect the teacher-student relationship (Yuan & Che, 2012).

For example, some teachers don't provide students with same opportunities to

develop sustaining relationships with them. They interact differently with high-achieving and

low-achieving students (Baker, 1999) and increase conflict in the class. Teachers feel more

likely connected to high achievers; whereas, they try to avoid low achievers (Hamre &

Pianta, 2005) who basically call for more care and attention and need to benefit from positive

relationships to improve their social, emotional, and academic outcomes (Murray &
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Malmgren, 2005). Moreover, traditional discipline programs (punishments such as deducting

grades, reprimanding students, suspension...) in particular, in the Lebanese schools, are still

an inherent part of the pedagogic process and may undermine the teacher-student

relationship. Also, the absence of dialogue and effective communication skills and the

traditional mode of instruction as one way communication are linked to conflictual

relationships.

In our public schools, a lot of significant obstacles to establishing a healthy classroom

environment are related to teachers' practices, qualifications, age, professional development,

and level of productivity (Hashash, 2013). Baker (2006) declared that the ability to build

relationships with students is associated to teachers' personalities, types, and experiences.

Statistics in Lebanon showed that teachers aged between 51-60 years are mostly found in

public schools (2933 teachers in public schools vs. 2156 in private schools) (Center for

Educational Research and Development, Statistical Bulletin, 2012-2013). And, 47.1% of

teachers in all the Lebanese schools don't hold university degrees, 50.7% of them are in

public schools (Center for Educational Research and Development, 2010-2011). Moreover,

weak relations among students, teachers, administration, and parents were also reported in

public schools (National Educational Strategy in Lebanon, 2006), and few investigations

about this relation were conducted (Hashash, 2013). This fact undermines student-teacher

interaction from three perspectives: educational, psychological, and social (Hashash, 2013).

Hashash concluded that some teachers have limited professional skills; they set low

expectations for students and always provide them with negative feedback. Students, on the

other hand, become less engaged and lack self-confidence. The researcher further added that

some teachers exhibit nonchalance and lack of concern toward their students who in return

express uncomfortable feeling in their classes. In addition, the dropout rates in public schools

have attained 18.7% between the years 2002 and 2010, according to Center of Educational
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Research and Development (2011). The lack of teachers' social skills could be also a reason

for increasing the dropout rates in public schools. According to Hashash (2013), students in

public schools have social, psychological, and academic problems that are hard to manage.

Therefore, developing conflict management programs for teachers and training sessions could

be one way to ameliorate students' social and academic performance, in particular, in the

north of Lebanon, area of conflict, and tension for the last few years. Well-trained educators

in conflict management would promote social integration in schools and enhance students'

capacity on handling conflicts constructively.

1.3 Purpose of the Study

Based on the above synthesis, it would be interesting to investigate the conflict

management styles adopted by elementary public school teachers in the class, and to find out

the quality of the relationship that is nurtured with students. The main purpose of the study is

to determine the relationship between conflict management style of teachers and the quality

of teacher-student relationship. We will analyze the five conflict management styles

(competing, collaborating, compromising, avoiding, and accommodating) (Thomas-Kilmann,

1974) in relation to the teacher-student relationship (closeness or conflict) (Pianta, 2001).

Teachers' demographic factors (age of teachers, level of education, and years of experience)

will be also examined and interpreted.

1.4 Objective of the Study

The objectives of the study are:

1- To determine the conflict management style applied by elementary teachers to resolve

conflicts.

2- To determine the relationship between the various conflict management styles

adopted in class and the quality of teacher-student relationship.

3- To examine teachers' perception of conflict.
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4- To measure teachers' perception of their relationship with a particular student

(conflict, closeness).

5- To analyze the effect of demographic variables (age of teachers, level of education,

years of experience) on the teacher-student relationship.

1.5 Significance of the Study

This study is valuable for the management of the school because it seeks to provide

information about the conflict management style of teachers applied in our public schools. It

will also show how the nature and the quality of teacher-student relationship (closeness,

conflict) vary with particular students according to teachers' qualifications, behaviors, and

self-knowledge of the different styles for handling interpersonal conflicts. This, in turn,

would help teachers use various conflict management styles, establish possible preventive

conflict management approaches, and identify relationships that need early intervention and

support in their class. In other words, through this study, teachers of elementary schools will

reflect on their ability to settle problems in the class, increase their self-awareness of the

values of conflict and conflict management modes, and understand that applying certain

specific approaches may provide them with creative and innovative ideas to bring to an end

all the troubles that emerge unexpectedly. This study could be also beneficial for the school

leaders who would be able to identify teachers who lack social skills and abilities to deal

constructively with conflicts and propose suggestions for improvement and for more

professional development (Workshops, seminars, adequate trainings in conflict

management...).

1.6 Contribution to Knowledge

This study will highlight certain issues pertaining to weak relations among students

and teachers in our Lebanese public schools. This could probably be due to the teachers' lack

of conflict management skills that are vital in the foundation of a good relationship.
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Researchers considered that individuals in general tend to stick to one dominant conflict

handling mode during confrontation in all situations without finding the suitable resolution

(Rahim, 2002; Thomas, 1976). Therefore, knowing the various conflict management styles

and which style to use that best fits the demanding situation would affect the quality of

teacher-student relationship. Therefore, building a caring relationship with various students is

essential for students' success. When students feel that their instructors care about them,

respect and motivate them constantly, they are more apt to like school than those who do not

(Hallinan, 2008). As a result, they will show greater progress in their academic and social life

(Pianta, 2001). Therefore, this relational support may improve students' performance in

public schools, given that the instructional practices are age and content appropriate. Finally,

this study will enhance the teachers' abilities to modify their conflict resolution styles, which

leads to a better development of the school. The study will also shed the light on

implementing proactive strategies for addressing conflicts adequately and immediately in the

class and changing pupils' hostile behaviors into prosocial ones. It will also offer

recommendations which will be hopefully considered in order to maximize positive

relationships and to create a positive school environment.

1.7 Research Questions

The study tries to answer the following questions:

1. What is the dominant conflict management style of the elementary teachers of public

schools in North Lebanon?

2. To what extent does each of the five conflict management styles predict close or

conflict teacher-student relationships?

3. How do teachers of public schools perceive conflict?

4. How do teachers of public schools perceive their relationships with their students

(conflict, closeness)?
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5. What is the influence of teachers' demographic variables (age, years of experience,

level of education) on their relationship with students?

1.8 Hypotheses of the Study

This study predicts that the quality of teacher-student relationship relies on how

teachers at large attempt to manage conflict situations. It is intended to prove that the means

used to handle conflict, and the choice of conflict management style adopted by the teacher

will determine the outcome. Constructive outcomes are reached when the needs of both

teachers and students are mutually satisfied. Therefore, it is hypothesized that collaborating,

compromising, and accommodating styles predict closeness, whereas competing and

avoiding styles predict conflictual relations. As a result, a positive teacher- student

relationship is built, a safe learning environment is maintained, and opportunities for

students' success are optimized. Therefore, the hypotheses were developed as follows:

1. The conflict management style of teachers is significantly related to the quality of

teacher-student relationship (close or conflictual relationship).

2. There is a significant difference between the effect of each of the five conflict

management styles (competing, collaborating, compromising, avoiding, and

accommodating) on the teacher-student relationship (conflict! closeness).

3. Teachers' conflict management style and demographic factors (age, years of

experience, level of education) are significantly related to the quality of teacher-

student relationship.
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Chapter 2

Review of Literature

This section discusses literature and research results related to teacher-student

relationship from two perspectives: closeness and conflictual relationship. Also, an overview

concerning conflicts in schools, conflict management strategies, and conflict management

styles will be provided and a logical connection between the two topics in the current study

will be made.

2.1 Teacher-Student Relationship

In the last few decades, a lot of concentration on the complexity and the importance of the

teacher-child relationship has been addressed, given its influence on children's cognitive and

affective outcomes (Birch & Ladd, 1997; Pianta, 1999, 2001). Pianta (2001) described the

types of teacher-student interaction in the classroom in terms of conflict, and closeness. A

close teacher-child relationship is characterized by high levels of teacher's support, affection,

and trust. A conflictual teacher-child relationship is recognized by high levels of struggle and

disagreement between teachers and students and low levels of affection (Pianta, 2001).

2.11 Close teacher-student relationship.

Studies revealed that early years of schooling shape children's early development;

therefore, the foundation of a good relationship is prominent and more focused from

kindergarten to grade three (Pianta, Steinberg, & Rollins, 1995). Positive teachers'

interpersonal behaviors with students such as cooperativeness, amicability, and support are a

key for improving students' affective and cognitive outcomes (Baker, 1999). The issue of

building positive teacher-student relationships has been generally addressed in terms of

theory, research, and measurement over the last few decades. In a caring relationship, as

reported by theorists and researchers, teachers understand their students' needs, listen to

them, show care, interact with respect, and foster a positive climate where open
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communication is established. Students also feel at ease, accepted by others, and comfortable

to share their concern and worries with their teachers. In addition, much research has

explored the outcomes that are influenced by the quality of teacher-child relationship in

preschool and elementary school from social and academic perspectives. Pianta and Stuhlman

(2004) declared that the success in the first years of school rely on the quality of teacher-

student relationship. They concluded after their work with 490 children from first grade that

students who experienced a close relationship with their teachers had higher academic

achievement and higher social competence than those who were in conflict (Pianta &

Stuhlman, 2004).

In their book, Approaches to Behaviour and Classroom Management: Integrating

Discipline and Care, Scarlett, Ponte, & Singh, (2009) shed the light on the influence of age

on building teacher- student rapport. They considered that young children (3 to 6 years old)

need to feel secure and attached to their teachers as they are attached to their parents. They

also seek comfort when hurt and guidance when confused (Scarlett et al., 2009). When these

feelings are missing, children are expected to misbehave. In reality, teachers of Kindergarten

and elementary schools spend a lot of time with students on a daily basis; this enables the

formers to be more connected to the latter than teachers of middle and high school simply

because of the schools' system. Students who have many teachers don't have the same

opportunity to establish caring relationships with their individual teachers (De Tesco, 2011).

In parallel, data collected from 420 teachers working in 10 primary schools and 5 secondary

schools in the city center of Van revealed that teachers who share their students with personal

feelings and values make them feel happy and comfortable in their school life (Ipek &Terzi,

2010). Conversely, those who limited their contact with students to instructional duties and

never share feelings with them lead students to express negative attitudes and behaviors

against them (Ipek &Terzi, 2010). Similarly, according to Canter (1996), before setting rules
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in the class, effective teachers build relationships based on respect and trust with children.

Children form the first impression about their teachers from the first day of the school. Thus,

everything starts with establishing relationship and strengthening rapport between children

and teachers in order to create a pleasant environment in the class. On the other hand, Yuan

& Che (2012) believed that an effective teacher cannot be friendly with students without

making his authority accepted in the class. In other words, in order to limit students'

misbehaviours and to maintain discipline, teachers have to inspire respect first and then ' form

a positive relationship with students (Yan & Che, 2012).

Hamre and Pianta (2006) also believed that improving this relationship should begin

with developing a caring atmosphere which in turn contributes to child's psychosocial

adjustment at school (Pianta & Stuhlman, 2004). In their study, Buyse, Verschueren,

Verachtert, & Van Damme, (2009) proved that teacher-child closeness is coupled with

improved psychosocial adjustment while a conflictual relationship decreases children's

psychosocial adjustment and lowers their academic achievement in primary school. The

authors pointed out to children's aggressive behaviour, popularity with peers, and feeling of

well-being as aspects of school adjustment. It was also noticeable that a high quality

relationship influences the performance of at risk students and those having learning

difficulties (Baker, 2006). The more supportive relationship is nurtured in the class, the

higher students' adaptation to school is demonstrated, regardless of the gender and the grade

level in elementary school (Baker, 2006).

Similarly, older students aged between 7 and 17, develop a relationship that depends

on teachers' care and guidance and, even, on teachers' sense of humour (Scarlett et al., 2009).

In a study conducted by Konell (2012), students of grade 5 were asked to list the most valued

characteristics of their teachers. Sense of humour was enumerated among other

characteristics such as consistent help, active listening, and continuous encouragement
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(Konell, 2012). All these indicators lead to more advantageous student-teacher relationship,

and consequently raise students' performance. Birch and Ladd (1997) demonstrated that in a

close teacher-student relationship, students had better academic performance on standardized

test measures. Moreover, De Tesco (2011) measured reading comprehension gains in second

grade students in relation to specific variables such as the teacher-student relationship

(closeness and conflict), peer relatedness, and classroom instruction. All these variables,

including teacher-student relationship, were shown related to academic outcomes. The

researcher added that improving the teacher-student relationship should be an area of focus

for teachers, school administrators, and school districts.

Finally, teachers may have a powerful impact on reducing conflicts in the class

through a strong relationship with students having behavioural problems. Berry & Occonor

(2010), demonstrated, in their study, that a high quality relationship will undergo a change in

the life of high internalizing children who become less internalizing over time. Such students

normally do not interact with others, display social withdrawal, and have feelings of

loneliness, sadness, and fear. Only supportive teachers can provide them with security and

cause a positive transformation in their behaviour (Berry & Occonor, 2010). On the other

hand, according to the authors, a low quality teacher-child relationship is dangerous even for

children who do not have behavioural risk and negatively affect their social skills

development. Furthermore, Pianta and Hamre, (2001) considered that connectedness,

between children with early behavioural problem and their teachers, is very important to

decrease conflicts in the educational settings. Their longitudinal study of children from

kindergarten through eighth grade showed the positive influence of a good relationship with

internalizing children. For example, children, who had high level of teacher conflict and

dependency in kindergarten, improved their behaviour late in the elementary and middle

school after building a better rapport with teachers (Pianta & Hamre, 2001). In other words,
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such findings confirm that a strong teacher-student relationship might reduce conflicts, in

particular, with at risk children for behavioral problem. Hughes et al. (1999) declared that

these children exhibit an improving conduct when provided concern and care.

To conclude, a close teacher-student relationship has positive effects on students'

emotional and academic outcomes, in particular, for children at risk of school failure and on

their attitudes towards school (Hamre & Pianta, 2005). Theorists and practitioners reported

also pertinent link between the quality of teacher- child relationship and peer acceptance

(Howes, 2000), engagement and motivation (Hughes, Kwok, & Loyd, 2008; Montavlo,

Mansfield, & Miller, 2007), and satisfaction with school (Baker, 1999). Children who felt

warmth and affection from their teachers in preschool, participated more in the class and

showed more school adaptation and interacted in a constructive way with their peers later in

the elementary and middle school. At the end, Pianta (1999) considered each student as

unique; therefore, the relationship starts when the teacher first understands the individual

personality, second develops an individual teacher-student relationship, and finally, builds

multiple relationships in the classroom. He added educators who display a high level of

support and trust, increase children's desire to learn, help them regulate their emotions and

foster a prosocial behaviour between the child and the teacher and between the child and his

peers (Pianta, 1999).

2.1.2 Conflict teacher-student relationship.

As mentioned before, associations between teacher-child relationships and children's

psychological functioning were acknowledged. A negative one may increase children's risk

for school maladjustment, may intensify their aggressive behaviors and lower their academic

attainment (Birch & Ladd, 1997). Hence, a conflictual relationship is considered a source of

stress for both teachers and students. When the relationship between teachers and students

lacks positive connections, young children are unable to depend on their teachers in any
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confused situation; they become less engaged, more anxious, isolated, and may be placed on

a trajectory of school failure (Birch & Ladd, 1997). The level of cortisol, as indicator of

stress, was tested in preschool during teacher-child interaction (Lisonbee, Mize, Payne, &

Granger, 2008). Results indicated an increase in stress hormones, both in the classroom and

during a dyadic teacher-child interaction outside the classroom, with children who exhibit

discomfort and anxiety with their teachers (Lisonbee et al., 2008). In addition,

Mantzicopoulos (2005) related high levels of conflicts with kindergarten children to some

classroom context variables such as problem behaviors and teachers' perceptions of workload

stress. He, further, added that teachers who cannot bear the stress in the class may interact

more negatively with children and affect their school adjustment in a negative manner. It was

also found that students care more about their teachers' behaviors rather than their physical

appearance (KoneIl, 2012). For instance, teachers who criticize and humiliate students to

correct their inappropriate behavior tend to break connectedness with them (Rimm-Kaufman,

2011), whereas teachers who use affectionate words, maintain students' dignity, treat students

fairly, and correct improper behavior in private, gain students respect, and may turn any

conflict into opportunity for growth. At the end, teachers act as role models; when they

demonstrate respectful attitudes and professionalism in settling unusual situation, students

will acquire specific skills and achieve greater self-control through interaction. Unfortunately,

research showed impoverished interactions between teachers and at-risk students and also

students coming from urban schools (Baker, 1999). Weak students are source of tension for

some teachers because they need increasing teaching time and effort than their peers. Many

students are able to perceive negative attitudes from their teachers and feel rejected by them.

Therefore, when a relationship is endorsed by friction, the rate of drop out of school will be

raised (Lee & Burkan, 2000).
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In addition, previous research suggested that teacher-student relationships are not

affected by the gender of instructors nevertheless they are significantly influenced by

teachers' experiences and teaching levels (Ipek, &Terzi, 2010). The study of Ipek, &Terzi

indicated that teachers with 10 years and more experiences have expressed higher teacher-

student relationship scores at classroom and school levels than other teachers having 1-5

years of experience. Baker (2006) also declared that the ability to build relationships with

students is associated to teachers' personalities, types, and experiences.

2.2 Conflict, Conflict Management, and Conflict Management Style

Conflict is the expression of disagreement between people with opposing needs, ideas,

beliefs, values, or goals (The Foundation Coalition, 2003). It is "a tension between two or

more social entities (individuals, groups, or large organizations) that arise from

incompatibility of actual and desired responses" (Akinubi et al., 2012, p.169). It is a

characteristic of human existence and a part of the dynamic of life in all organizations.

Conflict in teams is unavoidable, and highly depends on how involved people understand it,

find ways to predict it prevent it, and resolve it.

According to Crawford & Bodine (1996), origins of conflict are related to basic

psychological needs, limited resources, different values, and beliefs of different entities.

Basically, conflict results because of misunderstanding of its deep-rooted causes and

miscommunication between people. A number of studies have shown that like organizations,

conflict affects schools also almost all the time (D'Oosterlinck, & Broekaert, 2003; Ghaffar,

2010; lordanides & Mitsara, 2014; Pinchevsky & Bogler, 2014). When students interact with

their peers, with their teachers, and the educational staff, they may have incompatible goals

that trigger conflicts. Sociologists identified several types of conflicts in schools; student-

teacher conflict, student-principal conflict, student-student conflict, and student-staff conflict

(Akinubi et al., 2012).
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Most of the student-student conflicts that occur on a daily basis involve name calling,

teasing, fighting, gossiping, disrespect, property issues, and friendship problems (Tschannen-

Moran, 2001). It is the teachers' role to act as a third neutral party, also called mediator, to

help the parties exchange information and achieve possible solutions rather than expelling the

misbehaving students (Tschannen-Moran, 2001). Interpersonal conflicts between teachers

and students may also arise from unclear teachers' expectations, students' disobedience of

rules, students' distraction, and lacking of interest in the class.

Conflict management or conflict resolution is the process by which adversaries find

ways to handle conflicts sensibly, fairly, and efficiently. The various behaviors or strategies

in struggling time are categorized as conflict style or mode, which are best described

according to Thomas (1992) as "intentions"; it is how an individual intends or attempts at

large to resolve conflict (p.269). Acquiring skills related to conflict resolution and problem

solving, developing self-awareness about conflict modes and conflict communication skills

are prominent parts of the conflict resolution process (The Foundation Coalition, 2003). In

schools, principals visualize building trust, listening to others, and addressing conflict issues

directly, as effective conflict management practices (Boucher, 2013).

Conflict resolution was first conceptualized in 1964 in the Managerial Grid by Blake

and Mouton who suggested that conflict situations require a balance between the needs of

one's own goals (concern for production) and the needs for maintaining a good relationship

with others (concern for people). Their studies were extended later by Thomas (1974) who

identified five different orientations in terms assertiveness (satisfying one's own concerns)

and cooperativeness (satisfying other's needs) in a conflict situation. These five handling

modes are: competing or forcing (high in assertiveness, low in cooperativeness);

accommodating (low in assertiveness, high in cooperativeness); avoiding (low in both

assertiveness and cooperativeness); collaborating (high in both assertiveness and
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cooperativeness); and compromising (midway in both assertiveness and cooperativeness).

(See figure 1)

UNCOOPERATIVE 4	 COOPERATIVE

COOPERATIVENESS

Figure 2. 1. Two-dimensional model of conflict-handling behavior. Adapted from "Technical
Brief for the Thomas-Kilmann Conflict Mode Instrument", by Schaubhut, (2007), Mountain
View, CA: CPP, Inc, p.8

Rahim and Bonoma (1979) reinterpreted both Thomas and Blake & Mouton schemes

and proposed five styles of handling interpersonal conflicts from two perspectives: concern

for self and concern for others. The Rahim's five styles model which were more focused in

organizations are: integrating (collaborating, win-win solution), obliging (accommodating),

dominating (competing), avoiding (lose-lose solution) and compromising (win-lose solution).
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CONCERN FOR SELF

HIGH	 LOW

INTEGRATING	 OBLIGING

MISIN

DOMINATING	 I	 AVOIDING

Figure 2. 2. Rahim and Bonoma's two-dimensional model of five styles of handling interpersonal conflict.
Adapted from "Managing organizational conflict: A model diagnosis and intervention", by Rahim & Bonoma,
(1979). Psychological Reports, 44, p1327.

The theoretical framework of this study is based on the work of Kenneth Thomas and

Ralph Kilmann which was first published in 1974. On the basis of the literature and other

researchers' reports, the five conflict management styles, also called the five handling

conflict modes are defined as follow: (Rahim, 2001; Rahim & Bonoma, 1979; Thomas, 1976;

Thomas & Kilmann, 1974, 2007).

2.2.1 The competing style.

Competing is a power-oriented mode. Usually individuals attempt to satisfy their own

concern at the other person's expense (Thomas & Kilmann, 1974).This style is associated

with aggressive style of communication where individuals exercise power to win their

position. Usually, those using a competitive style overlook the needs of others and fail to

maintain future relationships (Rahim, 2002). They defend what they think is right. Basically,

the competing style is perceived as inappropriate. As a result, the expected consequence of

this style is a raise of the level of threat. This approach is to be applied when quick decisions
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0
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U
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should be made.
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2.2.2 The collaborating style.

Collaborating is recognized by a high concern for self and others, often called

"problem solving." It involves working on finding creative solution to interpersonal problems

to meet the needs of all concerned people (Thomas & Kilmann, I 974).This approach is a

structured and goal directed process that follows different steps to resolve disputes

constructively. Usually, individuals with this style face conflicts directly, try to exchange

information and examine differences to reach an acceptable solution that satisfies the concern

of both. Most importantly, parties have a strong capacity in using acquired problem-solving

skills and information (Rahim & Bonoma, 1979; Rahim, 2002). Thus, this style is conceived

as highly competent and effective (Rahim, 2002).

According to Thomas (1976), steps in the collaboration between parties are as follow:

1- State the problem

2- Recognize both commonalities

3- Focus on your need not your position

4- Identify the others' needs

5- Identify alternative resolutions

6- Select the alternative resolution that accomplish the goal of both, implement and

evaluate the results.

More recent studies focus on implementing creative problem-solving procedures that

involve the processes of-

"-Problem recognition: problem sensing and problem formulation.

-Solving problems: recommending solutions to problems and preparing plans for

intervention.

-Implementation: putting plans into action and review of outcomes." (Rahim, 2002,

p.213). (See Figure 2.3).
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[Problem sensing]

1eview of outcomes and
taking corrective actionsJ

Implementation

PuttingI plans into
actions

Problem recognition

Problem
formulation

rRecommending
solutions to
problems

1Preparing
plans for

intervention Planning for change

Figure 2 3. Problem-Solving Process. Adapted from "Toward a Theory of Managing
Organizational conflict", by Rahim, (2002), The International Journal of Conflict

Management, 13, p214.

2.2.3 The compromising style.

Compromising is an approach to conflict in which people work on reaching a middle

ground that partially satisfies both parties. It involves give and take between the disputing

parties who abandon some of their needs to reach a mutually acceptable solution. This style is

intermediate between competing and accommodating styles (Thomas & Kilmann, 1974).

Usually, when both sides have the same potential in the dispute, and when negotiation fails,

compromise can be the most appropriate mode (Rahim, 2002).

2.2.4 The avoiding style.

Avoiding is known as unassertive and uncooperative style. An avoiding person

frequently refrains from finding a resolution when facing a problem because he fails to satisfy

his own concern as well as the concern of the other party or because he is trying to postpone

the issue until a better time (Thomas & Kilmann, 1974). This mode is practical and functional
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only when matters are of little importance. Otherwise, conflicts increase and relationships are

ruined when serious problem remain unresolved.

2.2.5 The accommodating style.

Accommodating is the opposite of competing. In this mode, people sacrifice their own

concern to satisfy the others' needs (Thomas & Kilmann, 1974). They are often diplomatic;

they tend to please the others by ignoring their own concerns and passively accepting the

partners' decisions. They are smooth and have cooperative and accommodating behaviors in

conflict episodes. This mode allows individuals to give up something in order to get

something else in exchange (Rahim, 2002).

However, the wrong implementation of any or all of these five conflict management

styles will aggravate the conflict. Organizational behavior studies view unresolved conflicts

as having negative effects ranging "from short term to long term dysfunction", whereas

settled disputes may "have long term benefits" for all involved individuals (Zia & Sayed,

2013, p. 299). Unresolved conflicts may also impede important activities and increase the

level of stress and confrontation. Studies revealed that relationships are fortified and

constructive conflict outcomes occur in the short-term when positive solutions are suggested,

and consequences are taken into consideration when cooperative strategies are employed

(Tjosvold, 2007). lordanides and Mitsara, (2014) divided conflicts into functional and

dysfunctional based on their effect in the operations within an organization. In functional

conflicts, partners find various means to achieve the operational goals of the organization

through collective decision-making. The respect for the diversity of opinions, and the feeling

of participation in the search for solution of the problem, will result in a healthy and strong

relationship of the employee (lordanides &Mitsara, 2014). On the other hand, in

dysfunctional conflicts, most of the disputes occur because of incompatibilities among

members whose emotions are full of tension, mistrust, anger, and frustration that lead to
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negative environment that damages harmony among employee, reduces performance and job

satisfaction, and harms relationships. It is only through suitable management that

dysfunctional conflict turns to be functional and beneficial and helps in improving the quality

of decision-making by putting together many points of views (lordanides &Mitsara, 2014).

In line with what has been stated before, it is almost impossible and even undesirable

to encounter a "conflict- free work environment" because interaction in the workplace is

often coupled with conflict (Tsojvold, 2007, p.20). However, in schools, it is very necessary

to principals, educators, and administrators to diagnose reasons behind conflicts, to intervene

early and, in particular, to learn 	 to use various styles of behaviour to maintain a

moderate amount of conflicts and to hold on positive relations. In other words, effort and

skills are required to reduce, prevent, and resolve conflicts (Akinubi et al., 2012, p.1 69). This

justifies Rahim's (2002) request to organize training sessions for all organizational members

to teach them how to make the right choice and use of the styles of handling interpersonal

conflicts, in order to appropriately face and manage conflicts rather than eradicate them. In a

qualitative study conducted by Msila (2012), in South Africa, eight school principals from

four primary and four secondary schools were interviewed and observed with the purpose of

investigating their ability to address conflicts. Few principals were found ready for conflict

management whereas most of them were not equipped with skills of handling disagreements

and they are not able to train their teams (Msila, 2012). Conflict resolution is, therefore, a key

for group performance. Msila (2012) added, "Teachers who lack skills of managing conflict

will hardly be satisfied with their job" (p.33). This is why school principals should be

empowered with conflict management skills, to "build more teacher leaders in schools" who

get to know how to react adequately during conflict time and to "learn fairness, justice, and

moral uprightness" (Msila, 2012). The lack of trainings in conflict resolution in public

primary schools in Eldoret was also a challenge for head teachers (Barmao, 2013) and in
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South Regions of Botswana (Morake, Monobe, & Dingwe, 2011). Moreover, findings in

previous studies showed that more experienced teachers are more effective than less

experienced teachers in classroom communication (Ipek, &Terzi, 2010).

Rahim (2001) also indicated that the style of any member may be "affected by his or

her referent role as superior, subordinate or peer" (p.80). He found out that managers may be

obliging with superiors, integrating with subordinate, and compromising with peers.

Teachers, therefore, would act differently with head teachers as their superior, with other

teachers as peers, and with students as their subordinates. He added that integrating or

problem solving style is highly recommended to foster learning and effectiveness.

Zia & Zyed (2013) realized that in some circumstances when proactive approaches are not

possible, successful reactive approaches should be based on the actor's skills in using the

"contingent" style of conflict management that would most importantly reserve relationships

and maintain sociability among the conflicting parties. On the other hand, personal

characteristics of principal (including qualification, teaching experience, sex) along with

conflict management skills are prominent for ameliorating the situation of schools in conflicts

(Akinubi et al., 2012). However, findings in elementary school in South Carolina showed no

significant relationship between the integrating management style of principals and school

climate (Boucher 2013).

In parallel, Lee (2009) declared that the level ofjob satisfaction is diminished when

superiors used some conflict management strategies such as avoiding and dominating. She

declared that avoiding and dominating styles are found correlated to decrease in the job

satisfaction. This might be similar for teachers as superiors and students as subordinates.

Teachers who use avoiding and dominating styles may lower students' satisfaction with the

school. The integrating, compromising, and obliging styles of handling conflict showed
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positive relationships and were highly correlated with satisfaction with supervision (Lee,

2009).

Investigations about conflicts in our public schools indicated that conflicts may arise

for several reasons. First, according to Hashash (2013), some teachers deal with students

unequally. Moreover, Hashash, after an observation in five public schools, concluded that

some grade 6 teachers showed less concern for weak students than their high achievers peers.

They don't care for their participation in the class as they perceive them as persons who don't

want to learn. Second, they blame students for their weakness rather than taking into

consideration the traditional teaching methods they used in the class. Bored and demotivated

students become source of distraction in the class. Third, teachers' practices such as yelling,

criticizing, using rude words with students, punishing (sometimes physical punishments) and

even ignoring disruptive behaviors in the class, are all considered as negative interactions that

may lead to conflict.

Finally, acquiring skills in conflict management resolution has been proved to be

essential for reducing conflict, creating more orderly and peaceful school environment and

improving instruction. In the Lebanese context, according to Jabbour (2013), the tension that

has shaped political and social groups in the last few decades could not be remediated unless

new generations learn how to resolve conflicts constructively. This can be achieved when

educators develop approaches that involve teaching students to solve problems emerging in

the class through dialogue, negotiation, and communication. A teacher's guide, Education for

human rights, peace, and democracy, was distributed to some Lebanese schools for raising

teachers' abilities and competences in this domain (Frayha, 2003).

At the end, based on the above literature, previous reports showed that the various

conflict management styles are essential to minimize conflicts and that the selection of one

style may be appropriate for a given situation. In parallel, experts in the field of education
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shed the light on the importance of positive teacher-student relationships for students' well-

being in schools. However, no studies were carried out to investigate the relation between the

conflict management style of teachers and their relationships with students, in particular in

elementary schools. Our research intends to prove that the collaborating, compromising, and

accommodating teachers' styles predict a close teacher-student relationship, whereas, the

competing and avoiding styles predict a conflictual relationship. Explanation pertaining to

demographic factors will be interpreted as well.
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Chapter 3

Methodology

The purpose of this research is to identify the conflict management style of

elementary teachers and to examine the extent to which teacher's conflict management style

(competing, collaborating, compromising, avoiding, and accommodating) predicts close

student-teacher relationships, as well as conflictual relationships in four elementary public

schools in the north of Lebanon. In this study, the researcher, specifically, predicts teachers

who have collaborating, compromising, and accommodating styles have closer relations with

children than those having competing and avoiding styles. This study also investigates

demographic variables.

Seventy-five teachers from grade 1 through grade 4 participated in this study. The

Thomas-Kilmann Conflict Mode Instrument (TKI) was used to measure the conflict

management style, and the Short Form version of the Student-Teacher Relationship Scale

(STRS- SF) was used to measure the quality of teacher-child relationship (closeness or

conflictual). Teachers rated 15 statements in terms of how applicable each statement was to

their current relationship with a particular child. They were supposed to randomly choose five

students in their classes and to assess their perception of different qualities of their

relationship with these students.

After collecting data, I conducted interviews, a face-to-face survey; including open-

ended questions as a two-way conversation, to obtain better information.

In order to fit the research problem or questions, and for a complete understanding of the

collected data, I used a mixed method research since qualitative data may provide additional

explanation to quantitative outcomes. One approach may be sometimes useless to fulfil the

requirements of a research study. For example, qualitative explorations are needed when

some factors such as diversity among population (age, culture, ethnicity) and behavioral



MANAGEMENT STYLE AND TEACHER-STUDENT RELATIONSHIP 	 30

factors affect quantitative measures. Furthermore, by merging qualitative and quantitative

data, more information about individuals are added and as a result a more complete

understanding of the problem is developed and interpreted (Creswell, Klassen, Piano Clark,

& Smith, 2011). Our mixed method research focuses on finding responses to our research

questions that emerge from real life context by applying multiple methods (questionnaire and

face-to-face interviews). We also intentionally integrate both research methods to maximize

the strengths of each method so that we develop multiple perspectives of the results and

investigate new questions.

According to Opdenakker (2006), face-to-face interviews have many advantages in a

survey. First, these interviews are characterized by synchronous communication in time and

place, a fact that increases the ability of the interviewer to get a lot of extra information

through social cues such as voice, intonation, and body language of the interviewee that can

be added to their verbal answers. Second, since the interviewees are supposed to directly

reply to the researcher questions, their answers are more spontaneous. Third, by creating a

good interview ambiance, the interviewer can profit, to a greater extent, from the situation to

gain additional data.

3.1 Hypotheses of the Study

As mentioned earlier, this study tries to test the following hypotheses:

1. The conflict management style of teachers is significantly related to the quality of

teacher-student relationship (close or conflictual relationship).

2. There is a significant difference between the effect of each of the five conflict

management styles (competing, collaborating, compromising, avoiding, and

accommodating) on the teacher-student relationship (conflict / closeness).
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3. Teachers' conflict management style and demographic factors (age, years of

experience, level of education) are significantly related to the quality of teacher-

student relationship.

3.2 Population

The population of this study consists of Elementary teachers in north Lebanon, in four

public schools.

3.3 Sample

The study was carried out in four public schools in North Lebanon. The schools are in

the same geographic location, and have almost the same size, and the same religious

affiliations. Elementary teachers who were supposed to participate in the study were 81,

however, three teachers were reluctant, and three teachers didn't complete correctly the

questionnaire. Therefore, the number of the respondents was 75 all of whom were females.

Table 3.1
Ages of Respondents

Age in years Frequency Percentage

20-30	 6	 8

31-40	 35	 46.7

41-50	 11	 14.7

>51	 23	 30.6

Total	 75	 100

Table 3.1 presents the ages of the respondents; the majority 46.7% (n = 35) of the

respondents were between 31 and 40 years, 30.6 % (n =23) were above 51 years, 14.7% (n=

11) were between 41 and 50 years and only 8% (n =6) were between 20 and 30 years.
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Table 3.2
Educational Level of Respondents

Educational level Frequency Percentage

<BA Degree	 39	 52

BA Degree	 20	 26.7

>BADegree	 16	 21.3

Total	 75	 100

Similarly, Table 3.2 presents the educational levels of the respondents. Table 3.2

shows that half of the respondents in this study 52% (n 39) didn't have a bachelor degree,

one fourth 26.7% (n =19) had a bachelor's degree in various majors, and also only 21.3%

(n=16) had a diploma higher than a bachelor degree, (9 of them holding a master's degree).

Table 3.3
Years of Experience of Respondents

Years of experience Frequency Percentage

<10	 9	 12

11-20	 39	 52

21-30	 7	 9.3

31-40	 14	 18.7

>41	 6	 8

Total	 75	 100

Table 3.3 presents the years of experience of the respondents. It is clear through the

table that the majority of the respondents in this study 52% (n 39) had between 11 and 20

years of experience, while 18.7 %(n =14) of the respondents had between 31 and 40 years of

experience, 9.3% (n =7) of the respondents had between 21 and 30 years of experience, also
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12% (n =9) of the respondents had less than 10 years of experience, and only 8% (n =6) had

more than 41 years of experience.

3.4 Instruments

There are two variables in this research; the independent variable is the conflict

management style, and the dependent variable is the quality of teacher-student relationship

(closeness, conflict).

The relationship between the conflict management style of teachers and the quality of

teacher-student relationship was determined by using two questionnaires on the basis of the

literature survey: The Thomas-Kilmann Conflict Mode Instrument (TKI) maintained by its

publishers, CPP, Inc. (see Appendix B) and the Student-Teacher Relationship Scale, Short

Form version (STRS- SF) (see Appendix Q.

The Thomas-Kilmann Conflict Mode Instrument (TKI) is an established measure of

conflict styles that is widely used in managerial training and organization development

interventions.

The TKI model is based on a five-category scheme for classifying interpersonal

conflict-handling modes: competing, collaborating, compromising, avoiding, and

accommodating.

It has been adopted since 1974, and is the leading measure of conflict-handling

behavior for more than 35 years. This instrument was available in a self-scorable paper-and

pencil format which made its use easy and accessible. Since 2002, the TM has become

widespread and easily obtained through the internet using the CPP's online assessment

delivery system.

This self- assessment includes 30 pairs of forced-choice statements. Respondents are

supposed to identify the one they consider the closet to their behavior in times of conflict.

The five conflict management modes were paired with each other (10 combinations) three
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times. Each pair includes two ways of reactions that a respondent might adopt in a conflict

with another person. For example, one pairing is between "I sometimes avoid taking

positions that would create controversy" (avoiding) and "If it makes other people happy, I

might let them maintain their views" (accommodating). Another is between "I am firm in

pursuing my goals" (competing) and "I try to find a compromise solution" (compromising).

Each style is paired with each of the other four styles three times, so that scores on any style

can range from 0 to 12.

This instrument has been demonstrated to have satisfactory test-retest and internal

consistency reliabilities. The test-retest reliability of the TKI ranges from .61 to .68. The

coefficient alphas reported, in 1977, for the subscales include competing at .6 1,

accommodating at .62, avoiding at .68, collaborating at .63, and compromising at .66

(Thomas & Kilmann, 1977, as cited in Schaubhut, 2007). As for the validity, a study

examining the ability of the instrument to control social desirability found that the TKI

significantly reduces the social desirability response bias when compared to three similar

tools assessing conflict behavior (Thomas & Kilmann, 1977, as cited in Schaubhut, 2007). In

addition, in 1990, studies comparing and validating the two best-known self-report measures

of conflict management styles; the Thomas and Kilmann (1974) and the Rahim

Organizational Conflict Inventory (1983a) supported the validity of the TKI (Van de Wert &

Kabanoff, 1990). Later on, in order to broaden the representative numbers of people by

organizational level, race, and ethnicity, a reforming project used a sample of 8000 full-time

employed individuals between 2002 and 2005. All the respondents (50% women, 50% men)

aged between 20 through 70 completed the assessment in the USA. The analyses reported

showed that median differences on TKI scores between men and women, different ethnic

groups, organizational levels, and educational levels are meaningless in terms of its practical

importance (Schaubhut, 2007). Therefore, the TKI norms were demonstrated to be applicable
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across age, ethnic groups, and gender, and to be relevant at many organizational levels and

across a broad range of occupational categories.

Today, the TKI is available in multiple languages-except the Arabic-and used in a

wide variety of applications, including management and supervisory trainings, negotiation

trainings, team building, leadership development, and safety training.

The quality of teacher-child relationship in elementary classes (closeness or

conflictual) was measured by a short form version of the Student-Teacher Relationship Scale

(STRS- SF; Pianta, 2001). The short form of the STRS is a self-report instrument composed

of 15 items rated on 5-point Likert type scales (1= does not apply at all), (5 definitely

applies) that assesses a teacher's perception of her/his relationship with a particular student.

The STRS was divided into two groups of items ratings that are referred to as the conflict and

closeness subscales (Pianta, 2001). The conflict subscale, composed of 7 items, was

developed to measure to what degree a teacher feels disharmonious interactions with a

particular student. For example, "This child and I always seem to be struggling with each

other".

The closeness subscale (8 items) will measure the degree of warmth and open

communication present in the teacher-child relationship. For example, "I share an

affectionate, warm relationship with this child". The STRS is a teacher-report instrument

designed for teachers of children between the ages of 3 and 12, and typical to assess a

teacher's perception of her relationship with a particular student from preschool through

grade 3. It was basically developed in 1991 to identify relationships that need early

intervention and support, and since then it has been used over more than 1500 students and

275 teachers and has been proved to be psychometrically valid and reliable. It was also used

later to evaluate improvement in the quality of the teacher-student relationship after the use of

a program developed by Pianta entitled STARS or Students, Teachers, and Relationship
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Support (Pianta & Hamre, 2001). Pianta (2001) estimated test-retest reliability after

completing the STRS twice during a four-week interval. Significant test- retest correlation

(closeness .88; conflict .92) has been demonstrated. In addition, high internal consistency for

both conflict and closeness subscales were reported. Pianta (2001) demonstrated that STRS is

a psychometrically valid and reliable instrument. The predictive and concurrent validity of

the STRS were accurate in a number of social and academic outcomes (Pianta, 2001). For

example, the STRS was found correlated with academic skills (Pianta & Hamre, 2001),

behavioral adjustment (Birch & Ladd, 1997), and risk of deflection in classroom adjustment

(Pianta et al., 1995).

3.5 Scoring of the Instruments

The Thomas-Kilmann Conflict Mode Instrument was scored using the average scores

for the items on the scale. The TKI includes five subscales representing each of the five

conflict management modes: Competing, Collaborating, Compromising, Avoiding, and

Accommodating. The scores were derived by summing the items that make up the scale to

obtain a value for every style. Each individual scored a minimum of 0 and a maximum of 12

on each subscale: a minimum of 0 and a maximum of 12 for Competing, 0 to 12 for

Collaborating, 0 to 12 for Compromising, 0 to 12 for Avoiding and 0 to12 for

Accommodating. For Competing, scores for items 3/6/8/9/10/13/14/16/17/22/25/28 were

added. For collaborating, scores for items 2/5/8/11/14/19/20/21/23/26/28/30 were added. For

Compromising, scores for items 2/4/7/10/12/13/18/20/22/24/26/29 were added. For

Avoiding, scores for items 1/5/6/7/9/12/1 5/17/19/23/27/29 were added. For Accommodating,

scores for items 1/3/4/11/15/16/18/21/24/25/27/30 were added. The highest score represents

the preferred style of each respondent. In case one respondent had two similar high scores, he

was considered as having a mixed style.
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As for scoring the STRS-SF instrument, teacher- student relationship, in terms of

conflict, is computed as the sum of items 2, 8, 10, 11, 12, 13, and 14. Scores computed in this

manner ranged from 7 to 35, with higher scores indicating more conflict between the teacher

and the study child. Teacher-student relationship, in terms of closeness, is computed as the

sum of items 1, 3, 4, 5, 6, 7, 9, and 15. Scores computed in this manner ranged from 8 to 40,

with higher scores indicating more closeness between the teacher and the study child. Each

child's total conflict and closeness scores were later divided by the total number of items

measuring each subscale, so that conflict and closeness scores indicate the average score per

item. Then, an average score was computed for each subscale by summing the children's

mean scores and dividing by the number of selected children in the classroom. Each teacher

had in his classroom a close, and a conflict composite score that ranged in value from 1 to 5.

According to Hamre and Pianta (2001), score of both scales can be used to assess positive

and negative aspects of teacher-student relationship.

3.6 Design

Initially, 81 teachers were required to fill out both questionnaires. This study is a

mixed method research that integrates quantitative and qualitative approaches. Chi square test

for independence was utilized in this study to assess whether there is a relationship between

conflict management style (independent variable) and teacher- student relationship

(dependent variable) in four schools in Lebanon. In addition, a Pearson Chi-square and

descriptive statistics were calculated to measure the difference between the effects of each of

the five conflict management styles on the teacher-student relationship. Finally, descriptive

statistics analysis including Analysis of Variance (ANOVA) techniques were used to evaluate

the relationship between demographic variables such as age, years of experience, level of

education of the respondents, teachers' conflict management style and the quality of teacher

student relationship.
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3.7 Procedure

Before conducting the study, the researcher received a written consent of the ministry

of Education (see Appendix E) to go through four public schools in North Lebanon in Koura

area. Then meetings were held with the principals of the four schools to explain the objective

of the study and to have their permission to give all the teachers of grade 1 through grade 4

the two questionnaires. Each principal provided us with a list of all the teachers' names to

participate in this study. In every school, I distributed the questionnaires. Every elementary

teacher (from grade 1 to grade 4) received a cover letter (see Appendix A) to explain the

purpose of the study, and the two questionnaires (see Appendix B and C) which need around

35 min to be filled out: The TKI, which measures teachers' conflict mode choices and the

STRS-SF, which measures teachers-students relationships from two perspectives: closeness

and conflict. The TM and the STRS-SF instruments were translated into Arabic in order to

conduct an accurate research within non English speaking populations. The researcher's

intention was to maintain the original meaning of the questions, the content, the structure and

the answer scale. Instruments were revised and compared to the original and corrected prior

to the main study.

The questionnaire was submitted in April, a period of time, when the respondents had

been in contact with their students for more than seven months, and when relationships were

well-established. This fact would increase the validity of the teachers' assessments of their

relationships with their students. Most of the teachers responded in the presence of me during

the recess time. They were informed that confidentiality will be ensured. The others

completed the two questionnaires at home and returned them back after one week. Only 3

teachers were reluctant and refused to participate in the study. Questionnaires were collected

within five weeks from the four schools, scored, and analyzed. Later, after collecting the data,

the researcher decided to conduct interviews (see Appendix D) with elementary teachers for
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more accurate responses. Each interview took almost 7-10 minutes in a positive and risk-free

environment. The environment in which the survey takes place contributes to the success of

any survey interview (larossi, 2006 p. 147). It is the role of the researcher to build rapport

with the respondents to ensure the highest level of survey participation. The purpose of the

interview was, therefore, to gather deeper information and to observe the behavior and the

attitudes of the respondents toward the subject. All statistical analyses were performed by

using the Statistical Package for the Social Sciences (SPSS) 20.

3.8 Data Analysis

Means, frequencies, percentages, standard deviations, and coefficients were all

produced through SPSS 20. The alpha was set at 0.05. A conflict-handling profile for each of

the respondents was determined and frequency count for each mode as well. The quality of

teacher-student relationship was also determined in terms of conflict and closeness. Through

Cross tabulation tables (Chi-square test for independence) I evaluated the relationship

between teachers' conflict management style and teacher-student relationship. Then,

descriptive statistics, Pearson-Chi square and one way ANOVA were utilized to test the other

hypotheses.

3.9 Conclusion

This part described the population, sample, instrument, scoring and reliability of

instruments, design, procedure, and data analysis. This research was conducted using a mixed

method approach. Out of 8 Iteachers, 75 filled out the questionnaires. The instruments used

were TKI and STRS-SF, which were demonstrated to have high reliability. Descriptive

statistics, Pearson Chi square analysis, and ANOVA techniques were computed using SPSS.
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Chapter 4

Findings

This chapter includes the results based on the data collected through questionnaires

and interviews. It also presents demographic characteristics of the respondents, their

dominant conflict management styles, the testing of hypotheses of the study and important

findings related to students gender and grade level. The responses were compiled,

categorized, and analyzed.

This study seeks to identify the conflict management style (conflict handling mode

choices) of teachers and its relation with the quality of teacher- student relationship in terms

of closeness and conflict. The five possible styles of conflict are based on Thomas-Kilmann

work. The competing, collaborating, compromising, avoiding and accommodating styles are

determined by relative scores on two axes: assertiveness and cooperation.

A competing style is assertive and uncooperative, it is a power-centred approach in

which ones uses power to win one's own position. A collaborating style is assertive and

cooperative; it involves a direct attempt to find a solution that fully satisfies the concerns of

both persons. A compromising style is intermediate in both assertiveness and cooperation,

and is designed to partially satisfy the needs of both parties. An avoiding style is both

unassertive and uncooperative, and is normally characterized by the individual who does not

address the conflict but pretends that the conflict does not exist. Finally, an accommodating

style is unassertive and cooperative, wherein the individual put his/her interest last and satisfy

the concerns of other people, in other words, allows the other party to dominate.

The purpose of this study is to examine whether the conflict management style of

elementary teachers in four public schools in North Lebanon and the quality of teacher-

student relationship (closeness or conflict) are related. It is also an attempt to identify the

preferred conflict management style of elementary teachers and its impact on the teacher-
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student relationship in terms of closeness and conflict. This study examines as well the

influence of teachers' age, years of experience and level of education on their relationships

with pupils.

Three hypotheses are tested:

1. The conflict management style of teachers and the quality of teacher-student

relationship are significantly related.

2. There is a significant difference between the effect of each of the five conflict

management styles (competing, collaborating, compromising avoiding, and

accommodating) on the teacher-student relationship (conflict! closeness).

3. Teachers' conflict management style and demographic factors (age, years of

experience, level of education) are significantly related to the quality of teacher-

student relationship.

4.1 Demographic Background

This part describes the demographics of the respondents. Table 4.1 presents the ages

of all participants; the majority 46.7% (n 35) of the respondents are between 31 and 40

years, while 30.6 % (n= 23) are above 51 years, 14.7% (n11) are between 41 and 50 years,

and only 8% (n=6) are between 20 and 30 years.

Table 4.1
Ages of Respondents

Age in years	 Frequency	 Percentage

20-30	 6	 8

31-40	 35	 46.7

41-50	 11	 14.7

>51	 23	 30.6

Total	 75	 100



MANAGEMENT STYLE AND TEACHER-STUDENT RELATIONSHIP 	 42

As for the educational level, Table 4.2 shows that half of the respondents 52% (n= 39)

in this study don't hold a bachelor degree, 26.3% (n= 20) hold a bachelor degree in various

majors, and also 21.3% (n=16) hold more than a bachelor degree (9 of them had a master's

degree).

Table 4. 2
Educational Level of Respondents

Educational level 	 Frequency	 Percentage

<BA Degree	 39	 52

BA Degree	 20	 26.7

>BADegree	 16	 21.3

Total	 75	 100

4.2 Teachers' Dominant Conflict Management Styles

In this section, we intend to identify the dominant conflict management style of

teachers. Our findings reveal that not all the teachers have only one dominant style;

descriptive statistics depict 73.3 % of the respondents (n= 55) as having only one dominant

style in conflict management while the rest 26.7% (n20) as having a mixed style. Therefore,

respondents having a mixed style are excluded from this section, and the number of

respondents was limited to 55 (N = 55). Figure 4.1 shows that accommodating is found to be

the most frequent style chosen in the conflict management (M = 7.58, SD = 2.409) among

elementary teachers in the four schools in North Lebanon. Avoiding is found second most

frequent conflict management style (M = 7.04, SD = 2.108). The third (M = 6.87, SD =

1.588) and the fourth (M = 5.47, SD = 3.5 89) are, respectively, the compromising and the

collaborating styles. The least frequent style is the competing style (M = 3.04, SD = 2.575).
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Figure 4.1

Mean Score of the Use of Conflict Management Styles among Teachers (N= 55)

4.3 Hypotheses Testing

Hypothesis 1: The conflict management style of teachers is significantly related

to the quality of teacher-student relationship (close or conflictual relationship).

To test this hypothesis, the two variables were first categorized including:

- Six levels for conflict management style (one level for each style and one level for

the mixed style): 1 for competing, 2 for collaborating, 3 for compromising, 4 for

avoiding, 5 for competing and 6 for the mixed style.

- Two levels for the quality of teacher-student relationship: 1 for close and 2 for

conflict.

With two categorized variables, a Chi square test for independence was used to

determine whether there is a significant relationship between variables. The significant level

was set at 0.05. The null hypothesis of Chi square states that the two variables "conflict

management style of teachers" and "the quality of teacher student relationship (closeness or

conflict)" are independent and randomly related. However, since findings show that the



MANAGEMENT STYLE AND TEACHER-STUDENT RELATIONSHIP 	 44

significance value is less than 5% (p < .05), the hypothesis is rejected. Therefore, the

relationship between the two variables is, not due to chance (p = .00). In fact, the way one

handles conflicts may have a direct impact on relationships. The Bar chart (See Figure 4.2)

shows how the relationships of closeness and conflict vary according to the preferred conflict

management style of teachers. For example, Figure 4.2 indicates that teachers who have an

avoiding style show a high conflictual relationship, whereas those having a mixed style

exhibit a close relationship. It can be also deduced that both collaborating and compromising

styles, respectively, are almost equal in the closeness dimension. On the other hand, the

collaborating style is proven to be the least style that induces conflicts and struggle between

teachers and students. Therefore, it can be concluded that statistical results support the

hypothesis that the conflict management style of teachers and the teacher-student relationship

are significantly related.
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Figure 4. 2
A Clustered Bar Chart illustrating the Number of Close/ Conflict among Conflict
Management Styles.
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Hypothesis 2: There is a significant difference between the effect of each of the

five conflict management styles (Competing, Collaborating, Compromising, and

Accommodating) on the teacher-student relationship (conflict! closeness).

In order to figure out how each style differently affects the closeness and conflict in

the teacher-student relationship, the two variables were cross tabulated. The Chi square test,

descriptive statistics, and results are presented in Tables 4.3 and 4.4.

Table 4.3
Results of Chi Square Test and Descriptive Statistics for Conflict Management Style by
Quality of Teacher-Student Relationship.

Quality of Teacher-Student Relationship

Conflict Management Style

Competing

Collaborating

Compromising

Avoiding

Accommodating

Mixed style

Close	 Conflict	 Total

N %	 N%	 N%

1(1.3%)	 3(4%)	 4(5.3%)

	

11(14.7%)	 1(1.3%)	 12(16%)

	

11(14.7%)
	

7(9.7%)	 18(24%)

2(2.7%)
	

13(17.3%)	 15(20%)

4 (5.3%)
	

2(2.7%)	 6(8%)

17(22.7%)
	

3(4%)	 20(26.7%)

Note. x2 = 0.00*,df = 5. *p < .05

Numbers in parentheses indicate column percentages of total

In the Test of Association of conflict management style and teacher-student

relationship (Chi square), it is important to check the p-value. As depicted in Table 4.3, the p-

value is less than .05 (p< .05), which means that a statistically significant difference in the

teacher-student relationship exists among the five preferred conflict management styles of
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teachers. It is clear through Table 4.3 that teachers who have collaborating and compromising

styles as their dominant style are more likely to establish a close relationship with their

students (14.7% for closeness out of 16% for collaborating and 14.7% also out of 24% for

compromising). In addition, those who have the avoiding style as the most practiced style in

conflict situations are more likely involved in conflictual relationships with their students

(17.3% out of a total of 20%).

Finally, out of 26.7% of those having a mixed style, 22.7% are in positive

relationships with students. In addition, the descriptive statistics in Table 4.4 show that,

among participants who have a collaborating style, 91.7% are building close relations with

students. Among those who practice an accommodating style, 66.7% are establishing a close

relationship, and among those who have a compromising style 61.1% are found in positive

relations. Therefore, the higher percentage in the collaborating style reflects the efficacy of

this style on maintaining a close teacher-student relationship. In parallel, 86.7% of people

who adopt the avoiding style are proved to be in conflictual relationships, and 75% of people

who choose the competing conflict mode are also in struggling situations with their students.

On the other hand, 85% of teachers who adopt a mixed style are found to be close to their

students.
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Table 4. 4
Results of Descriptive Statistics for Conflict Management Style by Quality of Teacher-Student
Relationship.

Quality of Teacher-Student Relationship

Close	 Conflict	 Total

Conflict Management Style	 N %	 N %	 N %

Competing	 1 (25%)	 3(75%)	 4(100%)

Collaborating	 11(91.7%)	 1(8.3%)	 12(100%)

Compromising	 11(61.1%)	 7(38.9%)	 18(100%)

Avoiding	 2(13.3%)	 13(86.7%)	 15(100%)

Accommodating	 4(66.7%)	 2(33.3%)	 6(100%)

Mixed style	 17 (85%)	 3(15%)	 20(100%)

Note. , = 0. 00*, df = 5. *p <.05

Numbers in parentheses indicate row percentages within the style

Hypothesis 3: Teachers' conflict management style and demographic factors

(age, years of experience, level of education) are significantly related to the quality of

teacher-student relationship.

The relationship between conflict management style, demographic factors, and the

quality of teacher-student relationship was tested using one way ANOVA test. Style, age,

and years of experience are found related to the closeness and conflict levels. Results

demonstrate that p-value for style (p = .02), and p-value for age (p = .037) and that for years

of experience (p = .0 11) are all significantly related to the quality of the teacher-student

relationship since they are less than the significant level (p = .05); except the level of

education which is found not significant with a higher p-value (p = .45).
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In an attempt to analyze each of these demographic factors in relation to the quality of

teacher- student relationship, the Bar Chart (See Figure 4.3) shows the influence of teachers'

age on closeness and conflict; one can easily notice that younger teachers are spread equally

between conflict and closeness whereas all of the teachers older than 31 have higher count of

closeness than conflict. We can conclude, then, that the older the teachers are, the closer the

relationship with students is.
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Figure 4. 3
Clustered Bar Chart ofAge Distribution among Close/Conflict

Moreover, Table 4.5 presents descriptive statistics on the effects of years of

experience on the quality of teacher- student relationship. It was found that 85.7% of teachers

having between 31 and 40 years of experience are establishing close relationships with

students and surprisingly, 5 1.3% of teachers having between 11 and 20 years of experience

were depicted as having conflicts.
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Table 4. 5
Descriptive Statistics for Years of Experience by Quality of Teacher-Student Relationship.

Quality of Teacher-Student Relationship

Close	 Conflict	 Total

Years of experience	 N %	 N %	 N %

<10 years
	

6(66.7%)	 3(33.3%)	 9(100%)

11-20 years
	

19(48.7%) 20(51.3%) 39(100%)

21-30 years
	

4 (57.1%)	 3(42.9%)	 7(100%)

31-40 years
	

12(85.7%)	 2(14.3%)	 14(100%)

>40
	

5 (83.3%)	 1(16.7%)	 6(100%)

Total
	

46(61.3%) 29(38.7%) 75(100%)

Numbers in parentheses indicate percentages within range years of experience

Table 4.6 shows that the percentages of closeness among the different levels of

education range from 56.4% to70%, and those of conflict among all levels range from 30% to

43.6%. Based on these findings, we can conclude that the degree that the teachers hold does

not have any influence on their connectedness with students.
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Table 4.6
Descriptive Statistics ofLevel of Education (% within level) by Quality of Teacher-Student
Relationship

Quality of Teacher-Student Relationship

Close	 Conflict	 Total

Level of Education	 N %	 N %	 N %

<BA	 22(56.4%) 17 (43.6%) 39(100%)

BA	 14(70%)	 6(30%)	 20(100%)

>BA	 10(62.5%) 6 (37.5%) 16 (100%)

Total	 46 (61.3%) 29 (38.7%) 75 (100%)

Numbers in parentheses indicate row percentages within level of education

4.4 Student Gender and Grade Level

Important and interesting findings of this study consider students' gender and grade

levels as other factors related to the quality of teacher-student relationship, although these

factors were not included in my hypotheses. However, these results may be useful and

relevant for more advanced research in the future. Therefore, it would be worthwhile to note

them in this chapter.

Each teacher was supposed to randomly select five students in order to self-assess

his/her relationship with each of them. The total number of the selected students was 375,

61.3% (n= 230) were perceived in close relationships, while 38.7% (n= 145) were perceived

in conflict with their teachers. More specifically, Table 4.7 shows that teachers tend to

establish a positive relationship with 66.6% (n= 30) of grade I students, 69.2% (n45) with

grade 2 students, 69.5% (n80) with grade 3 students, and 50% (n 75) with grade 4

students. In parallel, teachers' ratings show also that they perceive themselves in conflict with
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33.3% (n15) of grade 1 students, 30.7% (n=20) of grade 2 students, 30.4% (n35) of grade

3 students, and 50% (n=75) of grade 4 students. The overall results, presented in Table 4.8,

suggest that among grade levels, students of grade 4 are perceived as having the highest level

of conflict (51.7%) (n= 75) of all students who are in conflict and students of grade I as the

lowest level (10.34%) (n15).

Table 4.7
Results of Descriptive Statistics for Students' Grade Level (within level) by Quality of
Teacher-Student Relationship.

Quality of Teacher-Student Relationship

Close	 Conflict	 Total

Grade
	 N %	 N %	 N %

1
	

30(66.6%)
	

15 (33.3%)
	

45(100%)

2
	

45(69.2%)
	

20(30.7%)
	

65(100%)

3
	

80(69.5%)
	

35(30.4%)
	

115(100%)

4
	

75 (50%)
	

75(50%)
	

150(100%)

Total
	

230(61.3%)
	

145(38.7%)
	

375(100%)

Note. Numbers in parentheses indicate row percentages within grade level
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Table 4. 8
Results of Descriptive Statistics for Students' Grade Level (within close/ conflict) by Quality
of Teacher-Student Relationship.

Quality of Teacher-Student Relationship

Close	 Conflict	 Total

Grade Level	 N %	 N %	 N %

1	 30(13.04%)	 15 (10.34%)	 45 (12%)

2	 45(19.5%)	 20(13.79%)	 65(17.3%)

3	 80(34.78%)	 35(24.13%)	 115(30%)

4	 75 (32.6%)	 75(51.72%)	 150(40%)

Total	 230(100%)	 145(100%)	 375 (1006/o)

Note. Numbers in parentheses indicate column percentages within close! conflict

In addition, among all students (n375), 65.06% (n=244) were males and 34.9%

(n= 131) were females. Statistics from our survey also proved that among all the male

population (n=244), 55.32% (n135) were in conflict while, among the female population

(n= 131), only 7.6% (n=10) were in conflict (See Table 4.9). Teachers, therefore, reported

having conflicts with a higher percentage of boys than girls.

Table 4.9
Results of Descriptive Statistics for Students' Gender (withil2 close/ conflict) by Quality of
Teacher-Student Relationship.

Quality of Teacher-Student Relationship

	

Close	 Conflict	 Total

Gender	 N %	 N%

Male	 109 (44.67%)	 135 (55.32%)	 244 (100%)

Female	 121(92.3%)	 10(7.6%)	 131 (100%)

Total	 230(61.3%)	 145 (38.6%)	 375 (100%)

Note. Numbers in parentheses indicate row percentages within close! conflict
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In summary, the results of this study suggest that the accommodating and the avoiding

styles are most frequently adopted by elementary teachers in the four studied schools, while

the competing style is the least practised. The first hypothesis shows that the choice of mode

for handling conflict in schools influences the quality of teacher-student relationship, while

the second hypothesis proved how each conflict style may affect either positively or

negatively this relationship. For example, the collaborating style was depicted as the highest

in closeness, whereas the avoiding style as the highest in conflict. Finally, the teachers'

conflict management styles, their age, and their years of experience were all related to the

quality of teacher-student relationship, while the level of education was not. Our findings also

depict higher levels of conflict in grade 4 than those in grade 1 and higher percentage of

conflict among boys than among girls.
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Chapter 5

Discussion and Limitations

This chapter presents and discusses the findings and implications drawn from the data

analysis in relation to the existing literature on conflict management and teacher-student

relationship. It will also reveal the limitations of the present study.

5.1 Discussion

The findings are presented and discussed as follows:

1- Conflict, conflict management, and conflict management style

2- Demographic factors

3- Teachers' perception of conflict

4- Teachers' perception of their relationships with students

5- Student gender and grade level

This study explored the dominant conflict management style of teachers in four public

schools in North Lebanon. The research attempted to investigate how teachers' conflict.

management style affects the quality of teacher-student relationship in terms of closeness and

conflict and to what extent demographic variables (age, years of experience, and level of

education of teachers) predict closeness or conflict in the teacher-student relationship. The

Thomas-Kilmann Instrument TKI and the short form version of the Student-Teacher

Relationship Scale (STRS- SF) were administered to 81 teachers from grade 1 to grade 4 in

four public schools in koura area. Only 75 teachers returned the questionnaires. A semi

structured interview was conducted later to get more profound information and to give better

interpretation of the collected data. The teachers who took part in the study were all females.

The research questions addressed in this analysis were as follows:

1- What is the dominant conflict management style of teachers of the four public

schools in North Lebanon?



MANAGEMENT STYLE AND TEACHER-STUDENT RELATIONSHIP 	 55

2- To what extent does each of the five conflict management styles predict close or

conflict teacher-student relationships?

3- How do teachers of public schools perceiYe conflict?

4- How do teachers of public schools perceive their relationships with their students

(conflict, closeness)?

5- What is the influence of teachers' demographic variables (age, years of

experience, level of education) on their relationship with students?

5.1.1 Conflict, Conflict Management, conflict Management Styles

As stated before, the big challenge for schools and for the wider community is to

prevent conflicts and misunderstanding from becoming destructive disputes. The use of

appropriate conflict handling mode relies first on self- knowledge of these styles, and second

on the ability of the responsible for managing a conflict situation to understand the

circumstances of conflict, the source of conflict and the human psychology (Rahim, 2002;

Zia & Syed, 2013). This is what some researchers called the contingency perspective, the

best style needed for a contingent situation (Thomas, 1992).

Results of this study showed that the adoption of each of the five conflict management

styles has an influence on teacher-student relationship from two dimensions: closeness and

conflict. Specifically, as we predicted, the use of compromising, collaborating, and

accommodating styles contributes to a close teacher-student relationship, while the adoption

of avoiding and competing results in a conflictual relationship.

In this section, we identified the dominant conflict management style of teachers in

four of the elementary public schools in North Lebanon, as well as the effect of each style on

the quality of teacher-student relationship.

Results showed that 73% of the respondents have only one conflict management style,

while the rest have a mixed style. Some researchers have argued that for resolving conflict
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effectively, the use of one specific style could be more suitable than the other depending on

the circumstances and conditions of the situation (Rahim & Bonoma, 1979; Thomas, 1992).

Our findings indicated that teachers tend to choose a preferred conflict style "the

accommodating style", which is the opposite of the competing style recognized as a self-

sacrifice mode (Thomas, 1976). The accommodating style (Mean= 7.58) was found to be the

most frequent style; it is unassertive and cooperative. The avoiding style (Mean= 7.04) was

the second most frequent style, the third one was the compromising style (Mean= 6.87), the

fourth was the collaborating style (Mean= 5.47), and finally the least one was the competing

style (Mean= 3.04).

In parallel, our study revealed a high percentage of teachers who adopt a mixed style

(27%). Studies by Ragin (2002) viewed that the combination of the different approaches may

be appropriate for different types of conflicts, while the continuous use of only one preferred

style over other styles may reflect people's rigidity. This explains why some teachers don't

stick to one style but tend to rely on more than one in one situation. It is, therefore, possible

to shift from one style to another in one occasion or create a hybrid of two strategies to

reduce negative consequences and to preserve relationships (Zia & Zyed, 2013). Based on the

results of our statistics; hypotheses 1 and 2 were tested and verified.

Hypothesis 1: The conflict management style of teachers is significantly related

to the quality of teacher-student relationship (close or conflictual relationship).

Results from our survey support our first hypothesis. The Chi square test revealed an

association between conflict management style and teacher-student relationship (p =.00).

These findings are similar to those of Lee (2009) who considered that effective leaders are

those who get to know how to apply good management strategies, strengthen relationships

with their subordinates and reduce conflicts in their organizations. Although some schools

have their own regulations and policies on how to resolve conflicts (Kiuri, 2009), prior
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research suggested that relationships and educational outcomes are highly depending on the

means used by teachers to resolve problems (Pinchevsky & Bogler, 2014). Therefore, the

secret is to become aware of how to cope positively with conflict in order to benefit from it

and to maintain cohesion among parties (Kiuri, 2009) and to turn it into an opportunity for

growth in relationships (Lee, 2009). A major obstacle that stands in the way of teachers in

addressing conflicts is the lack of support from the school management (Makibi, 2010). For

example, instructors at one of the four public schools reject the latest policy that forbids the

punishment and expulsion of students as reactions to their misbehaviors; they feel frustrated

because they cannot always implement the competing or the avoiding style while managing

the conflict. However, the educators who believe that expelling students for their misconduct

in the class is the right solution fail to realize that these young people remain in our society

and grow unable to learn how to cope with conflict in a productive way (Tschannen-Moran,

2001). Hence, besides self-awareness of the five conflict management styles, school culture,

beliefs, norms and policies also determine the management tactics that should be

implemented (Volkman & Bergmann, 1995).

Hypothesis 2: There is a significant difference between the effect of each of the

five conflict management styles (competing, collaborating, compromising, avoiding, and

accommodating) on the teacher-student relationship (conflict! closeness).

Our first hypothesis has been supported by the findings of this survey and those of

other studies; however, fewer studies have looked at the direct relationship between conflict

management style of teachers, and the various outcomes on the quality of teacher-student

relationship. Our findings would provide the literature with new insights on how teacher-

student relationship varies in accordance with each of the five conflict management styles

that teachers use in a conflict situation.
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Competing:

Findings from our survey showed that people adopting the competing style encounter

conflicts in their relationship; only 25% of them perceive themselves in close relations

compared to 75% in conflict. This style is identified as assertive and uncooperative and

viewed as aggressive, autocratic, confrontational, and intimidating; most of the time, it is

perceived as ineffective and inappropriate (Gross & Guerrero, 2000). It is an attempt to win

one's position at any cost, by ignoring the needs of the other involved person (Rahim &

Bonoma, 1979). Although this mode can be appropriate and best implemented when the

decision is vital in a crisis (Thomas, 1974), it presents a lot of weaknesses such as spoiling

relationships and pushing others to reach their needs using covert methods (Fisher, Ury, &

Patton, 1991). Therefore, in a class where power is often enforced, an unsafe environment is

fostered, low levels of satisfaction and negative emotions are enhanced. The use of coercive

power was proved to be negatively related to student satisfaction and learning (Jamieson &

Thomas, 1974). During our interview, it was clear that teachers who use a competitive style

always impose sanctions for students' misbehaviors such as punishments and reprimands in

front of the class ignoring their feelings. This is consistent with what Hashash (2013) noticed

during her observations in public schools. Teachers' hostile behaviors manifested by

reprimanding students in public and using coercive approaches, which sometimes include

physical punishments, are common among Lebanese public schools. All these patterns reflect

ignorance for others' feelings, leading to conflicts in class. Sava (2002) associated all these

practices to teachers' misbehaviors, called also "hostile behaviors" that have often negative

effects on the educational, psychological, and somatic outcomes. Pupils feel demotivated and

indifferent toward the course material, and may develop emotional disorders such as anxiety,

shyness, withdrawal, and even musculoskeletal complaints due to stress. The inability to

undergo changes in the conditions which they feel unbearable makes undergraduate and high
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school students also experience frustration that intensifies challenges and leads to conflict

escalation (Jarnieson, Thomas, 1974). The dominating style may be merely reasonable when

teachers need to take quick decisions, and subordinates lack expertise to make technical

decisions (Rahim, 2002).

Collaborating:

The results of our survey showed that teachers using the collaborating style were

found to have 91.7% in a close relationship compared to 8.3 % in conflict in their self-

reports. The high percentage proves that the collaborating mode is the most appropriate mode

because it keeps sociability among parties. These results are consistent with some earlier

findings who considered collaboration as "a desirable state of affairs" (Thomas, 1992). Gross

and Guerroro (2000) found that the collaborating style (often called win-win problem

solving) is generally perceived as the most effective style, and Rahim (2002) asserts that it is

the best mode that enhances organizational learning. In addition, since 1964, Blake and

Mouton, perceived this style as highly competent because each disputant works on

discovering, analysing, and solving the problem. This mode as reflected in the literature is a

true means to creating a win-win solution because it involves confronting, digging into the

issues and trying to find a creative solution to any interpersonal problem (Thomas, 1974).

This style requires assertive communication and cooperation between the concerned

individuals to work together on finding innovative and creative ideas to resolve disputes

meaningfully. In other words, members in a struggling situation are supposed to be

collectively engaged in the process of diagnosis and intervention; it is highly recommended

in situations where high quality decisions and high acceptance are required (Rahim, 2002).

This strategy is marked by civilized and polite behaviors of all involved people who work

toward a common goal. Teachers adopting this style demonstrate not only a high concern for

their students, but also the willingness to support, motivate and create a student-centered



MANAGEMENT STYLE AND TEACHER-STUDENT RELATIONSHIP 	 60

educational environment (Pinchevsky & Bogler, 2014). Through this approach, relations are

sustained and strengthened. In our interview, most of the teachers adopting this style

expressed their care and affection towards all their students. This type of teachers is

characterized by a high level of concern for one's own as well as for students' needs (Rahim

& Bonoma, 1976). Hence, it is not surprising that teachers adopting the collaboration mode

for handling interpersonal conflicts tend to report high levels of closeness. However, this

approach requires, most importantly, enough time for the synthesis of ideas, for creative

solutions and commitment from the other party for a successful implementation (Rahim,

2002). Unfortunately, it may not be applicable on all occasions in the class because of time

constraints. According to Crawfard and Bodine (1996),

effective implementation of this style requires an understanding of four
essential principles: separate people from the problem (attacking the problem
not each other), focus on interests, not positions (defining the problem based
on interests not positions), invent options for mutual gain (finding creative
options that reconcile both sides), use objective criteria (select a fair solution
based on fair standard) (p. 10-1 1).

Tjosvold (2007) also argued that cooperative conflict management requires

intellectual, emotional, and relational capabilities, such as sharing ideas openly and

discussing differences constructively, to develop quality relationships. Thomas (1992)

underlined the fact that a problem solving approach is the 'one-best-way perspective'

towards managing any conflict situation since it encourages collaboration, creativity and most

importantly a feeling of tolerance among members. Thomas, further, reported that both "the

contingency perspective" and the "one-best-way perspective" are to be implemented in two

time horizons. The former is suitable for solving short term conflict situations since it offers

direct and effective solutions when unexpected conflicts arise. Conversely, the latter, is a long

term solution that persists for a longer period of time (Thomas, 1992).
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Compromising:

In this approach, 61.1% of compromising teachers are perceived as close to their

students compared to 38.9% who are perceived in conflict. This strategy is intermediate in

assertiveness and cooperativeness and is viewed as a relatively neutral (Gross & Guerroro,

2000). This approach focuses on reaching a middle ground that partially satisfies both parties.

It involves give and take between the disputing parties who abandon some of their needs to

reach a mutually acceptable solution. It was described in the Mouton-Blake Managerial Grid

as being a win and a lose agreement that can be effective when both parties have equal

positions, choose to cooperate, and want to keep positive relations for the future, but this is

not our case since teachers and students are not equal, and more significantly, teachers should

not offer sacrifices. If teachers who adopt this style give up important standards or principles

just to please students and to uphold connectedness with them, then negative outcomes will

result. This justifies the high level of conflict, as revealed in this study, probably resulting

from the improper use of this style. Comprising may become inappropriate when one party is

more powerful than the other (Rahim, 2002), when involved people put aside too much of

their needs and end up unsatisfied, and when other conflict styles may be more appropriate

(Thomas, 1974). Sometimes, unfortunately, the compromising style often fails to recognize

the real reason behind the problem; conflicts are settled only in the short-term period but

remain unresolved on the long term (Kiuri, 2009). On the contrary, effectively using the

compromising style maintains relationships and takes less time than collaboration (Rahim,

2002). According to Pinchevsky and Bogler (2014), teachers who have high levels of self-

efficacy, and are able to properly implement this style, give the right to their students to share

in the decision making process to reach an adequate solution. They show them high concern

and make them feel satisfied at school; a fact that creates a positive and healthy learning
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environment. Being skilled in applying this approach controls and prevents behavioral

problems in the class (Pinchevsky & Bogler, 2014).

Avoiding:

Unfortunately, the avoiding style, as our survey reveals, is the second mode adopted

by elementary teachers; it is mostly associated with conflict in Lebanese public schools since

86.7% of people adopting this style perceived themselves in conflict. Although avoiding

could be the best solution for minor issues, or for taking enough time to think about how to

respond during confrontation (Thomas, 1974), it can be destructive when people withdraw

from a serious conflict rather than face it. During our interview with teachers, we noted that

some of the respondents who had an avoiding style believe that the problem can be resolved

without their involvement because they don't want to be engaged or because they expect

others to take the responsibility. This is consistent with Hashash's (2012) conclusion that a

state of indifference and nonchalance toward students exists in our public schools. Moreover,

according to this category of teachers, sending troublemakers to the principal, the one they

consider as responsible for managing conflict, is one of the best ways to reduce disputes in

the class. However, they fail to realize that by ignoring conflicts, crisis will escalate and

hostile challenges will be added. By merely engaging in avoidance approaches, educators risk

the breaking of the already fragile relationships (Kiuri, 2009). This high level of conflict in

public schools matches with the findings of Hashash through her observations in five

Lebanese public schools. Therefore, the avoiding style was generally perceived as both

ineffective and inappropriate (Gross & Guerroro, 2000). Nevertheless, our survey suggested

that 13.3% of teachers following this mode had positive relations. The findings of Pinchevsky

& B ogler (2014) indicated that teachers who have high self-efficacy levels know when and

how to apply this strategy. They are competent at selecting which situations require "buying

time" to understand the conflict and to think about reactions that will likely be most effective
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before the problem becomes more complex. In other words, competent teachers postpone

dealing with minor forms of students' misbehavior until a more appropriate time. Some

respondents, in our interview, consider that some of the everyday students' misbehaviors

such as talking out of turn, gossiping, teasing, and property issues are normal at certain age

and must be neglected to some extent in order to reduce wasting time on management issues

and to increase the instructional time.

Accommodating:

Accommodating was depicted as the most common strategy used among all the

teachers. Results of this study indicated that 66.7% of teachers following the accommodating

style constitute the percentage of those who are engaged in close relationships with their

students as perceived by teachers. Basically, this style, also named the obliging style,

involves putting aside some of personal needs to please others with the objective of keeping

the peace (Rahim & Bonoma, 1979). It is the opposite of competing (Thomas, 1974). It might

take the form of self-sacrifice. The emphasis is on saving positive relations although

smoothing can lead to false solutions that may produce various feelings ranging from anger to

pleasure (Fisher, Ury, & Patton, 1991). This contradicts with Hashash's findings (2012) that

Lebanese public school teachers show little concern for their students. Thus, like

compromising, accommodating was conceived by Gross and Guerrero, (2000) as neutral.

Accommodating teachers are more likely engaged in developing a student-centered

environment since they care a lot for their students' concerns (Pinchevsky & Bogler, 2014).

However, people who consistently use solely the accommodating strategy to resolve

problems risk creating power imbalance between parties (Fisher, Ury, & Patton, 1991), and

therefore, engage in conflictual relations (33.3%) in our study. When the issue involved in a

conflict is important, when one believes that he or she is right or when the other party is
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wrong or unethical, accommodating becomes inadequate and a source of continuous

confrontation among people (Rahim, 2002).

To sum up, the collaborating, accommodating and compromising styles are all

perceived by elementary teachers as related to close teacher-student relationships, whereas

the competing and avoiding styles are perceived as related to negative relations. Through this

survey, our predictions were supported. To explain why positive relationships are established

only with the collaborating, accommodating and compromising styles, we have to look first

at a common denominator. They are all characterized as having a high or intermediate

concern for others and high levels of cooperativeness. These styles result in more concern for

students' needs and in creating a student-centered approach, and on creating a healthy

environment that is conducive to learning (Pinchevsky & Bogler, 2014). Lee (2009) pointed

to the high correlation between these three styles and satisfaction; more specifically, the

author concluded that collaboration ranks the highest style among others as associated to

subordinates' satisfaction with their superior.

5.1.2 Demographic Factors

Seventy five of the teachers who returned the questionnaire were all females. The

majority 46.7% were between 31 and 40, while 30.6 % were above 51, 14.7% were between

41 and 50 and only 8% were between 20 and 30. Almost half of the respondents, 52%, didn't

hold a university degree, one fourth, 26.7%, had a bachelor's degree in various majors, and

only 21.3% had post-graduate degrees. Meanwhile, the majority 52% of the respondents in

this study had between 11 and 20 years of experience while 18.7 % had between 31 and 40

years of experience, 12% had less than 10 years of experience, 9.3% had between 21 and 30

years of experience, and only 8% had more than 41 years of experience.
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In this section, one broad question was addressed: What is the influence of teachers'

demographic variables (age, years of experience, level of education) on their relationship

with students?

Hypothesis 3: The conflict management style, teachers' demographic factors

(age, years of experience and the level of education) are all significantly related to the

quality of the teacher-student relationship.

First of all, the one way ANOVA test revealed that conflict management style (p=

0.02%), age(p=0.037%), and years of experience (p =O.Ol 1%) are all significantly related to

the quality of the teacher-student relationship except the level of education which was found

not significantly related with a p-value of 0.45%. This is consistent with what Akinubi et al.

(2012) found in their study; personal characteristics, gender, qualification and teaching

experience of principals have a direct effect on how conflict is managed in the school system.

Furthermore, within the extant literature, several factors related to teachers' characteristics

were explored and contributed to understanding the teacher-student relationship. Teachers'

attitudes, such as authoritarian attitudes (Pianta et al., 2005), teachers' interpersonal

behaviors (Baker, 1999), gender, experiences, levels, (Ipek, &Terzi, 2010), and personal

characteristics (Akinubi et al., 2012), were all found closely interrelated with either conflict

or closeness in the teacher-student interaction. The results in this study also suggest that all

the teachers older than 31 years have higher count of closeness than that of conflict.

Surprisingly, younger teachers, aged between 20 and 30 years, have identical count of

closeness and conflict. This means that half of those teachers are maintaining amicable

relationships with students whereas the other half of teachers is engaged in negative

relationships.

In addition, it can be inferred from table 4.5 that teachers having 31 to 40 years of

experience manifest a high level of closeness (85.7%) and those having between 11 and 20
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years of experience manifest relatively a high level of conflict (51.3%). Evidence from our

study proved that years of experience practiced in the educational sector have, to a certain

degree, an influence on the quality of teacher- student relationship. Previous researchers

believe that teachers' experience and education as in little relation to the qualities of their

relationships with their students (Hamre & Pianta, 2006). In contrast, Baker (2006) linked

teachers' competency to establish positive interactions with students to their personalities,

types, and experiences. Moreover, in an attempt to describe the results of conflicts in the

operation of the school unit, lordanides & Mitsara (2014) found that old teachers and those

having many years of service considered conflict as having positive effects on the overall

operation of the school, and they focus on "the improvement of interpersonal relationships"

of those involved in a conflict. Hence, older and more experienced teachers appreciate

interpersonal relationships and look forward to maintaining harmony among all stakeholders.

Previous results argued that the teacher- student relationship modifies along the time;

although the dominant behavior is significant in the first decade of the teacher's career, a

movement towards the ideal teacher-student relationship is manifested later (Brekelmans,

Wubbels, & Brok, 2002). In addition, in the same study, more experienced teachers were

perceived as more effective than less experienced teachers in classroom communication. The

quality of communication between the superior and his subordinates can enhance satisfaction

in the organization (Lee, 2009).

Basically, young teachers are supposed to establish warmer and closer relationships

than older teachers with children. This fact can be probably traced back to the attachment-

relationship theory at an early age (Scarlett, Ponte, & Singh, 2009). Pianta (2001) considered

that the relationship between children and teachers resembles that between children and

parents and may change in nature and quality in the same way. Children need to feel secure

and attached to their teachers as they are attached to their parents. However, the study
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showed that this is not the case in our public schools, since teachers with few years of

experience showed almost the same level of closeness to their students as those whose years

of experience range between 21 and 30. This can be probably due to the fact that almost all of

them haven't got any training in conflict management. From our survey, only 17.3% (n= 13)

attended seminars pertaining to dealing with students with learning difficulties whereas

82.7% (n= 62) were never trained in conflict management.

5.1.3 Teachers' Perception of Conflicts

According to the review of what was recorded in the face-to-face interviews, the

participants in the study reflected on how they perceive conflict in school; several aspects of

conflict emerge from their school life experience. Not all of them comprehend conflict as a

needed element for school progress. Almost most of the respondents consider that conflict is

natural, unavoidable, and normal; however, when exceeded and mishandled, it becomes an

obstacle that hinders productivity. Today, in any organization, conflict within certain limits

has become necessary for productivity, particularly when constructive methods are being

enforced (Kirui, 2009). We cannot judge a conflict as "good or bad" unless we evaluate the

process, the results and the measures being used (Iordanides & Mitsara 1 2012). The negative

effects of conflict for them were spending extravagantly a lot of their energy and time for

tackling conflict issues and experiencing a feeling of stress and anxiety day after day. Few of

the interviewees expressed how much they feel exhausted and disappointed when dealing

with "students of today" and related conflicts in school with the dysfunction of the

organization and the overload of work. Surprisingly, we noticed that these "exhausted"

instructors were young (between 20-30 years old) and had only few years of service in the

current school. A young teacher confessed that because of facing continuous problems with

her students, she hates her job and intensely regrets being a teacher. For some people, conflict

is a heavy load that elicits unbearable emotional stress in their job, whereas for others, it
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could be a stimulating factor (Kirui, 2009). In parallel, some others stated that conflict should

not be tolerable since it reduces satisfaction in the work, lowers productivity and, when badly

managed, increases the occurrence of new and more severe conflicts. For them, a healthy

school environment should be totally free of conflicts and pupils are supposed to comply with

schools' rules and with teachers' instruction. On the other hand, only 3 teachers, among 75,

contended that conflicts can be beneficially resolved and lead to productive outcomes. They

further, argued that it is the teachers' role, as the leader of the class, to be able to minimize

confrontation through effective classroom management practices, such as effective

communication, anger management, active listening and the use of problem solving tactics. It

was interesting to hear from them that teachers should act as a role model, to train their

students on how to negotiate and mediate their classmates' conflicts. For them, an effective

leader is not only skilled at extinguishing conflicts, but also is able to engage in proactive

reaction to prevent problems earlier. These comments largely replicate those of Yuan & Che

(2012) who believe that children tend to imitate the behavior around them based on the social

learning theory which considers that learning occurs in social context, purely through

observation. Therefore, their role is to be a real "teacher leader" (Msila, 2012) who can

effectively manage rather than eradicate conflict (Boucher, 2013), get to know how to adjust

students' misbehaviors and build a positive teacher-student relationship that reduces the

frequency of happening of more serious anti-social behaviours (Yuan & Che, 2012). Austin

and Harkins (2008) further stressed on the importance of practising constructive ways to

resolve conflicts in the class in order to teach students how to model the same behavior

themselves. They also emphasized the need for a holistic preparation for teachers in conflict

management strategies and leadership practices.

Furthermore, while asking teachers whether they encounter conflicts in their classes

or not, only few of them (36 %) claimed that they don't come upon conflicts because they
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perceive themselves as controlling the class effectively and capable of resolving conflicts

positively in their professional life, while most of them (64%) reported having continuous

conflicts. When looking into the type of conflict teachers have to deal with most of the time,

we found out that, according to them, it is almost acting as mediators who manage student-

student struggles, such as name calling, fighting, and property issues. These are the most

common forms of conflicts that take place in schools, in addition to the lack of conflict and

anger management skills (Tschannen-Moran, 2001). Teacher-student conflicts such as

students' obstinacy, unwillingness to comply with the rules of the class, and disruptive

behaviors were also continuously faced in the classroom. It was also noticed that children

having low levels of basic academic skills and those coming from families belonging to a low

social class were perceived by some educators as another source for disruptive behaviors that

usually take place in the class. Previous studies have widely explored the influence of the

family and society (Pianta, 1999; Hamre & Pianta, 2001; Yan & Che, 2012), and students'

achievement levels on their behaviors in educational institutions (Baker, 1999). Although

many students coming from poor communities show interest and high concern for education,

teachers concluded that, in the last few years, the students' and parents 'carelessness for

education has increased and results in a negative teacher-student relationship. It is impossible

to separate out students' problem behaviors in the class from the social factors where they

were raised (Yuan & Che, 2012). The family's environment and parents' attitudes and their

low level of education highly influence students' attitude in the school (Yuan & Che, 2012).

The most critical factor that contributes to shape a child's personality is his relationship with

his parents. Teachers reported that some of their students have violent parents, or live with a

single parent because of either divorce or death, which may increase students' bad behavior

and result in uninterrupted confrontation with the school. For example, when children are
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found disruptive, usually the school contacts their parents who unfortunately show lack of

concern and induce deeper troubles in the educational settings.

Children with learning disabilities were described by elementary teachers as another

source of conflict in the class since they require individualized, specific, intensive, and

directed instruction which is time and effort consuming. The poor concentration and

attention, and the inability to progress lead these children to become more antisocial as they

grow older (Yuan & Che, 2012). Educators consider that those children disrupt their

colleagues and should not be merged in the general educational classroom because they have

low levels of learning progress. For example, a 13 year-old-female student was enrolled in

grade 3, and was a real source of stress for teachers and disruption for the whole class.

The high level of aggressiveness and violence in schools and society has become

another serious problem in the last few decades (Johnson & Johnson, 1996), which raises

conflicts in the school to a higher degree. This involves physical attacks among students in

the playground and sometimes carrying knives in their bags. In one of the schools that were

subject of this study, teachers reported a lot of violent behaviours such as punching and

kicking among children during recess time and even playing the role of a terrorist who kills

people. They also detected a knife within a grade 4 student's stuff without any serious

intervention from the school principal. The role of communities at large, including

educational settings, and the parents' involvement in specific, is vital to restrain and prevent

violence (Ragin, 2000).

While asking the teachers about the various approaches implemented in their classes

in times of conflict, most of them argued that they discuss issues with students through open

communication, and work on finding creative solutions. However, when the first strategy

doesn't work, some of them refer to coercive approaches, or to power intervention, while

others send out students to the principal or involve parents. Statistics from our survey
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indicated that 77.3% (n=58) are satisfied with their style because of the productive outcome

revealed in their classes. In contrast, 22.7% (n= 17) are not satisfied since conflicts are not

adequately settled; disputes tend to become bitter and out of control, and negative and

unpleasant outcomes surface.

5.1.4 Teachers' Perception of Their relationship With Students:

During the interview, we inquired about the teachers' perception of their relationship

with their students in general; the majority 93.3% (n70) perceive themselves as in close and

warm relation, while the minority 6.7% (n=5) see themselves fraught with conflict. Findings

from teachers' self-rating reports show that 61.3% are in close relationship whereas 38.7%

are in conflict. This means that 32% of teachers who claimed that they are concerned about

students' academic and social lives in the school were mistaken and they are unaware of their

negative interactions with students and they need to reconsider their approach. While a

number of educators expressed mostly their positive feelings towards high achievers and

girls, some others conveyed a feeling of affection for low achievers and children coming

from poor families. In parallel, few of them communicated their low connectedness towards

low achievers and boys, and this was apparently manifested in a negative teacher-student

interaction. This is in line with previous research which pointed out to the low emotional

support that some teachers tend to have towards low achievers in their classes, which has

negative effects on their social and cognitive development (Baker, 1999; Hamre & Pianta,

2005).

In response to how they conceive the consequences of a negative relationship with

their students, some teachers claimed that apparently students are unaffected by the negative

relations they establish with teachers, while others affirmed that negative relationships touch

students deeply, demotivate them and negatively influence their academic performance, their

school adjustment and their social development. This negative impact of such weak
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relationships has been largely addressed in several past studies, whether on the engagement

and motivational level (Klein Connell, 2004; Montalvo et al., 2007) or on the psychosocial

and academic achievement (Birch & Ladd, 1997; Pianta, 1999; Pianta &Stuhlman, 2004;

Hamre & Pianta, 2005; Rimm-Kaufman, 2011; Murray & Malmgren, 2005; Hallinan, 2008).

5.1.5 Students Gender and Grade Level

The total number of the selected students was 375, 61.3% (n= 230) were perceived in

close relationships while 38.7% (n= 145) were perceived in conflict with their teachers. More

specifically, results presented in Table 4.8, suggest that among grade levels, students of grade

4 were perceived as having the highest level of conflict ( 5 1.7%) (n= 75) of all students who

are in conflict and students of grade 1 as the lowest level (10.34%) (n='lS).

The literature indicated that one of the most important factors in students' social and

academic life is the relationship that they encounter with the adults, specifically at an early

school age (Pianta, 1999). Negative behavioral interactions with teachers that are not properly

addressed at an early age, progress and aggravate as children grow older and become more

serious and difficult to manage. We can, therefore, understand why students of grade 4 had

the most frequent occurrence of conflict, probably because disagreements with teachers that

were not adequately settled had escalated over years. According to Buyse et al., (2009),

teacher-student relationship matters up until third grade; when school trajectories are

generally well established, teachers may direct and provide guidance to students'

development. Hence, we get the impression that a great number of students hadn't got enough

guidance and hadn't established positive relationships with their teachers in grade 3, so

conflicts accumulated and emerged in grade 4. In contrast, Berry & O'Connor (2010)

considered the outcomes of a high teacher-child quality are trivial in the early years but

increase as the children grow older. These findings contradict with those of Jerome, Hamre,

and Pianta (2009) who concluded that students who form high-quality teacher—child
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relationships demonstrated greater social skills from kindergarten through sixth grade than

those who do not. Baker (1999) further suggested a supportive relationship with elementary

school students, who basically spend a long time with one teacher every day, as an early

intervention for students at risk of poor school outcomes.

To add, among all the male population (n=244), 55.32% (n135) were in conflict

while, among the female population (n= 131), only 7.6% (n= 10) were in conflict (see Table

4.9). Teachers, therefore, reported having conflict with a higher percentage of boys than girls.

This is congruent with what Pianta concluded from his study in 1999 that young girls are

closer and more dependent on their teachers than young boys, and they remain closer across

levels (Hamre & Pianta, 2006). Birch and Ladd (1997) also reported in their study teachers

having significantly more closeness in their relationships with girls and significantly more

conflictual relationships with boys. Students' gender and behaviours were proved to have a

great impact on teacher-student relationship quality in different ways (Runions, 2014). By

comparing children who have emotional problems in prekindergarten, boys were found to

engender higher levels of conflict than girls because they show unwillingness to participate in

class activities (Hamre & Pianta, 2001). Gender and students' socio-economic status (SES)

levels also affect academic and psycho-social adjustment in schools; for example, girls and

students from families of high SES adjust better to school academically as well as

psychosocially than boys and students from low SES (Baker, 1999).

5.2 Limitations

While conducting this study, we confronted the following challenges which limited the

findings of this survey:

1. First, the respondents were all females, so it was not possible to determine whether the

differences in the teachers' preferred style or the differences in the quality of teacher-

student relationship are influenced by gender. In future research, a wider study that
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includes male and female teachers in schools can be carried out to better explore the

effect of teachers' gender on the quality of teacher-student relationship.

2. Second, the two questionnaires used in this study were self- reported; teachers were

supposed to assess their relationships with students from their own perception. This

could have led to bias in the responses. For example, a teacher who perceives herself in a

high conflict with a student may be measuring her relationship with one who has

internalizing or externalizing problem behaviors, or a student with learning difficulties.

Teachers in our public schools don't provide these struggling students with special

intervention practices to become more engaged in the learning process; as a result,

conflicts emerge and escalate. Classroom observations would more probably ensure that

these types of students are not included in the study. Adding students' perception of their

relationship with teachers would contribute to better understanding of the mutual

relationship. Yet, this was out of question because of students' immaturity in primary

classes. In addition, the instrument used to measure teachers' conflict management style

preference, (TKI), is a self-reporting instrument, and the results may be subject to reporter

bias too. For future studies, it would be worthwhile to include more extensive

observations through the school year that allow for more significant data on teacher-child

relationship quality and teachers' conflict management style.

3. Third, the TKI and the STRS-SF and the interview questions were translated into Arabic

to ensure , a wide comprehension of the instruments. The usage of any tool in countries

with different cultures, traditions and beliefs makes the task more difficult (larossi, 2006).

A well-translated questionnaire and interview can always engender a variety of responses

across culture.
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4. Fourth, four public schools are not representative of all public schools in the North;

therefore, our findings may not be generalized to all public schools in the area. Future

studies would be valuable when they cover a broader geographical region in Lebanon.

5. Fifth, a normative sample of five students in each class cannot be representative of the

whole class. It was impossible for the teachers to fill the STRS-SF questionnaire for all

the students in the class because of time constraint. We faced a lot of teachers' complaints

about completing these questionnaires and rating their relationship with each student

because they were time consuming. Respondents who teach grade 2 and 3, for example,

were supposed to complete 10 papers.
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Chapter 6

Conclusion and Recommendations

This chapter includes conclusions from the findings and recommendations and

implications for improving the quality of teacher-student relationship in the future.

6.1 Conclusion

The study was based on the two self-report questionnaires, Thomas Kilmann Mode

Instrument TKT and the Student-Teacher Relationship Scale STRS-SF, and the face-to-face

interview I conducted with the teachers. Elementary teachers in four public schools in the

North of Lebanon were asked to rate their preferred style when resolving conflict in the

school setting and to assess their perception of their relationship with particular students in

the class. The study showed that teachers most frequently adopt the accommodating style,

followed by the avoiding style, the compromising style, the collaborating style, and the least

often, the competing style. The study also revealed that the conflict management style of

teachers and the quality of teacher-student relationship were significantly related; the first

hypothesis was therefore confirmed. This means that the dominant conflict management style

chosen by educators in conflict situations has a direct effect on the relationship they build

with students. For example, it can be deduced that teachers with collaborating style are

engaged in positive relations with students to a high degree, while those with avoiding styles

are engaged in more negative relationships. Our results imply that a statistically significant

difference in the teacher-student relationship exists among the five preferred conflict

management styles of teachers and the second hypothesis was also supported. Therefore, we

conclude that the use of the compromising, collaborating and the accommodating styles are

highly recommended to enhance the quality of teacher-student relationship in primary

schools since these three strategies range from high to intermediate in the cooperativeness

dimension (Thomas, 1976). In the qualitative research, most interviewees 94.7% (n= 71)
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agreed with the research findings that the conflict management style may affect their

relationship with students, whereas, only 5.3% n=4 disagreed.

In addition, teachers' conflict management style, age, and years of experience were

found related to the quality of teacher-student relationship, except the level of education

which was of a minor influence.

To sum up, the complexity of the interpersonal relationship between educators and

children matches with that of the classroom social systems (Hamre &Pianta, 2006). This

complexity is an important factor that needs to be studied profoundly, especially with the

increasing levels of conflicts in contemporary schools, since it contributes to the learning

process of students (Pianta, 1999). It is well known that conflict is a ubiquitous phenomenon

that exists almost everywhere in our society, and it is also almost impossible to admit that we

can find an organization that is free of conflict. All what we need today is conflict

management and not conflict resolution. According to Rahim (2002), conflict management

doesn't mean totally eradicating conflicts like conflict resolution; instead it involves planning

for the use of effective approaches that limit the dysfunctions of the conflict and increase its

constructive functions with the objective of promoting learning and success in organizations.

Conflict management is known as a set of skills related to conflict resolution, self-awareness

about conflict modes, and conflict communication skills (The Foundation Coalition, 2003).

The effectiveness of any leader relies on his/her ability to manage conflict promptly and

adequately, and to select the most suitable mode in a conflict situation (Rahim, 2002).

Researchers argued that positive conflicts that take place between teachers and students are

essential to engender dialogue and to instruct students on how to constructively settle their

problems (Davies & Leoni, 2007), specifically at an early age (Pianta et al, 1995). While

interviewing elementary teachers, few of them contended that conflict may lead to quality

product and become beneficial for students' growth. For this reason, before teaching students
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how to use conflicts as opportunities for growth in their lives, educators ought to be able to

effectively manage the myriad of tasks and situations that occur in the classroom each day.

This requires teachers' understanding and practicing of social skills such as communication

skills, anger management and self-control, cooperation, and empathy to ensure a classroom

conducive for learning. The application of the various approaches and strategies of conflict

management is also very essential for teachers for a better classroom management (Abdul

Basit et a!, 2010). The role of instructors is not just telling students to stop fighting or to

criticize them for their bad behaviour or reprimand them angrily since these strategies are not

long-term solutions to conflict. Today, teachers are supposed to undertake new means and

new behaviors that teach students to model the behavior that they hope to encourage rather

than enforce the correct behavior (Davies & Leoni, 2007). The therapeutic programs involve

introducing a verbal strategy that communicates with the child in a very meaningful way as a

starting point. This requires the intervention of a skilled and understanding adult

(DlOosterlinck, & Broekaert, 2003). In addition, it is acknowledged that during the middle

school, in particular in the third and fourth grades, children develop their cognitive and social

skills, and they are impressed by their teachers' behaviors and attitudes. Once teachers

enhance the classroom social climate through the strong rapport they establish with them,

students' satisfaction with school increases and their performance increases too, including at-

risk students (Baker, 1999).

Our findings assert that most teachers 82.7% (n=62) were never prepared to properly

handle conflict in heated situations with students and little has been done to equip them with

conflict resolution skills. Onlyl7.3% (n13) had attended seminars that tackle the issue of

dealing with difficult students and those having learning disabilities. A common consensus

among all the teachers is that conflict management programs could be a useful tool for
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addressing conflict school wide since it might be the only mean that alleviates the ongoing

pressure of students' misbehaviors and preserves positive relationships.

6.2 Recommendations and Implications for Improvement

Schools are not places where students learn only academic skills but also can be an

environment that teaches them how to treat one another, how to approach conflict positively,

and how to keep positive and healthy relationships with others. Based on the literature and on

the current study, I came up with several recommendations to improve the quality of teacher-

student relationship.

1. A number of interventions could be designed to strengthen the bonds between

teachers and students in the school settings. For example, extracurricular activities

that make teachers and students participate together such as having lunch together,

celebrating holidays, and going on trips, play a vital role in building positive relations,

and preventing conflict. Involving parents as well, in these collaborative activities,

could be of great significance too. Teachers may also work on creating relational

themes to be communicated to students throughout the school day for the purpose of

building bridges with them. For example, the use of messages such as "I am interested

in you", "I will be here", "adults can be helpers"... may motivate even the most

difficult students to ameliorate their conduct in the school since teachers' support and

care give them a feeling of protection and comfort (Hamre & Pianta, 2006).

Acknowledging and reinforcing positive behaviors, rather than criticizing and

correcting misbehaviors in public, could be another way to ameliorate the quality of

teacher-student relationship. Finally, regular teacher-parent meetings are 	 -

recommended to make parents become more involved in their children's

development.
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2. School leaders must prioritize embedding conflict management in the school culture

to support organizational learning. Although civic education is incorporated into the

Lebanese curriculum, the need for learning foundational skills in conflict resolution

still emerges. For example, effective dialogue, active listening, respect for diversity,

negotiation and mediation procedures can be taught through theater, as alternatives to

rote learning in civic education, and they become more relevant and meaningful.

3. Schools need to integrate conflict management programs in their systems.

Implementing such programs school wide demonstrated improved academic and

social outcomes for all students including students with behavioural and emotional

needs. This involves creating a positive school atmosphere and training teachers and

children on conflict resolution skills (D'Oosterlinck & Broekaert, 2003). First, to

create a positive school atmosphere, all the staff in the school including

administrators, principals, and librarians should learn and apply conflict resolution

skills so that a peaceable milieu is nurtured. Conflict resolution education should be

also incorporated in the school curriculum, in every subject matter and into the

classroom management strategies. This can be accomplished by spending enough

time to teach students the problem solving process by including its principles in every

lesson, discussion, and activity they engage in and by modelling a positive behavior in

class (Crawfard & Bodine, 1996). Second, schools are encouraged to carry out

continuous teachers' development and trainings in conflict resolution skills to help

them become more creative in defining the problem and making decision. Third, it is

of great importance to adopt programs that educate students to resolve conflicts

constructively and to develop positive social skills. For example, "Teaching Students

to be Peacemakers" is a program that has been introduced in schools by Johnson and

Johnson since 1960, which focuses on conflict resolution and peer mediation trainings
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for students. Its implementation in several schools throughout North America, Central

and South America, Europe, the Middle East, Asia and Africa, from kindergarten

through grade nine classes, demonstrated its effectiveness in teaching students

problem solving procedures inside and outside the school context (Johnson &

Johnson, 2002).

4. An important facet in elaborating a school based conflict management model includes

proactive reactions and early interventions to the most difficult situations in a

professional manner before conflict escalates (Barmo, 2013). Engaging males in class

activities should become a high concern for teachers; planning lessons that include

team work and competitive games may reduce students' misbehaviors.

5. Trainings in conflict management are highly recommended for elementary teachers. It

is acknowledged that the way people react to conflict greatly affects organizational

outcomes (Boucher, 2013; Rahim, 2001; Thomas, 1976, 1992). Unfortunately,

nowadays, special emphasis in our schools is directed toward students' performance,

and little attention is given to trainings in conflict management. My findings suggest

that 82.7 % of elementary teachers hadn't attended seminars pertaining to conflicts in

schools. Hence, teachers must be prepared for handling crisis, and schools should

implement therapeutic policies (D'Oosterlinck & Broekaert, 2003).Through

workshops and trainings, teachers will get to know the various strategies, understand

the usefulness of each one and select the most suitable one in a given situation. Based

on his broad research in organizational behavior, Rahim (2002) recommended three

criteria for effective conflict management. First, good conflict management strategies

intend to enhance creative and innovative ways of thinking, to teach people how to

identify the roots of the problem and to intervene adequately in a conflict. Second,

conflict management approaches should be implemented in a way that satisfies the
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needs of all stakeholders. Third, and most importantly, the leader responsible for

handling conflicts should communicate and act ethically. Eventually, conflict

resolution practices may reduce individuals' stress and worries and increase their

awareness (Nan, 2011). Therefore, our public schools are urged to extend teachers'

knowledge and skills in conflict management and to enhance teachers' development

in several social domains so that a well-managed conflict school becomes a catalyst

for change.

Finally, effective implementation of conflict resolution programs requires

developing a set of social skills, attitudes, and behaviors including anger management

skills, and communication skills (Crawfard & Bodine, 1996). They need to be

practiced early in preschool and middle schools in order to affect children's social

development and to promote peace-making behaviors among the young generations.

In addition, they contribute to changing the school into a positive conflict

organization and create a safe environment that reflects trust, fairness, empathy,

caring, and acceptance of others (D'Oosterlinck, & Broekaert, 2003; Crawfard

Bodine, 1996). Accordingly, it's recommended that all pre-service teachers take at

least one course pertaining to conflict resolution before practicing their careers.

6. In addition, we advocate the application of collaborating mode in handling conflicts.

The collaboration style or the problem-solving style is conceived as the most efficient

approach since it may involve a long-term solution. In addition, it helps in resolving

issues on the micro and macro levels and undergoes a positive shift in the

organization (Rahim, 2002). Studies also showed that individuals who master the use

of this style increase their self-esteem and their self-confidence (Kiuri, 2009).
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To conclude, the results of this study underscore the importance of analyzing conflicts

in different situations, and recognizing the suitable conflict management style in order to

retain a high teacher-student quality which in turn promotes students' success in educational

settings.
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Appendix A

Letter to Elementary Teachers

Dear Teacher,

The aim of this research is to determine the influence of conflict management style of

teachers on the quality of teacher-student relationship in several schools in the North of

Lebanon.

You are kindly invited to participate in this study. You are asked to complete two

questionnaires, which should take around 30-40 minutes. You may take them home and

return them back in few days.

Your participation is completely voluntary. Make sure that all of the responses in the

survey will be recorded anonymously.

The success of this study depends on your participation and cooperation.

Thank you in advance.
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Appendix B

THOMAS-KILMANN CONFLICT MODE QUESTIONNAIRE

Consider situations in which you find your wishes differing from those of another person.
How do you usually respond to such situations?
On the following pages are several pairs of statements describing possible behavioural
responses.
For each pair, please circle the "A T' or "B" statement which is most characteristic of your own
behaviour. In many cases, neither the "A" nor the "B" statement may be very typical of your
behaviour, but please select the response which you would be more likely to use.
When done answering, transfer your answers to the scoring sheet on the last page, and sum
each of the columns.

11)to LAL.J wilt L.lJA1t ,	 .4	 LJ.i^

Si Jx	 t4

Ii^A ,	 IC1 L$ ?

.	 LJ2"J	 )	 }	 l

A. There are times when I let others take responsibility for solving the problem.
.LisuJ LW

B. Rather than negotiate the things on which we disagree, I try to stress those things
upon which we both agree.

LJ 3 	 J3 ) c JJ

2. A. I try to find a compromise solution.
_9.j.L^Jj JJj

B. I attempt to deal with all of another's and my concerns.
.J&) €1J	 J.-'- Jf

3. A. I am usually firm in pursuing my goals.
i	 U

B. I might try to soothe the other's feelings and preserve our relationship.
:ua4J	 u4 aC.JA JJ J .

4. A. I try to find a compromise solution.
)

B. I sometimes sacrifice my own wishes for the wishes of the other person.

A. I consistently seek the other's help in working out a solution.

B. I try to do what is necessary to avoid useless tensions.
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4 J :41:- r	 pJJj jA	 Jj

6. A. I try to avoid creating unpleasantness for myself. 	
U J-gLi

B. I try to win my position.	
LL JJ

7. A. I try to postpone the issue until I have had some time to think about it.

	

-	 '-J	 L)	 Ji

B. I give up some points in exchange for others.
tti ,&'ii

8. A. I am usually firm in pursuing my goals.

	

•jl	 U

B. I attempt to get all concerns and issues immediately out in the open.
JJA 3S 4 st..4 JJJ

9. A. I feel that differences are not always worrying about.
.L

B. I make some effort to get my way. 	
L	 Jf?-31 U

10. A. I am firm in pursuing my goals. 	 .LLs JAiiJiUS

B. I try to find a compromise solution.	
&:,l Jjt.l

11. A. I attempt to get all concerns and issues immediately out in the open.
JJ.GLt $	 JJ.3J

B. I might try to soothe the other's feelings and preserve our relationship.
J	 JJJ .ii

12. A. I sometimes avoid taking positions which would create controversy.
.e	 '--'

B. I will let another have some of their positions if they let me have some of mine.

	

43i1. 	 4J	 4It

13.	 A. I propose middle ground.

B. I press to get my points made.	
.i3k

14.	 A. I tell another my ideas and ask them for theirs.
.Aj i p

B. I try to show him the logic and benefits of my position.
.'/	

4Al LL4J jJ	 j J ( l JJ3
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15. A. I might try to soothe the other's feelings and preserve our relationship.

	

.uga. 56	 Sj;

B. I try to do what is necessary to avoid tension.
.4	 L:i?i	 p)jj jA t4	 djJ

16. A. I try not to hurt the other's feelings.
•()l	 JJJ

B. I try to convince the other person of the merits of my position.

	

•	 (U)	 JI
17. A. I am usually firm in pursuing my goals.

B. I try to do what is necessary to avoid useless tensions.
.4	 çJJ

18. A. If it makes the other person happy, I might let them maintain their views.
a)	 ,	 U	 l

B. I will let the other person have some of their positions if they let me have some of
mine.

J&1L	 b	 4J1.J

19. A. I try to get all concerns and issues immediately out in the open.
JJA J^	 JJI

B. I try to postpone the issue until I have had some time to think it over.
y3I	 J

20. A. I attempt to immediately work through our differences.
uiLJ	 .J Cjl

B. I try to find a fair combination of gains and losses for both of us.
,l

21. A. In approaching negotiations, I try to be considerate of the other person's feelings.
J Ji

B. I always lean toward a direct discussion of the problem.
.Als.t.1 bJUA 	 U4	 J

22. A. I try to find a position that is intermediate between mine and another person's.
.)J W^u JJJJJ

B. I assert my wishes.
5jg .

23. A. I am often concerned with satisfying all my wishes.

B. There are times when I let others take responsibility for solving problems.
. LISL1.11 LW 4I

24. A. If the other's position seems important to them, I would try to meet their wishes.

B. I try to get the other person to settle for a compromise.



MANAGEMENT STYLE AND TEACHER-STUDENT RELATIONSHIP 	 100

	

J_, -	 Jl

25. A. I try to show the other person the logic and benefits of my position.
Cp 44J1 LIJ 61A -)+Li L)l

B. In approaching negotiations, I try to be considerate of the other person's wishes.
pL J Ji- uj1i

26. A. I propose a middle ground.

B. I am nearly always concerned with satisfying all my wishes.

27. A. I sometimes avoid taking positions that would create controversy.

	

. ç$J LJA3 .	 (jI UU3J

B. If it makes the other person happy, I might let them maintain their views.
Aj	 JJJ

28. A. I am usually firm in pursuing my goals.

B. I feel that differences are not always worth worrying about.

29	 A. I propose middle ground.

B. I feel that differences are not always worth worrying about.
UI J'

30.	 A. I try not to hurt the other person's feelings.

B. I always share the problem with the other person so that we can work it out.
JJJll j2i
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Scoring TM

SCORING INTERPERSONAL STYLES OF CONFLICT MANAGEMENT
QUESTIONNAIRE

Circle the letters below which you circled on each item of the questionnaire.

Competing	 Collaborating	 Compromising	 Avoiding	 Accommodating
(forcing)	 (problem solving)	 (sharing)	 (withdrawal)	 (smoothing)

1. A	 B

2. B	 A

3. A	 B

4. A	 B

5. A	 B	 -	 -

6. F

7. B	 A

8. A	 B

9. B	 A

	

A	 i	 B

	

A 	 B

12. B	 A

13. B	 A

14. B	 A

15. 1	 B	 A

	

A	 B

	

18	 B	 A

	

19.	 A	 B

	

20 	 - A	 B

	

2L	 B	 ...A

	

22.1B	 A

2	 A	 B

2	 B	 A

	

25.A	 B

26. B	 A

27. A	 B,

28. A	 B

	

29	 AB

30J	 B	 A

TOTAL:	 TOTAL:	 TOTA1	 TOTAL:

The largest number is your most prooaoie reaction LO eurlilluL SILU4L!UI1b.
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Appendix C

STUDENT-TEACHER RELATIONSHIP SCALE - SHORT FORM

Robert C. Pianta

Teacher's name:

Child's name:	 Gender:	 Grade:

Please reflect on the degree to which each of the following statements currently applies to

your relationship with a particular child in your class. Using the scale below, circle the

appropriate number for each item.

Definitely does	 Not	 Neutral,	 Applies	 Definitely
not apply	 really	 not sure	 somewhat	 applies

1	 2	 3	 4	 5

:

:jJl

.S	 -2	 .'J-1
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I share an affectionate, warm relationship with this child.
1	 12345

LiL9 . 5fl UL	 .lji .A J.0

2 This child and I always seem to be struggling with each other.	
1 2

.Q	 2J	 Aj UI

If upset, this child will seek comfort from me.
3. 1	 2

LS	 4,li

This child is uncomfortable with physical affection or touch from me.
4. .	 1	 2	 3 4	 5

.4"'1 	 J131 c:L;JJVL^ _ j_qj l U

This child values his/her relationship with me
5	 12

t_	 -

When I praise this child, he/she beams with pride.
6.	 1	 2

jL .IjI A	 4I L4

This child spontaneously shares information about hiself/herself.7	 m	
12

J^	 U

8 [his child easily becomes angry with me. 	
I 2

It is easy to be in tune with what this child is feeling.
9	 1234

L)

This child remains angry or is resistant after being disciplined.
10.	 1	 2	 3 4	 5

4i	 2j

Dealing with this child drains my energy

I Jul '111

When this child is in a bad mood, I know we're in for a long and

12. difficult day.	 1 2

•L.J &9	
U.i

This child's feelings toward me can be unpredictable or can change

13 suddenly.	 1	 2

t	 i

This child is sneaky or manipulative with me.
14.	 1	 2

.sjju..11 JJJ (€J	
UA

15 This child openly shares his/her feelings and experiences with me

-jj

345

345

345

345

345

345

345

345

345

345

34	 5
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Scoring Guide for STRS-SF

SECTION A. Teacher/Care Provider Relationship With the Child

Below is a series 01 statements about your relationship with this child, For each statement, please circle the number of the category that most
applies to your relationship with him/her.

104

Definitely
Does Not

Aa Apply

I. I share an affectionate, warm relationship with this child 	 I

2. This child and I always seam lobe struggling with each other 0.0	 i
3. If Upset, this child will seek comfort from me ...................... . . CA.	 1

4. This child is uncomfortable with physical affection or touchfrom me-co 1

5. This child values his/her relationship with me ..................... ...............OLe 	 i
6. When I praise this child, he/she beams With pride ............................. CL.
7. This child spontaneously shares information about himself/herself CLS i
8. This child easily becomes angry at rca ................................ .............CD
9. it is easy lobe in tune with what this child is feeling .........................Clue	 i

10. This child remains angry or Is resistant after being disciplined ... . CO i
Ii. Dealing with this child drains my energy.. ................... ...................... ...1

12. When this child is in a bad mood, I know we're in for a tong and
difficult day... ............. .................................................................. ........1

13. This child's teelings toward mecan be unpredictable or can change
suddenly ....................... ........ ........................................... .......................1

14. This child Is sneaky or manipulative with me........................................

tb. This child openly shares his/her feelings and experiences With me....eL. 1

	

Neutral,	 Applies
	

Definitely

	

Not Realty Not Sure
	

Sometimes
	

Applies

2
	

3
	

5

2
	

3
	

4
	

5

3
	

4
	

5

3
	

4
	

5

2
	

3
	

4
	

5

2
	

3
	

4
	

5

2
	

3
	

5

3
	

4
	

5

3
	

5

2
	

3
	

4
	

5

3
	

5

2	 3	 .	 4
	

5

2	 3	 4

2	 3	 4
	

5

2	 3	 4
	

5

Cl. : C Lo SEtW
Co: jAHFL1i
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Appendix D

Conflict Management Style and Teacher-Student Relationship Interview

Section A: Demographic Information:

1- Indicate your gender: Male /Female

2- Indicate your age:

a- 20-30

b- 31-40

c- 41-50

d- >50

3- How many years of experience you have?

a- <10

b- 11-20

C-	 21-30

d-	 31-40

e-	 >40

4- What is your highest academic degree?

a- <BA ( Bac II or equivalent)

b- BAorBS

c- > BA or BS (Master or other)

H-	 Section B : About Conflit:

5- Have you ever had conflict in your class? 	 Yes! No

6- How do you perceive conflict in school in general?

7- What kind of conflicts have you experienced in your class?
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8- Who usually causes conflicts in the class?

9- What are the various approaches adopted in your class to resolve conflicts?

What are the outcomes?

10- Are you satisfied with your conflict management style?

Yes, why? ..............................................................................................

No, why? ..............................................................................................

11- Have you ever attended a seminar or a conference or a course on Conflict

Management Resolution? If the answer is "yes", please specify.

Yes--------------------------------------------------------------------

No

HI- Section C: About relationship with students:

12- How do you perceive your relationship with your students in general?

Close! conflict

13- How do you perceive you relationship with particular students?

a- Low achievers / High achievers -----------------------------------

b- Boys! Girls

c- Low SES! High SES

14- How do you think your relationship with children affect their life?

15-Do you think your conflict management style has an impact on your

relationship with students?
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Appendix E

Consent of the Ministry of Education
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