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ABSTRACT

TEACHING AS AN ART OF COMMUNICATION: AN INVESTIGATION INTO
THE NATURE OF TEACHER IMMEDIACY AND PERCEIVED ATTENDANCE

Diril, Deha
M. S., The Department of Educational Sciences, Curriculum and Instruction

Supervisor: Prof. Dr. Cennet Engin Demir

July 2020, 165 pages

The purpose of this study is to delineate the nature of teacher-student interaction ata
preparatory school of a foundation university in Ankara and examine the relationship
between this interaction and students’ level of perceived attendance. The sample for
this study is consists of 180 preparatory school students. The data was gathered
through the questionnaire developed by the researcher. Interviews were conducted
with the students selected among the participants to supplement the quantitative data.
Inferential and descriptive statistics were used for the analysis of the data. Principal
axis factoring wasutilized and four dimensions of teacher-student interaction emerged
namely nonverbal immediacy, teacher humor orientation, teachers’ response to
questions and teachers’ demonstrated interest. Results revealed that teacher humor
orientation and demonstrated interest were not observed as frequent as nonverbal
immediacy and response to questions. The results also indicated a significant

relationship between instructors’ immediate behaviors and students’ level of perceived
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attendance. Students reported higher attendance, better participation i class and
cordial communication with mstructors when immediate behaviors were employed.
Follow-up mterviews with students provided confirming indications and further
anecdotal evidence on topics such as careful usage of humor, importance of first
encounters, teacher characteristics, teacher sensitivity, distant learning, etc. It can be
concluded from the results that instructional communication deserves more attention
as it gives teachers opportunity to achieve a better rapport with students. Teacher
education programs need to consider the enhancement of communication between
teachers and students. Further studies are needed with different samples including

teacher perspectives.

Keywords: Nonverbal immediacy, humor orientation, teacher confirmation,

instructional communication, attendance



0z

BIR ILETISIM SANATI OLARAK OGRETMENLIK: OGRETMEN YAKINLIK
DAVRANISLARI VE ALGILANAN DEVAMSIZLIK UZERINE BiR CALISMA

Diril, Deha
Yiiksek Lisans, Egitim Bilimleri, Egitim Programlari ve Ogretim Bolimii

Tez Yoneticisi: Prof. Dr. Cennet Engin Demir

Temmuz 2020, 165 sayfa

Bu calismanin amaci Ankara’daki bir vakif iiniversitenin hazirhk okulunda 6gretmen-
ogrenci etkilesimi irdelemek ve bu etkilesim ile dgrencilerinin alglanan devamsizlik
diizeyi arasmdaki iligkiyi incelemektir. Cahsmanmn Orneklemi 180 hazirlik
ogrencisinden olugsmaktadr. Nicel veriler arastrmaci tarafindan gelistirilen Olcek
vasttastyla toplanmugtr. Nicel veriyi tamamlamasi icin de Ogrencilerle gorlismeler
yapimistir. Verilerin analizi ¢ikarmmsal ve betimsel istatistik yontemleri kullamlarak
yapimistir. Faktor analizi sonucunda 6gretmen-ogrenci etkilesiminin - dort boyutu
cikmigtrr. Bunlar sozsiiz yakmhk davranglari, 6gretmen mizah anlayisi, 6gretmenlerin
sorulara verdigi karsiik ve Ogretmenlerin gosterdigi ilgidir. Arastrmanm bulgulari
‘Ogretmen mizah anlayis’’ ve ‘gosterilen ilginin® ‘sozsiiz yakmhk davramglar’ ve
‘sorulara verilen karsiik’ boyutlar1 kadar gozlemlenmedigini ortaya cikarmustir.
Sonuglar ayni zamanda 6gretmenlerin yakinlk davranglari ile 6grencilerin algllanan

devamsizhk diizeyi arasmda 6nemli bir iliski gdstermistir. Ogrenciler yakinlik
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davransglar1 sergilendiginde daha az devamsizlik yapildigini, derslerde yiiksek katilim
saglandigmi ve samimi iletisim kuruldugunu belirtmislerdir. Ogrencilerle yapilan
sonraki goriismeler teyit edici bulgular ortaya ¢ikarmis ve uzaktan ogretim, 6gretmen
hassasiyeti, 6gretmen Ozellikleri, ik karsilasmalarm onemi, dikkatli mizah kullanim1
gibi konularda sistematik olmayan veriler saglamustr. Arastrmanm bulgulari
egitimsel iletisimin, Ogretmenlere Ogrencilerle daha iyi bir uyum yakalama firsati
verdigi igin iizerinde daha cok diisiilmeyi hak ettigini gostermistir. Ogretmen
yetistirme programlar1 6gretmen Ogrenci arasmndaki iletisimi iyilestirmeyi g6z Oniine

almahdr. Konu iizerinde 6gretmen bakis acismi yansitan ¢alsmalar da yapilabilir.

Anahtar Sozciikler: Sozsiiz yakmnlk davranglar, mizah anlayisy, O0gretmen onayi,

egitim iletisimi, devamsizhk
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CHAPTER1

INTRODUCTION

We can teach a lot of things, but if the teacher can't relate by talking to a group of
friendly students, he'll never be a competent teacher.
William GLASSER

1.1 Overview ofthe Chapter

The main goal of this study is to delineate the dynamics of teacher student interaction
from certain perspectives, to investigate the effect of such dynamics on the level of
perceived attendance of preparatory school students and hopefully to provide some
nsights mto teacher education. This chapter introduces the background of the study,
the statement of the problem, the aim and significance of the study, the research
questions, assumptions, limitations, definition of related terms and ends with a

conclusion part.

1.2 Background of the Study

The man is only half himself, the other half is his expression. There is a great value in
what Emerson (1904) urges here, which is discovering the poet in expressive speech
as an artist who is able to build a bridge between the reader and the reality he
experiences and a teacher in our case who is responsible as a real, relatable person and
as a bridge to the knowledge by being a successful communicator i the art of both

teaching and communication. The expression mentioned here relates to teaching in the



sense that how much able and willing the teachers are for being a real person in the
classroom. Rogers (1969) argues that if he had a magic wand, he would make all the
teachers forget they are a teacher and he believes that it would cause an amnesia for
their teaching skills, which highlights the importance of interpersonal relationships in
the classroom mviting teachers to act like persons in their relationships with their

students. He also laments;

I can only be passionate in my statement that people count, that interpersonal
relationships are important, that we know something about releasing human
potential, that we could learn much more, and that unless we give strong
positive attention to the human mterpersonal side of our educational dilemma,
our civilization is on its way down the drain. (Rogers, 2002, p. 37)

Coming from such contention, it would be advisable that a teacher’s real persona
should orchestrate the classroom and that depends on the words we utter, yet
sometimes it exists nonverbally translated in our behaviors. Thereby, the main body
of literature for this study is instructional communication (McCroskey, Richmond &
McCroskey, 2002). It inherently stems from the field of communication which
examines the dynamics of a classroom as a communication process to enhance
teaching and learning. It is basically the study of communication i instruction. The
researchers in the field of communication focuses on the creation of meaning with the
use of verbal and nonverbal messages whereas it should not be confused with the field
of communications with “S” where ‘mediated’ messages are examined within the
medium of television, newspaper, radio, etc. In instructional communication, on the
other hand, as McCroskey, Richmond and Mottet (2016) posit, teaching and learning
is examined through communication theory and research conclusions to predict,
explain and control instructional outcomes. They also define instructional

communication as “the process by which teachers and students stimulate meanings in

2



the minds of each other using verbal and nonverbal messages” (p. 5). The present study
has been built on the notions and perspectives from the contemporary mstructional
communication theories such as teacher immediacy, teacher influence, affinity or
instructional messages. The researchers are often encouraged to ponder on the
integration of other theoretical frameworks, as the present study has tried to do so, and
it is already common to employ borrowed models in the field of instructional
communication (McCroskey et al., 2016, p. 45). Coming from the belief that effective
communication and understanding of its relational dynamics will result in the
achievement of instructional aims, the present study attempts to exploit the
Interactional Adaptation Theory of Burgoon, Stern and Dillman (1995) as well. The
theory examines how students and teachers respond to each other’s interactional
actions and reactions (Pennings et al, 2017) and how they adapt their behavior
accordingly. One predominant notion from the Interpersonal Adaptation Theory is the
norm of reciprocity, which is conceptualized as “the process of exchanges operating
at the societal level in order to maintain harmonious and stable relations” by Gouldner
(1960, p. 171). In educational milieu, mteractional patterns are negotiated and
reciprocated between teacher and student. According to King (1998), reciprocal
learning can be considered in the framework of social constructivism, that is,
mstruction is a highly social activity and interactions, both with teachers and within
peers, influence the cognitive and affective development of learners. He further
conveys that learners dynamically mnteract with the learning environment and such
mteraction improves performance regarding itellectual activities. Herein, as it is the
case in several other instructional communication studies, this study also takes a
symbolic interactionist view in theory, utilized asa frame of reference to understand

how the symbolic worlds that are created by the interactions between individuals result
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in shaping behaviors. Ultimately, interaction and behaviors are formed with the shared
meanings unique to the symbolic environment of that culture (West & Turner, 2017).
Thus, the fact that verbal and nonverbal communication behaviors send relational
messages is valuable to be examined in different cultures. The examination and
utilization of such behaviors for instructional purposes are the focal points of the
present study by exploring the effects of them on students’ level of perceived
attendance. Thus, three constructs have been extracted from the literature of
mstructional communication since it is believed they will ascertain cultural specific
implications and used as variables namely teacher humor orientation using humor
successfully and frequently in the classroom, teacher confirmation arousing feelings
of being real or valued in the receiver and teachers’ nonverbal immediacy displaying
such behaviors like eye contact, gesturing, etc. They are a part of a bigger construct,
ie., immediacy construct, which binds them all. Teacher immediacy overall
investigates the degree of psychological and physical closeness between students and
teachers (McCroskey et al., 2016). In the literature, there is strong association between
these variables, forming one end of the equation of the present study. It has been
hypothesized that with the mastery of such constructs, teachers may adapt their
behaviors, facilitate affective elements in learning and have students value the
knowledge presented to them in class. This may cause a higher attendance ratio whic h
already has a positive correlation with academic performance (Buckalew, Daly, &
Coffield, 1986; Devadoss & Foltz, 1996; Launius, 1997; Moore, 2006; Jones, 1984;
Romer, 1993; Vidler, 1980). Having formed the other end of the equation, it has been
hypothesized that the dynamic nature of these constructs has an effect on students’
attendance patterns. By applying a probing literature review, it has been seen that the

variables in the present study’s hypotheses correlate with each other, demonstrating
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the theoretical validity of the study. In sum, teachers who understand the transactional
nature of teacher and student communication can use this knowledge to influence
classroom interaction patterns in the desired direction, resulting in attendance to the
lessons. It is also expected ultimately to reveal valuable implications for teacher

education.

1.3 Statement of the Problem

It is the hope that all of us, in one period of our educational lives, simply enjoyed
attending and listening to the class of a teacher whom we respected deeply. It is the
teacher who has the charisma and most probably who is evidently a competent user of
such communicational strategies. Thus, it is the plea that there should be more teachers
like her or him when one thinks of the desired quality of education, inspired from such
teachers. Teacher education may have the first glance regarding this issue. Teacher
education programs mostly neglect the interpersonal dimension of classrooms and thus
the mission of inoculating the importance of teacher-student relationship while
training teachers. When Turkey’s Council of Higher Education website is examined,
the Pre-Service Teacher Education Curricula Guide published by The Council of
Higher Education (CoHE, 2007) and the renewed version (CoHE, 2018), only
language teacher education programs have somehow related courses in their core
curricula which only focuses the presentation ability of the teacher candidates, but not
the interactional dynamics of a class. Among selective courses that are for all of the
departments in the faculty of education, there is one called “Human Relations and
Communication” as the most similar to the tenets of instructional communication with
its context. However, since it is an elective course, there are only a few universities

which tried to open the course such as Ankara University or Eastern Mediterranean



University. Moreover, when the syllabi are examined, it is seen that the course content
focuses only on body language, effective listening, etc. yet not strategic interactional
dimensions. In his book, Kaya (2017) contends that interaction and communication is
the base for teaching profession and its role in the art of teaching is quite essential. He
further stipulates that a fundamental skill for a teacher to have is competently
orchestrating an interactional channel with the students. Then, the craft here is being
able to find ways to convey the knowledge rather than only being proficient enough
on the content, which can be considered from pedagogical perspectives. Teaching is
underrated. When people fail, it is the common belief that the teaching profession may
serve as a backdoor to earn money only with the content knowledge they have. Thus,
the problem over the content versus pedagogy dichotomy might bring about helpful
implications. Content knowledge mostly outweighs the pedagogical competency over
this dilemma of teacher education and employment in the opinion of legislators both
in the states (McCroskey et al.,, 2002) and in Turkey (Yimaz & Altmkurt, 2011).
Research shows that such an approach does not proliferate successful instructional
outcomes in the system (Wilson, Ferrini-Mundy & Floden, 2002). Unfortunately, there
are many teachers in the system who have a degree in a content area with a
complementary certification but not an education degree (Gregorian, 2001; Yimaz &
Altmkurt, 2011). Moreover, teachers blame students for their lack of understanding
and become frustrated and this might reflect their lack of pedagogical training (Palmer,
1998). From an Aristotelian view then, it could be said that artists can teach and others
who have not acquired it by study but picked up skills empirically might not.
Therefore, the Turkish teacher education curricula, also any educational system around
the world, needs the merits and pedagogical aspects of instructional communication

domain (McCroskey et al, 2002) to be exploited by tailoring and implementing
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courses into the programs. Further examples and suggestions will be given m this study
with the hope that study itself with its literature review and results unearth such a need

and provide solutions for.

Another perspective that can be utilized is student engagement and in-service
practices. Researchemphasizes that when students are not well engaged in the learning
process, this might put student learning in jeopardy (Pascarella & Terenzini, 1991).
Across all grades, engagement behaviors are associated with higher levels of personal
development, learning and better adjustment (Martin, Mottet & Myers, 2000;
Pascarella & Terenzini, 1991; Skinner, Connell & Wellborn, 1990). Students’ good-
quality relationship along with an open dialogue with their teacher, which is one of the
pillars of this study, is only average in the states (National Survey of Student
Engagement, 2000) But alas, such surveys and studies in Turkey are scarce (Devrim,
2018, p. 6). It is assumed that the variables i this study might affect student learning
and engagement and it will contribute to filling the dent. Additionally, Langdon
(1996) foregrounds that lack of student interest and engagement negatively affect
teacher self-efficacy and satisfaction, which eventually results in teacher attrition. This
issue highlights the importance of successful utilization of the communicative
strategies in a class and mutual liking. Teacher attrition is mostly studied under the
term ‘burnout’ in Turkey. The study of Uguz (as cited in Mizrak, 2019) found that
factors related to students are more effective in relation to teacher burnout rather than
teachers’ gender, age, marital status, etc. (p. 20). Therefore, the interaction between
students and teachers gains importance as it considers students’ side as well. It is safe
then to comment that when there is a smooth and welcoming communication

environment in a class and when an enhanced understanding of communication



functions exists, addressing the aforementioned issues will be easier. Herein,
McCroskey and Richmond (1992) urge that “people usually will comply with, rather
than resist, reasonable instructions or requests if they like, respect, and admire their
teacher" (p. 102), which might partially lessen teacher attrition. Hurt, Scott and
McCroskey (1977) emphasize that as students move to higher grades, teacher
competence gets more important gradually aswell. Thus, it is plausible that as students
get older, communicative dynamics become more elaborate in the classroom and

competence in such an area proves more fruitful.

The other aspect that deserves a consideration is attendance. Attendance, by its nature,
becomes in the shape of a decision individuals make. With a younger group of students
such as K-12 education, it is sensible to say that, in most of the cases, going to the
school is a must and only task to do at that age. With the university environment, there
exists autonomy of such decisions and thus it proves itself as a variable in an
educational research context. Even for university students, studies on attendance are
rare. Research on preparatory school students are even rarer. Romer (1993) along with
Devadoss and Foltz (1996) place absenteeism as a major concern for educators and an
important problem at higher education institutions. Overall the well-being of classes
can be greatly affected and its vivid vibes can transform into dead, unpleasant and
tresome feeling which are experienced by both instructors and students when
absenteeism takes place (Braurer, 1994; White, 1992). Itis an argument of the common
sense that when there are missing people in the classroom, the dynamism of a lesson
and social being of the milieu get affected. It would also be plausible to say that such

nature of educational settings is universal and valid across the grades. Thus, this study,



through the interactional attempts of the teacher, can suggest to be an aid to overcome

such a problem.

1.4 Purpose ofthe Study

This study aims to investigate the nature of teacher-student interaction ata preparatory
school of a foundation university in Ankara, Turkey. The literature of instructional
communication has been a gravity point while constructing the study. Variables for
mstructor behaviors were chosen from this body of literature, i.e., teacher immediacy.
Having another variable as students’ level of perceived attendance, a special case is
created taking place in the literature of instructional communication with its cultural
specific values. Chosen instructor behaviors such as nonverbal immediacy, humor or
teacher confirmation are the constructs that might bring cross-cultural value as well.
(Aydmn, Miller, Xiaojun, Mentes & Leblebici, 2013; Goldman, Bolkan & Goodboy,
2014; Lu, 1997). Thereby, with its uniquely constructed scale for teacher-student
interaction, the present study intends to amalgamate concepts from instructional
communication and interpersonal adaptation theory, create links between teacher-
student interaction and student attendance, unearth students’ views on such interaction
and on their attendance patterns and finally yield a culturally special case to the

literature.

1.5 Research Questions

The research questions regarding the purpose of this study are listed below:

1. What is the nature of teacher-student interaction in a preparatory school of a

foundation university in Turkey?



2. Is there a significant relationship between teacher-student interaction and

students’ level of perceived attendance?

3. What are the views of students about the salient themes of teacher-student
interaction survey conducted in their university and about the effect of these

themes on their attendance?

1.6 Significance of the Study

The importance of teacher-student relationship, comprised of interactions, have been
a topic of study already and related results show an association of such interactions
with cognitive learning and motivation (Cornelus-White, 2007, Den Brok,
Brekelmans & Wubbels, 2004; Pianta, 2006; Rooarda, Koomen, Spilt & Oort, 2011;
Wubbels, Brekelmans, Den Brok & Van Tartwijk, 2006) along with teacher well-being
(Spilt et al, 2011; Veldman, Van Tartwik, Brekelmans & Wubbels, 2013). Yet,
mvestigating such dynamics through the lens of mnteractional adaptation theory
(Burgoon etal., 1995) is quite rare (Pennings et al., 2017). The interactional adaptation
theory examines dyadic (between two people) interpersonal actions and reactions.
Dyadic nature of theory does not hinder our endeavor where a group of people interact
all the time since these dyadic relations comprise much classroom communication.
Burgoon et al. (1995, p. 15) also highlight this contention by giving the relationship
examples in the areas of family, friendship, healthcare, therapy, business, ntercultural
encounters and lastly education, where teacher-student exchange happens. It is a vast
domain that can be interpreted into many fields of social studies. Founders of this
theory, thereby, assert a high relevance to education and encourage future efforts to
apply the principles of the field of interest (p. 15). Therefore, having proved the dejure

utility of the theory, conducting an instructional communication research with the
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immediacy construct divided into three latent variables, namely nonverbal immediacy,
teacher conformation and humor, and investigating its effecton attendance through the
nterpreted base of interactional adaptation theory indicates a significant uniqueness to
this study and ensures a purpose. Furthermore, this study also provides a multicultural
value. McCroskey et al. (2016) specifically and repeatedly stress that the studies in the
field of instructional communication have overwhelmingly been monocultural, mostly
representing the Anglo culture of the United States. They suggest three culture-related
foci for future attempts (p. 43). Studies with international teachers in the states, with
international students again in the states or lastly a monocultural study outside of the
states in which this study’s significance lays. McCroskey et al. (2016) further
accentuates that having different communication norms and expectations taken into
account, there is a clear need for research in other cultures. They emphasize that even
if a functional similarity may exist in teacher influence messages, which this study
examines to utilize for achieving learning objectives, there will be significant
differences when studied across cultures. For instance, McCroskey et al. (1995, 1996a,
1996b) studied the impact of nonverbal immediacy on students’ affective and
cognitive learning with its probable dimensions arising from certain cultures, namely
Australian, Finnish and Puerto Rican, and the results were found to vary notably. There
are also other similar studies that found such cross-cultural variation. Lu (1997)
compared Chinese instructors with American instructors and found an iteresting
contrast. Coming from the fact that Chinese culture places high respect for authority
and collectivism whereas in the states it is more of an individualistic and
independence-seeking culture (Hofstede, 1984), it is found that Chinese instructors
will be considered incapable if they please students or boost self-esteem (Lu,1997, p.

25). This affirms the importance and effect of differences in cultural norms. Similarly,
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the study of Hofstede (1984) along with the study of Roach and Byrne (2001) found
that instructors’ use of nonverbal immediacy behaviors and affinity-seeking strategies
have more significant effect on American students than it has on German students. It
demonstrates that the instructor’s awareness of different cultural norms and how to
respond to them is quite essential regarding the achievement of effective instructional
communication. There are very few studies found in the literature of instructional
communication conducted in Turkey. As a notable example, Goldman, Bolkan and
Goodboy (2014) examined college students' emotional outcomes in class as a function
of teacher confirmation. The study revealed confirming teacher behaviors relates to
higher student emotional interest. They also found that confirmation has a stronger
effect on Chinese and American students than it has on Turkish students. They present
this difference as a justification for further cross-cultural studies and it is clear that the
Turkish context may present a different perspective to the universal value of
communication strategies in classrooms. Thus, it is safe to say that this study will be
significant in unfolding the cultural context it is studied in and will contribute to the
cross-cultural validity of the field. It is not only instructional communication but also
interactional adaptation theory that puts an emphasis on culture and affirms this study’s
significant entrance to the literature. It is seen that cross-cultural differences may lead
to mismatching interaction styles resulting in misunderstanding or negativity. For
mnstance, if North Americans would like somebody to speak up, they also raise their
voice hoping for reciprocity while for Middle Easterners it may not function as
expected if they think the interlocutor is not deferent enough resulting in a mismatch
one shouting and one mumbling (Burgoon et al., 1995). While Anglo-Americans use
continuous gaze for attentiveness, African-Americans do it intermittently (Erikson,

1979), which would lead to misinterpretation such as perceiving it as condescending.
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For further examples regarding such differences, the study of Burgoon, Newton,
Walther and Baesler (1989) can be advised. It can be said that interaction patterns may
change culturally. Thus, establishing an understanding of the nature of these culturally
valenced and valued interactional patterns in the present study’s sample shall bring
better insights into teacher-student positioning and behavior adaptation in the Turkish
context. Furthermore, the integration interpretation of interactional adaptation theory
into the field of instructional communication is another aspect indicating significance
of the study. Although there is one predominant exemplary study of this couple in the
literature with Comstock (1999) who examined reciprocal nature of instructional
communication and student influence, there clearly have not been many attempts to do

more. It is believed that these two domains have lots to share and interact with.

Along with its cultural value and the coalescence of instructional communication with
interactional adaptation theory, the present study, with its implications, aims to help
build rapport between teachers and students, which could be translated into teacher
well-being and satisfaction. As mentioned earlier, to reduce teacher attrition, it is
believed that the enhancement of student engagement through -effective
communication strategies will draw students to the class physically and
psychologically and bring satisfaction to the teachers fulfilling their professional and
emotional needs. This study also aims to inform such a contention in its own ways.
College students, as the sample of this study, begin to develop their adult identities
when the university life starts and they require interpersonal feedback received from
the instructors (Turman & Schrodt, 2006). Preparatory school time especially is a
period that students seek endorsement and recognition since it is a totally new young

adult environment right after high school. Hence, teacher confirmation as an
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mteractional phenomenon by which identities are discovered and established (Buber,
1957), is chosen as one of the aspects of this study, focusing on students in such a
period of time in their lives. Thus, the competency of such abilities would aid
mstructors in accomplishing their teaching objectives through the alteration of
mterpersonal behaviors in the right direction. However, having set the crucial link to
the sample of this study, there are also other studies which suggest that interpersonal
behaviors may be an important variable for instructional effectiveness in K-12.
(Denbrok, Brekelmans & Wubbels, 2004). Thereby, this study aims to provide
teachers from all grades with valuable information that they canutilize for an effective
teaching with a fruitful dialogue. Finally, Turman and Schrodt (2006) highlight the
value of an effective teaching style and the development of such skills necessary for
engaging students in productive classroom discussions. They state that it is a difficult
technique to develop for novice teachers and encourage future studies for examining
interpersonal behaviors that enhance the teacher-student relationship. In this regard, it
is the aim of this study that valuable implications for teacher education will be

obtained.

In a nutshell, the tenets, notions and approaches of the instructional communication
field will transpire in a Turkish context with the navigation and mterpretation of
mteractional adaptation theory through the construct of immediacy by establishing a
unique link to perceived attendance. Furthermore, last but not least, the present study
study constructs and presents an adapted scale, named the TSIS (Teacher-Student
Interaction Scale) with three sub-components of immediacy, validated by the literature
theoretically and statistically by the factor analyses details of which can be found in

the methodology part.
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1.7 Assumptions

There are some assumptions regarding this study. First of all, it is assumed that the
answers collected from the survey have been given in an honest manner by the students
since the anonymity and confidentiality of their information have been stated to them
and ensured. Thereby, reliable responses have been elicited. Secondly, items of the
scale are assumed to have been understood fully by the participants and responded
thereafter. Finally, it has been assumed that competent utilization of teacher
immediacy and thus effective management of communication strategies is assumed to

have an impact on students’ level of perceived attendance.

1.8 Definition of related terms

Nonverbal Immediacy: It refers to “sets of nonverbal communication behaviors that
reduce physical and psychological distance between teachers and students.”
(Mehrabian as cited in McCroskey et al., 2016, pp. 15-16).

Humor Orientation: It refers to “intentional verbal and nonverbal messages which
elicit laughter, chuckling, and other forms of spontanecous behavior taken to mean
pleasure, delight, and/or surprise in the targeted receiver.” (Booth-Butterfield &
Booth-Butterfield, 1991, p. 206).

Teacher Confirmation: It is described as “the process by which teachers
communicate to students that they are valuable, significant individuals.” (Elks, 2000,
p. 265).

Instructor — Teacher: Instructor is used for university level teaching whereas

teacher is used for mostly k-12 level teaching.
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CHAPTER 2

LITERATURE REVIEW

2.1 Overview ofthe Chapter

Inthis chapter, the special case for the study is presented with its theoretical framework
and with related empirical studies from the field of instructional communication, from
the theory of mterpersonal adaptation and from the literature of attendance composing
the overall value and theoretical validation of the thesis.

2.2 Introduction

It can be said that this study has three major domains to delve into and expand with.
However, one of them is predominant when compared to the others since it is more
comprehensive, which is instructional communication (IC). IC is an inclusive
discipline itself with its own culture and scholars. Thereby, course achievement, for
instance, manifests itself theoretically and empirically in the field of IC as cognitive
learning. Affective learning is another point that IC scholars study already and in this
study it has been hypothesized that it has an effecton attendance. The chosen variables
are also the constructs that are mostly studied in the IC field, which are nonverbal
immediacy, teacher humor and teacher confirmation. These behavior types can be
considered under the bigger construct of teacher immediacy that is the closeness of
teachers and students both psychologically and physically as mentioned earlier in the
ntroduction chapter. Since IC informs the construct of teacher immediacy (variables

of this study) and course achievement very well, it constitutes a bigger and thus
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predominant part of the literature benefited from. The second body of literature that
can be considered apart from IC is student attendance as it clearly distinguishes itself
from the field. It is not difficult to contend that attendance has not gained enough
attention among the IC scholars, thus it is exciting to read attendance literature through
the lens of IC perspective and to integrate into the field. It is quite enthusing to
synthesize attendance literature with the theories of IC domain and delivering an
empirical study to the field. Finally, the interactional adaptation theory (IAT) of
Burgoon et al. (1995) informs and guides this study considerably. The integration of
IAT with the tenets of IC is quite rare. Comstock (1999) did a study tested the
reciprocity principle of IAT the results of which affirms the teacher-student interaction
as a transactional process although it does not necessarily mean that reciprocity is the
only virtue of IAT. When one goes through it and tries to obtain a solid understanding
of the ideas, IAT has a lot to offer for social studies where interpersonal interactions
take place. Therefore, just as with the excitement of taking attendance into account,
forming the glasses of theoretical spectacles of this study with IAT and IC is a joy and
this acquaintance may have a ripple effect for future studies. Both IAT and IC have
many notions to tackle with. This chapter, alongside the related empirical studies,
discusses these informative notions for the purposes of the study and lays the
theoretical groundwork. The chapter will start with the place of instructional
communication in this study, go on with interactional adaptation theory concepts and
conclude with the attendance issue forming an idiosyncratic case for the thesis.

2.3 Instructional Communication

To start with a clear definition, McCroskey et al. (2016) note that instructional
communication is “the process by which teachers and students stimulate meanings in

the minds of each other using verbal and nonverbal messages” (p. 5). It is a very
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serviceable field that is not only for K-12 or higher education but also for non-
traditional settings such as continuing education. Even though Sorensen and
Christophel (1992) contend that effective IC is the integration of the management of
the communication messages to maximize students’ potential to learn (p. 35), mutual
influence is a prevailing and transactional aspect of IC, which may lead us to teacher
satisfaction and/or student compliance. Hurt et al. (1977) also convey that between
knowledge and learner, communication forms a crucial link and it is the difference
between knowing and teaching (p. 3). Having set a definitional base, it is safe to go on
with the statement that there are interdisciplinary foundations of IC namely
educational psychology, pedagogy and communication. They inform IC and set its
boundaries. While discussing these disciplines and the concepts within them,

implications relating to the questions and hypotheses of the study will be drawn.

2.3.1 Interdisciplinary Foundations

Firstly, in order to put educational psychology under the scope, learning processes of
individuals can be examined and discussed through three domains, ie., cognitive,
affective and behavioral (Bloom, 1956). To start with, cognitive learning can simply
be defined as a process of converting information into knowledge and made
meaningful. Without going deeper into Bloom’s (1956) taxonomy and its revised
version (Anderson & Krathwohl, 2001), the responsibility for an effective teacher
would be to aid students in this conversion. This is where the most observable and
thereby acclaimed part of the teaching profession is, which focuses on the time and
effort that teachers invest to create and to organize the content with examples and with
the anticipations for possible confusions students may have. Considering its

mterwoven nature with cognitive learning and possible relation to student attendance,
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affective learning should be discussed thoroughly. Krathwohl, Bloom and Masia
(1964) define affective learning as students’ attitudes, beliefs, values and feelings
about what they learn. They also divide affective learning into two as low level and
high level affective learning. They indicate that high level affective learning causes
self-motivation and even a change in the students’ worldview, a pragmatic shift. They
also state that students attending class, which is another variable of the study, and
asking and answering questions in class are examples of low affective learning. They
further describe affective learning as a process of internalization. McCroskey et al.
(2016) acknowledge that effective teachers are the ones who aid this process of
internalization by adapting their instructional behavior, nodding the theory of
mterpersonal adaptation, towards their students’ beliefs and values in order to turn
them on to the knowledge. To be able to make the knowledge approachable and
customize the educational experience accordingly, getting to know the students and
their feelings is needed indeed, which translates as teacher confirmation constituting
one of the variables of this study. Therefore, Krathwohl et al.’s (1964) distinction of
affective learning as high and low levels and the place of attending class in this
distinction becomes vague by hypothesizing that attendance achieved by variables of
this study will result from a high level affective learning. The job of a teacher then is
to teach content as well as to make the students like it, if it is the desire to achieve
affective learning by having the students value, appreciate and internalize the
knowledge presented to them. The final focus point from the perspective of learners
would be behavioral learning. It is also paraphrased as psychomotor learning and it is,
as the name suggests, the development of physical skills. It is an overlooked aspect
compared to cognitive and affective learning although it is quite important for K-12

where such development takes place densely. It also deserves attention since it
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ncludes many nstructional elements from using a pen or using a mouse to play a
musical instrument. Behaviors that need to be modified should be known by the
teacher so that students will be navigated properly to master those behaviors. For the
sample of this study, for example, learning a foreign language requires certain abilities
of the tongue for the right articulation and that requires corrective feedback to develop
coming from the teacher. Overall, learning outcomes ought to be identified as such in
advance and delivered teaching methods should be chosen accordingly for a proper

mstruction.

The second interdisciplinary foundations of IC to mention is pedagogy which is the
systematic study of teaching methods having the teacher in the center of discussion.
This comprehensive field of study involves examining history, philosophy of teaching
and also curriculum development. As mentioned in the mtroduction chapter, the
pronounced debate of content versus pedagogy is still ongoing. However, the issue can
be addressed as that teaching is not just an innate set of skills that everybody has, but
something that should be studied and mastered., which suggests to us the beautiful

praxis of educational theory along with the tenets of pedagogy.

As for the discipline of communication, having given the difference between the study
of communications and the communication discipline in the introduction chapter, we
may go on with the fact that place of communication in teaching, the creation of
meaning through verbal and nonverbal messages, is inevitable. Beebe, S. A., Beebe,
S.J. and Ivy (2004) define the evolution of communication in three steps, namely as
action, interaction and transaction. Shortly, as action, communication canbe pictured
as a mere lecturing where the meaning is created through a linear and one-way process

with teacher-centeredness. Communication asinteraction, on the other hand, is defined
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as “a message exchange process where the source-selected meaning is verified,
refined, and adapted based on the verbal and nonverbal responses (feedback) that the
source obtains from the receiver” (McCroskey et al., 2016, pp. 12-13). Thus, the point
is that the teacher is open to feedback coming from the students and adapting an
nstructional behavior accordingly, which is a necessary approach to enhance learning
outcomes (Bloom, 1976). Communication as transaction, lastly, is a nonlinear process
(Berlo, 1960). In the pursuit of shared meaning, students and teachers keep influencing
one another, where the distinction of receiver and source is vague. For such a
distinction to fade, teachers and students should respect each other’s ideas or feelings
by debating openly till the meaning is shared and should feel free to engage in
conversation. As we move forward from communication as action to as transaction, it
becomes less rhetorical and more relational. It is the contention that having the notions
such as adaptation of instructional messages and mutual respect, this study’s approach
is towards transactional and more relational, where through the relationship
interactants yield influence each other focusing on affective responses. Herein, to
clarify a dimension of the present study as well, two possible ways of expression

should be examined, which are verbal and nonverbal.

In order to diagnose and prescribe communication behaviors for instructional
effectiveness, two ways to express messages should be examined thoroughly, namely
verbal communication with linguistic symbols and nonverbal communication with
behaviors other than the usage of linguistic symbols. Some theories suggest that they
function differently (Watzlawick, Beavin, & Jackson, 1967). Verbal messages can be
considered as what is said whereas nonverbal messages as how it is presented. Verbal

messages can convey content rich linguistic information while nonverbal messages

21



establish the quality of the interaction with cues about power, emotion and attitudes
(McCroskey etal., 2016). On another dimension, Burgoon (1994) contends that verbal
messages have their impact on cognitive responses and nonverbal messages on
affective responses. As the link between affective responses and attendance has been
highlighted earlier and having the nonverbal immediacy as a predictor, Burgoon’s
contention again informs and consolidates the rationale behind the variables of this
study. While students’ cognitive abilities, as in Bloom’s taxonomy, are highly
influenced by the usage of verbal messages (Thomson & Tulving, 1970), students’
affective responses like valuing and internalizing the knowledge is highly influenced
by teachers’ degree of nonverbal immediacy (McCroskey & Richmond, 1992). An
example of nonverbal immediacy here canbe a teacher coming to the class in the break
time, sitting with students in a relaxed body position with a smiling face, spending
time with them in a socially appropriate manner, which represents a set of behaviors
that reduce psychological and physical distance between students and teachers
(Andersen, 1979; Mehrabian, 1969). Lastly, the ability to control these messages is an
issue. Verbal messages, for instance, are mtentionally conveyed whereas nonverbal
messages are unintentionally (Knapp, Wiemann & Daly, 1978). For verbal messages
to be expressed, a cognitive process is required and thus falling into the area of our
control while for nonverbal messages such cognitive effort is not needed making it
unintentional (Burgoon, 1994). Since nonverbal messages are beyond the awareness,
teachers may fail to mask their feelings (Richmond, 1997), which may be referred to
as nonverbal leakage cues (Ekman & Friesen, 1969). That is why Burgoon (1994)
believes that when an interactant’s verbal and nonverbal messages are not in parallel,
nonverbal messages tend to be believed more, which puts emphasis on the importance

of nonverbal immediacy latent variable of this study. Having a grasp of the nature of
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human communication through these discussions will inform the field of education

deeply.

2.3.2 Interdisciplinary Contributions

Regarding their interdisciplinary contributions to IC, education psychology, pedagogy
and communication discipline have some certain aspects to be highlighted. To start
with, from the point of view of educational psychology, student affective learning has
gained the utmost attention in the field of IC given the fact that it is one of the most
neglected aspects in teacher education programs (McCroskey et al., 2016). The reasons
behind this negligence might be the fact that cognitive and behavioral learning
outcome results are more immediate, easier to assess and it develops faster, satisfying
educational stakeholders like administrators, parents and so on. However, in the field
of IC, it is believed that, regarding instructional effectiveness, affective learning is a
stronger indicator compared to cognitive learning and it is meaningful to instructors
(Richmond & McCroskey, 1992). It is mostly because of the fact that communication
behaviors of instructors, especially their nonverbal behaviors, are strong predictors of
affective learning rather than cognitive learning (McCroskey & Richmond, 1992;
McCroskey etal., 2016). In addition, it has been shown that affective learning predicts
cognitive learning (Christophel, 1990; Frymier, 1994; Rodriguez, Plax & Kearney,
1996). Therefore, the present study suggests that addressing to students’ affective
domains through the chosen variables might as well result in course achievement.
Moreover, it is repeatedly reported that emotion influences human behavior (Cacioppo
& Gardner, 1999; Metts & Bowers, 1994; Russell & Mehrabian, 1978). There is a
relationship between students’ learning and emotions (Mayer, 1986; Mottet & Beebe,

2002; Goleman, 1997; Salovey & Sluyter, 1997) and a close link exists between
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cognition and emotion (Frida, 1994). Although it is a strong indicator for cognitive
learning (Rodriguez et al, 1996), it can be said that affective learning has been

overlooked.

As for contributions of pedagogy to IC, teachers’ self-perceptions have gained
attention such as teacher self-efficacy and satisfaction. Job satisfaction is defined as "a
state of mind determined by the extent to which the individual perceives his/her job-
related needs being met" (Evans, 1997, p. 833) and self-efficacy is defined as “the
extent to which the teacher believes he or she has the capacity to affect student
performance" (Berman, McLaughlin, Bass, Pauly, & Zellman, 1977, p. 137). These
constructs have been studied together over time. In relation to the hypotheses of this
study, Shin and Reyes (1995), Shann (1998) and Fresk, Kfir and Nassir (1997)
acknowledge that teacher retention and commitment can be achieved by teacher
satisfaction. Herein, Dinham and Scott (2000) reveal that having a positive relationship
with students brings teacher satisfaction. Shann (1998) along with Kim and Loadman
(1994) also note that teacher-student relationship is the top predictor of teacher

satisfaction.

Lastly, contributions of communication discipline to IC and to academia overall
happen in the distinction of relational and rhetorical traditions (Cohen, 1994; Howell,
1954; McCroskey & Richmond, 1996; Shepherd, 1992; Wallace, 1954). As discussed
earlier, in rhetorical tradition, which is one of the original seven liberal arts (Sproule,
1991), communication is mostly linear where we have the teacher as the source of
messages and students as the compliant receivers of these messages. This tradition
keeps informing the IC field and focuses on how we speak and prior to the significance

of delivery. The importance of rhetorical is indisputable since its strategic use aims to
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facilitate communication and learning together with relational paradigm. Given the
fact that rather than being opposite sides and both informing instructional
effectiveness, relational perspective has gained a closer attention in the literature and
informed this study deeply. The relational paradigm moves the focus from the message
content onto emotions of teachers and students with a shared meaning. Research
regarding relational perspectives mostly concentrated on nonverbal messages since it
has been shown that they stimulate emotions and social meanings in the messages
(Burgoon, Buller & Woodall 1996; Mehrabian, 1972). It has been revealed that being
nonverbally immediate or expressive positively influence student motivation
(Richmond, 1990), their perceived learning (McCroskey & Richmond, 1992), liking
for teachers (Frymier, 1994). When teachers are nonverbally expressive, students are
willing to comply more (Plax & Kearney, 1992) and resist less (Kearney & Plax,
1992). These findings perfectly connect the variables of this study by exhibiting a
reasonable hypothesis. Researchhave also shown that nonverbally responsive students
also affect their teachers regarding their liking for students, motivation to teach, self-
efficacy and satisfaction (Mottet, 2000; Mottet, Beebe, Raffeld & Medlock, 2004;
Mottet, Beebe, Raffeld, & Paulsel, 2004) These findings as well put an emphasis on
the variables and affirms the integration of the principle of reciprocity and the theory
of mterpersonal adaptation nto mstructional communication and into this study. When
teachers are aware of the principle of reciprocity and strategically utilize it, it can be
assumed that students can adapt nonresponsive behaviors and this may result in
aforementioned advantages for teachers, creating a beautiful rapport and harmony in

class.
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Overall, these interdisciplinary tenets and findings prove the importance of teachers’
competence over the variables’ of this study and utilization of them in order to provide

remedies for the stated problems earlier.

2.4 Panecastic Philosophy

Exceeding the practical scope of this study, a vision may be laid out regarding a deeper
virtue of the tenets discussed. Teachers have been mentioned as a bridge to knowledge
in the introduction. Creating a bridge to the knowledge and thereby making it more
approachable is a process where teachers act as builders. Such endeavors perhaps
should aim for an intellectual emancipation of students, ie., having the bridge built,
there is no dependency on builders anymore. Especially in the twenty first century
where knowledge is so easy to access, such an approach may speak for some

prospective realities.

As high level affective learning mentioned earlier, when achieved, a pragmatic shift
may take place in their world view and they might become more self-motivated. The
pragmatic shift can relate to paradigm shift as Kuhn (1962) uses the term in his book,
The Structure of Scientific Revolutions, to refer to the process that occurs within the
individual who is able and willing to change his lens. By adapting instructional
behaviors towards students’ beliefs, teachers may turn students on the knowledge, help
changing the lens and make knowledge valuable to them. They may achieve it so well
that student autonomy may transpire outside of the classroom. When students then take

the ownership of their learning, Panecastic philosophy canbe discussed.

In his book, The Ignorant Schoolmaster, Ranciere (1991) discusses intellectual

emancipation through Joseph Jacotot, a French teacher who succeededto teach French
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without knowing a single word from student’s language. He did not mntervene in the
process of learning much, just provided a book written in two languages, French and
Dutch. He named the method as panecastic. He provided four principles, respectively,
all men have equal intelligence, every man has received from God the faculty of being
able to instruct himself, we canteach what we don't know, everything is in everything.
Macdonald’s (1975) stigmatization for emancipatory pedagogies as utopian and a form
of political and social philosophizing may sound a bit biased after hearing about
Jacotot’s acclaimed method. Ranciere discusses Jacotot’s method orderly and
communicates the principle of the equality of all speaking beings as for hierarchy of
mtellectual capacity. Therefore, what is meant is only the mequalty in the
manifestations of intelligence, which is caused by the lack of willpower students have
or have not (Ranciere, 1995). Herein, the teacher comes in as using his unequal
willpower to have student use his or her equal mtelligence. The teacher provides
willpower and he or she does not have to be more knowledgeable or professing
anything. Illich (1971) with his book, Deschooling Society, and Freire (1968) with the
book, Pedagogy of the Oppressed, discusses emancipation in political and economic
manners whereas Ranciere emphasizes the intellectual side of emancipation as
explained above. As a matter of fact, it is a pedagogical attitude that teachers
theoretically make use of in their teaching philosophy rather than a specific method

that has specific guidelines

There is a scattered literature on emancipatory pedagogy since Jacotot’s time, 19th
century. It has been quite some time since and what has been discussed about Jacotot’s
method is few but critical. The most cited and newest reference for the panecastic

method is Ranciere’s (1991) book, The Ignorant Schoolmaster. The first argument to
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be considered is that no party or government, no army, school, or institution, will ever
emancipate a single person because every institution is a dramatization or embodiment
of mequality. In the final chapter of his book, Ranciere contends that all attempts to
turn panecastic philosophy into a method and institutionalize it failed from the point
of view of emancipation. Therefore, it is related to the dynamics of the relationship
between students and teachers, not a method to apply. It is indeed a rightful critique
that our institutions today delineate an exact opposite picture with lots of failures to
ensure the quality of and equality in education. Despotic principals and teachers are
still common and have no intention to be real and equal with students. They mostly

neglect interpersonal relationships and therefore fail to emancipate.

Rogers (1969) emphasizes that teachers should be a real person in the classroom
environment and this is the preliminary state to be in if we are to emancipate students.
As cited earlier, he notes that it is an urgent issue of our modern education. Ranciere
sees schools as embodiment of inequality and such an inequality would result from the
issue Rogers discusses. Teachers can and should relate as persons to their students.
Intellectual emancipation can only be directed to individuals, never to societies.
However, what is in literature about emancipation are remnants of possible epiphanies
that a teacher can realize and interpret theoretically, which may eventually turn into a
praxis. Thus, rather than its bare suggestions, there must be individual interpretations
of panecastic philosophy to have collective applications. A true emancipatory gesture,
according to Ranciere, is assuming that everyone canunderstand and appreciate opera
on the condition that one is attentive enough. Such a statement is also in line with
tenets of constructivism and Bugelski’s (1971) principles of mstructional theory. He

asserts that even arousing little attention will result in learning. “An organism will
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learn anything that arouses attention whether it wants to or not” (p. 281). It is the full
devotion to a ‘thing’, that is, to a subject matter we study, which makes emancipation
possible. Indeed, student’s attitudes matter a lot. There are many examples of
successful people who had self-motivation to learn and were courageous enough to
take ownership of the process. Perhaps, this is the moral of panecastic/emancipatory
philosophy. In the twenty first century, knowledge, as mentioned earlier, has become
so easy to reach. What education tries to do is to spread the wisdom and knowledge

and help students to find themselves.

With its relation to the study from the domain of affective learning and with its
constructivist approach, Panecastic philosophy deserves a place to take a minute and
think about. In the future, perhaps every student will value and respect knowledge so
much that attendance will not be a problem. Perhaps, their physical presence will not
even be required. However, to build that world, a collective cooperation of all the

stakeholders of education is needed first.

2.5 Teacher influence: Negotiated Power

The teachers’ job is to influence in order to facilitate learning and inspire students to
learn. Relationships that are built on communication are the medium of this influence.
Through communication, power is negotiated. Rather than being a strict political term,
power can be considered here as the degree to which teachers and students let each
other influence themselves. As student-centered approaches gained popularity and
became even more salient, students attained more power (Weimer, 2002), as in their
influence on teachers. Student incivility and teacher misbehaviors are the research
topics which influence the negotiation of power. Chory-Assad and Paulsel (2004), for

mstance, revealed a reciprocal base for this power negotiation, ie., student
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aggressiveness was positively correlated with teachers’ use of antisocial influence
messages such as punishing or threatening, making both parties responsible, say, for
student incivility. It once again highlights the importance of teachers’ communicative
awareness. Thereby, discussing power asa relational aspect deservesa place. To begin
with, rather than its conventional polarized depiction, Hartnett (1971) posits that
“power is a property of the social relation; it is not an attribute of the actor” (pp. 27-
28), a constant negotiation over compliance. Relational power, herein, can be
discussed through French and Raven’s (1959) classification, namely legitimate,
coercive, reward, expert, and referent power. In short, legitimate power mostly relies
on the title or position and not necessarily on the interpersonal relationship between
the interactants. Teacher is the authority here. Coercive power happens with the
possible occurrence of punishment or withholding of a reward. The sharp eye of a
teacher over the compliant and resisting students may lead to coercive power. Reward
power happens, as the name suggests, when the agent is able to reward. Reward power
is yielded to teachers since they are able to reward students with their reference letters,
grades, ignoring absence or simply with material rewards like a sticker or a chocolate
for younger students. Expert power occurs when teachers are perceived as experts on
and competent over the taught subject. Students may yield expert power to a new
teacher when s/he is able to communicate their knowledge to students whereas some
other qualified teachers may not communicate similarly and fail to be perceived as
experts. Lastly, referent power happens when the agent is perceived as a role model.
Respect and succeeding compliance transpire with referent power. In the examination

of influence messages within the instructional context, such classification is quite

informative (Richmond & Roach, 1992).
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Richmond and McCroskey (1984) revealed that, not the teachers’, but students’
perception of teachers’ power use was significantly related to student learning. They
found that while coercive and legitimate power were negatively related, referent and
expert power were positively related to student learning. McCroskey et al. (1985)
found expert, referent and reward power were positively related to affective learning
whereas legitimate and coercive power were not. In the same study, they also found
that students yielded more referent and expert power to teachers who had training in
mstructional communication, providing another implication for teacher education
programs that benefit both teachers and students. Plax, Kearney, McCroskey and
Richmond (1986) found that through teacher immediacy, prosocial messages (expert,
referent and reward) cause greater affective learning. Similarly, antisocial messages
(coercive and legitimate) reduce affective learning resulting from a decreased
perceived teacher immediacy (p. 54). Overall, between teachers’ power use and
affective learning, immediacy was amoderating factor. Having drawn the link between
verbal messages and cognitive learning, and between nonverbal messages and
affective learning with Burgoon’s study (1994) earlier, McCroskey et al. (2016) also
convey “teachers' nonverbal immediacy behaviors, which tap into the relational
dimension of communication and impact students' emotional responses, alter how
students mterpret and frame teachers' verbal behavior alteration messages, which
convey the content of the message and impact students' cognitive responses” (p. 125).
It is a very important contention that it explains the nature of relationship between
nonverbal and verbal immediacy behaviors. Students’ overall interpretation of
teachers’ verbal messages is based on teachers’ nonverbal immediacy (Plax et al.,
1986), emphasizing its importance over verbal messages which relates to cognitive

responses.
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Thus, having nonverbal immediacy as a predictor of cognitive learning and course
achievement might be a theoretical and empirically valid estimation, which deserves
further inquiries. Richmond, Gorham and McCroskey (1987) found that 36% variance
in students’ cognitive learning was accounted for by teachers’ strategic use of behavior
alteration messages such as prosocial or antisocial. Teacher immediacy, then, indeed

has a potential to make a difference in student learning.

2.6 The Immediacy Construct

Nussbaum (1992) acknowledges that proper use of power and effective teacher
behaviors are directly related to learning outcomes and students’ positive evaluation
of teachers. Richmond and McCroskey (2000) have also acknowledged that nearly
forty years of research has found an association between increased cognitive learning,
positive affect, positive student evaluations of teachers and immediacy behaviors.
They also convey the immediate communication principle which is that the interactants
will prefer, evaluate highly and like others who are immediate over the others who are
not (p. 86), which guides this study as to accomplish compliance with students.
Richmond, McCroskey and Johnson (2003) note that, from the point of view of
immediate communication principle, immediacy behaviors can be under the control of
communicators to be used as tools with which to influence the responses of others.

It should also be noted that Mehrabian (1967, 1969, 1971) is the father of
contemporary view of immediacy who conveys that people are drawn to people they
like and eschew the ones they do not. McCroskey et al. (2016) comment that teacher
influence can be enhanced through teacher immediacy and certain generalizations can
be drawn from the literature such as students will comply with immediate teachers or

immediacy determines the degree of power students grant teachers. Teven (2001) also
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believes that the rapport between students and teachers achieved through a good

relationship determines student performance and interest (p. 159).

Teacher immediacy, as a teacher behavior, indeed has a consolidated place in the field
of both communication and education informing classroom setting (Chesebro &
McCroskey, 1998, 2000, 2001). Improving teachers’ strategic competence over
nonverbal and verbal immediacy behaviors, emphasizing its importance for teacher
education programs, would positively impact learning outcomes and teacher-student
interaction, resulting in course achievement and attendance to classes. McCroskey et
al. (2016), as if picturing the problems and hypotheses of this study, conclude the
following:
We have argued for years that the primary function of teachers' verbal behavior
in the classroom is to give content to improve students' cognitive learning. The
primary function of teachers' nonverbal behavior in the classroom is to improve
affect or liking for the subject matter, teacher, and class, and to increase the
desire to learn more about the subject matter. One step toward that is the
development of a positive affective relationship between the student and
teacher. When the teacher improves affect through effective nonverbal
behavior, then the student is likely to listen more, learn more, and have a more
positive attitude about school. Effective classroom communication between
teacher and student is the key to a positive affect toward learning. As
communication improves between teacher and student, so does affect. When
teachers are trained to use verbal and nonverbal communication in the
classroom more effectively, student-teacher relationships improve and so do
the students' affective and cognitive learning. When positive affectis present,
learning increases. (p. 169)
Kelley and Gorham (1988) also report and present a strong relationship between
immediacy and cognitive as well as affective learning. However, as discussed earlier,
this vast amount of research mostly derived data from Anglo culture of the United

States and further research has always been encouraged across cultures. McCroskey et

al. (2016) lament that rather than demanding more evidence for such a relationship, it

33



is now time to disprove it. The cross-cultural reality of this study will have a valuable

contribution to the field in this regard.

This study has three latent variables namely nonverbal immediacy, teacher humor and
teacher confirmation. Having mentioned nonverbal immediacy earlier, use of humor,
praise, teacher’s willingness to converse in and out of the classroom and willingness
to give feedback, asking students about their thoughts on assignments etc., all
contribute to verbal immediacy (Gorham, 1988) and directly relate to other latent
variables of the study, i.e., teacher humor orientation and teacher confirmation. They
overall can be considered as teacher immediacy. Apart from the present study’s factor
analysis of the latent variables that validated the expected correlations, there are also
studies m the literature which noticed connections between confirmation and
immediacy (Ellis, 2000) or humor and immediacy (Banas, Dunbar, Rodriguez & Liu,
2011). Furthermore, Bolkan and Goodboy (2014) assert that even though nonverbal
immediacy, confirmation and humor are distinct behaviors, “they are frequently
employed in conjunction with one another, and their collective use in the classroom
may be appropriately described as reflecting a core set of behaviors” (p. 137). They
also note that there are plenty of studies suggesting students’ perceptions of their
learning are positively associated with nonverbal immediacy (Witt, Wheeless, &
Allen, 2004), humor (Ziv, 1988) and teacher confirmation (Goodboy & Myers, 2008),
which may ultimately lead to affective responses and attendance the relation of which
has been discussed earlier. Such findings informed the construction and combination

of the variables of this study.
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2.6.1 Nonverbal Immediacy

It is a well-accepted definition that immediacy is the degree of perceived physical
and/or psychological closeness between teachers and students (McCroskey et al.,
2016). However, as for the distinction between nonverbal and verbal immediacy, there
is an interwoven relationship to delve into and clarify. It has been revealed that when
physical distance is reduced, psychological closeness is fostered, which results in more
immediacy (Aiello & Cooper, 1972; Burroughs, 2007). When nonverbally immediate,
such distance is reduced evoking psychological closeness. It has been discussed earlier
that nonverbal messages provide a basis for verbal messages to come, i.e., they are not
easily controlled and thus trusted more. Teachers starting with a nonverbally
immediate tone can build on verbal immediacy overall achieving teacher immediacy

and fostering teacher effectiveness.

Although it is contended that immediacy should be thought of as a nonverbal construct
(Richmond et al., 2003) for the fact that no measures could be developed for verbal
immediacy (Mottet & Richmond, 1998; Robinson & Richmond, 1995), confirmation
and humor related behaviors are still contributed to verbal immediacy (McCroskey et
al., 2016), composing overall teacher immediacy with nonverbal immediacy. Thereby,
even though they are not claimed to be the measurements of verbal immediacy, humor
and conformation still do fall into the category of verbal immediacy for the fact that
they can be utilized as tools to reduce psychological distance between students and

teachers.

Richmond etal. (1987) define nonverbal immediacy as a relational language perceived
to convey closeness, affective feelings of warmth, and belonging. Andersen (1979)

defines it as the implicit use of closeness-inducing behavioral cues. For educational
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context, Andersen (1978) conveys that the term of ‘nonverbal immediacy’ was adopted
and it served as a roof term for several teaching behaviors found in isolation such as
smiling, sitting near, etc. to be associated with effective teaching. Butland and Beebe
(1992) also contend that nonverbal immediacy increases student learning, information
recall and student perceptions of teacher effectiveness. Hence, Ozmen (2010) further
accentuates that nonverbal immediacy, specifically in education, stands at a critical
point in terms of its impact on student learning, student motivation, nature of power

and such other critical issues.

Verbal immediacy has been found to correlate with nonverbal immediacy and effective
teaching (Edwards & Edwards, 2001; Gorham, 1988). Moreover, student motivation,
perceived affective and cognitive learning also have been found related to verbal
immediacy (Christophel, 1990). Research has also revealed that verbal immediacy
increases student willingness to participate in and contribute to class discussions
(Christensen, Curley, Marquez, & Menzel, 1995; Menzel & Carrell, 1999) and when
applied properly to teaching, it increases student cognitive, affective, and behavioral
learning (Christophel, 1990; Gorham & Christophel, 1990; Richmond, Plax,
McCroskey & Kearney, 1987). Studies of Butland and Beebe (1992) and Rodriguez et
al. (1996) imply that when combined, these immediate behaviors increase overall
student liking for the course and subject matter, which overall with aforesaid may
result in attendance in our case. Herein, it should be noted that student motivation, as
a significant component of student success (Brophy, 2004; Deci, Vallerand, Pelletier,
& Ryan, 1991), has also been shown to be increased by immediacy with which then

course achievement can be predicted (Velez & Cano, 2008).
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It has been reported that verbal immediacy is mostly expressed through overall
openness and willngness to meet and interact with students, praise and humor
(Edwards & Edwards, 2001; Gorham, 1988), which relates to other two latent variables

of this study, namely humor and confirmation.

2.6.2 Teacher Humor Orientation

It has been discussed that immediate behaviors are significantly associated with
student learning outcome and Gorham (1988) stresses that it was no surprise for humor
to emerge as an aspect of teacher immediacy. With Cosner’s (1959, p. 172) contention
that humor is like an invitation aiming to decrease social distance, Bergler (1956)
argues that humor also aims to reduce conflict and enhance interpersonal relations
having a positive impact overall. Kane, Suls and Tedeschi (1977) further maintain that
humor indicates a joy in relating to others and conveys the benevolence of the source.
Ones who use humor are likable and perceived as attractive, engendering prosocial
behaviors (p. 16). Benefits of humor in a classroom setting has been long studied (e.g.,
Aylor & Opplinger, 2003; Bryant & Zillman, 1989; Kaplan & Pascoe, 1977; White,
2001). The interest in research results from the fact that humor is often used by all
types of teachers (primary, secondary and college) while interacting with students
(Bryant, Cominsky, & Zillman, 1979; Downs, Javidi, & Nussbaum, 1988). There is a
large body of evidence regarding humor’s instructional benefits such as perceived
mtelligence (Gruner, 1966), reducing negative affective states (Smith, Ascough,
Ettinger & Nelson, 1971), friendliness (Gruner & Lampton, 1972), improving student
perceptions of the teacher (Scott, 1976), facilitating teacher-student rapport (Linfield,
1977; Welker, 1977) and enhancing perceptions of competence, delivery, and appeal

(Bryant & Zillmann, 1983). The building of immediate relationship between teachers
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and students with humor may enhance affect, arousal, attention, retention, and learning
(Kelley & Gorham, 1988). Gorham (1988) comments that teachers’ perceived humor
is significantly related to students’ affective responses and some other studies reveal
that humor can increase student interest in course material, which may again lead to
more participation to the classes and attendance (Baughman, 1979; Highet, 1963;
Linfield, 1977; Welker, 1977). Research has also revealed a link between student
learning outcomes and instructor’s use of humor. (Chapman & Crompton, 1978;
Davies & Apter, 1980; Vance, 1987; Wanzer & Frymier, 1999; Ziv, 1988). However,
it should be noted that teachers may ‘overkill’ it as students perceive them as jokers.
For instance, the study of Downs et al. (1988) revealed that award winning college
mstructors were using less humor and it is the teacher’s responsibility “to differentiate
moderate from excessive use of these verbal behaviors, thus contributing to their

ability to relate to students and to overall perceived effectiveness" (p. 139).

Having noticed the comments of Bryant, Comisky, Crane and Zillmann (1980) that
earlier research has failed to produce unequivocal results regarding beneficial use of
humor, Gorham and Christophel (1990) specifically examined the relationship
between humor and expected positive cognitive and affective learning outcomes and
the assumption that humor enhances learning. The results of the study showed that
“the relationship of teachers' use of humor in the classroom to student learning might
best be understood when that use of humor is examined in conjunction with teacher
immediacy” (p. 58). The results very importantly indicated;

The degree to which teachers use other immediacy behaviors along with

humor may affectthese humor/learning relationship and teachers with very low

overall immediacy may not benefit from increasing the proportion of positive
humor if they do not increase their use of other immediacy behaviors as well.

(p. 61)
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Thereby, their study, along with affirming the previous studies that validate the
importance and benefit of teacher humor in classroom setting, suggests its composition
with other immediate behaviors and encourages further research accordingly. Thus, it
is safe to say more immediate teachers use more humor and engender more learning,
which leads and comforts this study to include humor as a variable. Aylor and
Opplinger (2003) encourage teachers to adopt a humorous communication style to
facilitate outside-of-class communication and thus to achieve highly responsive
demeanor from the students’ side. Humor, hereby, combines and complies with teacher

confirmation behaviors perfectly.

Garner’s (20006) study affirms the benefits of humor usage in the classroom. However,
he caveats that the positive effects of humor depend on the appropriate use of humor.
When highly personal or subjective humor takes place, it may be perceived negatively
by students. Same caveat comes from Lei, Cohen and Rustler (2010) that instructors
should avoid negative humor behaviors. They convey that along with psychological,
social and cognitive benefits of humor usage in college classrooms, there might
emerge some drawbacks with excessive or offensive humor and degrading remarks. It
might damage the instructor’s credibility and disconnect students from the course, they
conclude. In a study conducted in adult English as a Second Language classrooms,
Phu Vu and Lan Vu (2012) warned to be cautious and suggested to know the learners

well, being universal and keeping it short and simple while using humor.

Bryant et al.’s (1979) humor types for the classroom was investigated by the study of
Torok, McMorris and Lin (2004). It has been found that types of humor such as funny

comments or professional humor are considered positively while sarcasm or sexual
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and ethnic humor might be perceived negatively. Thereby, various research indicate
that it is not safe to say all humor is appropriate for the classroom context (Bryant et
al., 1979; Bekelja, Bainbridge, Wojtaszczyk & Smith, 2006; Neuliep, 1991; Torok et
al., 2004). In short, usage of humor in the classroom setting should be approached with
great care by instructors since there only exists evidence for its benefits as long as it is
used strategically well. The sensitive nature of this construct might offend students or
disconnect them when used carelessly. It might cause students to deny humorous acts

of instructors lacking appropriateness.

2.6.3 Teacher Confirmation

When literature is reviewed, it strikes as an undeniable fact that effective
communication behaviors are very important on student outcome (Waldeck, Kearney
& Plax, 2001). It has also been discussed that positive instructor behaviors such as
humor or nonverbal immediacy increase student learning and affect (Kramer & Pier,
1999; Nussbaum, 1992). Goodboy and Myers (2008) further accentuate that one other
teacher behavior that impacts learning and affect is teacher confirmation. Laing (1961)
defines confirmation as to cause one to feel valued, endorsed and recognized as unique
individuals. Cissna and Sieburg, (1981) defines it as “confirming behaviors are those
that permit people to experience their own being and significance as well as their
connectedness with others” (p. 269). In spite of the fact that confirmation is firstly
studied in interpersonal communication field (Laing, 1961; Watzlawick et al., 1967),
Ellis (2000, 2004) assessed its value in instructional context and conveyed that teacher
confirmation transpires when students are recognized and acknowledged as significant

and valuable individuals by their instructors.
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Ellis (2000) found that students’ cognitive and affective learning were positively
related to perceived teacher confirmation. Turman and Schrodt’s (2006) study revealed
that perceived teacher conformation was positively related to an instructor’s perceived
use of reward, expert and referent power, which can be considered as prosocial
messages eliciting greater affective learning as mentioned and supported earlier by the
study of Plax et al. (1986). Research (Cahn, 1984; Schrodt, Turman & Soliz, 2006)
also indicate that student-centered behaviors, ie., confirmatory behaviors, such as
showing interest or responding questions lead to perceived mstructor understanding
and subsequently positive instructor evaluations, which may result in positive student
manners and affect. Overall, the fact that confirming instructors may meet the needs
of students by being approachable and open may require fewer needs for students to
communicate but focus. Indeed, students are most satisfied and motivated to learn with
confirming teachers (Goodboy & Myers, 2008). In light of such findings, teacher

confirmation takes its place in present study.

With the research of Ellis (2000, 2004) revealing that teacher confirmation promotes
active student learning and with the contention of Rosenfeld and Jarrard (1985) that
classroom climate is important since it contributes student personal growth, Goodboy
and Myers (2008) note that teacher confirmation may create a supportive classroom
climate in this regard and ultimately it should increase positive student communication
and lead to differences in learning outcomes. In their study, they came to the
conclusion that competent instruction indeed involves teacher confirmation. They
further suggested that, if confirmation behaviors are not employed by the instructors,

it may hinder student learning and desired student communication (p. 172).
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Ellis (2000) claims teacher confirmation relating student learning has been severely
understudied and conveys that “little empirical attention has been paid to the
confirmation construct in general and, in particular, to the role of teacher confirmation
in educational contexts, such as the college classroom” (p. 265). College classroom
detail is important here since preparatory school students are in a transitional period in
their lives that they begin to develop their identities and seek endorsement or
recognition. Affirming its attention-seeking place in the literature and students’
readiness for the impact of teacher confirmation, sample composition of this study

hence comply with the variable of teacher confirmation.

Goodboy and Myers (2008, p. 174), to facilitate teacher-student communication,
suggest to implement and utilize teacher confirmation behaviors in classrooms. They
also maintain that student motivation was highest not in the confirming condition but
in the somewhat confirming condition. Titsworth’s (2004) study supports their caveat
with that high levels of teacher immediacy are not perceived as favorably by students
as moderate levels, thus overuse of it may appear too confirming, unnatural and unreal.
Thus, it is important to have a mild balance utilizing such behaviors and to eschew
‘overkill’ regarding nonverbal immediacy, humor and teacher confirmation. Lastly,
confirmation has been claimed to be a reciprocal process (Leth, 1977; Sundell, 1972),
which relates to the theory of interactional adaptation and presumably more teacher
satisfaction and less attrition. Overall, along with other latent variables of this study,
teacher confirmation has an important place in the context of education to be discussed

and utilized properly.
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2.7 Teacher Immediacy and Foreign Language Teaching

In her study, Ballester (2013) reports that learners of a foreign language feel more
inclined to participate and more self-confident in their language skills with an
immediate teacher. She further comments that “immediacy appears to favor affectin
any classroom situation but further research is necessary, particularly in foreign
language learning classrooms, where emotion plays a central role” (p. 20). She
examined a sample, very simple to the sample of the present study, where first year
university students taking an English as a foreign language course. She conveys that
such an mitial contact with a language course in the beginning of the university years
creates high levels of foreign language anxiety among students and this anxiety can be
eased by addressing affective domain. The relationship between teacher immediacy
and affective domain has been emphasized through the previous parts of the present
study. However, in the context of foreign language, the place of teacher-student
nteraction can be discussed through Krashen’s (1982) affective filter hypothesis. He
argues anxiety may hinder input to transform into intake, ie., transforming uttered
elements into comprehension. He further postulates that the more successful methods
are the ones that encourage a low filter by creating a relaxed atmosphere in which
students do not feel defensive. Deneire (1995) herein notes that such high anxiety may
provoke frustration and aggressive reactions for beginning foreign language learners.
He urges that tension can be released though intellectual in-class humor used by the
teacher and sees humor is an invaluable help in such regard. He concludes that
mtellectual humor serves as a great help in reaching the objectives of foreign language
teaching methodology. Nonverbal communication, on the other hand, should also not

be overlooked in foreign language teaching. Allen (1999) discusses nonverbal
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messages as dimensions of grammatical, sociolinguistic and strategic competence with
which competency of paralinguistic elements, appropriateness and effectiveness are
achieved. With Allen’s assertion that nonverbal communication foster attention,
provide additional context and facilitate recall in language decoding, Ozmen (2010)
note that it is also the teacher’s duty to realize such assertion by securing attention,
providing various contexts and aid recalling of information for students. Moreover,
teachers’ use of nonverbals may be reciprocated by students, for example, to express
a word by hand that cannot be recalled, which also links to the theory of istructional
adaptation. This reciprocal nature of nonverbal communication has been stressed by
Darn (2005) conveying that its proper utilization fosters both language learner
experiences of student and teacher effectiveness. Teacher confirmation also completes
and collaborates with such a set of behaviors by reducing the distance between teachers
and students, creating a rapport, an openness and a mutual understanding leading to an
easiness for students to perform the target language fearlessly free of tension. Then,
Ballester (2013) concludes that “teacher immediacy is indeed a key factor to motivate
students, ease their pressure and favor their willingness to learn and participate in

class” (p. 9).
2.8 Theory Development in Instructional Communication

Dubin (1978) notes that we need theories to impose order on unordered experiences
(p. 6). Theories are sets of interrelated concepts and/or prepositions presenting a
systematic view of phenomena with the purpose of explaining and helping individua s
organize their experiences (Kerlinger, 1986; Shaw & Costanzo, 1970). In the study of
mstructional communication, regarding teaching, learning and communication, there

exists such variables as teaching satisfaction, teaching motivation, student learning,
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student compliance, nonverbal immediacy, humor, confirmation and so on. There is a
large body of researchthat includes these variables in the field and studies different
variations of them. Anacademic culture transpired within the field as time has passed.
Every above-referenced variable has its own domain, myriad related research and
many knowledge claims. This study tries to have an interpretation of this academic
culture, composes its own philosophy stemming from the tenets of the field and tries
to create its own special case by its variables and predictions. As in theorizing and
imposing order on this paper to present a systematic view, rhetorical/relational goal
theory and relational power and instructional influence theory from the field should be

discussed as it relates to adopted interpersonal adaptation theory.

To startwith, rhetorical/relational goal theory, as the names suggest, includes teachers’
rhetorical and relational goals and students’ relational and academic needs as variables.
It has been revealed by the research that learning outcomes are influenced by the
teacher communication behaviors and the student communication behaviors as well,
conveying a reciprocal nature (Frymier, 1993a, 1993b; Wooten & McCroskey, 1996).
Earlier in the paper, the rhetorical and relational traditions in communication have
been discussed highlighting the purposes of influencing and maintaining relationships.
Herein, there are two driving forces in the classroom, i.e., teacher goals and student
goals/needs. The needs of students can be thought of as relational and academic. As
for their academic needs, Milton, Pollio, and Eison (1986) make the distinction
between learning oriented and grade oriented. Whereas for the latter the focus revolves
around obtaining just grades, for the former the focus on learning the content
considering the ideas and information significant. As for their relational needs, the

contention is that students need to receive confirmation as persons and receive ego

45



support (Ellis, 2000; Frymier & Houser 2000). McCroskey etal. (2016) comment that
research on immediacy always reaffirmed such relational needs of students. Yet, they
propose that although students have both of these needs, different students will be
driven by different needs. Teacher goals, on the other hand, are rhetorical and
relational. When teachers emphasize relational goals, they consider learning as a
collaborative work and try to engage students in dialogue whereas with rhetorical
goals, they act as disseminators of knowledge relying on the lecture method. Similar
to the previous proposition, McCroskey et al. (2016) also propose that teachers have
both types of goals and only differ in the emphasis. They follow a pattern in
propositions and further report that effective teaching takes place when teachers have
these goals and utilize communication strategies to reach them. Moreover, when
students’ needs are met, they become more satisfied. In order to do so, communication
behaviors such as immediacy are used strategically by the teachers. Overall, students
have their needs and teachers have their goals. For an effective teaching and
accomplishing rhetorical and/or relational goals, teachers can utilize their

communication behaviors and meet students’ needs.

Relational power and instructional influence theory discusses power as a property of
social relation and focuses on how teachers and students influence each other through
relational power. As relationships involve influence (Berger, 1994), power is
negotiated on the basis of how well students’ as well as teachers’ needs are met. For
long-term influence, affective domain of the students may be targeted by the teachers.
Plax and Kearney (1992) note that teachers’ ability to influence relies on the relational
power that students yield to them. Then, students’ ability to influence and demand their

needs would again depend on how much they comply with teachers’ needs. Thus, there
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is a constant, relational and reciprocal negotiation asto which teacher can accomplish
effective teaching. It is the believed that the quality of teacher-student relationship is
positively related to relational power (Barraclough & Stewart, 1992; McCroskey &
Richmond, 1992) and this relational development canbe enhanced through verbal and

nonverbal communication (McCroskey etal., 2016).

2.9 Interpersonal Adaptation Theory

It has been noted earlier that integration of other theories in the field of instructional
communication is valuable and, till this point, the attempt to link this to IAT has been
founded mostly on the concept of reciprocity. Therefore, it is appropriate to delve into

the tenets of IAT and consolidate its place in the present study.

Although the terms (interpersonal-interactional) might be used interchangeably, it
should be noted that interpersonal adaptation theories and interactional adaptation
theory have an interesting and intertwined nature to be discussed. Interpersonal
adaptation theory exists as a greater construct and referred to as the theory of theories.
It overall examines dyadic interaction patterns. In the study of interpersonal
communication and behavioral adaptation, there are different types of models and
theories derived from biological, neurophysiological, psychological, sociological and
communicative domains. Among these various interpersonal adaptation models,
interactional adaptation theory falls into the category of communicative models.
However, Burgoon et al.’s (1995) seminal work on the emergence of interactional
adaptation theory discusses all the pre-existing models, detects their possible lacks
and, with the lessons learned, offers a comprehensive final model. In this way, it
connects the end to the source with a review of the field’s research path. It might be

the reason why they (interpersonal-interactional) are used alternatively as in
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terminology. However, it should be noted that interactional adaptation theory is a
communicative model among the other models of interpersonal adaptation theories
and, depending on the scope of a research, it can be exploited in conjunction with the

other adaptation models.

Interpersonal adaptation can be posited as a fundamental and pervasive human
behavior. Interpersonal adaptation is the process where one mteractant aligns his or
her behavior to the other’s. Such adaptation takes different forms namely reciprocity,
compensation, accommodation, convergence, divergence, mimicry, matching,
interactional synchrony and mirroring. Cappella (1991) asserts that with a range of
behaviors such as proximity, posture changes, loudness, etc., interactants adjust to each
other and develop a pattern of mnteraction defining and reflecting their relationship.
Bernieri and Rosenthal (1991) concludes that these behaviors are “non-random,
patterned or synchronized in both time and form” (p. 403). Cappella’s work (1997)
provides evidence regarding the importance of the theory such as that mutual
adaptation is pervasive, happens in the earliest forms of encounter (like a teacher
stepping into a class before a new cohort of students), relates to important relational
outcomes and engenders individual differences in social skills. Therefore, Burgoon,
Dunbar and White (2014) note that such a pervasive process expectedly has led to
wide-ranging applicability and multidisciplinary attention. In light and spite of such
facts, the field of education has still a lot to benefit from behavioral adaptation theories

and models.

Interpersonal adaptation has advantages such as relationship development, social
influence, marking of cultural and individual differences, maintaining social

organization as well as some adverse effects. Firstly, one way of developing a close
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relationship can be the rapport created and assisted by interpersonal adaptation.
Research indicates that when behaviors are in coordination and sync, the interaction
becomes more pleasant and engaging (Chartrand & Bargh, 1999; Lakin & Chartrand,
2003). Postulating further, it promotes attractiveness, empathy and prosocial attitudes
(Fischer-Lokou, Martin, Guéguen & Lamy, 2011; Gueguen 2009; van Baaren,
Holland, Kawakami & van Knippenberg, 2004). Secondly, as for social influence, it
may cause to higher tips for waiters, better negotiation outcomes or a change in voting
behaviors due to its prosocial concepts such as mimicry etc. (Maddux, Mullin, &
Galinsky, 2008; Stel & Harinck, 2011; van Baaren, Holland, Steenaert & van
Knippenberg, 2003). Thirdly, Lumsden et al. (2012) found that synchronization of
nonverbal behaviors depends on individuals with or without prosocial motivations.
Sanchez-Burks, Bartel and Blount’s (2009) study reported a difference in the anxiety
level between Anglo and Latino managers when they experience a high level of
mirroring from interviewees. These last two studies put an emphasis on individual and
cross-cultural differences that adaptation patterns might mark and inform about.
Finally, Gouldner (1960) believes that in the sense of preserving cooperative relations
in society and maintaining social organization, reciprocity is a fundamental and
universal principle. However, along with these good parts, adaptation may have
detrimental effects on relationships resulting from negative reciprocity (this negativity
here relates to the outcomes of the form rather than the form itself) such as abuse or
verbal aggressiveness (Cordova et al., 1993; Sabourin, 1995). Let’s take mimicry as
an example of adaptation strategy. It might translate into empathy or mockery. It
depends on the magnitude of performing it and the background of the situation. Which
is to say, when one mimics the other exaggeratedly and/or without a reason to do so,

it will be annoying and perceived as mockery. Herein, the strategic dimension of
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adaptation patterns emerges for the ones who try to study and understand its nature.
Delving into such patterns occurring through interactions might let teachers to be more
aware and competent to mark and tweak it for instructional purposes. As to conclude
the importance of interaction adaptation, Cappella (1981) delivers beautifully:
“The one incontrovertible conclusion derived from this review is that mutual
influence in expressive behaviors is a pervasive feature of social interaction,
found across a variety of behaviors. This pervasiveness extends not only across
behaviors but across developmental time. Very young infants, in their 1st
weeks of life, and their adult caretakers show the kind of compensatory and
reciprocal influences that adults exhibit later. I find such evidence striking
testimony to the fundamental nature of mutual influence in human social

behavior. One must be awed by the flexible yet patterned responses that social
actors make to one another.” (p. 123)

Such patterned nature and its flexibility of behavior adaptation offers a lot to social
science studies to be understood and functionalized and especially to education where

teachers and students are in constant interaction with one another.

The theory has been introduced by Burgoon, Stern, and Dillman (1995) to address the
undervalued effect of interactional behaviors on dyads and it is designed to predict and
explain the patterns of adaptation that occur in interaction. Even though it mostly
focuses on daily dyadic interactions, and is comprised of two people, it is not difficult
to perceive that their work has such a heuristic value to be interpreted and integrated.
This mtegration happens into family relations or business interactions but also into
teacher-student exchanges (Burgoon et al., 1995, p. 15). Herein, immediacy and thus
enhanced affection will help teachers to exist on amore individualistic dimension with
students paving the way for interactional adaptation’s dyadic nature to be integrated

and exploited both theoretically and practically. The theory has mainly nine guiding
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principles and five fundamental concepts. The fourth, fifth and sixth guiding principles

can be discussed as it can be directly linked to teacher-student interaction.

As the fourth principle conveys, on a polite social dimension, people tend to match
and reciprocate each other’s behaviors. However, it has been argued that it happens
more when there are no role-related behaviors, such as two strangers would smile at
each other at a gathering, yet not in a routine task interaction in a workplace where
compensatory patterns take place instead or in a classroom. For instance, Mahl (1987)
found that extreme close or far distances led to failure in therapy sessions since this
extreme degree of distance created some urge to compensate by moving closer or
farther. Such urges may distract people from being fulfilled. Thereby, in the education
context, teachers’ proxemics and physical being with students can be perceived

similarly that letting such urge to emerge may lead to discomfort and loss of focus.

As for the fifth guiding principle, on the communication level, both reciprocity and
compensation may occur. For instance, to create rapport an interactant might perform
reciprocity like responding to a smile with a smile, while a librarian might compensate
by lowering his or her voice to send a message to one who speaks loudly. At this
juncture, Palmer and Simmons (1993) acknowledge that for eliciting the intended
behaviors, such nonverbal behaviors can be strategically utilized. However, they note
that selection of such strategies occurs automatically and in a covert way. Burgoon et
al. (1995) presume here that the same applies for adaptation patterns. Nevertheless, at
the end, interactants achieve their interactional goals. Teachers then perhaps with the
right training, may become autonomous to apply such nonverbal behaviors to achieve

instructional objectives.
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The sixth principle communicates that despite biological and sociological pressures to
adapt and change, there are several other factors such as awareness, ability or culture
affecting the degree of adaptation. Which is to say, early establishment of interaction
patterns will probably show consistency over time. Teachers and students’ early

mteractions therefore gains importance as to establishing perpetual patterns.

The fundamental concepts of the theory, on the other hand, might take up a prescriptive
mission as well as descriptive, which may help us to delineate and predict interaction
patterns among teachers and students along with possible strategic moves to be applied
when the system of the model is understood. Burgoon et al. (1995) follow the principle
Ockham’s razor for a parsimonious model and try to use as few as possible terms to
avoid confusion. Ockham’s razor principle dictates to use no more assumptions than
necessary. Burgoon and others also acknowledge the probable hazards of such
simplification and invite readers to join developing the model in the future. With the
experience and critique of previous models, they come up with five fundamental
concepts, the first three of which are required (R), expected (E) and desired (D) levels
of behavior. Required level refers to basic human drives and needs such as safety,
comfort, survival, affiliation, etc. Biological factors strongly influence R level.
Expectation level is based on social norms and it mostly reflects social factors,
stemming from cultural norms. It is the expected norm, for instance, to salute back.
Desired level, on the other hand, is quite personalized including one’s goals, likes and
dislikes. D level is about personal-specific factors. As in the example of saluting, it
becomes an idiosyncratic behavior (e.g. fist-bump) between two close friends. These
three levels are interrelated, that is, one may be influenced by the other two. RED

levels come together and combine to predict the fourth concept, which is the

52



interactional position, or IP. It is the behavioral predisposition of a person. It might be
self’s likely behavioral choice or the partner’s. It is canbe considered as the expected

interactional positioning of the interactants.

In classroom context, for example, when students’ biological needs are not satisfied,
their IP will be conditioned out of hunger or need for the bathroom. Teachers then
cannot expect students to be interactionally positioned to comply with the instructional
objectives. Thus, they should consider such needs, be in an open communication with

students and try to eliminate such hurdles before starting lessons.

Burgoon et al. (1995) accentuate that in time “interaction patterns become less
restrained by cultural norms and biological imperatives (less ritualistic) and more
governed by individual psychological differences; that is, they become more
idiosyncratic and dyadically negotiated” (p. 269). In an educational context then,
when teachers and students meet for the first time, E is the dominant behavioral level
on the IP. However, say, towards the end of a semester, D level reveals itself and
students abide less and there transpires a negotiation between them and teachers
regarding their personal desires. It implies the importance of the interaction from the
beginning of the semester to the end since the negotiation settles itself along the way

in an idiosyncratic fashion.

In the case of education, since it cannot be the students, it is the teachers who are the
agents to be trained aware of such possible interaction patterns and communicatively
thus strategically competent. In a way, teaching is causing behavioral adaptation
already by definition. However, the direction the students adapt their behaviors to is

what IAT might inform us about.
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The theory posits that the direction of behavioral adaptation is toward whichever more
positively valenced, that is, liked, the IP or A. Students’ IP and teachers’ A can be
compared here. Teachers and students spend a relatively long time together. As
mentioned before, among RED levels of behavior, desired (D) level of behaviors has
its superior influence on the IP with the increased familiarity. Thereby, it results in the
negotiation of interaction patterns between teachers and students through the
semesters, which highlights the importance of communication in class if it is to aim to

cause a change i student behavior.

From another perspective, initially, students’ IP is more positively valenced and liked
than teachers’ A since they do not know him or her fully and trust their IP. Most of the
time, their anti-learning dispositions consolidate ther IP. Thus, it makes things
difficult for teachers to accomplish compliance in the classroom due to students’
divergent behaviors. However, as mentioned earlier, interaction patterns are open to
negotiation as students spend time with teachers and it gives a chance to teachers to
have the impact. Burgoon et al. (1995) contend that the objective is to minimize the
gap between A and IP by modelling the desired behavior and expecting a reciprocal
response. To direct valencing/liking towards teachers’ A, then, teachers’ prosocial
messages may play an important role. As though it was a desired behavioral adaptation

case for classrooms, they note that;

“Consider the alternative where the discrepancy is positively valenced (ie., A
> [P) and may be a positive violation of expectations. We predict that
interactants will be propelled in the direction of A, that is, they will converge
behavior toward that of the partner, resulting in matching or reciprocity. Such
movements have the advantage of shifting own behavior toward a more desired
objective and possibly achieving greater behavioral meshing”. (p. 270)
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Such discrepancy and a valence shift toward teachers’ A will result from teacher
immediacy and their prosocial approach and thus result in matching and reciprocity
creating harmonious teacher-student interactions. Enhanced immediacy will also be an

aid for teachers to exist on a dyadic level with students.

Burgoon et al. (1995) also stress that IAT does not imply causality or linearity and
state that behaviors have a curvilinear relationship with evaluation. However, the
heuristic value of the model is evident and integration of it to the field of education
may indeed lead to ripple effects both theoretically and practically. These discussed

and interpreted assumptions of IAT will be tested on the case of this study.

2.10 Attendance

Attendance, especially as students get older, stands as a major concern for educators
(Devadoss & Foltz; 1996; Romer, 1993). There have been a body of literature
engendered through time, which revealed student-related reasons for absenteeism such
as students’ feeling that class was boring, the presence of other ways to learn or having
notes, weather conditions, feeling tired or sick, student motivation, usage of drugs or
alcohol, doing work for other classes and paying for one’s own education (Devadoss
& Foltz, 1996; Galichon & Friedman, 1985; Romer, 1993; Van Blerkom, 1992). Same
body of literature also notes class meeting times and days as other variables that are
beyond the control of students influencing attendance. Rocca (2004) accentuates that,
even though it is important to take student-related factors into account to understand
absenteeism, the impact of istructors on attendance did not get enough attention and
related research is rare. It has been found that teacher liking, teachers with awards and
teachers who receive good student evaluations are signs of better student attendance

(Devadoss & Foltz, 1996; Galichon & Friedman, 1985; Romer, 1993). However, there
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certainly exists a need for further research investigating instructor variables. Since
research is mostly on student related factors in the literature, Beaulieu (1984) also
conveys that other variables of other populations such as instructors ought to be
examined further. Herein, Rocca (2004) did a study on the relationship between
attendance and teacher immediacy in higher education and found immediacy
positively related to attendance. The study utilized self-reports attendance measures
and it has been revealed that when instructors are perceived as immediate, students
reported missing fewer classes and attending more. The results have been supported
by the real absenteeism data obtained from the institution. In another study, Mottet et
al. (2006) found that nonverbal immediacy preserved student affect toward the
mstructor regardless of the workload. The connection between affective domain and
attendance has been tried to be drawn through the present study and thereby
hypotheses have been formed accordingly. At this juncture, the cultural dimension of
the teacher immediacy interpretations and its relation to affective learning is an
important aspect to consider. Research exists regarding this issue and suggests
differences among cultural backgrounds of students (McCroskey et al., 1996; Powell
& Harville, 1990; Sanders & Wiseman, 1990). Thus, the present study carries a
cultural value to contribute to the literature in this regard. Teacher immediacy, by
reducing psychological distance, positively influence student motivation, their desire
to seek out-of-class contact and ultimately decrease absenteeism (Christophel, 1990;
Jaasma & Koper, 1999; Rocca, 2004). The present study therefore forms its own case
in its own cultural background. Rocca (2004) uses nonverbal immediacy as a variable
of teacher immediacy. Nevertheless, she concludes her study with the future directions
that other instructor communication variables, which are humor or confirmation in our

case, should be included to investigate the impact of teacher-student interaction on
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student attendance. Overall, it is a plain fact that attendance is a fundamental condition
for classroom communication to take place and research on it is warranted. The
significant relationship between attendance and class performance has been confirmed
(Romer, 1993; White, 1992). Thus, Devadoss and Foltz (1996) urge that “the clear
challenge to educators is to identify and implement measures that will increase class

attendance” (p. 506). The present study confronts this challenge.

2.11 Summary

The approach of the present study and related studies have been conveyed and
discussed through the chapter. After the introductory chapter, this chapter has
mvestigated and delved into the basic concepts, theories and related studies of the
thesis deeper. Instructional communication forms the biggest portion of the study.
Thus, the chapter begins with it and provides a base to build on. Then, panecastic
philosophy has been discussed as it relates to the approach of thesis and delineates a
bigger picture to pursue after. The immediacy construct has been examined in detail
next since it serves as a center of gravity that the thesis revolves around. Having shed
light on the variables, foreign language teaching and its relations to the study have
been discussed since the study is conducted in such a setting. It is followed by
theoretical perspectives that guide the thesis after which a transition to interactional
adaptation theory took place. After setting the intertwined theoretical framework, the

attendance issue and its related literature concludes the chapter.

While the study prepares itself for its specific case,a preparatory school in a Turkish
university, the chapter alone provides insights for educational practitioners and
researchers across grades thanks to its attempt to present an overall composition of

readers’ possible interests. Houser (2002) points out that immediacy research, datum
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point of this thesis, and its related variables has always caused positive responses from
students of all ages for immediate and approachable teachers. Therefore, the chapter
informs a variety of populations, say, practitioners of K-12, preparatory school
mstructors and researchers from related fields thanks to the merits of such a
compilation. Moreover, educational leaders as well play an important role in the
system and they might also consider the tenets of the present study. For instance,
Shulman (1986) indicates a disagreement among educational leaders regarding their
perception on what constitutes teacher effectiveness in spite of the presence of such
assessment instruments. McCroskey and Richmond (1991) convey that it is a
responsibility of instructional leaders that they should model effective mnstructional
communication behaviors, ie., they ought to walk the talk. Thereby, educational
leaders too reserve their places as an audience in this study. At his juncture, what this
study tries to convey about teachers can be easily conceived as being nice, thus there
exists a misperception toward effective instructors. In case of an instructor who is
relational and rhetorically effective, students feel free to make demands but comply
with instructional demands in return whereas such negotiation does not transpire with
less effective teachers. McCroskey et al. (2016, p. 304) herein lament that effective
teachers are misperceived as being easy and/or lacking rigor in their classes. However,
they further comment that those are the teachers in demand and utilizing such
communication principles make them more rigorous. Exceptional teachers are always
a bit margnal due to the nature of communication they are able to develop with

students. Such misperception on communicatively able teachers should be obviated.

The chapter then can be concluded with the postulation of Bregman (1977) who views

all behavior as the novel compositions of established properties. From this standpoint,
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Greene (1984) argues that “if we are to develop models of the communicative output
system, then we must come to grips with the concurrent novel and repetitive aspects
of social behavior, suggesting two basic processes: selection of old elements and
construction of novel patterns” (p. 290). Even if such understanding mostly informs
research in cognition and language, it evidently relates to student outcomes as
communicative outputs. Hence, the methodology part of the present study with its
instrumentation indeed presents a combination of pre-existing immediacy elements
and provide a novel communication pattern for teachers to follow to achieve

instructional goals and effectiveness.
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CHAPTER 3

METHODOLOGY

3.1 Overview ofthe Chapter

This chapter presents information about the overall design of the study, sampling,

mstrumentation, data collection procedure, and data analysis.

3.2 Overall Design of the Study

For a study to truly follow a mixed method research design and to be called so, there
needs to be a true integration of findings and inferences of both types (Tashakkori &
Creswell, 2007, p. 4). Thus, the nature of a mixed research design, which has both
quantitative and qualitative components, depends upon this integration issue. Herein,
Teddlie and Tashakkori (2006) convey that when there is little or no integration of
findings that are collected both qualitatively and quantitatively, the design can be
labelled as quasi-mixed. The present study has the focus on mostly its quantitative
component with the questionnaire, which is followed by interviews conducted with
students. Therefore, the design of the present study is Quasi-Mixed, since there is no
true integration of qualitative findings that is treated as merely supplementary. The

qualitative side of the design simply aims to enhance the study.

The aim of the present study is to delineate the nature of teacher-student interaction at

a foundation Turkish university’s preparatory school, seek relationship between this
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mteraction and students’ perceived attendance and uncover some anecdotal data to
gain some insights regarding this interaction through students’ perceptions. Thence, to
find answers for such issues, both quantitative and qualitative data were necessary. For
the quantitative part, the researcher has developed a scale named The TSIS (Teacher-
Student Interaction Scale). Descriptive and inferential analyses further have taken
place to find some answers for the research questions. IBM SPSS Statistics 24 was
used to conduct the analyses. As for the qualitative part, the researcher has followed
the suggestions of Teddlie and Tashakkori (2009, p. 200) regarding structuring the

Interviews.

3.3 Research Questions

The research questions regarding the purpose of this study are listed below:

1. What is the nature of teacher-student interaction in a preparatory school of a

foundation university in Turkey?

2. Is there a significant relationship between teacher-student interaction and

students’ level of perceived attendance?

3. What are the views of students about the salient themes of teacher-student
mteraction surveys conducted in their university and about the effect of these

themes on their attendance?

3.4 Sample

The sample of the study consists of 180 university preparatory school students at a
foundation university in Turkey. The nature of teacher student interaction at a specific
institution and students’ perceptions regarding such interaction have been examined

descriptively without further generalizability claims. Therefore, convenience sampling
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has been chosen for this study to exploit the readily available participants to the
researcher and to collect data in a practical way. This sampling method can also be
considered effective for scale construction processes and piloting. The student
population of the preparatory school in the studied university was already not large.
Thus, the researcher tried to reach them all. The university had two campuses, one in
Nevsehir and one in Istanbul. The researcher himself visited every classroom in
Nevsehir campus and conducted the questionnaire. For the campus in Istanbul,
previously informed mstructors applied the questionnaires in their classrooms and sent
them back to the researcher. Very few classes were not included since they were taking

lessons at the time of data collection.

Demographic characteristics of the participant were gathered with the scale applied
such as gender, age, department, employment status and English proficiency of
students, gender of the teachers and class size. There were 117 (65%) female and 63
(35%) male students. The teachers that the questionnaires filled for were all female.
The mean value for the age of the students was 19.7 and for the size of the classroom
it was 23. As for the students’ employment status, 144 (80%) of them stated ‘not
working” while 32 (17.8%) of them responded working as ‘part-time’ and 3 (1.7%) of
them as ‘full-time’. Overall department distribution can be classified as 120 (66.6%)
natural sciences students, 28 (15.6%) social sciences students and 32 (17.8%) non-
respondents. As for participants’ high school type, it is observed that 41 (22.8%) of
them graduated from a private high school, 63 (35%) students from anatolian high
school, 59 (32.8%) students from vocational high school, 3 (1.7%) students from
science high school and 13 (7.2%) of them stated as ‘other’ namely open high school

or religious vocational high school. For the English proficiency level of students, 40
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(22.2%) of them marked Elementary, 64 (35.6%) students marked Pre-Intermediate,
55 (30.6%) students marked Intermediate, 55 (30.6%) students marked Upper-
Intermediate. For the number of the year students have known English follows as 77
(42.8%) for 1-5 years, 68 (37.8%) for 5-10 years and 34 (18.9%) for above 10 years.
Finally, 23 (12.8%) of the students also stated that they knew an extra language rather

than their native tongue or English, which were mostly German and Arabic.

3.5 Instrumentation

The TSIS (Teacher-Student Interaction Scale) was designed to understand the nature
of interaction between the instructors and the students as well as to inquire about
students’ perceived attendance. First of all, it was needed to understand such an
mteraction and to decide the underlying constructs of it. Herein, instructional
communication literature lays the groundwork. It is a field of study which benefits
from three researchareas, i.e., educational psychology, pedagogy, and communication
studies (Mottet & Beebe, 2006). Instructional communication literature focuses on the
learner, the instructor and the meaning exchanged either verbal or nonverbal.
Therefore, it centers on the communicative factors in the teaching-learning process
(Friedrich, 1989; Staton, 1989). After the review of literature, three dimensions
appeared to be proposed, namely Nonverbal Immediacy, Humor and Teacher
Confirmation. For Nonverbal Immediacy, Nonverbal Immediacy Scale - Observer
Report (Richmond, McCroskey & Johnson, 2003), for Humor, Humor Orientation
Scale (Booth-Butterfield & Booth-Butterfield, 1991), and for Teacher Confirmation,
Teacher Confirmation Scale (Ellis, 2000) have been taken as references to create a
new scale. For nonverbal immediacy scale, the developer of the scale states its public

availability without permission. (Appendix G). For humor scale permission, see
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Appendix F. For teacher confirmation scale, an email was sent to the developer for
permission. The items in the TSIS scale were adapted from these original scales. The
scale was administered in Turkish to assure that they were understood fully even if the
students were learning English at the time. The chosen items were translated into
Turkish by the help of two English instructors, one of whom is an English-Turkish
translator. The translations were compared and the best versions were picked
accordingly. Expert opinions have been gathered regarding the validity of the newly
constructed scale. Having chosen three dimensions, anitem pool with five-point rating

scale from “totally disagree” to “totally agree” emerged with 32-items.

3.5.1 Pilot Study

291 university preparatory school students apart from the ones of the main study
participated i this pilot study. Some demographic information was gathered before
conducting the TSIS (Teacher-Student Interaction Scale) so that the underlying
dynamics of the sample can be understood clearly from the perspective of this study,
some of which are gender, age, department, employment status and English
proficiency of students, gender of the teachers and class size. There were 199 (68,4%)
female and 90 (30.9%) male students. 2 (0.7%) students did not prefer to state their
genders. For the gender of their teachers, 147 (50,5%) participants stated their teachers
as male and 144 (49,5%) participants stated as female. 19.2 was the mean value for
the age of the students and 20.74 was the mean value for the size of the classrooms.
As for the students’ employment status, 275 (94,5%) of them stated ‘not working’
while 12 (4.1%) of them responded as ‘part-time’ and 4 (1.4%) of them as ‘full-time’.
Overall department distribution can be classified as 96 (33%) natural sciences students,

176 (574%) social sciences students and 28 (9,6%) non-respondents. When it comes
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to participants’ high school type, it is observed that 137 (47.1%) of them graduated
from a private high school, 115 (39,5%) students from anatolian high school, 11
(3.8%) students from vocational high school, 8 (2.7%) students from science high
school, 4 (1.4%) students from social sciences high school and 14 (4.8%) of them
stated as ‘other’ namely open high school or religious vocational high school. For the
English proficiency level of students, 11 (3.8%) of them marked Elementary, 103
(35.4%) students marked Pre-Intermediate, 69 (23.7%) students marked Intermediate,
107 (36.8%) students marked Upper-Intermediate and 1 (0.3%) student marked
Advanced while for the number of the year students have known English follows as
107 (36.8%) for 1-5 years, 128 (44%) for 5-10 years and 55 (18.9%) for above 10
years. Lastly, 41 (24.1%) of the students also stated that they knew an extra language
rather than their native tongue or English, which were Arabic, French, Russian,

Spanish, Kurdish, Greek, Korean, Urdu, Persian and mostly German (14 students).

3.5.2 Exploratory Factor Analysis (EFA) of the TSIS

Exploratory factor analysis is conducted with principal axis factoring that is chosen as
the extraction method to reveal the underlying structures of the scale and to explore
the data. Itis a descriptive method, which will be used for descriptive purposes in our
case, and assuming that the sample used is the population itself so the results are
restricted to the sample collected (Field, 2000). Another reason to choose principal
axis factoring over principal component factoring is to seek the least number of factors
to emerge. The early trials with other extraction methods showed an abundant number
of factors which is over the expected number of factors by the researcher. Moreover,
last but not least, Fabrigar, Wegener, MacCallum and Strahan (1999) recommend

principal factor methods when the assumption of normality is severely violated. Since
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the TSIS is a non-parametric Likert type response scale and it is so difficult to meet
multivariate normality assumption (Hoyle & Panter, 1995), it leads us to the principal
axis factoring for SPSS software (Osborne, 2014). The results of KMO measure of
sampling adequacy and the Bartlett’s test of sphericity revealed that it was appropriate
to conduct a factor analysis with the BTS value= 2802,874, p<001 (Tabachnick &
Fidell, 2007) and the KMO Measure of Sampling Adequacy with the value of 0.93,
which was ‘marvelous’ as it is evaluated so by Kaiser and Rice (2014). 32 items were
factor analyzed, yet the explained total variance was quite low, i.e., cumulatively it
was under %45 for the first 3 factors Eigenvalues of which greater than 1. In the social
sciences, it is the trend to consider a solution that accounts for 60 percent of the total
variance as satisfactory (Hair, Black, Babin & Anderson, 2019). Therefore, items were
examined individually and many trials with different variations were carried out. To
understand the problematic items better, individual items’ communalities, which is the
proportion of common variance within a variable, were examined initially. When the
low ones, each under 0.350, are removed from the analysis, there was a substantial
increase in the total variance explained, from which it can be understood that those
were the weak items regarding explaining the variance. However, the problem is not
only with the communalities of the items. Some items did not get together with their
expected dimensions and formed different and mixed dimensions, which is labeled as
‘Cross-Loading’ in Appendix C. Multicollinearity and singularity are common issues
which threaten the fair correlation between variables and cause undesired high or
perfect correlations between them. This problem also revealed itself in the piloting of
the TSIS. Some variables’ significance values in the correlation matrix are scanned
and the ones for which the majority of values are greater than 0.05 were removed to

avoid singularity in the data (Field, 2000). As for the normality of the variables, it was
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not checked since there was no desire to generalize the results of this survey and non-
parametric statistics like Likert-type scales are distribution free. Finally, for sub-
dimensions to occur was not expected. Thereby, item 27 and item 30 which are not
appropriate to the emerged factors have been dismissed. These two items, labeled as
‘Not Compatible’, were loaded onto unsuitable factors that they were not compatible

with the name and the emerging nature of the dimension.

After all, 19 items were left and analysis was conducted accordingly. In the
reproduced correlations table, there were 5 (2,0%) nonredundant residuals with
absolute values greater than 0.05 which is quite below %350 as Field (2000) suggests it
to be. When an oblique rotation was applied with direct oblimin, factor score
indeterminacy, a controversial phenomenon, occurred with the items negatively
loading to a factor, which is problematic since there is no consensus on whether factor
score indeterminacy should remain plausible or not (Schénemann & Steiger, 1978).
The correlation between factors, on the other hand, was also negative and relatively
low with direct oblimin rotation. When promax was chosen as the rotation, the
negative loadings disappeared and the correlation between variables increased. So
conducted with promax rotation method, four factors emerged with eigenvalues
greater than 1. The cumulative percentage of variance explained was over %65 this

time, which is sufficient and conceptually valid as mentioned earlier.

There were originally 3 dimensions expected to be interpreted as Humor, Nonverbal
Immediacy and Teacher Confirmation. However, Teacher Confirmation was divided
mto two dimensions. Field (2000) says it is due to the fact that the scale either failed
to measure what it is meant to or they are sub-components. When the article is

examined where the scale of Teacher Confirmation is developed (Ellis, 2000), it is
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seen that it indeed corresponds to sub-components of Teacher Confirmation, 1ie.,
Teaching Style, Response to Questions and Demonstrated Interest. Please see Table

3.1 below for the pattern matrix. All items had pattern coefficients higher than 0.45.

Stevens (1992) contends that squaring factor loading gives an estimate of the amount
of variance in a factor accounted for by a variable. Thus, the absolute value of 0.45
explains around %20 of variance which is quite optimal. Suppressed absolute value
has been chosen accordingly. The values are suppressed for the easy interpretation of
the matrix. Table 3.2 shows Cronbach’s Alpha coefficients calculated in the pilot

according to the dimensions.

Table 3.2

Cronbach’s Alpha Values of the Factors According to Pilot Study

Dimensions No. of Items Cronbach’s Alpha
Nonverbal Immediacy 2 T2
Humor 6 .82
Teacher Confirmation 4 .84
(Response to Questions)

Teacher Confirmation 7 .89

(Demonstrated Interest and Style)

There only emerged 2 items for Nonverbal Immediacy latent construct. Although
literature is not much mn favor of such low number of items for a construct and
suggesting minimum of 3 items (Cook, Wall, Warr & Hepworth, 1981) or 4 items
(Harvey, Billings & Nilan, 1985), there does not exist a rule of thumb regarding this

cut-off value.
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Table 3.1

EFA Pattern Matrix ofthe TSIS

Items

Teacher

Confirmation

(Interest - St)

Humor

Teacher
Confirmation
(Response)

Nonverbal
Immediacy

19. checks on my understanding
before going onto the next point.
16.asks me howthe classis
going orhow assignments are
coming along.

9. communicates that he/she is
interested whether [am learning.
32.makes an effort to get to
knowme.

13.usesavariety ofteaching
techniques tohelp me understand
material.

31.communicates that s/he

believes Ican do wellin the class.

2. gives oral or written feedback
on my work.

20. can be funny without having
torehearse ajoke.

7. Tusually laughwhens/hetells
a joke or story.

22.ofall the instructors [ know,
s/he is the funniest.

29. cannottella joke well.
17.being funnyis a natural
communication style ofhim/her.
4.use humorto communicatein a
variety of situations.

28. takes time to answer my
questions fully.

25.1s available for questions
before and afterclass.
26.1indicates thats/heappreciates
my questions or comments.
23.listens attentively whenIask
questions or make comments
during class.

3. uses avariety ofvocal
expressions when talking to the
class.

1. gestures while talking to the
class.

885

.858

769

712

.667

.592

.529

816

.658

.631

.588
573

572

793

71

572

469

735

.691

Extraction Method: Principal Axis Factoring. Rotation Method: Promax with Kaiser

Normalization. Rotation converged in 6 iterations. Suppressed by size: ,45

For instance, Yoo and Dontu (2001) developed a scale with 4 dimensions 3 of which

have 2 items. It may even be advantageous to keep a short measure for biased
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responses resulting from boredom (Schmitt & Stults, 1985; Schriesheim & Eisenbach,
1990). Moreover, these 2 items were always together in pattern matrices of different
variations and with a relatively high correlation in between for the final matrix of EFA
(r >.570). Cronbach’s alpha value for these items is above .70 which is acceptable in
the sense that this set of items are closely related as a group (Cortina, 1993).
Worthington and Whittaker (2006) contend that it does not matter much as long as it

is interpreted meaningfully at the end.

Hair et al. (2019, p. 668) also convey that although having multiple items is the safest
approach, even a single item can be sufficient for a construct provided that they are
easily understood and distinct. These 2 items have proven themselves distinctive with
early EFA trials, which led to the belief that the construct is adequately represented.
However, it is risky to have a 2-item construct since the probability of a good fit model

for CFA is low.

Field (2000) notes that the determinant of the correlation matrix should be greater than
the value of 0.00001. It is presumed that it is better to check the determinant at the end
since the cluster of items always change. In our case, the determinant value,
0.00003723 is greater than the limit, i.e., 0.00001. Thus, multicollinearity is not an

issue for this set of data, which makes it appropriate for factor analysis.

After the exploratory factor analysis, the final version of the TSIS (See Appendix D)

emerged with 19 items on four dimensions as follows;

1. Nonverbal Immediacy (IMM) (2 items): Having students report on their
instructors’ behaviors that make them able to decrease physical, thus,

psychological distance with students; “e.g. Our instructor uses a lot of
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vocal variety when he/she talks to class.” and “e.g. Our instructor gestures
while talking to the class.”

Teacher Humor Orientation (HM) (6 items): Having students report on
their instructors regarding how frequently and/or successfully they use
humor in class; “e.g. Being funny is a natural communication style of our
instructor. ” or “e.g. I usually laugh when my instructor tells a joke or
story.”

Teacher Confirmation - Demonstrated Interest and Style (DI) (7 items):
Having students report on behaviors that their instructors use to show
interest and to show that they are using an interactive teaching style; “e.g.
Our instructor asks me how the class is going and/or how assignments are
coming along.” or ‘“e.g. Our instructor uses a variety of teaching
techniques to help students understand course material.”

Teacher Confirmation — Response to Questions (RQ) (4 items): Having
students report on behaviors that their instructors use to show that they are
responding to questions; “e.g. Our instructor takes time to answer my
questions fully.” or “e.g. Our instructor listens attentively when | ask

’

questions or make comments during class.’

3.5.3 Confirmatory Factor Analysis (CFA) of the TSIS

The modified and final 19-item version of the TSIS was administered to 180 university

preparatory school students who are the participants of the main study as well. The

demographics were similar to those of EFA. The analysis was done with the linear

structural relations (LISREL) version 8.8 (Vieira, 2011) statistical package. As it is for

most of the statistical packages, the maximum likelihood (ML) estimation technique
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is used as the default option. ML estimation technique has the assumption of normality
(Cortina, Chin & Dunlap, 2001) and in structural equation modelling (SEM) practices,
it is important to pay attention to issues regarding this assumption (Hoyle & Panter,
1995; Vieira, 2011) since it may cause problems such as inflating chi-square statistics
or affecting standard errors (Baumgartner & Homburg 1996; Hair et al, 2019;
Steenkamp & van Trijp 1991). With the help of SPSS, firstly, the Shapiro-Wilk test
values were checked and it is seen that all the p-values were significant (p < .05)
rejecting the assumption of normal distribution. Then, the frequency tables were used
to check skewness and kurtosis values of the data set and the skewness index was
found between -2 and +2 and kurtosis index between -3 and +3. The assumption of
normal distribution canbe perceived as a controversial topic regarding its necessity or
its cut-off values when the literature is read thoroughly. For instance, Bryne (2010)
suggested the indices for skewness to be between - 2 to +2 and for kurtosis to be
between- 7 to +7 to meet normality assumption. Kline (2011) suggested the values of
skewness to be between -3 and +3 and for kurtosis to be between -10 and +10.
Nevertheless, it is also seen in the literature that skewness and kurtosis values between
-2 to +2 can be acceptable (George & Mallery, 2010; Khan, 2015) or it should be
between -3 and +3 for skewness and between -2 and +2 for kurtosis (Chemingui &
Ben lallouna, 2013). When the values are analyzed in our case, some individual
kurtosis values do not seem to be fit for normality. However, Hair et al. (2019) contend
that with large sample sizes, violation caused by kurtosis might be mitigated, which is
not excessive already with our data set since there are only 3 items right above the
index value of 2. ML as an estimation technique that is robust against moderate
violations of the normality (Bollen, 1989; Diamantopoulos & Siguaw, 2009).

Moreover, as mentioned above, Hair et al. (2019) communicate that with large sample
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sizes, which should be above 100 or more (Anderson & Gerbing 1988; Steenkamp &
van Trijp 1991) and it is 180 participants in our case, we are safe against the violations
of the multivariate normality assumption. Herein, Barnes, Cote, Cudeck and
Malthouse (2001) convey that “the distribution of variables measured on such scales
(Likert-type) are often skewed toward one end of the scale, uniform, or even bimodal”
(p. 80) and, thus, non-normal distribution is a non-issue in the first place. It is about
robustness. They suggest to go on with the analysis sticking to ML estimation
technique if the distributions are not ‘wildly’ non-normal, which seems to be the case

with our data set. Thereby, we can expect the results of analysis to be trustworthy.

In order to evaluate how close of a fit the model has, Normed Fit Index (NFI), Non-
normed fit index (NNFI or known as the Tucker-Lewis index; TLI), the Comparative
Fit Index (CFI) and the Root Mean Square Error Approximation (RMSEA) values
have been taken into account. (Bentler & Bonett 1980; Bentler, 1990; Steiger & Lind,
1980; Tucker & Lewis, 1973). Chi-square statistics have been avoided since it is quite
sensitive to sample size (Gatignon, 2009). Kline (1998) advocates that values of NFI
and CFI should be higher than .90 to indicate a good fit. Hu and Bentler (1999), on the
other hand, claim NFI, TLI and CFI to be higher than .95 to be considered as a close
fit. In any case, the goodness of fit indices of the present CFA are already above such
cutoff criteria (NFI =0.97; TLI =0.99 CFI =0.99). Along with supporting CFI value
to be higher than .95, Salkind (2010, p. 692) suggests RMSEA value be less than .06.
Browne and Cudeck (1993) note that up until .08 is acceptable for Root Mean Square
Error Approximation index. Huand Bentler (1999) also agree on this limit. The present
CFA has an RMSEA value of .053, which easily satisfies such conditions. Salkind

(2010) accentuates that “RMSEA is probably the most respected measure of a close
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fit” (p. 692). Along with other fit indices, RMSEA perfectly meets the cutoff criteria.
Therefore, it can be said that what is explored by EFA has been confirmed by CFA
with above indices indicating a good fit (See Appendix D). For the model specification
and the parameter estimates, please see Figure 1. The dimensions as well have been
allowed to correlate within each other and standardized coefficients have been chosen
to be reported due to its easiness to interpret. It has been suggested that standardized
coefficients should be .5 or higher to indicate convergent validity. (Hair et al., 2019,
p. 663; Hildebrandt, 1987; Steenkamp & van Trijp, 1991) Which is to say, higher the
coefficient value better the convergent validity. It should also be noted that Garver and
Mentzer (1999) show .70 as a benchmark value to indicate convergent validity for
loadings of items. For the present analysis, most of the items are above this benchmark.
Steenkamp and van Trijp (1991) further comment that overall good fit of the model
strengthens the evidence of convergent validity. Therefore, standardized coefficient

values of the model seem satisfactory.

When internal consistency reliabilities of the items are examined, Cronbach alpha
coefficient values have been found as .85 for HM, .87 for RQ, .89 for DI and lastly .67
for IMM. Nonverbal immediacy construct value seems to be problematic since it is
below Nunnally’s rule-of-thumb, that is, .07 (Nunnally & Bernstein, 1994, p. 264).
However, in such cases, inter-item correlation matrix is advised to be consulted to see
if the mean values rage from .20 to .40 within the construct (Briggs & Cheek, 1986).
Briggs and Cheek (1986) emphasize that if the correlation is too high, there might not
be new information yielded by individual items. On the other hand, if the correlation
is too low, heterogeneity may arise as a problem. This value for IMM construct is .46,

slightly above the suggested range, which might be acceptable believing their power
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Figure 3.1. Standardized Coefficients for the Four-Factor Model of the TSIS. Chi-

square = 219.09, df = 146, p <0.01, Normed FIT Index = 0.97; Tucker-Lewis Index =
0.99; Comparative Fit Index = 0.99; Root Mean Square Error Approximation: 0.05.
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to differentiate from eachother. Moreover, when the items of this construct are deleted,
there does not seem any improvement on item-total Cronbach’s alpha value, which is
encouraging as well to preserve the construct. Finally, item-total correlations for each
item is above .60, only two slightly below, which contributes to the supposition that

there is overall satisfactory reliability.

3.6 Data Collection Procedures

Before data collection, as for satisfying mstitutional review board (IRB) standards,
Human Research Ethical Committee (HREC) of Middle East Technical University has
revised the present study and provided the approval in January, 2020. Please see

Appendix A. Hassan, Schattner and Mazza (2006) convey:

“A pilot study should preferably be done using subjects from a population that
is different from those recruited for the main study since experience gained by
subjects in the pilot study may bias the results of the main study if the same
subjects are included.” (p. 71)

Therefore, two data collection phases have taken place in two foundation universities.
Thanks to the first one, exploratory factor analysis has been applied and the last version
of the scale was formed. Then, the main analyses along with confirmatory factor
analysis have been applied with the students from another university where the nature
of teacher student interaction was tried to be examined. For both of the phases of data
collection, Volunteer Consent Forms (Appendix B) have been gathered. This form
explained the objectives of the study to the students and confirmed the approval of
Human Research Ethical Committee (HREC) of Middle East Technical University for

the study. They were also informed about the fact that confidentiality and anonymity

will be ensured and their information will not be shared with third parties. The consent
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form conveyed that they could withdraw from the study any time they wanted as well.

All students accepted to take part in the research and signed the consent forms.

3.6.1 Student Interviews

Having conducted the questionnaires, interviews took place to be able to collect
student reflections on the results. After notifying the university about this procedure,
students were contacted firstly via messages thanks to their phone numbers that they
shared with the researcher on their consent forms. The researcher informed them about
the interview in the messages and asked if they were willing to participate. Randomly
chosen and gender-wise equally distributed 20 students were contacted with messages.
15 students representing each classroom acceptedto participate, which was already the
target number for the interviewees. The interviews were recorded in order to be
analyzed later on and students were informed for it directly in the beginning of the
call. Between 10 and 20 minutes of mterviews were conducted with the students and
following questions were chosen as the main structure of the calls:

- Were you overall happy with your istructors?

- We have observed that a better teacher student interaction, the instructors who
got better scores from the survey, relates to higher perceived attendance of
students. What could be the reasons?

- Do you think that with the structors that you like the interaction of, like the
items from the questionnaire, you learn more as well?

- The humor construct in the questionnaire had the lowest scores and thus a
successful humor usage for your instructors was not observed. Why?

- There are also items which got low scores such as ‘s/he tries to get to know
me’ or ‘asks about how the lesson and homework go’ or ‘believes in my

success’. Why?

- How was your distant learning journey? Was it effective? Why?
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3.7 Data Analysis

With IBM SPSS Statistics 24, descriptive and inferential statistical procedures have
been applied. Principal Axis Factoring and One-Way Repeated Measures of Analysis
of Variance were utilized to analyze the data. In order to group the latent variables,
factor analysis was applied with promax rotation. Confirmatory factor analysis has
also been applied for overall scale validation with linear structural relations (LISREL)
software and a good model fit has been observed. One-Way Repeated Measures of
Analysis of Variance has been conducted to compare the mean differences of teacher
student imteraction dimensions. Finally, open-ended questions have been asked to
students via interviews and some anecdotal data was sought to provide deeper insights

regarding the emerging themes of quantitative results.

3.8 Limitations

Generalizability of the results may have been inhibited mainly by two factors. The first
of which is the nature of this study as being a descriptive design, lacking causality and
predictive conclusions. The second is the sample of the study. Evenif it is large enough
statistically to have a representative distribution, being able to generalize the results to
all other Turkish universities does not seem possible with all other possibly different
sample characteristics taken into account. A more comprehensive sample composition
is needed for such an attempt. Real attendance ratios of the students were not gathered
to focus on teacher-related reasons. Perceived level of attendance is believed to be

more appropriate with regards to teacher effect.
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CHAPTER 4

RESULTS

4.1 Overviewofthe Chapter

This chapter presents information concerning the results of descriptive statistics along
with the interpretation of qualitative data collected thanks to the interviews conducted
with students and open-ended questions from the questionnaire. The chapter concludes

with a summary of the findings.

4.2 Results Regarding the Nature of Teacher Student Interaction at the Studied

University

Having completed the principal axis factoring in the exploratory factor analysis phase,
there emerged 4 dimensions of teacher student interaction namely nonverbal
immediacy, teacher humor orientation, teachers’ demonstrated interest and teaching
style and teachers’ response to questions, last two of which can be considered under
the construct of teacher confirmation. Having ordered the items of dimensions
according to their mean differences, Table 4.1 shows the means and standard
deviations of the items. To be able to differentiate dimensions in the table, items had
mitials i bold namely ‘H’ for humor orientation, ‘D’ for demonstrated interest and
teaching style, ‘N’ for nonverbal immediacy and ‘R’ for response to questions. The

means that were under the value of 4 were also provided in bold case.
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Table 4.1

Descriptive Statistics ofthe ltems of TSIS

N Mn Mx X sD
H - of all the instructors I know, s/he is the funniest. 179 1 5 3.01 1.289
H - cannot tella joke well (reverseditem). 180 1 5 352 1284
D - makes an effort to get to know me. 180 1 5 3.60 1.185
D - asks me how I think the class is goingand/orhow assignments 179 1 5 361 1.269
are coming along.
H - can be funny withouthavingto rehearse a joke. 180 1 5 370 1.108
H - T usually laugh when s/he tells a joke orstory. 180 1 5 377 1.084
H - being funnyis a natural communication style of him/her. 179 1 5385 1.117
D - communicates that s/he believes I can do wellin the class. 179 1 5391 1.118
R - indicates that s/he appreciates my questions or comments. 180 1 5 402 1.051
R - takes time to answermy questions fully. 179 1 5 403 982
D - gives oral or written feedback on my work. 180 1 5 408 942
D - communicates that he/she is interested whether [ am learning. 179 1 5 409 94
D - uses a variety ofteaching techniques to help me understand 178 1 5 410 .862
course material.
H - use humorto communicate in a variety of situations. 175 1 5 410 983
D - checks on my understanding before goingon tothe next point. 178 1 5 413 974
R - is available for questions before and after class. 178 1 5 424 951
N - gestures while talking to the class. 178 1 5 430 .801
N - uses a variety of vocal expressions when talking to the class. 180 1 5 437 865
R - listens attentively when [ ask questions or make comments 177 1 5 439 853
during class.
Valid N (listwise) 165

H- Humor Orientation D- Demonstrated Interest and Style N- Nonverbal Immediacy R-

Response to Questions

When the lowest and highest scored four items are examined, the lowest scored items

which had the mean values between 3.01 and 3.61 belong to the dimensions of humor

and demonstrated interest. The highest scored items which had the mean values

between 4.24 and 4.39 belong to the dimensions of nonverbal immediacy and response

to questions. Although the overall mean of the dimension of demonstrated interest and
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teaching style was higher than response to questions (See Table 4.2), the items below
the mean of 4 were the items of demonstrated interest and not response to questions.
Thus, with that fact that humor orientation is the lowest scored construct, items such
as instructors “communicates that s/he believes I cando well in the class” or “asks me
how the class is going or how assignments are coming along” or “makes an effort to
get to know me.” are particularly scored low compared to other items, which raises the

question of why and delineates a theme to be probed.

In order to decide if there are significant mean differences among the dimensions, a
one-way repeated measure analysis of variance (ANOVA) has been applied. Thanks
to this analysis, some insights have been obtained regarding the nature of the teacher

student interaction at the university which the present study focuses on.

One of the assumptions of repeated measures ANOVA, sphericity assumption, ie.,
“the variances of all difference scores among the test variables must be equal in the
population” (Field, 2013; Howell, 2002), has been checked via Mauchly’s test. The
test revealed that the sphericity assumption has been violated (y? (5) =25.128, p <.05).
Thus, Greenhouse-Geisser estimate of sphericity wasused for the correction of degrees
of freedom (e =.92). Field (2013) notes that when the epsilon value is closer to 1.00,
which is the case in the data set, sphericity of the data and the homogeneity of the
variances of differences can be assumed. Overall, it is safe to say then there does not
exist any deviation from sphericity for the data. The multivariate tests of repeated
measures ANOVA is also robust to rejecting the Mauchly’s test of sphericity
assumption and thereby the results indicated a significant difference among the means

of 4 dimensions of teacher immediacy (Wik’s A = .43, F (3,177) = 77.13, p < .05,
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partial n2=.57). To go on, see Table 4.2 for the means and standard deviations of the

dimensions.
Table 4.2

Means and Standard Deviations for Four Factors

Dimensions Mean Standard Deviation
Teacher Humor Orientation 3.66 .87
Teacher Conformation - T’s Response to 3.92 81
Questions

Teacher Conformation - T’s Demonstrated 4.16 .82
Interest and Style

Nonverbal Immediacy 4.33 72

The highest mean score was observed for the dimension of nonverbal immediacy (M
=433, SD = .72) and the lowest mean belonged to teacher humor orientation (M =
3.66, SD = .87). Teacher confirmation dimensions was in between humor and
nonverbal immediacy. The dimension of teachers’ response to students’ questions was
the second least observed behavior (M =4.16, SD=.81) and followed by the dimension
of teachers’ demonstrated interest and teaching style (M =4.16, SD = .82). Thereby, it
can be posited that while the instructors performed a greater nonverbal immediacy in
their classes, their humor orientation was not acclaimed as much. As for teacher
confirmation, despite the instructors showing such behaviors with relatively high
means, it seems their response to questions were not as successful as their

demonstrated interest.

In order to acquire a better picture, the nature of teacher student interaction more and
reveal mean differences among the dimensions, a repeated contrast test has been

applied. The results showed that there were significant differences among all
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dimensions. The biggest mean difference and highest partial eta squared belong to the

dimension pair of nonverbal immediacy and humor orientation. Please see table 4.3.

Table 4.3

Repeated Contrast of the Dimensions

Dimensions df F p n?
IMM vs. HM 1 212.20 .00 .54
HM vs. DI 1 40.58 .00 18
DI vs. RQ 1 42.59 .00 .19

Having revealed a significant overall difference among the means of 4 dimensions
thanks to repeated measures ANOVA, pairwise comparison results have been
consulted to examine the mean differences individually. Table 4.4 below shows

significant differences between every pair (p <.05).

Table 4.4

Pairwise Comparisons of Nonverbal Immediacy, Humor, Teacher
Confirmation (DI-RQ)

(I) Immediacy (J) Immediacy Mean Diff. (I-J) SE p
Nonverbal Imm. Humor .67* .046  .000
Demonstrated 1. 40* 042 .000
Response to Q. 7% .044  .000
Humor Nonverbal Imm. -.67* 046 .000
Demonstrated 1. -27* 042 .000
Response to Q. -.50%* .049  .000
Demonstrated I.  Nonverbal Imm. -.40* 042 .000
Humor 27* 042 .000
Response to Q. -23% .036  .000
Response to Q. Nonverbal Imm. - 17* 044 .000
Humor 50%* .049  .000
Demonstrated 1. 23%* .036  .000

The mean difference is significant at .05 level. Adjustment: LSD.
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As for confidence interval adjustment method, Fisher’s Least Significance Difference
has been chosen as a less conservative, default method due to large sample size of the
data (N =180). Moreover, Perneger (1998) notes that the Bonferroni method, an option
to LSD, is concerned with the general null hypothesis, ie., all null hypotheses are true
simultaneously. Yet, idiosyncratic formation of pairs and large sample size show no
need for Bonferroni correction. He further notes that Bonferroni method increases the

likelihood of type II errors.

4.3 Results Regarding the Relationship Between Teacher Student Inte raction and

Views of Students on Their Attendance

The attendance measure was a self-report from students. They were asked how
frequently they had missed class (M = 3.83, SD = .84). The validity and reliability of
self-report have been supported by several studies (McCroskey & McCroskey, 1988).
The research questions regarding the relationship between teacher student interaction
and perception of students on their attendance have been tried to be answered with
Pearson correlations. As it is also widely used imn SEM procedures, item parceling, ie.,
combining items with average or sum according to their latent grouping, has taken
place here to compare the score of factors with the responses of students (Dattalo,
2013, p. 110). The present study predicted a positive relationship between teacher
immediacy and perceived attendance. Please see Table 4.5 below. There was a
statistically significant positive correlation between how frequently students reported
attending class and all dimensions of the study (p <.05). The more teachers perform
immediacy, the more students report attending classes. When the significance levels
are looked at, students’ perceived attendance levels correlated stronger with teacher

humor orientation and teachers’ demonstrated interest and teaching style. Herein, it is
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valuable to highlight that these dimensions were the ones that were scored the lowest

as it can be seen from the means of the individual items.

Table 4.5

Correlations between perceived level of attendance and dimensions

Dimensions n r
Nonverbal Immediacy 178 A7*
Teacher Conformation - T’s 178 A7*
Response to Questions

Teacher Humor Orientation 178 23%*
Teacher Conformation - T’s 178 26%*

Demonstrated Interest and Style
*p <.05, **p<.01.

4.4 Students’ Perceptions on Instructors, Salient Themes of the Questionnaire

Results and Distant Learning Phase ofthe Term

In pursuit of seeking answers for the third research question, 15 students have been
mterviewed by phone calls, which is a method of mnterviewing even if face-to-face
format is the traditional one (e.g., Crichton & Kinash, 2003), and several open-ended
probing questions have been asked to them. Patton (2002) views using open-ended
questions as interviews which “allow respondents to express their own understanding
in their own terms” (p. 348). Students’ own unique observations thereby have been
tried to be elicited in their own words. Interviews took place for approximately
between 10 to 20 minutes with each student. Teddlie and Tashakkori (2009, p. 200)
suggest a common sequence for conducting interviews where the researcher starts with
a conversational tone to build rapport, slowly directs respondents to the related
questions and finishes with a structured approach to increase response comparability.

Same sequence has been tried to be followed. Students were selected randomly but in

85



a way that there are both genders providing insights for each classroom environment

in which the survey was conducted.

Due to Covid-19 outbreak, more than half of the spring term lessons were conducted
online. Thus, distant learning questions have also been integrated into the interview to
hear about students’ learning experiences during quarantine times. Herein, Rocca
(2004) also marks the importance of immediacy related inquiries concerning its
perception and success when the instructors is seen through a screen (p. 192). Apart
from the questions above, some other follow-up questions related to students’ previous
answers have been asked as well to understand and elicit their thoughts better.

Therefore, every interview took a unique form.

4.4.1 Teacher Immediacy and Affinity

Some instructors shared their contact information such as mobile phone number and
e-mail addresses while some did not. Even if students had their instructors’ contact

information, a student reported:

“There are some instructors who are able to make us feel closer to them. They
do not keep distance with us. When they do, we do as well and don’t enjoy
their classes. They are cold and they do not want us to reach them either with
email or phone. They do not reply even if we send messages. When this is the
case, you do not want to attend the classes”.

Many students conveyed that they really liked instructors who behaved ‘like a friend’
to them. Such instructors knew about them and therr ways of learning. Therefore,

several students asserted that they attend and learn more consequently since they get

interested more and listen with care. Herein, a student noted:

“...] had more absenteeism in the fall term for that reason. When I asked
questions, they avoided us. With the spring term, the instructors believed in me
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and motivated me. I had such bad scores in the first semester. For the second
one, I had higher scores thanks to the instructors”.
However, several students also noted that as for their course achievement, they were

self-studying regardless of the established rapport with instructors.

A student claimed that when the lessons are fun and in a conversational tone, the
knowledge stays with them longer. Another one clearly commented that *“... your
questions depend on whether the students like their instructor or not. When affinity
between instructors and students is not achieved, learning will not take place no matter
how good an mnstructor is”. Regarding the interaction quality and learning, a student
claimed that when instructors expect a flawless performance, s/he felt stressed and
withdrew whereas when s/he is provided with a relaxed atmosphere, s/he felt freer to
speak thanks to this established relaxing atmosphere. Another student also mentioned
this soft social zone created by the mstructors, n which they were free to ask anything
out of class and thus they would be more interested in this instructor’s lesson. Students
placed good interaction traits always with the words of ‘motivating’ and ‘helpful’. A
student mentioned an instructor who motivated them a lot and gave an example: “One
day I remember, she taught me and a friend of mine a topic that we did not understand
after the class time. We were in the garden and drinking tea”. Instructors who drink
tea with students also was a notable theme for most of the interviews. Being with
students in the break time seems to be perceived as an effective communication trait
by many students. Another student noted that when students show their endeavor,
mstructors return the effort. At this juncture, a different student, as if contributing to
the idea of reciprocation and mutual influence, asserted that students behave in

accordance with instructors’ actions and conveyed: “The more they are interested in
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us, the more we are interested and sincere to them. Both to themselves and to their

lesson”.

Students emphasized that there were such instructors they watch the lessons of with
awe. Those instructors, they believe, are flexible regarding the administration of the
lessons and always integrated some general knowledge. When instructors are able to
deliver intellectual discussions on life and provide different perspectives, students’
admiration increases, according to the interviews. A student conveyed that s/he had an
mstructor who sensed their boredom and needs always. This nstructor integrated
games and different activities whenever needed. This sensitivity caused the students

to attend his/her classes with joy.

Students think that some mstructors bear a grudge against students. They indicated that
effective instructors who students like are rarely encountered. A student alleged that
mstructors look after their own interests to be a renowned teacher rather than working
for the sake of teaching and students. Some instructors were believed to be
incompetent concerning their classroom management. A student stated that when an
instructor wears a sullen face, s/he feels like a soldier and cannot learn. S/he further
noted even if the content conveyed was in their benefit, the way of conveying
information should not have been that strict. Yet, another student argued that there
should be a balance regarding their seriousness and immediacy, ie., too much

closeness brings lethargy. A student lamented that:
“... I was about to answer this question but right before it, s/he stopped me
since I wasnot speaking in English. Ireally got upset at that point. S/he literally

said s/he does not care if I do not say it in English. After that point, I would do
nothing for him/her”.
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Students’ answers explicitly and repeatedly revealed that they avoid attending classes
of instructors they are not fond of. When asked if this avoidance results from the

nteraction dynamics established with instructors, a student, for instance, conveyed:

“Exactly. You have such a mindset that when there is a lesson of a teacher you
like; we say let’s go. However, if it is another instructor’s lesson, you have
second thoughts and reluctatant to attend.” Another student reported: “The
more sincere, understanding, helpful an instructor gets in a balanced way, the
more attendance and participation s/he gets from the students”.

It should be emphasized here that the words ‘helpful’ and ‘balance’ have been stressed
repetitively by students. When students perceive their instructors as someone who is
always open to help in any ways and have a balance regarding work discipline, they
attend the classes and believe in learning more. The word ‘sincere’ also was used
nearly in every interview. A student also commented: “We can focus on lessons of
mstructors who use effective communication and who understand students’ mindset
... I had such mstructors that I just came to the classroom for the sake of him/her”. A
student also provided a similar observation: “I could observe that, for my friends,
interaction was important regarding these outcomes. When there is a class of an
mstructor we like, there are more students in the class” and added that it was not the
case for an instructor who is not liked as much. One of the interviewees simply put
that when s/he feels distance, s/he prefers not to attend the class of that instructor if

s/he makes a choice.

4.4.2 Inquiries for Teacher Humor Orientation

For humor construct having low scores, students had different ideas. They commented
that they might have understood the items wrongly and they normally had humor in

class. Some reported that instructors lack the natural ability to be humorous even if
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they try to be. A student believed that students themselves have a poor understanding
of humor and thereby these items got low scores. S/he observed that in spite of every
effort of mstructors, students were difficult to satistfy. Supporting this argumentation,
a student believed that students were picking on some instructors and defaming them.
Another student stressed that people would vary in the sense of humor and added that
instructors might be seeing humor as a distractor which causes loss of focus. It should
be noted that the relativity of humor construct has been mentioned by several students.
S/he further commented that they get tired or bored and lose interest with constant
focus on the content and without humor. A student claimed that the jokes were in
English, which made it difficult for them to understand the joke, and thus the items got

low scores.

4.4.3 Inquiries for Teacher Confirmation

For other low scored items such as ‘s/he tries to get to know me’ or ‘asks about how
the lesson and homework go’, students provided different insights. A student who is

studying his/her second university observed that:

“Let’s say that there is a student who participates in the lesson most of the time
and is perceived as hardworking by his/her instructor. When this student goes
and asks questions after lessons, the instructor replies with detail and care for
them. However, when another student, who is perceived as lazy, goes and asks
questions to the instructor, the instructor may think that why s/he should take
cares of him /her since this student does not pay attention to her/his lesson.
Then the mstructor answers abruptly or says they s/he is not available to
answer. This is about the instructor’s character and personality and changes
from one to one”.

Another student stressed that instructors cannot get the full blame for these item scores
since they do not have much time and there are many students in class. Because of the

class sizes, it might be natural to have low scores for these items, it has been noted. A
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student believed that mstructors were in a mood of teach and go, thus might have
gotten low scores on these items. One student emphasized the adaptation of
mstructors’ behaviors according to the students and believed that instructors get
frustrated and give up when their effort is not recognized regarding these items.
Concerning these questionnaire items, two students mentioned instructors’ pretentious
behaviors such as “... some instructors may even drink tea with us while some do not
even say hello when encountered, which shows us their egocentric behavior” or “they
try to satisfy their ego on us”. Such ego complexes according to these students caused

low scores.

4.4.4 Distant Learning Experiences of the Students

For distant learning there were problems such as internet disconnection and distracting
crowded house environments, which was a recurring theme in several interviews. A
student stated that s/he lost the connection during an examination and became greatly
demoralized. Another stated that it was difficult to concentrate in such a distracting
house environment. It was also mentioned in the interviews that instructors struggled
to deliver the content due to disconnections. Another student noted that s/he was not

used to online learning and it took time to learn in such a fashion.

The software called ‘Advancity’ also was problematic for some of them. They had a
chat bar to converse with instructors and other students. Even if they had the option of
participating with microphone or with camera, most of the students used the chat bar.
By the time they wrote something there, the topic was over. A student also lamented
that s/he could not express him/herself with the software and could not ask questions
asdesired. They were able to watch the recorded lessons later, thus attendance dropped

in time due to this synchronization problem. Synchronization was a salient problem
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for most of the students. Another student highlighted that since instructors did not see
and hear them all, they could not observe their reactions and this hindered interactional
dynamism. Nevertheless, for the software, a student commented that there were ways
to participate visually or aurally and it was good enough for the students who genuinely

want to learn.

Several students found it so difficult to wake up early hours since the days were
considered as holidays. On the other hand, some found it easier since they were at
home and did not have to commute to school. Several students highlighted that they
had more time to study during the distant learning phase of the term due to Covid-19
quarantine measures. Many stated that their responsibility concerning their learning

really increased with distant learning and it switched onto their shoulders.

4.4.5 Teacher Immediacy and Distant Learning

Regarding the teacher immediacy inquiries for their distant learning experience, there
were again different ideas. Some thought that immediacy cannot be achieved online
whereas some thought they were able to observe teachers’ faces anyways whether it is

virtual or real and they felt no distance. Herein, a student pointed out:

“Our online instructor gave us a briefing for each day regarding the content of
the day and asked about us like how it is going and if we are doing fine. When
I did not participate for a long time, s/he realized it and called me out with my
name. S/he asked me to connect with my camera and I felt like s/he was
mterested in me. I liked it a lot. S/he recognized us. S/he discussed our mistakes
which we made on the exams. S/he asked about our opinions regarding how to
conduct the lesson ... S/he used sincere and friendly language and asked about
us when we missed some lessons if we are okay. It felt like s/he really cared
for us. Rather than discouraging and intimidating, s/he encouraged and
motivated us by saying that we can do it”.

92



Another student acknowledged that s/he felt close to the mstructors since the nstructor
was always open to communication and gave immediate feedback to any kind of
inquiry. Some students stressed the importance of physical setting and instructor

behaviors like touching, which makes them more alert to the lesson.

4.4.6 Concluding Comments of the Students

Regarding students’ summarizing comments, many students believed that a good
structor is a good instructor on any platform. A student added that nationality of an
instructor does not matter when it comes to feeling close or distant. Another student
claimed that they get motivated when instructors know about students’ daily interests
and be up to date. Similarly, a student stressed that instructors should catch up with
their generation. The researcher had a quite comprehensive interview especially with
one student who is older than other students thus more experienced with a critical eye.
He thought that the small size of the campuses of the university led to an overall better
interaction establishment and close relationships between instructors and students
naturally. The effort mostly came from the instructors. Yet, students were the ones
who lost focus in time regardless of the instructors. Lastly, he concluded that the
instructors who created a balance between students’ needs of entertainment and the

needs of the syllabus were liked more.

Among 15 students, all were overall happy with their instructors, 13 of them preferred
face-to-face education over distant one. 2 of them mentioned they were happier with
distant learning when compared. Regarding the onlne and individual learning phase,
9 of the students were not satisfied at all whereas 6 of them conveyed that they liked

their distant learning journey overall.
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4.5 Students’ Entries on the Open-ended Questions of the Survey Regarding

Reasons for Students’ Absenteeism

180 students have completed the questionnaire in total. There was a part which had an
open-ended question asking students about the possible reasons for their absenteeism.
Therefore, the reasons for absenteeism regardless of teacher interaction can be delved
into with students’ own words. Not all completed this section of the questionnaire but

there were enough answers to engender some themes.

The most salient reason for not being able to attend classes, which was mentioned for
32 times, was early classes and oversleeping. The second most mentioned reason, for
22 times, was commuting. Sickness (19) followed these two reasons. A small number
of students also mentioned workload of courses (4), knowing the topics already (2),
personal issues (10), their jobs (6) and irregular class hours (9) as the reasons for their
absenteeism. The fact that students do not want to miss topics and lag behind and thus

they attended was mentioned 12 times.

For this section, 7 students noted that they attend more because they love their teachers.
5 students, on the other hand, stated that they miss classes more since they do not like
their teachers. In total, 12 students reported mstructor related reasons for their
absenteeism in the open-ended part of the questionnaire. However, it is obvious that
student related reasons for absenteeism were reported more than instructor related
attendance. As for the item left for students to fill in, there were again a small amount
of answers. Students conveyed their structors are smiling, debonair, lively or
competent and they like their mstructors. They scored them with 5 regarding these
attributes. Yet, some stated that instructors deliberately try hard to mark them as

absent.
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4.6 Summary of the Findings

This chapter investigated the data collected both quantitatively and qualitatively from
preparatory school students of a foundation university in Turkey thanks to a
questionnaire and semi-structured phone interviews. Questionnaire results showed that
instructors’ use of humor was relatively a less observed behavior whereas nonverbal
immediacy of the instructors transpired as the most utilized behavior. Instructors’
demonstrated interest for students was observed low such that students reported
mstructors did not make an effort to get to know them or ask about their opinions on
the lesson. However, it has also been reported that instructors were available for
questions before or after classes and listened attentively when questions asked as it
corresponds to the dimension of response to questions. Correlation results, on the other
hand, indicated that immediate teacherbehaviors such as humor, nonverbal immediacy
and teacher confirmation as in response to questions and demonstrated interest with
teaching style were considered relating to higher perceived attendance of students.
Interestingly, the results from the student questionnaire inferred that less frequently
observed behaviors such as instructor humor orientation and demonstrated interest
were related to students’ level of perceived attendance stronger than nonverbal

immediacy and response to questions.

In order to consolidate and probe into the results of quantitative data, student
interviews revealed the importance of the atmosphere of the created in the classroom,
how the set tone continues through term, how the instructors and students affect each
other, how they enjoyed drinking tea with their nstructors, how the teacher interaction
positively affects their attendance and how their responsibility increased with distant

learning. They provided insights for the low scored constructs and items. The relativity
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of humor was a dominant theme and students mentioned some instructors behaved in
an egocentric way that they even avoided saluting them when encountered, which may
delineate the reason for other low scored items. The open-ended questions in the
questionnaire also revealed student related factors regarding their absenteeism such as
oversleeping, commuting or sickness. Emergence remote teaching also had been
criticized that it did not facilitate learning enough although some students contented
that the ones who were eager to learn exploited the software and this remote teaching

phase very well.
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CHAPTERS

CONCLUSIONS AND IMPLICATIONS

5.1 Overview ofthe Chapter

This chapter provides and discusses interpretations of the findings thanks to data which
were both collected quantitatively and qualitatively. The chapter concludes with

implications for practice and further research.

5.2 Discussion

The present study aimed to probe into the literature of instructional communication
and sought answers for its uniquely formed research questions. Interactional
adaptation theory greatly informed this extracted research case from the field of
mstructional communication and integration of student attendance completed the
scope of the study. Social behaviors naturally and expectedly have cultural relativity.
Focusing on the interactional adaptations of individuals and communicative practices,
ergo, may form an idiosyncratic case for the culture in which a study takes place. When
the literature is reviewed, teacher immediacy studies in Turkey is rather rare.
Especially, the contribution of interpersonal adaptation theory and inclusion of student

attendance into the immediacy domain is indeed a unique case.

The study aimed to investigate: (1) the nature of teacher-student interaction at the

university under focus, (2) the relationship between teacher immediacy and perceived
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attendance of students and (3) students’ overall perceptions on the salient themes of
the survey results and its relation to their attendance and achievement as well as

mstructor behaviors.

5.3 The Difference among the Dimensions of Teacher-Student Interaction

One-way repeated measure analysis of variance results revealed that there was a
significant mean difference among the means of four dimensions of teacher-student
mteraction. The greatest mean difference was found between Humor and Nonverbal
Immediacy constructs thanks to the repeated contrast test. According to their mean
differences, the dimensions can be ordered as follows: Nonverbal Immediacy (IMM)
(M = 4.33), Demonstrated Interest and Teaching Style (DI) (M = 4.16), Response to

Questions (RQ) (M =3.92) and Humor Orientation (HM) (M = 3.66).

The results of the survey show that the students ‘strongly agree’ with the items
regarding instructors’ nonverbal immediacy (IMM) along with their demonstrated
mterest and teaching style (DI). Nonverbal immediacy items namely using vocal
variety or gestures have been scored highly. Thus, it can be quantitatively concluded
that instructors were nonverbally immediate in the preparatory school of the university.
As for the dimension of demonstrated interest and teaching style, even if students
strongly agree, some demonstrated interest items got low scored such as believing
students can do well in the class” or “asking students how they think the class is going
and/or how assignments are coming along” or “making an effort to get to know
students” relative to the other items. Thereby, even if instructors apply an interactive
teaching style, when it comes to the interest they demonstrate for students, they might
not be as successful. The results also revealed that the students ‘agree’ with the items

concerning instructors’ humor orientation (HM) and response to questions (RQ).
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While the items for instructors’ response to students’ questions are right below the
mean of 4, the humor orientation items are especially low making itself distinct. It can
be inferred that while instructors try to provide response to questions, they might not

be perceived as humorous by students.

When mean differences are examined among the factors and among the individual
items, it has been observed that mstructors are nonverbally immediate, trying to
provide answers to students’ questions and using an interactive teaching style but

failing to be humorous or to show interest to students.

Every educational environment is unique with their own characteristics. Having taken
such a snapshot with regard to the nature of the teacher-student interaction i this
preparatory school, the reasons behind these results were better understood when the

observers, i.e., students were interviewed.

5.4 Students’ Perceived Attendance in Relation to Instructor Immediacy

The questionnaire had a part where students reported on the frequency they attended
their instructor’s class. When their answers were matched with the reported instructor
immediacy scores, a significant relationship has been revealed. This result obviously
shows that students are happy to attend the classes of the instructors more where
immediate teacher behaviors are existent such as having a close relationship with

students or being interested and helpful.

A similar analysis has been carried out by Rocca (2004) in the United States and her
hypothesis that there is a positive relationship between teacher immediacy and
perceived attendance were proved to be correct. It is safe to say that such a finding is

also valid in a Turkish context. However, while it is plausible to say that immediate
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mstructors mostly diminish mstructor related reasons for student absenteeism, student

related factors will continue to have a huge effect on attendance issues.

What this study contributes to this rare inquiry of attendance and immediacy
relationship can be that different dimensions of immediacy might have different
effects. It has been observed that humor orientation and demonstrated interest of the
mstructors have a stronger relationship to perceived attendance than nonverbal
immediacy and instructors’ response to questions. Rocca’s (2004) study has a focus
on one side of immediacy, i.e., nonverbal immediacy. However, the present study had
4 dimensions for teacher immediacy, only one of which is nonverbal immediacy. Her
study was one of the rare inquiries for the relationship between attendance and
immediacy. The present study affirms her findings that instructor nonverbal
immediacy and student attendance have a positive relationship, yet, adds that some
other immediate teacher behaviors such as humor orientation and demonstrated
interest might be more useful to assure student attendance. These two immediate
teacher behaviors are also the ones that were scored low for the instructors observed.
Thus, it might be inferred that such behaviors are the ones that students are sensitive
and attend for. After all, when instructors show immediate behaviors, especially when
they use humor to demonstrate interest to their students, they might achieve a greater
student attendance pattern and naturally have a better chance to reach a higher course

achievement.

5.5 Students’ Overall Views on the Salient Themes ofthe Survey Results and on

Their Attendance, Achievement and Instructors

Thanks to one-way repeated measure analysis of variance and Person correlations,

aforementioned results have been obtained quantitatively. However, the curiosity
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regarding reasons behind such findings required a qualitative inquiry to provide in-
depth, supportive and complementary data. Therefore, randomly selected, yet
representative enough as in genders and observed instructor diversity, with a sample
of 15 students have been phone interviewed. They indeed conveyed an informing
picture. The questions were formed according to the first two research questions and
their results. The distant learning experience they had due to Covid-19 and immediacy-

achievement relationship have also been tried to be delved into.

5.5.1 Introductory Remarks

First of all, they have been asked to comment on their instructors generally before the
outbreak. They seemed to be overall happy with their instructors. However, when
deeper insights were elicited, students used the phrase ‘like a friend” frequently for
mstructors they admired and attended their lessons more. When instructors reduce the
distance by sharing their contact information or by drinking tea in break times, affinity
increases. This closeness with students appears to be appreciated a lot. When such an
affinity is achieved, students are motivated for both attending the classes and follow
enthusiastically as well regarding what is being taught in the lessons for the sake of
the mstructor. Without this closeness, students with relational goals might be
overlooked. Students with academic goals will continue to be interested in the lesson
as long as their needs are met as well. However, the period that preparatory school
students are in their life mostly causes them to be more on social sides of everything
and neglect academic requirements. Thereby, being relationally immediate as an
mstructor might really work like a hook to guide and direct them academically.

Teacher confirmation construct has also been chosen in the present study as a variable
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to be able to unearth such teacher qualities that satisfy preparatory school students’

desire for recognition as individuals.

Students familiarize themselves with academic environment in preparatory school
time and it is such a transitional period of time that they are sensitive to instructor
behaviors and ready to fall apart academically. Thus, students were successful at
feeling mstructors’ distance adjustment. Herein, words like motivating or helpful had
a pattern. Being sincere and helpful indeed motivated students a lot. Moreover, since
the campus of the students were not that big, encounters happened frequently. Hence,
it was easier for them to observe instructors’ immediacy in and out class. It can be
concluded that being communicatively available and ready to help with a sincere
attitude mn a balanced manner professionally in and out class is quite important for

nstructional effectiveness and immediacy.

5.5.2 Importance of the First Encounters

Wilson, Stadler, Schwartz and Goff (2009) sought after the question whether a first
day handshake changed students’ impressions concerning the course and the
mstructor. They found that while female professors were able to establish immediacy
through this act and scored high on teaching skills and ability to motivate, it had
reverse effects for male professors. This study indicates that first encounters are
important with regard to immediacy issue and it may set the tone for the term. Student
nterviews in the present study also supported this point that how they feel in the
beginning for an instructor continues the same through the term. Student interviews
also revealed an issue of balance that a bit of seriousness should be included in the
conduct of lessons. This might be translated into the fact that there are also students

with academic goals and they should as well not be ignored. Instructors’ interactional
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realities were really a factor. For example, wearing a sullen face, acting like a soldier
or bearing a grudge against students have always been felt and felt negatively by
students and affected their positioning towards school. Thus, it is important for
instructors to be sensitive concerning their immediate behaviors or absence of them.
To be able to create arelational rapport with students, a communication strategy should

be laid out diligently beginning from the first moments of encounter.

Herein, early establishment of interaction patterns andits functional value is in parallel
with the principles of interpersonal adaptation theory. Moreover, the quantitative
findings and follow-up student interviews revealed that instructors and students
constantly adapt their behaviors and mutual influence takes place accordingly. Their
behaviors communicate with each other and create a common ground, especially for
mstructors to be able to negotiate towards their instructional goals. Thereby, the
present study, taking it as a reference point, has tested the theory of interpersonal

adaptation on its own case and found consistent.

5.5.3 Teacher Sensitivity

It can be inferred from the findings that immediate teachers are sensitive to student
needs and tailor ateaching style accordingly. They conduct the lesson with a balance
and integrate fun and different activitiecs whenever needed. Sharing some anecdotes
from life and discussing deeper topics rather than the lesson itself with students
appears to increase the immediacy students yield to the instructors. Such flexibility
concerning the conduct of the lesson in accordance with the needs of students causes
students to have better instructor evaluations. Therefore, teacher immediacy includes
an adaptive teaching style as well, which is always in negotiation with students. At this

juncture, a student lamented that s/he was stopped speaking while sharing a memory
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since s/he was not speaking in English. Students’ social faces and commonsense status
quo regarding these faces should be preserved and not be disregarded if a longitudinal

mstructional effectiveness is desired.

5.5.4 Immediacy and Attendance

What the results clearly indicate is that students' attendance for the classes for
immediate teachers have been supported by the interviews as well. Students feel to be
understood and recognized by sincere immediate teachers and thus attend a more
where s/he feels communicatively safe. Herein, students frequently mentioned a
relaxing atmosphere created by the instructors. This creation of such an atmosphere
requires teachers to be communicatively immediate. Thus, teacher education programs
should integrate such tenets into the curriculum so that teachers perform the art of
teaching wholly and build an interactional rapport to engender this relaxing, yet
balanced, atmosphere to increase student attendance along with course achievement.
However, although it can be overall inferred that an established interactional rapport
with students directly affectstheir attendance, course achievement seems to be affected
indirectly. When asked explicitly, students always agreed on the fact that they attend
the class of such immediate instructors who scored higher in the questionnaire. When
their possible relation to the course achievement was questioned, students mostly
reported that it indirectly affects their success since they listen attentively and
participate more. Yet, a direct link is hard to establish since they, as most of them
mentioned, study their lessons regardless of the instructors’ communicative abilities

to pass the preparatory year.
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5.5.5 Reviewing Humor Orientation

For the reasons of humor construct to be scored low, there were many ideas. The
relativity of sense of humor was mentioned many times and some instructors had been
criticized for lacking natural ability to be humorous. Items of the questionnaire were
at this point might be too frequent and assertive as well that led students to be cautious.
Some students might also deliberately have been scored low since these items were
socially different than others, i.e., it might be translated as the conflict of authority.
The importance of culture in such immediacy studies have been mentioned throughout
the present study. The low scored humor construct, therefore, might be an egocentric
reaction of Turkish students. In some interviews, when the reasons asked behind this
issue, it has been stated that some students were not happy no matter how humorous
an instructor is. Being funny in Turkish culture can be considered as something to be
bragged about and this praise might not be yielded to the instructors easily. Being in a
conservative culture, humor i Turkish classes is surely a relative and ramified
construct. Some other reasons could be that the instructors did not want any
distractions in the flow of lessons or English jokes did not translate into the mind of

Turkish students according to the interviews.

In their study, Bekelja et al. (2006) put a strong emphasis on appropriateness for using
humor in the classroom. They convey that “a verbal attack from an authority figure
(instructor) in a public context (classroom) violates classroom norms and expectations,
making such behavior inappropriate by most standards” (p. 192). They believe humor
should be used to accomplish a goal regarding lesson outcomes rather than attacking
students. They remind that %47 of the appropriate examples of humorous acts were

related to course content. Students believed it is the most appropriate way of being
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funny since it helps them recall course related information. Attention-ganing way of
humor use in the classroom is the most welcomed, appreciated and recognized strategy
by students and researchas well (Davies & Apter, 1980; Ziv, 1979). The relatively low
scored humor construct in the present study, thereby, might have emerged due to the
way of integration of it. In parallel with what Bekelja et al. (2006) suggest, the present
study too indicates that when instructors use humor, they should assess their level of

appropriateness carefully.

Frequently mentioned cross-cultural value of the present study can be discussed here.
Lu’s (1997) study put an emphasis on the concept of authority across cultures. The
findings of his study revealed that Chinese instructors who are members of a society
in which authority is acclaimed will be considered incapable if they please students.
Humorous behaviors taken to mean pleasure (Booth-Butterfield & Booth-Butterfield,
1991), may harm this authoritarian stance in the same way and both nstructors and
students seemed aware of this probability in the present study’s Turkish context. The
findings of Goldman et al. (2014) pointed out the stronger effect of confirmation on
American and Chinese students than on Turkish students. The present study, with
significant mean differences among dimensions, confronts this with the fact that
students are sensitive to confirming behaviors such as demonstrated mnterest and such

behaviors are positively correlated with their level of perceived attendance.

To conclude, the study of Bryant et al. (1980), without asserting any direct link,
inferred that competent teachers feel more relaxed in the classroom and thus use humor
more as well. While teacher competency might be related with more frequent humor

usage in the classroom, it is an undeniable assertion that humor is a natural faculty and
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strategic tool for competent instructors. After all, humor construct deserves special

attention especially when examined through different cultures.

5.5.6 Teacher Characteristics

As for the other low scored items of teachers’ demonstrated interest, when asked,
students reported an issue of egocentric instructor behaviors. The items were ‘s/he tries
to get to know me’ and ‘asks about how the lesson and homework go’. Even if some
students believed it is not their sole job to create a relational rapport with students,
instructors’ possibly conceited behaviors were a theme in the interviews. However,
this might all translate into the concept of reciprocity. Following the tenets of
mterpersonal adaptation (Burgoon, 1995), it can be discussed that there exists a mutual
influence. Students mentioned frequently that when a prosocial effort comes from the
students, instructors follow. The same applies when the subjects change places. Some
students believed that instructors got frustrated and stopped behaving in accordance
with these items since students were not returning the effort. The problem which
emerged might be conceived as ego wars from students’ side even if this was not the
case. Rather than speculating on student profiles who break this cycle of prosocial
messages and mutual influence, the principle of “mea maxima culpa” canbe followed
by instructors, that is to say the fault is mine as a professional, and strategic
interpersonal adaptation theories might be applied to avoid such loss of student interest

as discussed in the literature review chapter.

5.5.7 Teacher Education Programs

Teacher education plays a crucial role here to give way to resilient teacher

characteristics to emerge. Herein, tenets of interpersonal and instructional
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communication need to be integrated into the curricula of teacher education programs.
For example, in her doctoral thesis, Yesilel (2012) constructed and suggested syllabi
for effective communication courses to be integrated into the English language teacher
education programs. Herein, it should be noted that such a need exists for most of the
teacher education programs. In her study, she revealed the importance of relational
power that teachers might make use of in their professional lives guided by the notions
from the field of instructional communication. These studies are so important and need
to be recognized by policy makers of the country. In fact, such courses named
‘instructional communication’ are already being taught in the departments of
communication and ready to be adapted into the Turkish system. The advantages of
having asimilar course, whether adapted or constructed, in teacher education programs
with the tenets discussed in the present study are huge. However, it is also necessary
to mention the debate on personal development of teacher candidates versus their
technical competence when it comes to teacher education. As it is a humanistic-based
stance, immediate teacher trainers may touch their student teachers’ personas and

value therr personal growth supplementing what is to be studied as a course.

5.5.8 Emergency Remote Teaching

As for their distant learning journey, it might be safe to start with the fact that this was
an Emergency Remote Teaching (ERT). For a regular online learning experience, there
should be preplanned, well-organized and ready to deliver mstructional content.
However, Hodges et al. (2020) make a distinction and point out that “ERT is a
temporary shift of instructional delivery to an alternate delivery mode due to crisis
circumstances” such as the crisis of Covid-19. Due to its quick nature and delivery,

the online instruction students had can be categorized as an emergency distant
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teaching, thus, lacks a preplanned design of mstruction. Bodie and Michel (2014)
explored the effects of manipulated immediacy on students’ cognitive learning in an
online setting. They found that higher-immediacy groups showed better learning
performances compared to lower-immediacy groups. Rocca (2004) wondered the
deliverance of immediacy on a platform where the instructor is seen through a screen
and its possible responses on students’ side. The study of Bodie and Michel (2014)
found evidence of effects of immediacy delivered virtually. However, their online
classroom had an organized setting from the beginning to be delivered. Herein, Hodge
et al. (2020) claim that “the rapid approach necessary for ERT may diminish the
quality of the courses delivered”. This might also be a problem for instructors and their
immediate style of teaching. Thereby, the interviews of the present study revealed
some anecdotal evidence regarding the dark side of this issue. Although some students
mentioned that they required the physical existence of instructor behaviors such as
touch or direct eye contact, instructor immediacy, according to the interviews, might
be achieved online as well. Students noted that they felt no distance with some
mstructors as they would not face-to-face. Such instructors were always open to give
feedback anytime, made them feel they were there for them always and motivated
them that they could do it. Many students reported such effective and immediate
mstructors can keep their qualities on online platforms too. Apart from the unplanned
instructional content or technical-environmental problems caused by the emergency
remote teaching circumstances, immediate instructors were like a friend to the students
and conveyed the feeling they were in this together with students. This marks the

importance of teachers and their training to be able to apply such a pedagogy.
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The software that is in use for online teaching also is an important factor which
establishes the circumstances of learning. Inthe case of the present study, ‘Advancity’
was used as a software. Students had the instructor teaching on the screen and a chat-
bar to participate by typing anything anytime. They had the option of participating by
their camera or voice as well whenever they wanted to. However, most of the students
were not that eager to participate and only few participated visually or aurally. The
one who typed something lamented the fact they caused some problems regarding
synchronization. The fact that instructors could not follow students’ reactions with
visual clues caused some instructional ineffectiveness as well. This overall created
some disturbance on students’ distant learning experience. Some students were happy
and free to participate, ergo, had some learning gains regardless of such insufficiencies
resulting from the nature of the software. Therefore, even if the choice of the software
is important, student motivation was required more than ever. Herein, the students’
answer also had a pattern which delineated the notion of responsibility. They
repeatedly noted that their responsibility to give an effort and learn increased compared
to face-to-face learning setting. Thus, it can be concluded that in emergency remote
teaching phases, the choice of the software requires more attention to diminish such
student complaints. Moreover, another conclusion can be the habit of students
regarding spoon-feeding style of teaching. Throughout their learning experiences, they
got used to being presented with a readily available knowledge and content which did
not require them to put much effort to deconstruct and build their own understanding.
Rote-learning systems might have made them lazy learners and thus they had the
feeling of increased responsibility. Coming from the contention that every cloud has a
silver lining, Covid-19 outbreak and the results of the present study consequently made

us question how much we were able to create autodidact learners. Apparently, there is
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still a need in the system of the Turkish education which is to facilitate student curiosity

and endeavor to go after knowledge regardless of the platform of learning.

Distant education has some other issues as well. The technical problems such as
internet disconnections affected negatively the instructional dynamism at both ends of
learning. Students might lose the connection during exams or instructors might lose it
as well ata critical point of mstruction. Distracting environments students might be in
also were an important factor in the evaluation of this distant learning phase. Apart
from these issues, students who had pen and paper fashion learning till this day were
not used to learning in an online setting. It took some time for them to get adjusted.
These problems might result from the fact that it was an emergency remote teaching
and both institutions and students were not ready theoretically or technically. The
harsh circumstances of Covid-19 measures also might have made it even more difficult
to resolve such issues since the ability of mobility was restricted and thus crowded
house environments or disconnections were inevitable. Nevertheless, the inference
might be that every educational system should be ready to deliver education in such

times of crisis. Apparently, the Turkish education system was caught unprepared.

5.6 Implications for Practice

The present study used the paradigm of teacher immediacy to anatomize the teacher-
student interaction in a preparatory school of a foundation university in Turkey. The
sample thereby was a special case. Dynamic variables of this interaction are surely
diverse depending on socioeconomic backgrounds of students or teachers, ages of
students, etc. Thus, interpretation of the results should be done with caution.
Nevertheless, this study provides a quick mirroring of such an interaction and offers

some implications for sure.
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After piloting studies and constructing the TSIS (Teacher-Student Interaction Scale),
the existing situation of teacher immediacy at a preparatory has been thoroughly
discussed. The design of the study and its literature review aimed to find some answers
regarding a possible link between teacher immediacy and students’ level of perceived
attendance. A snapshot of teacher immediacy has been taken quantitatively thanks to
the scale, TSIS. The survey also had a part where the perceived attendance relationship
can be analyzed quantitatively. A final qualitative endeavor with student interviews

completed the data pool of the study.

When the literature of immediacy construct and instructional communication is read
diligently, it bears numerous merits. However, it has been always noted that the results
were mostly obtained in west cultures. Such immediacy inquiries were rare in the
Turkish context, an oriental culture. Thus, the present study contributes to this puzzle
of literature as one of the missing pieces. Indeed, the interpersonal nature of

educational settings is culturally relative and always deserves attention.

Quantitative results revealed that immediate instructors were able to achieve a better
perceived attendance and questionnaire results obtamed by one-way repeated
measures analysis of variance guided most of the qualitative inquiries. Interviews
indicated that a better attendance and indirectly a better course achievement is

expected when immediate mstructor behaviors are adapted.

Being immediate might be interpreted in many ways. Willam Glasser’s quotation in
the beginning of the paper that suggests instructors to relate students and Carl Rogers’
plea for instructors to be real persons while interacting with students might sum up

some possible interpretations. In order to engender student praise for professional
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profiles of instructors, their social faces provide a groundwork to grow on. For
instance, being available for students to be communicated like a friend and keeping a
balance of professionalism such as satisfying the needs of syllabi of the lesson speak
to both academic and relational minded students in the class. When the possible tension
of teacher-student positioning is governed strategically, i.e., drinking tea with students,
yet, being able to orchestrate the classroom at need, is what instructors should educate
themselves for. Rather than hustling as instructors, sliding on an ice puddle in the
campus just because you enjoy doing so is so welcomed and praised by students that
they become even more open to be guided and adapted towards instructional
requirements. Herein, Wililam Arthur Ward should be quoted: “The mediocre teacher
tells. The good teacher explains. The superior teacher demonstrates. The great teacher
mspires”. Above instructional requirements, by integrating in-depth discussions into
the lessons regarding their nterests and life overall, mspiring students should also be
aimed for. It must not be that difficult to inspire students with the notion of “Carpe
Diem” as John Keating conveys to his students in the movie of Dead Poets Society.
The quotation from Burgoon et al. (1995) might be deconstructed here again for the

purposes of emerging implications.

“Consider the alternative where the discrepancy is positively valenced (i.e., A
> [P) and may be a positive violation of expectations. We predict that
mteractants will be propelled in the direction of A, that is, they will converge
behavior toward that of the partner, resulting in matching or reciprocity. Such
movements have the advantage of shifting own behavior toward a more desired
objective and possibly achieving greater behavioral meshing”. (p. 270)

Students have their own expectations and positioning for instructors in the beginning
of a term. Interviews revealed the importance of the first impressions and how it lasted

through a term. As mentioned earlier, Wilson, Stadler, Schwartz and Goff (2009) also
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reported how a small act of handshaking with students at first classroom encounters
might have effects throughout the term. In order to achieve desired student behavior
and seek reciprocity, a relatable persona should be portrayed right in the beginning of
the first lesson. A discrepancy might be evoked in this way to have students adapt their
behaviors towards positively valenced teacher actual behavior. When affinity is
mitially earned by the teacher and a teaching competency is conveyed through the
term, students surely attend the classes more and have indirect learning gains too as

the results of the present study suggest.

Since the items of the questionnaire have a statistically significant positive relationship
with perceived attendance and possible course achievement, as the nterviews
indicated, teachers can be overall encouraged to use humor for generating support,
approval, and goal-attainment, teacher confirmation to arouse, in the students, feelings
of being real, recognized and valued and teacher’s nonverbal immediacy reducing the

physical, thus, psychological distance with students.

The literature review of the present study offers definitions and items of questionnaire
convey the practical translations. Lastly, it ought to be mentioned that humor should
be utilized cautiously in a Turkish context since it might have the chance to be

construed as pretentious.

5.7 Implications for Further Research

The recommendations for future research can listed as follows:

1. The present study only studied the data collected from young adult students of
a preparatory school in a foundation university. For generalizability purposes,

a diverse data is required to be analyzed from different populations such as
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from the departments of both foundation and state universities or from K-12
grades.

Immediacy is a comprehensive construct and teacher immediacy has other
variables as well such as credibility, verbal aggressiveness etc. Further research
might integrate these variables into the design and can adapt or construct scales
accordingly.

The present study obtained a descriptive nature. Further research might be
advised to design an experimental path and have stronger evidence by reaching
causality.

Students constitute only a half of the sphere. Teachers’ perceptions on mutual
influence and on their immediate behaviors should be inquired to complete the
other half of the sphere.

The integration of instructional communication and teacher education fields
must be recognized and further research should be designed to achieve this
endeavor.

The present study integrated the phase of Covid-19 emergency remote teaching
and sought its ripple effects. However, in time, such effects will be more salient

and thus will deserve a retrospective approach.
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B. VOLUNTEER CONSENT FORM

Goéniillii Katithm ve izin Formu

Degerli Katilimet,

Katilmis oldugunuz ¢aligma, yiiksek lisans tezi arastirmamda kullanilmak {izere OoDTU Etik Komisyonu
tarafindan etik onay1 verilmis olup, 6gretmeninizin siz 6grencilerinin derse devamlilik durumunu ve
basaris1 lizerindeki etkiyi gesitli degiskenler gz oOniinde tutularak aragtirmayr amaglamaktadir. Bu
amaci gergeklestirebilmek i¢in sizlere bir anket uygulanacaktir. Calisma esnasinda sizi rahatsiz edecek
herhangi bir durumla karsilasmamz durumunda istediginiz zaman yardim talep edebilir ya da ¢calismadan
dilediginiz zaman ayrilabilirsiniz. Arastirmadan ayrilmaniz halinde sizlere higbir sorumluluk
yiklenmeyecektir.

Bu belgeyle elde edilen bilgilerin herhangi bir iigiincii sahis veya grupla aragtirma amaci disinda

paylagilmayacagini temin ederim. Kisisel bilgileriniz gizli tutulacak ve basilmis ya da ¢evrimigi

yayinlanmis herhangi bir belgede agik olarak verilmeyecektir. Veriler arastirma amacglh olmak iizere

ilgili arastirmaci ve veriye akademik katki sunacak arastirmacilar tarafindan kullanilacaktir. Isbu

belgeyi, ilgili prosediirii onayliyor ve kayitlarimizin arastirmaci(lar) tarafindan kullanimina izin
veriyorsaniz liitfen imzalayiniz.

Saygilarimla.

Deha DIRIL

Yiiksek Lisans Ogrencisi

Egitim Programlar1 ve Ogretim / Orta Dogu Teknik Universitesi

+90 535262 85 13

dirildeha@ gmail.com

Sorumlu Arastirmaci: Prof. Dr. Cennet ENGIN DEMIR

Yukarida anlatilan ¢alisma igin arastirmaci tarafindan verilen o6lgekleri ictenlikle doldurmam
gerektigini, rahatsizlik hissettifim zaman calismadan ¢ikabilecegimi ve arastirmactyla paylasmug
oldugum tiim kisisel bilgilerimin gizli tutulacagimi anlamig bulunuyorum. Bu belgeyle, calismaya
gdniillii olarak katilacagimi beyan ederim.

Tarih:

Ad-Soyad:

Telefon:

E-posta:

[mza.‘
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C. EFA EXAMINATIONS OF THE ITEMS

10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.

gestures while talking to the class.

gives oral or written feedback on my work.

uses a variety of vocal expressions when talkingto the class.
use humor to communicate in a variety of situations.

uses monotone/dull voice when talkingto the class.
incorporates exercises into lectures when appropriate.

I usually laugh when s/he tellsa joke or story.

looks at the class while talking.

communicates that he/she is interested whether I am learning.
has a very tense body position while talkingto the class.
even funny jokes seem flat when s/he tells them.

looks at the board or notes while talkingto the class.

uses a variety of teaching techniques to help me understand material.
doesn't tell jokes or stories even when asked to.

movesaround the classroom while teaching.

asks me how the class is going or how assignments are comingalong,

being funny is a natural communication style of him/her.

smiles at the class while talking..

checks on my understanding before going on to the next point.
can be funny without having to rehearse a joke.

is willing to deviate slightly from the lecture when I ask questions.
of all the instructors I know, s/he is the funniest.

listens attentively when I ask questions/make comments during class.
regularly tells jokes and funny stories when he/she is with us.

is available for questions before and after class.

indicates that s/he appreciates my questions or comments.

uses an interactive teachingstyle.

takes time to answer my questions fully.

cannot tell a joke well.

establishes eye contact duringclass lectures.

communicates that s/he believes I can do well in the class.

makes an effort to get to knowme.

Pass
Pass
Pass
Pass
Low Communality
Low Communality
Pass
Low Communality
Pass
Cross Loading
Cross Loading
Singularity
Pass
Cross Loading
Low Communality
Pass
Pass
Cross Loading
Pass
Pass
Singularity
Pass
Pass
Singularity
Pass
Pass
Not Compatible
Pass
Pass
Not Compatible
Pass

Pass
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D. THE TEACHER-STUDENT INTERACTION SCALE

Sevgili Hazirhk Ogrencisi,

Bu aragtirmanin amac, 6gretmen-6grenci etkilesiminin 6grencilerin algilanan devamsizhk durumlan ve bagar
seviyeleri tizerindeki etkisini incelemektir. Ankette yer alan sorulara verdiginiz yanitlar, kesinlikle size not vermek
va da sizi elegtirmek amaciyla kullanilmayacaktir. Sonuglar yalmzca bilimsel aragtirma amagh kullamlacaktir.
Sorulan igtenlikle doldurmamz, daha dogru sonuglara ulasmamzi saglayacaktir. Cevaplandirma siiresi yaklagik 5-6
dakikadir. Sorular1 bos birakmamaya ve sadece tek bir segenek isaretlemeye Gzen gosteriniz. Katildigimz igin

tesekkiir ederiz.

BOLUM I: KiSISEL BILGILER

1. Cinsiyetiniz: (Liitfen belirtiniz)
20 Yasmz: o, (Liitfen belirtiniz)

3. Ogretmeninizin (main teacher) cinsiyeti: ............
4. Biliimiiniiz:

5. Simf Meveudu:

6. Cahsma durumunuz:

[ cahsmiyorum
[ yari zamanh (Part-time)
[J Tam zamanh
7. Kag yildir ingilizce dgrenmektesiniz:
15yl
[ds-10y1
[]+10y1

Deha Diril (dirildeha@ gmail.com)

ODTU Egitim Bilimleri Béliimii Yiiksek Lisans Ogrencisi
Prof. Dr. Cennet Engin Demir (cennet@metu.edu.tr)
ODTU Egitim Bilimleri Boliimii

............ (Liitfen belirtiniz)

8. Anadiliniz ve Ingilizce disinda herhangi bir dil biliyor musunuz?

|:| Hayir

[J Evet: (Liitfen agiklaviniz)...........................

9. Su anki ingilizce Seviyeniz:

[l Elementary/Baslangig

[] Pre-Intermediate/Orta Oneesi
[[] Intermediate/Orta

[J Upper Intermediate/Orta Ustii
] Advanced/ileri

Mezun oldugunuz lise tiirii

[J Fen Lisesi

[] Anadolu Lisesi

[7] Sosyal Bilimler Lisesi

[] Meslek Lisesi

[] Ozel Lise

10.

[ Diger: (Liitfen belirtiniz)............................
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BOLUM IT: OGRETMEN-OGRENCI ETKILESIMI

Yonerge: Liitfen bu boliimii size en ¢ok ders saati olan hocayi (inain teacher) diisiinerek doldurunuz.

2EH E| 5| 2|33

Hocamz.. ki E E 3| 3|43
1. ..sinifa hitap ederken viicut dilini kullanir, 1 2 (3|45
2. ..gahgmama iligkin sozlii veya yazih geribildirimde bulunur. 1 2 3 4 5
3. .gesitli durumlarda mizahi iletisim kurmak i¢in kullanur. | 2 3 4 5
4. .benim 6grenip dgrenmedigimi 6nemsedigini gosterir. 1 213|415
5. ..bir saka yaptifinda veya hikaye anlathfinda genellikle giilerim. 1 2 3 4 5
6. ..ders materyalini anlamama yardimci olmak igin gesitli egitim teknikleri kullanur. 1 2 3 4 5
7. ..dersin nasil gittigi ve/veya ddevleri nasil buldugum konularinda fikrimi sorar, 1 213|415
8. ..simifa hitap ederken gesitli sesli ifadeler (vurgu, tonlama vb.) kullanir. 1 2 3 4 5
9. ..igin eglenceli ve komik olmak dogal bir iletisim seklidir. 1 2 3 4 5
10. ..bir sonraki konuya gegmeden 6nce anlayip anlamadigin kontrol eder. 1 213|415
11. ..ders esnasinda soru sordugumda veya yorum yaptifimda dikkatle dinler. 1 2 3 4 5
12. ..dogaclama saka yaparak da komik olabilir. 1 2 13|45
13. ..dersten dnce veya sonra soru sormak igin miisait olur. | 2 3 4 5
14. ..basaril olabilecegime inandigini belli eder. 1 2 3 4 5
15. ..sorularima veya yorumlarima deger verdigini belirtir. 1 2 3 4 5
16. ..sorularima tamamen yanit vermek igin zaman ayurir. | 2 3 4 5
17. ..tamdigim biitiin hocalar arasindaki en komik kisidir. 1 2 3 4 5
18. ..beni tanimak igin gaba gosterir. 1 2 3 4 5
19. ..iyi saka yapamaz. 1 2 3 4 5
Bagka belirtmek istedikleriniz (Yaziniz) :

1 213|145
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BOLUM I1I: DEVAMSIZLIK

Yonerge: Liitfen bu boliimii de, size en cok ders saati olan hocay: (main teacher) diisiinerek doldurunuz.

Goriisiiniizii ilgili secenegi isaretleyerek belirtiniz.
1. Bu donem hocanizin (main teacher) dersini ne sikhkla ka¢irdiniz?

[ Cok sik

[] Genellikle

[ Neredeyse yarisim
[] Nadiren

] Higbir zaman

2. Bu diénem hocamizin (main teacher) dersine ne sikhkla katildiniz?

[J Her zaman

[[] Genellikle

[] Neredeyse yarisini
|:| Nadiren

] Higbir zaman

3. Bu hocamzin dersinde yaklasik ka¢ saat devamsizh@imiz var?: ......................

4. Devamsizhgimz azsa ya da ¢oksa bunun sebepleri ne olabilir? (Liitfen aciklayiniz)

Calismamiza katldiginiz icin tesekkiir ederiz.
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E. GOODNESS OF FIT STATISICS FROM LISREL

Goodness of Fit Statistics

Degrees of Freedom = 146
Minimum Fit Function Chi-Square = 217.82 (P = 0.00011)
Normal Theory Weighted Least Squares Chi-Square = 219.09 (P = 0.00)
Estimated Non-centrality Parameter (NCP) = 73.09
90 Percent Confidence Interval for NCP = (37.27 ; 116.89)

Minimum Fit Function Value = 1.22

Population Discrepancy Function Value (F0) = 0.41
90 Percent Confidence Interval for FO = (0.21 ; 0.65)
Root Mean Square Error of Approximation (RMSEA) = 0.053

90 Percent Confidence Interval for RMSEA = (0.038 ; 0.067)
P-Value for Test of Close Fit (RMSEA < 0.05) = 0.36

Expected Cross-Validation Index (ECVI) = 1.72
90 Percent Confidence Interval for ECVI = (1.52 ; 1.96)
ECVI for Saturated Model = 2.12
ECVI for Independence Model = 44.35

Chi-Square for Independence Mocdel with 171 Degrees of Freedom = 7901.04
Independence AIC = 7939.04
Model AIC = 307.09
Saturated AIC = 380.00
Independence CAIC = 8018.71
Model CAIC = 491.58
Saturated CAIC = 1176.66

Normed Fit Index (NFI) = 0.97

Non-Normed Fit Index (NNFI) = 0.99
Parsimony Normed Fit Index (PNFI) = 0.83
Comparative Fit Index (CFI) = 0.99
Incremental Fit Index (IFI) = 0.99
Relative Fit Index (RFI) = 0.97
Critical N (CN) = 156.04

Root Mean Square Residual (RMR) = 0.043
Standardized RMR = 0.040
Goodness of Fit Index (GFI) = 0.89
Adjusted Goodness of Fit Index (AGFI) = 0.85
Parsimony Goodness of Fit Index (PGFI)

|
o
o
o

143



F. NIS-O SCALE PUBLIC PERMISSION

COMMUNICATION RESEARCH MEASURES

These are measures that have been developed by researchers who are, or at one time
were, faculty members or graduate students at West Virginia University.

They were developed for use by researchers and may be used for research or
instructional purposes with no individualized permission. There is no cost for this
use.

Please cite the source(s) noted at the bottom of the measure when publishing articles
based on research using these instruments.

Nonverbal Immediacy Scale - Observer Report (NIS-O)

Retrieved from http://www.jamescmccroskey.com/measures/
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G. EMAIL CORRESPONDENCE FOR HUMOR SCALE PERMISSION

06.06.2020 RE: PERMISSION FOR THE SCALE

Tarih: 26-83-2020 [18:46:00 +03]

Kimden: Melanie Booth-Butterfield <mboothbu@wvu.edu>
Kime: deha.diril@metu.edu.tr

Konu: RE: PERMISSION FOR THE SCALE

Good morning Deha; It's always great to hear from scholars who want to engage in humor research! Yes you
certainly have permission to use the Humor Orientation Scale, tho I'm curious about your adaptation. The
scale has been adapted to measure perceived teacher HO, perceived manager HO, & translated into other
languages. How do you plan to use it? 1I'm interested in hearing more about your research project.

Good luck & all the best, Melanie Booth-Butterfield

----- Original Message-----

From: deha.diril@metu.edu.tr <deha.diril@metu.edu.tr>

Sent: Thursday, March 26, 2020 9:09 AM

To: mbooth@wvu.edu

Subject: PERMISSION FOR THE SCALE

Hello,

Hope this e-mail finds you in good health.

I am studying at MS program of Curriculum and Instruction department in Middle East Technical University in
Ankara, Turkey. I would like to adapt Humor Orientation Scale (Booth-Butterfield and Booth-Butterfield,
1991) for my dissertation. Even if it it is open to public, I would love to have a permission paper from you
as well.

Warm regards,

Deha Diril
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H. TURKISH SUMMARY/ TURKCE OZET

BIR ILETISIM SANATI OLARAK OGRETMENLIK: OGRETMEN YAKINLIK
DAVRANISLARI VE ALGILANAN DEVAMSIZLIK UZERINE BiR CALISMA

1. Giris
Bu ¢alsmanm temel amaci, 6gretmen 6grenci etkilesiminin dinamiklerini belirli
acllardan tammlamak, bu dinamiklerin hazrlk okulu 6grencilerinin alglanan
devam diizeyine etkisini aragtrmak ve Ogretmen egitimine bazi gorisler
kazandrmaktrr. Ogretmenin 6grencisiyle kurdugu etkilesimin birgok boyutu
vardrr ve Ogretmen tarafindan stratejik bir sekilde anlasiip kullanildigmda bu
etkilesim Ogretmenin smiftaki amaglarma biiyiikk katki saglayabilir. Sosyal bir
varlk olarak insann grupga bir araya geldigi egitim ortamlarmda saglkh bir
etkilesim kurarak daha verimhi vakit gegirecegi ongoriilebilir. Her ne kadar bazi
0zel durumlarda sadece bilgi aktarmm beklenirken, Ogretmenligin ¢ogu alaninda
ogrencilerle kurulan iyi iletisimin &grencileri derse daha ¢ok ¢ekebilecegi ve bu
iletisimin daha kaliteli bir smif ortamm saglayabilecegini sdylemek zor olmaz. Bu
cabsmada bir hazrlk okulunda Ogretmen Ggrenci etkilesiminin betimlenmesi
amaglanmstr.  Ogretmenin yakmhk davranslarmin  dgrencilerinin -~ alglanan
devamszliklar1 iizerine de olumlu etkilerde bulunacag ve onlar1 derslere daha ¢ok
cekecegi varsaymmdan hareket edimistir. Elde edilen bulgularin  6gretmen

egimine katkida bulunabilecegi diisiiniilmektedir.
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1.1. Arastirmanin Amaci ve Onemi

Bu ¢ahgma, Ankara'da bir vakif {iniversitesinin hazrhk okulunda Ogretmen-
ogrenci etkilesimin arastiriimasit amaclanmigtr. Cahgma hazirlanrrken egitimsel
iletisim alanyazmi, agrhk noktasmi olusturmustur. Ogretmen davransslari icin
degiskenler bu alanyazindan, yani 6gretmen yakmhk davranglarmdan secilmistir.
Sozsliz yakmnhk davramglar,, mizah veya 6gretmen onayi gibi secilen dgretmen
davraniglari, kiiltiirler aras1 deger de ortaya cikarabilecek yapilardr. (Aydin,
Miller, Xiaojun, Mentes ve Leblebici, 2013; Goldman, Bolkan ve Goodboy, 2014;
Lu, 1997). Bunedenle, 6gretmen-6grenci etkilesimi i¢in ozellikle yapilandirilmis
Olcegi ie mevcut cahsma, egitimsel iletisim ve Etkilesimli Adaptasyon
Teorisinden kavramlarmi birlikte kullanmayi, ogretmen-6grenci etkilesimi ve
algilanan devamsizlk arasnda iligki aramayi, Ogrencilerin bu etkilesime ve
devamsizliklarina iligkin goriislerini ortaya ¢ikarmayr amaglamaktadr. Son olarak

alanyazma kiiltiirel degere sahip bir ¢alisma kazandirmak amaglanmustir.

1.2 Arastirma Sorular
Bu ¢ahsmanin amacma iliskin arastrma sorular1 asagida listelenmistir:

1. Tirkiye'deki bir vakif iiniversitesinin hazirhk okulunda 6gretmen-6grenci

etkilesiminin dogas1 nedir?

2. Ogretmen-ogrenci etkilesimi ile ogrencilerin  algilanan devam diizeyi

arasinda anlamh bir iliski var nudir?

3. Ogrencilerin, iiniversitelerinde yiiriitillen ~6gretmen-6grenci etkilesimi
anketinin dikkat ¢ekici temalar1 ve bu temalarm devamlari iizerindeki etkisi

hakkmnda goriisleri nelerdir?
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2. Alanyazin Taramasi

Bu ¢algmann faydalandigi ii¢ ana alani oldugu soylenebilir. Ancak bunlardan biri,
egitimsel iletisim, digerlerine kiyasla baskmndir, ¢iinkii daha kapsamhdr. Egitimsel
iletisim, kendi kiiltiirii ve arastrmacilariyla kapsayici bir disiplindir. Ornegin ders
basarisi, egitimsel iletisim alaninda teorik ve deneysel olarak bilissel 6grenme olarak
kendini gosterir. Duygusal o6grenme, egitimsel iletisim arastrmaciarmm zaten
cahstigt bir diger noktadr ve bu cahsmada Ogrencilerin algilanan devamsizligi
tizerinde bir etkisi oldugu varsayimistr. Secilen degiskenler ayni zamanda ¢ogunlukla
egitimsel iletisim alaninda incelenen, sozel olmayan yakmlk davranmglar, 6gretmen
mizah1 ve 6gretmen onayr yapilaridir. Bu davranmg tiirleri, hem psikolojik hem de
fiziksel olarak yakmhk olarak varsayabilecegimiz Ogretmen yakmhk davranislar c¢ati
yapisi olarak disiiniilebilir. Egitimsel iletisim 6gretmen yakmnhgi (bu g¢ahsmanin
degiskenleri) ile duygusal ve biligsel Ogrenmeyi iyi tartistiindan, yararlanilan
alanyazmlarin daha bliyilkk ve dolayisiyla baskin bir pargasmi olusturmaktadir.
Egitimsel iletisim disnda disiiniilebilecek ikinci alanyazm, 6grenci devamsizhigidir.
Ogrenci devamsizhginin egitimsel iletisim arastrmacilar1 arasmda yeterince ilgi
gormedigini iddia etmek zor degildir, bu nedenle devamsizhk durumunu egitimsel
iletisim perspektifinden okumak ve alana ilave etmek heyecan vericidir. Devamsizlik
alanyazmmi egitimsel iletisim alani teorileri ile sentezlemek ve alana Ozgiin bir
calisma sunmak olduk¢ca heyecan vericidir. Son olarak, Burgoon ve arkadaslarinin
etkilesimli adaptasyon teorisi (1995) bu ¢alismayr 6nemli Slgiide bilgilendirmekte ve
yonlendirmektedir. Etkilesimli adaptasyon teorisinin egitimsel iletisim ilkeleriyle
entegrasyonu olduk¢a nadirdir. Comstock (1999), Etkilesimli Adaptasyon Teorisinin

miitekabiliyet ilkesini test etmig ve sonuglar1 68retmen-6grenci etkilesiminin islevsel

148



bir siire¢ olarak teyit etmis olmasma ragmen bu durum miitekabiliyetin teorinin tek
cikarmm oldugu anlamma gelmemektedir. Diisiliniildiigiinde ve fikirleri saglam bir
sekilde anlasimaya c¢ahstiginda, etkilesimle adaptasyon teorisinin kisilerarasi
etkilesimlerin gergeklestigi sosyal bilgiler i¢cin sunacagi ¢ok sey vardr. Bu nedenle,
devamsizlk alanyazmmi dikkate alma heyecaninda oldugu gibi, etkilesimli
adaptasyon ve egitimsel iletisim ile bu ¢ahgmanin teorik goézliklerini olusturmak bir
Ozglin bir eylemdir ve bu gelecekteki calismalar i¢in de bir arastrma kanah ortaya

koyabilir.

2.1 Sozsiiz Yakinhk Davramslar

Ogretmen yakmnlk davranislar, 6gretmenler ve dgrenciler arasinda alglanan fiziksel
veya psikolojik yakmnlk derecedir. (McCroskey ve dig. 2016). Bununla birlikte, soézel
olmayan ve sozel yaknhk davraniglar1 arasmdaki ayrimda agikliga kavusturulmasi
gereken bir iliski vardwr. Fiziksel mesafe azaldiginda, psikolojik yakmhgm tesvik
edildigi ve bunun da daha fazla yakmnlk ile sonuclandi1 ortaya ¢cikmistr (Aiello ve
Cooper, 1972; Burroughs, 2007). Sozsiiz yakmhk sergilendiginde, bu mesafe
psikolojik yakmnligi cagristrarak azalr. Sozsiiz mesajlarm sozli mesajlar i¢cin bir temel
olusturdugu, yani kolayca kontrol edilemedigi ve bu nedenle daha fazla giivenilir
oldugu sdylenilebilir. Sozsiiz yaknlk sergileyen bir tonla baslayan 6gretmenler genel
olarak sozli yakmlk {izerine etkilesimlerini insa edilebilir ve smif ici etkinli§ini

arttrrabilir.

Her ne kadar oOgretmen yakmhk davranglarmin, so6zlii yakmbk i¢in Olgek
gelistirilememesi nedeniyle s6zel olmayan bir yapt (Richmond ve dig., 2003) olarak
diigtiniilmesi  gerektigi sodylense de (Mottet ve Richmond, 1998; Robinson ve

Richmond, 1995), onay ve mizahla ilgili davranglar yine de sozhi yakinlik
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davranlarma katkida bulunur (McCroskey ve dig., 2016). Bu nedenle, mizah ve
ogretmen onay1 degiskenlerinin so6zli yakmlk Olciimleri olduklar1 iddia edilmese de,
ogrenciler ve d6gretmenler arasmndaki psikolojik mesafeyi azaltmak i¢in bir arag olarak
kullanilabildikleri i¢cin sozlii yakinlk davranglari kategorisine girmektedir. Richmond
ve dig. (1987) sozel olmayan yakmhk davranislarmi, duygusal sicaklik duygularmi ve
aidiyeti iletmek i¢in algilanan iligkisel bir dil olarak tanimlamaktadir. Andersen (1979)
bunu yakmnhg1 yordayan davranissal ipuglarmm Ortiili kullanimi olarak tanmlar.
Egitim baglammda, Andersen (1978) 'sozsiiz yaknhk davraniglari’ terimini etkili
ogretim ile iligkilendirerek giilimsemek, yakm oturmak vb. gibi birbirinden bagimsiz
olarak bulunan ¢esitl O6gretim davraniglar1 i¢in bir ¢ati terimi olarak hizmet ettigini
belirtmektedir. Butland ve Beebe (1992), sozsiiz yakmhk davraniglarmm 6grencilerin
Ogrenmesini, hatrlamasmt  ve Ogretmenin etkililik alglarmi  artwrdigmi  ileri
siirmektedir. Bu nedenle Ozmen (2010), ozellikle egitimde sozel olmayan yakinlik
davraniglarmin 6grenci 6grenmesi, 6grenci motivasyonu, giiciin dogasi ve diger kritik

konular tizerindeki etkisi agismdan kritik bir noktada durdugunu vurgulamaktadir.
2.2 Ogretmen Mizahi

Gorham (1988) mizahn o6gretmen yakmhgmin bir yonii olarak ortaya ¢ikmasinin
stirpriz olmadigini1 vurgulamaktadir. Cosner’m (1959, s. 172) mizahn sosyal mesafeyi
azaltmayr amaglayan bir davet gibi oldugu diisiincesiyle, Bergler (1956) mizahin
catismayr azaltmayr ve genel olarak olumlu bir etkiyle kisileraras1 iligkileri
gelistrmeyi amacladigmi savunuyor. Kane, Suls ve Tedeschi (1977), mizahin
baskalariyla iliski kurarken keyifli bir arac oldugunu ve mizahi kullanana daha ¢ok
sempati duyuldugunu ileri stirtiyor. Mizah kullanan kisiler, sosyal davranislarda

bulunan, hos ve cekici olarak algilandigini da aktarihyor (s. 16). Smif ortammdaki
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mizahmn faydalari uzun siiredir arastiriimaktadir (Aylor ve Opplinger, 2003; Bryant ve
Zillman, 1989; Kaplan ve Pascoe, 1977; White, 2001). Arastrmalara ilgi, mizahin
ogrencilerle etkilesimde bulunurken tiim egitim kademelerindeki Ogretmenlerin
(ilkokul,  ortaokul ve {niversite) tarafindan sikhkla  kullamlmasindan
kaynaklanmaktadr (Bryant, Cominsky ve Zillman, 1979; Downs, Javidi ve
Nussbaum, 1988). Mizahin alglanan zeka (Gruner, 1966), olumsuz duygusal
durumlar1 azaltma (Smith, Ascough, Ettinger ve Nelson, 1971), dostluk (Gruner ve
Lampton, 1972), oOgrencilerin algilarmi iyilestrme gibi Ogretici yararlart hakkinda

cahsmalar bulunmaktadir.

Garner’m (2006) calismasi, smifta mizah kullannminmn faydalarmi dogrulamaktadir.
Bununla birlkte, mizahm olumlu etkilermin uygun mizah kullanimma bagh olduguna
dikkat c¢ekiyor. Oldukca kigisel veya Oznel bir mizah gerceklestiginde, Ogrenciler
tarafindan olumsuz algilanabilir. Lei, Cohen ve Rustler (2010) 6gretmenlerin olumsuz
mizah davranslarmdan kagmmalar1 gerektigini  konusunda uyariyor. Universite
derslerinde mizah kullanimmin psikolojik, sosyal ve bilissel faydalari ile birlikte, asir1
veya saldrgan mizah ve asagilayici aciklamalar ile bazi olumsuzluklarm ortaya
cikabilecegini aktariyorlar. Sonug olarak, dogru olmayan mizah kullanimi1 6gretmenin
glivenilirligine zarar verebilir ve Ogrencilerin dersle olan baglantismi kesebilir.
Yetiskinlerle Ingilizcenin Ikinci Dil olarak okutuldugu smiflarmda yapilan bir
calismada, Phu Vu ve Lan Vu (2012) temkinli olunmasi konusunda uyariyor ve
Ogrenenleri iyi tanimayi, evrensel olmayr ve mizah kullanrken kisa ve basit tutmay1

Oneriyorlar.
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2.3 Ogretmen Onayl

Alanyazm incelendiginde, Ogrenci iletisiminde etkili iletisim davranglarmin  ¢ok
Oonemli oldugu ortaya ¢ikmaktadr (Waldeck, Kearney ve Plax, 2001). Mizah ya da
sozsiiz yakmnlk gibi olumlu 6gretmen davranglarmm Ogrenmeyi arttrdigt  da
tartisiimistr  (Kramer ve Pier, 1999; Nussbaum, 1992). Goodboy ve Myers (2008)
ogrenmeyi etkileyen ve etkileyen baska bir 6gretmen davranismm da 6gretmen onay1
oldugunu vurgulamaktadr. Laing (1961), onayi, bireyin degerli, onaylanmis ve
benzersiz bireyler olarak taninmasi seklinde tanmmlar. Cissna ve Sieburg, (1981) bunu
“davraniglar1 teyit etme, nsanlarm kendi varliklarmi ve onemlerini ve baskalariyla
olan baglantilarm1 deneyimlemelerine izin veren davraniglar” (s. 269) olarak
tanimlamaktadr. Ellis (2000) ogrencilerin  biligsel ve duygusal Ogrenmelerinin
algllanan Ogretmen onay1 ile olumlu iligkili kurdugunu bulmustur. Turman ve
Schrodt'un (2006) cahsmasi, alglanan 6gretmen onaymmn, Plax ve arkadaslarinin
(1986) ¢alismasmnda daha 6nce belirttigi ve destekledigi gibi, bir 6gretmenin daha fazla
duygusal 6grenmeyi ortaya ¢ikaran, ddiil, uzman ve referans giicli kullanimi ile olumlu
bir sekilde iliskili oldugunu ortaya koymustur. Arastrmalar (Cahn, 1984; Schrodt,
Turman ve Soliz, 2006) ayrica 6grenci merkezli davranslarm, yani ilgi gostermek
veya sorulart yanitlamak gibi onaylayan davraniglarm alglanan 6gretmen anlayisina
ve daha sonra olumlu sonug¢ verebilecek olumlu o6gretmen degerlendirmelerine yol
actigim1  gostermektedir. Genel olarak, Ogretmenlerin  onaylayan davranlari,
ulagilabilir ve acgik olarak Ogrencilerin ihtiyaglarmni karsilayabilmesi, o6grencilerin
iletisim kurmasi i¢in daha az ¢aba sarf etmesi ve daha rahat ¢ahsmalarma odaklanmasi

demek olabilir. Gergekten de 6grenciler d6gretmen onaymdan ¢ok memnun ve motive
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olmuslardrr (Goodboy ve Myers, 2008). Bu bulgular 1518inda, 6gretmen onayr mevcut

calsmada bir degisken olarak yerini almaktadir.

2.4 Etkilesimli Adaptasyon Teorisi

Kisileraras1 uyum, temel ve yaygmn bir insan davranis1 olarak gosterilebilir.
Kisileraras1 uyum, bir etkilesen kisinin davranismi digerine gore diizenledigi siirectir.
Boyle bir uyum, miitekabiliyet, yakinsama, wraksama, taklit, eslestirme, etkilesimli
senkronizasyon ve yansitma gibi farkh bigimler alr. Cappella (1991), yakmnlk, durus
degisiklikleri, ses yiiksekligi vb. gibi bir dizi davranisla etkilesenlerin, birbirine uyum
sagladigmi ve iligkilerini tanimlayan ve yansitan bir etkilesim modeli gelistirdigini
ileri siirer. Bernieri ve Rosenthal (1991), bu davramslarm “rasgele olmayan, desenli
ve hem zaman hem de bicimde senkronize oldugu” sonucuna varmaktadr (s. 403).
Cappella'nin ¢alsmasi (1997), karsiikli uyumun yaygmn oldugu, en erken karsilagsma
sekillerinde (Ornegin yeni bir 6grenci grubunun Oniine yani bir simfa ik defa adim atan
bir 6gretmen) oldugu gibi, teorinin Onemi ile ilgili kanitlar saglyor, onemli iliskisel
sonuglar ve sosyal becerilerde bireysel farkhliklar1 aktariyor. Bu nedenle, Burgoon,
Dunbar ve White (2014), bu tiir yaygm bir siirecin genis kapsamh uygulanabilirlige ve
cok disiplinli 1ilgiye yol acacagmi belirtmektedir. Bu nedenle, egitim alaninin

davranigsal adaptasyon teorilerinden ve modellerinden yararlanacagi ¢ok sey vardr.

2.5 Devamsizlik

Devamsizlik, ozellkle o6grenciler biiylidiikce, egitimciler i¢in biiyikk bir endige
kaynagidir (Devadoss ve Foltz; 1996; Romer, 1993). Zamanla ortaya ¢ikan ve
ogrencilerim  smifin sikict oldugunu hissetmesi, 68renmenin veya not almanm bagka
yollarmm bulunmasi, hava kosullar, yorgun veya hasta hissetme, Ogrenci

motivasyonu ya da uyusturucu veya alkol kullanimi, diger smiflar i¢in is yapmak ve
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kendi egitim masraflarmi karsilamak (Devadoss ve Foltz, 1996; Galichon ve
Friedman, 1985; Romer, 1993; Van Blerkom, 1992) gibi 6grenciyle ilgili devamsizlik
nedenlerini ortaya ¢ikaran bir alanyazm mevcuttur. Aym alanyazmn, derse devam
stirelerini etkileyen oOgrencilerin kontroliiniin 6tesindeki diger degiskenler gibi smif
toplantt zamanlarmi ve gilinlerini de not eder. Rocca (2004) devamsizhg1 anlamak i¢cin
ogrenci ile ilgili faktorleri dikkate almak Onemli olsa da, Ogretmenlerin devam
tizerindeki etkisinin yeterince ilgi gérmedigini ve ilgili arastrmalarm nadir oldugunu
vurgulamaktadr.  Ogretmeni sevme, odiilli  Ogretmenler ve iyi dgrenci
degerlendirmesi alan Ogretmenlerin daha 1iyi Ogrenci katiimi yakaladiklar:
bulunmustur (Devadoss ve Foltz, 1996; Galichon ve Friedman, 1985; Romer, 1993).
Ancak, 6gretmen degiskenlerini arastran daha ileri arastrmalara kesinlikle ihtiyag
vardr. Arastrmalar c¢ogunlukla Ggrenci ile ilgili faktorler ilizerinde oldugundan,
Beaulieu (1984) ayrica 6gretmenler gibi diger popiilasyonlarm diger degiskenlerinin
daha fazla incelenmesi gerektigini ifade etmektedir. Burada Rocca (2004),
yiiksekdgretime devam ve Ogretmen yakinhgi arasmdaki iliski iizerine bir ¢alisma
yapmis ve katiimla arasmda olumlu iligkili bulunmustur. Calsmada 6z-raporlara
katiim  Olgiitleri  kullamlmistr  ve Ogretmenler yakmn olarak alglandiginda,
ogrencilerm  daha az dersi ka¢crdigmi ve daha fazla okula devam ettigini
bildirmiglerdir. Calhgmanmn sonu¢lar1 kurumdan elde edilen gercek devamsizlik
verileri ile desteklenmistir. Baska bir cahsmada Mottet ve dig. (2006) sozel olmayan
yakmhk davramglarm, Ogrencinin i yilikiine bakimaksizin Ogretim elemanini

tizerindeki pozitif algryr korudugunu bulmuslardir.

Duyussal alan ve devamsizhk arasmndaki baglant1 bu ¢ahgma ile kurulmaya g¢aligilmis

ve buna bagh olarak hipotezler olusturulmustur. Bu noktada, 6gretmenin yakinlk
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yorumlarmm kiiltiirel boyutu ve duygusal 6grenme ile iliskisi dikkate alnmasi gereken
O6nemli bir husustur. Bu konuda arastrmalar Ogrencilerin  kiiltiirel ge¢misleri
arasmdaki farklihklar1 ortaya koyuyor (McCroskey ve dig., 1996; Powell ve Harville,
1990; Sanders ve Wiseman, 1990). Bu nedenle, bu ¢aligma alanyazma bu baglamda
katkida bulunmak icin kiiltiirel bir deger tagmmaktadir. Ogretmen yakmhg1, psikolojik
mesafeyi azaltarak, Ogrenci motivasyonunu, smif dig1 temas arama ve sonucta
devamsizlig1 azaltma arzusunu olumlu yonde etkiler (Christophel, 1990; Jaasma ve
Koper, 1999, Rocca, 2004). Dolaysiyla bu ¢ahgma kendi vakasmi kendi kiiltiirel arka
plannda olusturmaktadr. Rocca (2004) sozel olmayan yakmnlk davranslarini,
ogretmen yakmhk davraniglarmm bir degiskeni olarak kullanmaktadwr. Bununla
birlikte, cahgmasmi, Ogretmen-ogrenci etkilesiminin 6grenci devamsizigi iizerindeki
etkisini aragtrmak i¢cin bizin durumumuzda mizah veya 6gretmen onayr olan diger
egitsel iletisim degiskenlerinin  dahil edilmesi gerektigi yoniindeki tavsiyesi ile
sonuclandrmaktadwr. Genel olarak, katimin smif iletisiminin gergeklesmesi i¢in
temel bir kosul oldugu agiktr ve bu konuda arastrma yapilmasi gerekmektedir.
Devam ve smif performansi arasmndaki anlamh iliski dogrulanmistr (Romer, 1993;
White, 1992). Bu nedenle Devadoss ve Foltz (1996) “egitimcilere karsi giin yiiziinde
olan zorlugun, derse katimi artracak onlemleri tanimlamak ve uygulamak” oldugunu

sOyler (s. 506).
3. Yontem
3.1 Desen

Bir ¢aligmanm karma yontem arastirma tasarmmmni takip etmesi ve boyle adlandirimas1
icin, Tashakkori ve Creswell (2007, s. 4) her iki tiiriin bulgu ve ¢ikarimlarmin ger¢ek

bir entegrasyonun olmasi gerektigini soyliiyor. Dolayisiyla, hem nicel hem de nitel
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bilesenlere sahip karma arastrma tasarmmm dogasi bu entegrasyon konusuna
baghdr. Burada, Teddlie ve Tashakkori (2006), niteliksel ve niceliksel olarak toplanan
bulgularin ¢ok az veya hi¢ entegrasyonu olmadiginda, tasarimm ‘yar1 karma’ olarak
etiketlenebilecegini belirtmektedir. Bu calisma, ¢ogunlukla anketler ile elde edilmis
nicel bilesenine odaklanmaktadr ve bunu Ogrencilerle yapilan goriismeler takip
etmektedir. Bu nedenle, bu c¢ahgmanmn tasarmm yar1 karmadr, ¢ilinkii sadece
tamamlayict olan nitel bulgularin gercek bir entegrasyonu yoktur. Tasarmmn nitel

tarafi calismay1 gelistirmeyi amaclamaktadr.
3.2 Orneklem

Arastrmanmn Orneklemini  Tirkiye'deki bir vakif {iniversitesindeki 180 iiniversite
hazrrlk okulu &grencisi olugturmaktadw. Belirli bir kurumdaki &gretmen Ogrenci
etkilesiminin dogas1 ve 0grencilerin bu etkilesime iliskin algilar1 genelleme iddialari
olmadan betimsel olarak incelenmistir. Bu nedenle, arastrmaci i¢cin hazir bulunan
katimcilardan faydalanmak ve pratik bir sekilde veri toplamak i¢cin bu ¢ahsma i¢in
kolay ulagilabilir durum oOrneklemesi se¢ilmistir. Bu 6rnekleme yonteminin, Olgekli
yapm iglemleri ve pilot uygulama icin de etkili oldugu diisiiniilebilir. Cahsilan
iiniversitedeki hazrlk okulunun Ogrenci niifusu zaten fazla degildi. Bu ylizden
arastrmaci hepsine ulasmaya calist. Universitenin biri Nevsehir'de, digeri Istanbul'da
olmak tiizere iki kampiisii vardi. Arastrmact Nevsehir kampiistindeki her smifi ziyaret
etti ve anketi gerceklestirdi. Istanbuldaki kampiis icin onceden bilgilendirilmis
ogretmenler anketlerini smiflarma uyguladi ve arastrmaciya geri gonderdi. Veri

toplama srasmda ders aldiklar1 i¢cin ¢ok az smif da ¢aligmaya dahil edilememistir.
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3.3 Veri Toplama Araclan

TSIS (Ogretmen-Ogrenci Etkilesim Olgegi), dgretmenler ve dgrenciler arasmdaki
etkilesimin dogasmi anlamak ve Ogrencilerin algilanan devamsizhklar:1 sorgulamak
icin tasarlanmigtr. Her seyden once, boyle bir etkilesimi anlamak ve bunun temel
yapilarma karar vermek gerekiyordu. Bu yiizden egitimsel iletisim alanyazmi temel
alndi. Egitimsel iletisim {i¢ arastrma alanindan, yani egitim psikolojisi, pedagoji ve
lletisim c¢ahgmalarmdan yararlanan bir ¢cahsma alamidr (Mottet ve Beebe, 2006).
Egitimsel iletisim alanyazmi, 68renciye, 6gretmene ve sozlii veya sozsliz olarak degis
tokus edilen anlama odaklanr. Bu nedenle, 6gretme-6grenme siirecindeki iletisimse
faktorlere odaklanmaktadir (Friedrich, 1989; Staton, 1989). Alanyazmnin gozden
gecirilmesinden sonra sdzel olmayan yakmhk davraniglary, mizah ve dgretmen onayi1
olmak iizere ii¢c boyut onerimistir. Sozsiiz yakmhk icin, Sozsiiz Yakmhk Olcegi -
Gozlemci Raporu (Richmond, McCroskey ve Johnson, 2003), Mizah i¢in, Mizah
Yénlendirme Olgegi (Booth-Butterfield ve Booth-Butterfield, 1991) ve Ogretmen
Onaylama i¢in, Ogretmen Onaylama Olgegi (Ellis, 2000) yeni bir Slcegin olusumunda
referans olarak alnmustr. Sozsiiz yakmnlk Olgegi i¢in, Olcegin gelistiricisi izinsiz
kamuya acik oldugunu belirtmektedir. (Ek G). Mizah o6lgegi izni icin Ek F'ye bakmniz.
Ogretmen onay olcedi icin gelistiriciye izin icin bir e-posta gonderildi. TSIS
dlcegindeki maddeler bu orijinal dlgeklerden uyarlanmustr. Olgek, 6grenciler o srrada
Ingilizce 6grense bile tam olarak anlasildiklarindan emin olmak icin Tiirkge olarak
uygulannustrr.  Segilen yazilar, biri Ingilizce-Tiirkge ¢evirmen olmak iizere iki
Ingilizce &gretmeni yardmiyla Tiirkceye cevrilmistir. Ceviriler karsilastrilmis ve en
iyl versiyonlar buna gore seg¢ilmistir. Yeni olusturulan Olgegin gecerliligi hakkinda

uzman goriisleri almmistr. Ug boyut secildikten ve faktdr analizlerinden sonra,
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“tamamen katimiyorum” dan “tamamen katiiyorum” a bes puanhk derecelendirme

Olceginde 19 madde ortaya ¢ikmustir.

3.4 Veri Toplama Siire¢leri

Veri toplamadan Once, standartlarmi karsilama konusunda, Orta Dogu Teknik
Universitesi Insan Arastrmalar1 Etik Kurulu bu ¢ahsmayr gdzden gegirmis ve Ocak
2020'de onay saglamustr. Liitfen Ek A'ya bakmiz. iki veri toplama asamasi ki vakif
{iniversitesinde yer almustrr. Ilki sayesinde aciklayici faktdr analizi uygulanmis ve
Olcegin son versiyonu olusturulmustur. Ardindan, dogrulayic1 faktor analizi, 6gretmen
ogrenci etkilesiminin incelenmeye cahsildigi ana ¢algmada kullamlan baska bir
iniversiteden 6grenciler ile uygulanmistir. Her iki veri toplama asamasi igin Gontillii
Onay Formlar1 (Ek B) toplanmigtr. Bu form arastrmanin amaclarmi 6grencilere
aciklanmis ve Orta Dogu Teknik Universitesi Insan Arastrmalari Etik Kurulu'nun
cahsma i¢cin onaylandigin1 dogrulamustwr. Ayrica gizlilik ve anonimlik saglanacag ve
bilgilerinin igiincli taraflarla paylasimayacagr konusunda da bilgilendirilmiglerdir.
Onay formunda katimcilarin istedikleri zaman ¢alsmadan ayrilabileceklerini
belirtilmistir. Tiim Ogrenciler arastrmaya katimayr kabul etmis ve onay formlarini
imzalamustr.  Anketleri  uyguladiktan  sonra, Ogrencilerin  sonuglara iliskin

diistincelerini belirlemek i¢cin goriismeler yapimistir.
3.5 Veri Analizi

IBM SPSS Statistics 24 ile tammlayict ve ¢ikarmmsal istatistiksel prosediirler
uygulanmigtrr. Verilerin analizinde Asal Eksen Faktér analizi ve Tek Yonli
Tekrarlanan  Varyans Analizi  Olctimleri  kullamlmistr.  Gizli  degiskenleri
gruplandirmak i¢in promax rotasyon ile faktor analizi uygulanmistr. Dogrusal yapisal

iliskiler (LISREL) yazihmi ile genel Olcek dogrulamasi i¢in de dogrulayici faktor
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analizi uygulanmis ve iyi bir model uyumu gozlenmistir. Ogretmen 6grenci etkilesimi
boyutlarmm ortalama farkhliklarini karsilastrmak icin Tek Yonlii Tekrarlanan
Varyans Analizi olgiimleri yapilmistir. Son olarak, 6grencilere miilakatlar yoluyla agik
uclu sorular sorulmus ve ortaya ¢ikan nicel sonuglarm temalar: hakkinda daha derin

bilgiler edinmek icin bazi anekdotsal veriler aranmugtir.
3.6 Arastirmanin Vars ayimlan

Bu ¢aligma ile ilgili birkag varsaymmlar vardr. Her seyden once, bilgilerinin gizliligi
ve gizliligi kendilerine bildirildiginden ve saglandigindan, ankette toplanan cevaplarin
ogrenciler tarafindan diirlist bir sekilde verildigi varsayilmaktadr. Bdylece giivenilir
yanitlar ortaya c¢ikarilmaya c¢ahsimustir. Ikinci olarak, 6lcegin maddelerinin

katihmcilar tarafindan tam olarak anlasildiktan sonra yanitlandig1 varsayiimaktadir.
3.7 Arastirmanmin Simirhhiklan

Sonuglarm genellenebilirligi temel olarak iki acidan engellenmis olabilir. Birincisi,
nedensellik ve Ongoriicii sonuglardan yoksun, tanmmlayict bir tasarm olarak bu
calismanmn dogasidrr. Ikincisi ¢alismanm &rneklemidir. Temsili bir dagiima sahip
olmak icin istatistiksel olarak yeterince bilyikk olsa da, sonuglar1 diger tiim Tiirk
iniversitelerinde genellestirebilmek, dikkate alnacak diger tiim olas1 6rnek ozellikleri
ile miimkiin goériinmemektedir. Bdyle bir girisin i¢in daha kapsamli bir 6rnek
bilesimine ihtiyag vardr. Ogrencilerin gergek devamsizlik durumlari da dgretmenle

ilgili nedenlere odaklanmak i¢in toplanmadi.

4. Bulgular

Bulgular bir vakif {iiniversitesinin hazirlk okulu 6grencilerinden anket ve yart

yapilandirilmig telefon goriismeleri sayesinde hem niceliksel hem de niteliksel olarak
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toplanan veriler sayesinde edmnilmistir. Anket sonuglari, Ogretmenlerin mizah
kullaniminin nispeten daha az gbzlenen bir davranis oldugunu, o6gretmenlerin sozsiiz
yakmlklarinm en ¢ok kullanilan davrams olarak ortaya ¢iktigmi gostermistir.
Ogretmenlerin  &grencilere ilgisinin ~ diisiik oldugunu gosterdigi icin grenciler
Ogretmenlerin kendilerini tammmak veya ders hakkmndaki goriislerini sormak igin gaba
gostermediklerini  bildirmiglerdir. Bununla birlikte, Ogretmenlerin derslerden 6nce
veya sonra sorular i¢in hazir olduklar1 ve sorularm sorulari dikkatle dinledikleri de
bildirilmistir. Korelasyon sonuclar1 ise, mizah, sozsiiz yakinlk ve 6gretmen onay1 gibi
yakmn 6gretmen davranglarmm daha yiliksek algilanan devamhlik ile iliskili oldugunu
gostermistir. Ilging bir sekilde, 6grenci anketinden elde edilen sonuglar, &gretmen
mizah yonelimi ve gosterilen ilgi gibi daha az gbzlenen davraniglarm ogrencilerin
sOzsliz katilm ve sorulara yanittan daha giiclii olarak algilanan devamsizlik diizeyi ile

iliskili oldugunu ortaya koymustur.

Nicel verilerin sonuglarmi birlestirmek ve arastrmak i¢cin 6grenci goriismeleri, smifta
yaratlan atmosferin Onemini, baslanan tonun uzun vadede nasil devam ettigini,
Ogretmenlerin  ve Ogrencilerin birbirlerini nasil etkiledigini, cay igmekten nasil
hoslandiklarini, 6gretmenleri ile 6gretmen etkilesiminin katihmlarin1 nasil olumlu
etkiledigi ve uzaktan O6grenme ile sorumluluklarinin nasil arttigmi ortaya koydu.
Diisiik puanl anket maddeleri ve boyutlar1 i¢in goriislerini paylastilar. Mizah goreliligi
baskm bir temaydi ve Ogrenciler bazi Ogretmenlerin benmerkezei bir sekilde
davrandiklarmi, karsiasildiginda onlar1 selamlamaktan bile ka¢mdiklarm1 séylediler,
bu da diger diisiik puanl maddelerin nedenini belirleyebilir. Ankette yer alan acik uglu
sorular, 6grencilerin uyuyakalma, ige gidip gelme veya hastalik gibi devamsizhklarina

iliskin faktorleri de ortaya c¢ikarmustr. Ortaya ¢ikan uzaktan Ogretim i¢in, bazi
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ogrenciler, 6grenmeye istekli olanlarm, yazilimi ve bu uzaktan 6gretim asamasmi ¢ok
iyi kullandiklarm1 bildirmesine ragmen, Ogrenmeyi yeterince kolaylastrmadigi

yoniinde elestirimistir.
5. Tartisma ve Oneriler

5.1 Tartisma

Faktorler arasmda ve maddeler arasinda ortalama farklhhklar incelendiginde, 6gretim
gorevlilerinin so6zsliz olarak yakm, 6grencilerin sorularma cevap veren ve etkilesimli
bir 6gretim stili kullanan, ancak mizahi ya da 6grencilere ilgi gostermede o kadar
basarih olduklar1 gozlenememistir. Her egitim ortamui kendi 6zellikleriyle essizdir. Bu
hazirlk okulunda 6gretmen-6grenci etkilesiminin dogasi ile ilgili boyle bir fotograf
cektikten sonra, gozlemcilerle yani 6grencilerle goriisme yapildiginda bu sonuglarin

nedenleri daha iyi anlagiimistir.

Anketin, 6grencilerin 6gretmenlerini smifina gitme sikhgmi bildirdikleri bir bolimii
vardi. Cevaplar, bildirilen 6gretmen yakmhk puanlari ile eslestiginde anlamh bir iliski
ortaya ¢cikmistr. Bu sonug, 6grencilerin, yakm iliski kuran ya da ilgilenen ve yardimci
olan gibi yakin 6gretmen davraniglarmin oldugu yerlerde 6gretmenlerinin smiflarina

daha fazla katilmaktan mutluluk duyduklarini agik¢a gostermektedir.

Bu cahgmanin bu egssiz devamsizhk ve o6gretmen yaknhk davranislart iliskisine
katkida bulundugu sey, bu yakinlk davraniglarm farkli boyutlarmin farkh etkileri
olabilecegi olabilir. Mizah yoneliminin ve Ogretim elemanlarmin gosterdigi ilginin
algilanan devamswizlkla soOzsiiz yakmlktan ve Ogretim elemanlarmin  sorulara
yanitmdan daha giiclii bir iliskisi oldugu gozlenmistir. Rocca’nn (2004) calismasi,

ogretmen yakmhk davraniglarmm sadece bir agisma, yani sOzsiiz yaknliga
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odaklanmistir. Ancak, bu ¢algmanin O6gretmen yakinhgi icin 4 boyutu vardir ve
bunlardan sadece biri sozsiiz yakmhktr. Rocca’nn (2004) calismasi, katim ve
yakmnhk arasmndaki iliski i¢in nadir goriilen arastrmalardan biriydi. Bu tez ise,
Ogretmenin sOzsiiz yakmhk ve O6grenci katthminm pozitif bir iliskiye sahip oldugu
yoniindeki bulgularini teyit etmekle birlikte, mizah yonelimi ve gosterilen ilgi gibi
diger yakin 6gretmen davraniglarmm 6grenci devamhligini saglamak i¢in daha yararl
olabilecegini de alanyazma eklemis oldu. Bu iki yakin ogretmen davramsi,
gozlemlenen ogretmenler icin diisik puanlanan davraniglardir. Dolaysiyla, bu tiir
davraniglara 6grencilerin duyarh oldugu ve bunlarm devamliliklarina pozitif etkide
bulundugu disiiniilebilir. Sonugta, Ogretmenler yakmn davranislar sergilediginde,
ozellikle Ogrencilerine ilgi gostermek i¢in mizah kullandiklarinda, daha iyi bir 6grenci
devamllig1 elde edebilirler ve dogal olarak daha yiiksek bir ders basarisma ulagmak

icin daha 1yi bir sansa sahip olabilirler.

Cahgmalarmda Bekelja ve dig. (2006) mizahi1 smifta kullanrken bunun uygunluguna
bilyiikk 6nem vermistir. “Kamusal baglamda (smif) bir otorite figiliriinden (6gretmen)
sozlii bir saldiri, smif normlarmi ve beklentilerini ihlal ederek bu davranisi ¢ogu
standart tarafindan uygunsuz hale getirir” (s. 192). Mizahm, 6grencilere saldrmaktan
ziyade ders sonuclartyla ilgili bir hedef gerceklestirmek i¢in kullamlmas1 gerektigine
maniyorlar. Uygun mizahi davranglarm %47'sinin ders icerigiyle ilgili oldugunu
hatrrlatiyorlar. Ogrenciler, dersle ilgili bilgileri hatirlamalarma yardmci oldugundan
komik olmanin en uygun yolunun bu olduguna inaniyorlardi. Smifta mizah
kullanmmimn dikkat c¢ekici yolu, Ogrenciler ve arastrmalar tarafindan da en
memnuniyetle karsilanan, takdir edilen ve tanman stratejidir (Davies ve Apter, 1980;

Ziv, 1979). Bunedenle, bu ¢alismada nispeten diisiik puanh mizah yapisi, derse adapte
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etme sekli nedeniyle ortaya ¢ikmus olabilir. Bekelia ve dig. (2006) ve bu tez de
ogretmenlerin mizah  kullandiklarmda, uygunluk diizeylerini  dikkatle
degerlendirmeleri gerektigini gostermektedir. Bu ¢cahgmanin sik¢a bahsedilen kiiltiirler
arasi degeri burada tartiglabilir. Lu’nun (1997) cahsmasi kiiltiirler arasinda otorite
kavramma vurgu yaptl. Cahsmasmmn bulgulari, otoritenin takdir edildigi bir toplumun
iiyesi olan Cinli 6gretmenlerin 6grencileri memnun etmeleri halinde aciz sayilacagini
ortaya koydu. Zevk anlamma gelen mizahi davraniglar (Booth-Butterfield ve Booth-
Butterfield, 1991), bu otoriter durusa ayn sekilde zarar verebilir ve hem 6gretmenler
hem de Ogrenciler bu calismanin Tiirkiye baglammnda bu olasihigin farkinda gibi
goriinmektedir. Goldman ve arkadaslar1 (2014) Amerikan ve Cinli 6gretmen onayinin
ogrenciler lizerinde Tiirk 6grencilere gore daha giicli olduguna dikkat ¢ekmistir. Bu
calisma, boyutlar arasmda anlamlt ortalama farkhliklar: ile, 6grencilerin gosterilen ilgi
gibi davraniglar1 dogrulamaya duyarh olmalar1 ve bu tiir davramglarm algilanan
devamsizlik diizeyleri ile pozitif korelasyon gostermesi ile Goldman ve arkadaslarinin
(2014) bulgularina zit veriler sunmaktadir. Sonu¢ olarak, Bryant ve dig. (1980),
herhangi bir dogrudan baglanttyr 6ne siirmeden, yetkin O0gretmenlerin smifta daha
rahat hissettiklerini ve dolayisiyla mizahi1 daha ¢ok kullandiklarint ortaya koymustur.
Ogretmen yeterliligi smifta daha sik mizah kullanmi ile ilgili olsa da, mizahn yetkin
ogretmenler i¢cin meleke ve stratejik bir arac oldugu yadsmamaz bir iddiadir. Sonugcta,

mizah yapis1 Ozellikle farkh kiiltiirlerle incelendiginde ilgiyi hak ediyor.

5.2 Uygulamaya ve Tlerideki Aragtirmalara Yonelik Oneriler

Ogretmenlerin ik karsilagmalarmda &grencilerle kiiciik bir el skisma eylemini
gergeklestirmesinin - donem boyunca nasil etkileri olabilece8i ¢alisma bulgularindan

anlagiimistir. Istenen 6grenci davramsm elde etmek ve miitekabiliyet aramak icin, ilk
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dersn baslangicinda iliskilendirilebilir bir 6gretmen karakteri tasvir edilmelidir.
Baslangicta G6gretmen tarafindan sempati kazanildigmda ve oOgretmen yetkinligi
donem boyunca 6grencilere gosterildiginde, oOgrencilerin derslere daha fazla katildig:
ve bu caligmann sonuglarmm da Onerdigi gibi dolayh Ogrenmeye yol acgtigi
soylenebilir. Bu ¢ahsmada Ogrencilerin goriisleri iizerinde yogunlasilmistrr. leride
yapilacak olan calsmalarda Ogretmenlerin  karsiikli etki ve onlarm yakinlk
davranglar1 hakkindaki algilar1 sorgulanabilir ve daha detayh bilgi edinmek i¢cin smif

gozlemleri yapilabilir.

164



I. THESIS PERMISSION FORM / TEZ iZIN FORMU

(Please fill out this form on computer. Double click on the boxes to fill them)

ENSTITU / INSTITUTE

Fen Bilimleri Enstitiisii / Graduate School of Naturaland Applied Sciences
Sosyal Bilimler Enstitiisii / Graduate School of Social Sciences
Uygulamali Matematik Enstitiisii/ Graduate School of Applied Mathematics

Enformatik Enstitlisii/ Graduate School of Informatics

O 00K O

Deniz Bilimleri Enstitiisii / Graduate School of Marine Sciences

YAZARIN / AUTHOR
Soyadi/ Surname : DIRIL
Adi/ Name : DEHA

BSliimii / Department  : Egitim Bilimleri, Egitim Programlar1 ve Ogretim / Educational
Sciences, Curriculum and Instruction

TEZIN ADI/ TITLE OF THE THESIS (ingilizce / English): TEACHING AS AN ART OF COMMUNICATION:
AN INVESTIGATION INTO THE NATURE OF TEACHER IMMEDIACY AND PERCEIVED ATTENDANCE

TEZiN TURU / DEGREE: Yiiksek Lisans / Master [X Doktora/PhD [

1. Tezintamamidiinyacapindaerisime agilacaktir./ Releasetheentire
work immediately foraccess worldwide. X

2. Teziki yil siireyle erisime kapali olacaktir./ Secure the entire work for
patentand/orproprietary purposes for a period of twoyears. * O

3. Tezalti ay siireyle erisime kapali olacaktir./Securetheentire work for
period of sixmonths. * O

* Enstitii Yonetim Kurulu kararinin basili kopyasi tezle birlikte kiitiiphaneye teslim edilecektir. /

A copy of the decision of the Institute Administrative Committee will be delivered to the library
together with the printed thesis.

Yazarinimzasi/ Signature ..........ccceeveuenenee. Tarih /Date.....ccoceeeieieiene





