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ABSTRACT 

Several studies have been conducted globally that indicate that classroom 

interaction and interpersonal relationship have an influence on students’ 

academic performance. In Ghana, however, little of such studies have been 

done. Therefore, this research examined classroom interaction and 

interpersonal relationships’ influence on Junior High School students’ 

academic performance in the Wassa East District. The study utilised a 

descriptive survey design. The population for this research was 2,132 JHS 

three students in Wassa East District. Using a multi-stage sampling technique, 

350 students were sampled for this research. Questionnaires (Relationship 

Scale Questionnaire and Questionnaire of Teacher Interaction) and district 

mock results were utilised to gather the study’s data. Frequencies, percentages, 

means and standard deviations, independent samples t-test, simple linear 

regression and multiple linear regression were employed as statistical tools to 

analyse the data collected. The study found that uncertainty and strictness 

were significant negative predictors of students’ academic performance, 

whereas student freedom was a positive significant predictor of students’ 

academic performance. Additionally, it was discovered that interpersonal 

relationships did not influence students’ academic success. It was 

recommended that to improve students’ academic performance in the district, 

the district directorate of education should consider teachers’ uncertainty, 

strictness and student freedom as well as students’ interpersonal relationship 

as important variables. 
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CHAPTER ONE 

INTRODUCTION 

Developing and maintaining interpersonal relationship is important for 

success in life. Interpersonal relationship is the relationship between two or 

more individuals. It serves as a base for social support that plays a crucial role 

particularly in emotionally charged situations. Wang, Jiang, Yang & Choi 

(2021), indicated that interpersonal relationship enhances the overall 

wellbeing of humans. Among students, relationship determines their 

achievement and also encourages performance (Aspelin, 2012).  

Effective teaching-learning process requires conscious efforts by the 

teacher and the student (Olaje, 2022). This can be achieved when there is 

significant interaction between the students and teachers. According to 

Chuang (2014), interaction between students and teachers is an essential part 

of the teaching-learning process. It promotes involvement, enhances learning 

and motivates the students. It promotes a shift from teacher-centered to a 

student-centered environment while maintaining a teacher led activity 

(Gashoot & Mohamed, 2022). Classroom interaction is the relations that exist 

between the teacher and students in the classroom in the course of teaching 

and learning (Cornelius-White, (2007). Through classroom interaction, the 

learners are able to get themselves involved with concepts, ideas and various 

other devices and products for learning. Good interactions in the classroom 

also help the students to identify their own learning methods, guide them to 

communicate with their peers easily, give them an exposure to learning and 

enhance their academic achievement in their subject.  
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Background to the Study 

Education remains a vital tool for transforming the lives of ordinary 

citizens into one that makes them effective assets to society. It is a social 

process which brings positive changes in the behaviour, character and 

knowledge of the students. In Ghana, education is recognised as a viable tool 

for developing individuals and society. Education is supposed to perform a 

wide spectrum of roles in society. The general anticipation is that it will serve 

as the primary instrument for nation-building and advancement. Individuals 

are provided training to learn skills and values that will help them grow in 

society to accomplish this. Formal schooling is the most common approach to 

getting this instruction. Human beings are taught facts and sentiments, 

knowledge, passion, understanding, and respect via education (Anwar, Abbas, 

Zakira, Basharat, Khan, & Bukhari, 2013). It is instrumental in shaping an 

individual’s character and viewpoint in the light of national ideals and 

ambitions to make that person a valuable citizen. It also provides the person 

with the skills and strategies necessary to make a living and enhance his 

environment. Education provides the basic skills demanded by employers at 

the workplace (Fgatabu, 2013). 

Schools have been the organised institutions through which national 

ambitions might be transferred in order for the nation’s goal for excellent 

education to be realised. A school is one of the social institutions established 

to achieve specific goals of bringing changes in the behaviour, knowledge and 

character of the students. A school is a place where pupils are educated 

(Omemu, 2018). It is a supervised atmosphere in which learners and 

instructors come together for the sole goal of teaching and learning. While the 
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school is only one of the different forms of education, it is the most widely 

recognised and used in our modern setting. It is a place where teaching and 

learning are carried out by a variety of people who interact and connect to one 

another to ensure the effective achievement of educational objectives. The 

participants include school heads, teaching and non-teaching personnel, 

learners, and parents. 

With most children spending a third of their time in school, the school 

may be the most significant institution in their life, placing only behind family 

and home as the foundation on which they construct their future (Keeley, & 

Little, 2017). However, most children, instead of feeling excited and proud to 

be in school, rather feel obliged as their expectations are not met.  

According to Piscatelli and Lee (2011), the quality and substance of 

school life are determined by trends of learners, parents, and staff experiences, 

which mirror conventions, objectives, beliefs, interpersonal interactions, 

teaching and learning strategies, and organisational structures. As a result, the 

environment of a school has a detrimental or good impact on activities aimed 

at achieving a school’s goals. Adeogun and Olisaemeka (2011) identified two 

types of school climate: favourable and negative. A good school atmosphere is 

a relationship between the administration, instructors, and students that is 

open, cooperative, polite, attractive, reachable, supportive, and tremendously 

motivating. Students’ motivation and performance increase when the school 

atmosphere is pleasant. It has a good influence on learners’ mental and 

behavioural health, leading to a reduction in hazardous behaviour and 

depressive symptoms, as well as an increase in emotions of belonging. On the 

other hand, a poor school atmosphere has been linked to various negative 
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effects for kids, including increased hazardous behaviour and lower 

performance.  

While some schools offer a secure and supportive environment for 

students to develop the information and skills they need to succeed in 

adulthood, others regard it as a potentially harmful one. Instead of providing a 

safe refuge for learning, inclusion, and friendship, some schools foster 

unhealthy relationships marked by discrimination, violence, and 

aggressiveness. These behaviours may harm learners’ academic progress, 

particularly in middle school. And it is possible that this will follow them into 

adulthood. 

Beyazkurk and Kesner (2005) posited that teacher-student contact is 

important in the teaching and learning process because students benefit from it 

on both a social and intellectual level. The term “classroom interaction” refers 

to this kind of interaction, which is defined as “the process of the face-to-face 

activity” (Robinson, 1994, p. 5). The fact that instructors strive daily to 

encourage students to engage successfully in classroom discussions is a basic 

challenge in classroom interaction. Regrettably, according to Moguel (2004), 

these endeavours may fall short. Beyazkurk and Kesner further expressed that 

school pupils, even those in high school, gain from supportive connections and 

pleasant engagement with their instructors. Also, as a consequence of 

favourable relationships with their professors, students in most pre-tertiary 

educational environments are more socially competent and do better in their 

classrooms (Smith, Hardman, & Tooley, 2005; Pianta, Stuhlman & Hamre, 

2002). 
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Education experts believe that teacher-student connection is essential 

to the learning process. Involvement of students in classroom debates may be 

a critical component of good education. Learners who are more verbally 

engaged have a greater chance of becoming high achievers, and teacher-

student contact may aid in the development of cognitive abilities, according to 

Jones and Gerig (1994). Various research on classroom interaction have 

shown that these students have greater influence over the interaction since 

they are more engaged in the learning process and ready to contribute 

(Tsouroufli, 2002). 

Relationships between supportive teachers and students are an 

important part of the school’s interpersonal atmosphere. Teacher support, 

social capital, school as a society, and school responsiveness are all notions 

discussed in the literature. Studies have indicated that supportive teacher-

student interactions have favourable benefits on various student outcomes, 

including academic achievement, despite the usage of diverse words. Some 

scholars (Baker, 2006; Brewster & Bowen, 2004; Hamre & Pianta, 2001; 

Meehan, Hughes, & Cavell, 2003; O’Connor, Dearing, & Collins, 2011) 

revealed that supportive teacher-student relationships were negatively 

connected to externalising behavioural issues, internalised symptoms, and 

school dropout but positively correlated with social self-concept, school 

adjustment, and grade. Students who developed good connections with their 

instructors were more behaviourally and emotionally engaged, which helped 

them accomplish academically (Hughes, Luo, Kwok, & Loyd, 2008; 

O’Connor & McCartney, 2007). However, the finding of the above-mentioned 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

6 
 

studies does not guarantee the same finding in the Ghanaian context, which 

needs further probing. 

Statement of the Problem 

Socially, emotionally, and physiologically, all individuals want a sense 

of safety (Maslow, 1943). Thapa, Cohen, Guffey, and Higgins-D’Alessandro 

(2013) found that children’ feelings of safety in schools affect their learning 

and overall development. Every child is entitled to attend school and study in a 

secure environment. According to the United Nations’ Conventions on the 

Rights of the Child (CRC), education must protect children’s dignity and their 

right to join in school activities. It also urges States to safeguard children from 

all types of abuse, including neglect, exploitation, and sexual abuse, while 

they remain in other peoples’ care (Simon, Luetzow & Conte, 2020). Goal 16 

of the Sustainable Development Goals (SDGs) calls on all governments to 

drastically decrease all types of violence and stop abusing, exploiting and 

perpetrating other forms of abuse against children (Higgins, Sanders, Lonne, 

& Richardson, 2019).  Goal 4 of Target 4A asks for educational facilities to be 

upgraded to create safe, nonviolent, inclusive, and productive learning spaces 

for everyone (UNICEF, 2018).  

There are many different types of schools. Some educational 

institutions are accomodative, friendly and very supportive, while others are 

closed off, unwelcoming, and even dangerous. School climate refers to “the 

emotions and attitudes evoked by a school’s atmosphere” (Loukas, 2007, p. 8). 

Individual attitudes, behaviours, and group norms, according to Loukas, are 

influenced by how students, instructors, and staff feel about their school 

atmosphere. Schools that are safe, according to Loukas, develop high-quality 
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interactions between learners and instructors while reducing the risk of 

violence. For millions of youngsters throughout the globe, the school 

atmosphere is not a safe place to learn and develop (World Bank, 2018). It is a 

perilous environment in which youngsters must study in terror. Threatened 

teachers, bullying, sexual abuse, and aggression from the outside world are 

among the threats that students encounter in the classroom. 

According to UNICEF (2017), half of the world’s 150 million learners 

aged 13 to 15 claim encountering peer-to-peer abuse at school. Bullying and 

physical fights are examples of this. According to UNICEF, students are also 

subjected to physical punishment and other humiliating types of punishment at 

school. This kind of violence endangers pupils’ bodies, brains, and lives. It 

may result in bodily harm, sadness, anxiety, and even suicide. It has a short-

term impact on students’ academic performance and a long-term impact on 

their personal life and progress (UNICEF, 2017). 

Schools are social institutions organised for the meaningful 

development of students. Ainley (2004) indicated that classroom interaction 

and interpersonal relationships are essential factors that promote student 

achievement in schools. Some aspects of teacher-student interaction and 

teacher-student relationship may present students with hazards that discourage 

them from achieving their full potential in the school system, especially in 

their academic achievement (Kutsyuruba, Klinger & Hussain, 2015). Some 

students drop out completely; others only pass through the school system, 

while others end up worse (Batanova & Loukas, 2016). Several studies have 

been conducted globally that indicate that classroom interaction and 
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interpersonal relationships have an impact on student academic performance 

(Bolarinwa & Okolocha, 2018; Hughes, 2011; Okoye & Onwuachi, 2018).  

For instance, Bolarinwa and Okolocha (2018) found that classroom 

interaction markedly influenced students’ financial accounting academic 

achievement. Another study by Hughes (2011) indicated that teacher-student 

relationship predicted all positive academic outcomes. In Ghana, however, few 

of such studies have been done, making it difficult to ascertain the role of 

classroom interaction and interpersonal relationships in students’ academic 

performance. This creates a significant knowledge gap that requires urgent 

research attention. Hence, this investigation intends to examine the impact of 

classroom interaction and interpersonal relationships on students’ academic 

performance relative to the Ghanaian setting. 

Purpose of the Study 

The study’s aim was to examine the influence of classroom interaction 

and interpersonal relationship on Junior High School (JHS) students’ 

academic performance in the Wassa East District. Specifically, the study 

aimed at: 

1. Exploring the nature of interpersonal relationship of JHS students in 

the Wassa East District.  

2. Examining the nature of classroom interaction of JHS students in the 

Wassa East District. 

3. Examining the difference in the interpersonal relationship among JHS 

students in the Wassa East District on the basis of sex.  

4. Determining the difference in classroom interaction among JHS 

students in the Wassa East District on the basis of sex. 
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5. Investigating the influence of classroom interaction on JHS students’ 

academic performance in the Wassa East District.  

6. Finding out the influence of interpersonal relationship on JHS 

students’ academic performance in the Wassa East District. 

Research Questions 

1. What is the nature of interpersonal relationship of JHS students in the 

Wassa East District? 

2. What is the nature of classroom interaction of JHS students in the 

Wassa East District? 

Hypotheses 

1. H0: There is no statiscally significant difference in the interpersonal 

relationship between male and female JHS students in the Wassa East 

District. 

H1: There is a statiscally significant difference in the interpersonal 

relationship between male and female JHS students in the Wassa East 

District. 

2. H0: There is no statiscally significant difference in classroom 

interaction among JHS students in the Wassa East District on the basis 

of sex. 

H1: There is a statiscally significant difference in classroom interaction 

among JHS students in the Wassa East District on the basis of sex. 

3. H0: Classroom interaction is not a significant predictor of JHS 

students’ academic performance.  

H1: Classroom interaction is a significant predictor of JHS students’ 

academic performance. 
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4. H0: Interpersonal relationship is not a significant predictor of students’ 

academic performance. 

H1: Interpersonal relationship is not a significant predictor of students’ 

academic performance. 

Significance of the Study 

This research sought to ascertain the influence of classroom interaction 

and interpersonal relationship on JHS students’ academic performance in the 

Wassa East District. The researcher hopes that the findings of this research 

would among other things; provide teachers and educational authorities with 

reliable information on the relationship between classroom interaction, 

interpersonal relationship and academic performance of JHS students in the 

Wassa East District. This would enable them to appropriately relate and 

sufficiently interact with students using varied media in order to assist them to 

improve their academic performance. It would also provide government, 

educational authorities, school proprietors and other stakeholders with the role 

classroom interaction and interpersonal relationship of JHS students in the 

Wassa East District play in students’ school life and their consequential 

impact on their academic performance, thus enabling them to put the 

appropriate emphasis on establishing the right interpersonal relationships in 

schools and encouraginging effective classroom interactions. School 

authorities and classroom instructors would use the study’s outcome to 

evaluate their policies and practices to maintain, reshape and scrap them where 

necessary. The study’s findings would also serve as a reference material for 

other researchers who would like to replicate this study or break new grounds 

in other geographical areas.  
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Delimitations 

The research was delimited to only form three JHS students in thirty 

basic schools out of seventy-eight schools in the Wassa East District. The 

present research also concentrated on students’ classroom interactions and 

interpersonal relationships, and academic performance. The study used the 

average scores students obtained in the nine subjects in the District Mock 

Examination to measure their academic performance.  

Limitations 

Despite the strengths of using statistical methods that can be verified, 

this study has certain weaknesses that should be highlighted. First, the 

investigation used the descriptive survey design, making it impossible to draw 

cause-and-effect inferences among the study variables. Hence, the study’s 

findings should be given the greatest degree of caution possible. 

Definition of Terms 

Interpersonal relationship: a productive learning environment characterised 

by supportive and warm interactions between student-student and teacher-

student. 

Classroom interaction: communication between classroom instructors and 

learners, students and students, students and learning equipment, and teachers 

and their teaching materials or aids.  

Academic performance: the overall performance or total score students had 

in their mock examination for all the subjects. 
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Organisation of the Study 

This investigation was conducted in five chapters. The first chapter 

dealt with the introduction, background to the study, statement of the problem, 

the purpose of the study, research questions and hypotheses, the significance 

of the study, delimitations, and limitations. The second chapter reviewed 

literarture related to the study. The Model of Interpersonal Teacher Behaviour 

by Wubbels, Creton, Levy & Hooymayers (1993), the Ecological Systems 

theory by Bronfenbrenner (1979), and the Attribution theory by Kelley (1973) 

were examined under the theoretical framework. Conceptual and empirical 

literature were also reviewed. The third chapter covered the research methods, 

including the design, the study area, population, sampling procedure, 

instrument for gathering data, validity and reliability of the research 

instruments, data collection procedures, data processing and analysis, and 

ethical considerations. The results and discussion were presented in the fourth 

chapter, and the outcomes were examined. Chapter five focused on the study 

summary, conclusions, recommendations, and suggestions for further 

research.  
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CHAPTER TWO 

LITERATURE REVIEW 

Introduction 

The study’s main aim was to ascertain the influence of classroom 

interaction and interpersonal relationship on JHS students’ academic 

performance in the Wassa East District. This chapter reviewed literature on 

classroom interaction and interpersonal relationships and their influence on 

student academic performance. Theoretical framework, conceptual review, 

empirical literature review, and conceptual framework, as well as chapter 

summary were also captured. The chapter was written under the following 

sub-headings: 

1. Theoretical Framework 

i. Model for Interpersonal Teacher Behaviour. 

ii. Ecological Systems theory. 

iii. Attribution theory. 

2. Conceptual Review 

i. Classroom interaction. 

ii. Interpersonal relationships. 

iii. Academic performance. 

3. Empirical Review 

i. Classroom interaction among students.  

ii. Interpersonal relationship of students.  

iii. Gender and interpersonal relationship of students. 

iv. Gender and classroom interaction among students. 
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v. Influence of classroom interaction on students’ academic 

performance.  

vi. Influence of interpersonal relationships on students’ academic 

performance.  

4. Conceptual Framework  

Theoretical Framework  

This section of the review of the literature focuses on the theories 

based on the study’s variables. Effectively, the model for interpersonal teacher 

behaviour, ecological systems theory and the attribution theory were 

considered for the study. These theories are subsequently explained.  

Model for Interpersonal Teacher Behaviour 

The Leary model of interpersonal behaviour was adapted in education 

by Wubbels, in 1985 to create the Model for Interpersonal Teacher Behaviour 

(MITB). As shown in Figure 1, the model for interpersonal teacher behaviour 

was mapped along two-dimensional axes: an “influence dimension” 

(Dominance, D, and Submission, S) and a “proximity dimension” 

(Cooperation, C, and Opposition, O). The “influence dimension” depicts who 

controls or directs the communication process and how often, while the 

“proximity dimension” depicts the degree of cooperation or closeness among 

those involved in the communication process. These dimensions of “influence 

and proximity” were independent of one another and nostalgic of effective 

teacher behaviours that could impact classroom processes. Directivity and 

warmth, for example, were two depictions of effective teacher behaviour 

(Dunkin & Biddle, 1974) that sounded a lot like “influence and proximity”. 
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The DS axis represents dominance and submission, while the CO axis 

represents cooperation and opposition. 

The eight teacher behaviour scales 

Figure 1 shows the MITB’s eight teacher behaviour scales: 

“Leadership”, “Helping or Friendly”, “Understanding”, “Student 

Responsibility or Freedom”, “Uncertain”, “Dissatisfied”, “Admonishing”, and 

“Strict” (which Wubbels and colleagues interpreted from a Dutch perspective). 

Starting with “Leadership” (DC) and concluding with “Strict” (DO), the 

model assumes the shape of an octagon with eight sectors reflecting eight 

elements of teacher behaviour. 

The sectors DC and CD both feature “Dominance” and “Cooperation” 

as examples of teacher behaviour mapping. “Teacher dominance” is a 

relatively strong trait in the DC sector than “teacher cooperation” (e.g., 

demonstrated by the classroom instructor holding learners’ attention by 

explaining concepts to learners, giving assignments, or launching classroom 

procedures); in the CD sector, “teacher cooperation” is relatively strong than 

“teacher dominance” (classroom instructors for instance, may be spotted 

moving and encouraging the learners while they learn). 

Figure 1 shows descriptions of typical teacher behaviour in each of the 

eight sectors to help illustrate what each sector entails. Instructors in the 

“Leadership” (DC) sector, for example, “see what is going on, lead, organise, 

and issue instructions”, but teachers in the “Strict” (DO) sector keep reins 

tight, get class quiet, preserve silence, precise norms, and impose regulations. 

Because these two sectors (i.e., DC and DO) are nearby in the model, 

occurrences of instructor behaviour are more likely to interact with one 
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another. Instructors on the DC scale, for example, sends out commands, 

processes in making decisions, along with putting the classroom set up in 

order while teachers in the DO scale set up principles, rules and regulations. 

Each instance of a teacher’s interpersonal behaviour can be placed inside this 

coordinate system, and the closer the examples of a teacher’s behaviour are to 

one another, the more similar they will be. Contrarily, when the scales’ places 

in the model become more apart, they grow more and more dissimilar until 

they are opposed to each other. The “Leadership” scale, for example, assesses 

teacher interaction behaviours (such as “lead” and “give commands”) that are 

opposed to those assessed by the “Uncertain” scale (for instance, “apologise”). 

 

Figure 1: Model for Interpersonal Teacher Behaviour (Wubbels, 1985). 
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Table 1: Descriptive Information of Scales of the Questionnaire on 

Teacher Interaction 

Scale Name Description 

Leadership (DC) The extent to which the instructor leads the class 

and keeps students’ attentiveness. 

Helping/Friendly (CD) The level to which the instructor is approachable 

and useful to pupils. 

Understanding (CS) The point to which the instructor demonstrates 

empathy, compassion, and care for the learners. 

Student Responsibility/ 

Freedom (SC) 

The extent to which learners are provided 

opportunity to take charge of their own initiatives 

or actions. 

Uncertain (SO) The level to which the instructor expresses his or 

her scepticism. 

Dissatisfied (OS) The level to which the instructor is unhappy or 

dissatisfied with the learners. 

Admonishing (OD) The extent to which the instructor is enraged, 

irritable, or impatient in class. 

Strict (DO) The extent to which a classroom instructor is tough 

and demanding of the learners. 

Adopted from Wubbels, (1985) 

Ecological Systems Theory 

Community psychologists can investigate how individuals are 

connected within communities and society at large using the theoretical 

framework provided by ecological systems theory. Urie Bronfenbrenner, an 

American psychologist, developed the ecological systems theory in 1979 to 

describe how a child’s environment and innate characteristics interact to 

influence how they grow and develop (Santrock, 2007). According to the 

Bronfenbrenner hypothesis, in order to understand how children develop, it is 

crucial to observe them in a variety of ecological settings. Children are 
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frequently entangled in a range of ecosystems, ranging from the most delicate 

home ecological system to the larger school system, and lastly to the most 

expansive system, which includes society and culture, in accordance with 

Bronfenbrenner’s Ecological Systems Theory (Kail & Cavanaugh, 2010). In 

every area of the children’s existence, each of these ecological systems 

interacts with and impacts the other. Bronfenbrenner’s ecological model 

divides developmental environments into five degrees of external impact. 

From the most personal to the most general, these levels are classified. They 

are: 

Microsystem: The microsystem, according to Bronfenbrenner (1979), is the 

smallest and closest environment that children live in. The children’s regular 

life at home, school, or daycare, as well as their peer groups and 

neighbourhood, are therefore included in the microsystem. This level of 

influence refers to the institutions and groups that have an immediate and 

direct impact on a child’s development. The interactions within the 

microsystem frequently involve personal connections with family, friends, 

students, teachers, and caregivers. The way these groups or individuals 

interact with the youngsters has an impact on their development. The 

microsystem of the educational system is made up of the teachers and 

students. Positive or negative interactions have an immediate effect on the 

particular individual. 

From the foregoing, it is evident that the learning environment which includes 

friends, teachers, and caregivers plays a significant role in maintaining interest 

and engagement of the students. When students feel a sense of control and 

security in the classroom, they are more engaged and become active in their 
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own education (Skinner & Greene, 2008; Maulana, Opdenakker, Stroet, & 

Bosker, 2013). By building and maintaining positive teacher-student 

relationships, a student becomes more academically motivated and engaged 

and thus successful. Several studies have identified the teachers as important 

social agents who influence academic motivation, school commitment and/or 

disengagement of the students (Goddard, Skrla, & Salloum, 2017; 

Archambault, Janosz, Fallu, & Pagani, 2009). Studies have also acknowledged 

that expectation of the teachers is considered as one of the strong and reliable 

predictors for elementary, middle, and high school students (Boser, Wilhelm, 

& Hanna, 2014). Further, evidence shows the significance of teacher-student 

interactions and relationships in terms of better performance in the classroom 

(Tyler & Boelter, 2008) and are thus essential to the motivational process 

(Boser, Wilhelm, & Hanna, 2014). According to Pianta (2013), the children 

who are not doing well in their studies also have poor relationships with their 

teachers. Students are guided by perceptions of the teachers, that is, fairness, 

competence, caring and support as well as the nature of the teacher-student 

relationship (Wentzel, 2015). On the contrary, teachers are likely to have more 

negative interactions with students who are less successful in academics, less 

behaviorally competent, and/or already rejected by their peers (Jerome, 

Hamre, & Pianta, 2009). The significance of teacher-student interpersonal 

relationships has been widely recognized in research addressing kindergarten, 

primary and secondary education (Bernstein‐Yamashiro & Noam, 2013). Both 

positive and negative factors influence the abilities of a child to stay motivated 

in school and hold academic success. Positive teacher-student interaction 

enhances positive attitude towards teachers and achieves positive academic 
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outcomes (Longobardi, Settanni, Lin, & Fabris, 2021). Studies reveal that 

students who have positive relationships with their teachers are less likely to 

avoid schools (Rimm-Kaufman & Sandilos, 2012) and more likely to develop 

a sense of belongingness towards school (Jerome, Hamre, & Pianta, 2009). On 

the other hand, conflicted teacher-student relationships increase poor academic 

grades (Spilt, & Hughes, 2015; Rimm-Kaufman & Sandilos 2012; Gehlbach, 

Brinkworth & Harris, 2012), show disobedience towards school system and 

build mistrust towards teachers (Boynton & Boynton, 2005). Taking time to 

build positive relationships with students have profound effects on their school 

experiences—both within and outside of the classroom. Creating a climate of 

warmth, caring, and supporting autonomy would help students to feel a sense 

of control (Skinner & Greene 2008; Maulana, Opdenakker, Stroet & Bosker, 

2013). The nature of the classroom environment has a powerful influence on 

how well students achieve educational outcomes (Asiyai, 2014). Thus, the 

teacher-student interaction should be taken seriously by the school 

management as it impacts on academic performance of students. This is 

because good teacher-student relationship would result in better academic 

performance.  

Mesosystem: The interplay of various microsystems in which children belong 

is regarded as the mesosystem (Bronfenbrenner, 1979). It is, in essence, a 

multitude of microsystems with connections between the home and the school, 

the peer group and the family, and the family and the community. 

Microsystem connections, interactions between the family and teachers in the 

school, and links between the child’s classmates and the family are all 

potential scenarios. This hypothesis claims that when a child’s parents are 
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actively involved in their friendships, collaboration and shared interests 

positively impact If, on the other hand, the kid’s parents detest and publicly 

criticise their child’s friends, the youngster will feel discord and contradictory 

emotions, which will most likely result in undesirable development (Kail & 

Cavanaugh, 2010). 

Exosystem: The linkages between two or more settings, one of which may or 

may not contain growing children but nonetheless has an indirect effect on 

them, are referred to as the exosystem (Bronfenbrenner, 1979). Studies by 

Bronfenbrenner suggest that even those individuals and places that kids don’t 

interact with directly may have an impact on their lives. Examples of such 

places and people are the parents’ workplaces, distant relatives, and the 

neighbourhood where the kids live (Santrock, 2007). It involves links between 

the person’s immediate environment and a social setting in which the person 

does not actively participate. For example, the experiences of the other parent 

at work may have an impact on the experiences of one parent or child at home 

(Kail & Cavanaugh, 2010). A parent could get a promotion that demands more 

travel, which might lead to increased disagreement with the other parent and a 

shift in the child’s interaction patterns. 

Macrosystem: The macrosystem is the children’s largest and farthest 

collection of individuals and locations, yet it nevertheless significantly affects 

them (Bronfenbrenner, 1979). This ecological system is made up of the 

political and economic institutions, as well as the children’s cultural patterns 

and ideals, particularly their predominating beliefs and ideas. Individuals live 

in a macrosystem, which characterises their culture. Developing and 

industrialised nations’ socioeconomic levels, poverty, and ethnicity are all 
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cultural settings. A child’s parent, school, and employment are all part of a 

larger cultural framework. A cultural group’s members have a shared identity, 

history, and values. Since each consecutive generation may affect the 

macrosystem, the macrosystem changes through time, forming a distinct 

macrosystem. 

Chronosystem: According to Bronfenbrenner’s theory, the chronosystem 

provides a helpful dimension of time to the children’s settings, demonstrating 

the impact of both change and consistency (Bronfenbrenner, 1979). The 

chronosystem may include changes in family structure, place of residence, 

parents’ employment status, and significant societal transformations like 

economic cycles and wars (Santrock, 2007). This level also encompasses the 

pattern of environmental events and changes that occur during a person’s life 

and socio-historical situations. By examining many ecological systems, 

Bronfenbrenner’s Ecological Systems Theory may emphasise the variety of 

interrelated effects on children’s development. Knowing children’s conditions 

can help us understand how they react differently in various situations (Kail & 

Cavanaugh, 2010). 

Attribution Theory 

Covariation model of attribution 

The Kelley’s (1973) covariation model is an attribution theory in 

which people infer causes to justify the behaviour of others. According to 

Kelley, it has to do with both self-perception and societal perception. The 

concept of Kelly’s covariation model states that “an effect is attributed to the 

one of its possible causes with which, over time, it co-varies” (p. 23). That is, 

some behaviours are ascribed to simultaneous occurrences of probable reasons 
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(Kassin, Fein, & Markus, 2010). This approach is valuable when a person has 

the chance to watch the behaviour several times. The person (internal), the 

stimulus (external), the setting, or any combination of these variables might be 

blamed for a result. Attributions are established based on three factors, 

according to Kelley: “consensus”, “uniqueness”, and “consistency”.  

Consensus 

The co-variation of behaviour among diverse persons is referred to as 

consensus. This may be illustrated by looking at how comparable other 

people’s actions are in a similar circumstance. For instance, the consensus is 

strong when a large number of individuals find a specific behaviour 

objectionable; nevertheless, the consensus is low when just one person 

considers the same behaviour unpleasant. The stimulus is blamed for high 

consensus, whereas the individual is blamed for poor consensus. 

Distinctiveness  

This relates to the degree to which the behaviour is specific to the 

context. When a person acts similarly in all settings, the uniqueness is low, 

and when the person only demonstrates the behaviour in certain conditions, 

the distinctiveness is strong. If the uniqueness is great, the behaviour will be 

attributed to the situation rather than the individual (Gilovich, Keltner & 

Nisbett, 2005). When a classroom instructor appreciates a student’s work, he 

demonstrates great uniqueness since he virtually never compliments other 

people’s work. If, on the other hand, he acknowledges everyone’s work, this is 

low uniqueness, and the behaviour will be attributed to the individual, in this 

instance, the instructor. 
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Consistency 

The covariation of behaviour through time is what we call consistency. 

When a scenario arises, it is the magnitude to which the individual acts. For 

instance, if a teacher is angry every time, the teacher exhibits high 

consistency. However, if the teacher is scarcely angry or becomes angry  

during certain periods, perhaps when students perform poorly in their 

examination then the teacher’s consistency is low. The individual is credited 

as having a high level of consistency (the teacher is an angry person), whereas 

the situation is blamed for the low consistency. (poor performance makes 

teachers angry). 

According to Gilovich et al. (2005) we may determine whether a 

person would make a personal (i.e., internal), stimulus (i.e., external), or 

contextual attribution by looking at the levels of agreement, originality, and 

consistency in a certain situation.  

Also, according to Kelley (1973), attribution uses a causal schema. A 

causal schema is a technique of thinking about possible causes and how they 

relate to a certain consequence. When there is a lack of information, it is 

possible to make causal inferences. Kelley has three causal schemata: 

“Multiple Sufficient Causes,” “Multiple Necessary Causes,” and “Causal 

Schema for Compensatory Causes.” 

Multiple sufficient causes 

A person may assume that either cause A or B is sufficient to create a 

certain result (Kelley & Michela, 1980). If a student fails a test (effect), we 

may conclude that he or she did not learn the required information (cause A) 
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or that the learner is lazy and so did not learn sufficiently (cause B). Either 

cause, according to McLeod (2010), contributes enough to the impact. 

Multiple necessary causes 

To have a certain result, both A and B are required (Kelley & Michela, 

1980). If a student passes a test (effect), we assume he or she is brilliant (i.e., 

cause A) and highly motivated (i.e., cause B). The effect according to McLeod 

(2010) is produced by both factors. 

Causal schema for compensatory causes 

The effect occurs if either A or B is fully present, or both A and B are 

somewhat present. For instance, success (i.e., effect) is determined by either 

strong ability (i.e., cause A) or low task difficulty (i.e., cause B). According to 

Kelly (1973), success will be achieved if one cause is strongly prevalent, or 

both are somewhat present. 

Application of the covariation model of attribution 

According to Kelley (1973), there are different reasons that can be 

attributed to the person, the entity, or the conditions. Person attributions rely 

on stable characteristics that exist inside the person to explain things like a 

person’s enjoyment of a movie or their accomplishment. Entity attributions 

imply that the influence can be linked to the constant characteristics of the 

object that the person is interacting with. When characterising an impact with 

transient and uncertain sources, situation attributions are frequently used 

(Forsterling, 2001). 

Kelley (1973) proposed that laypeople adopt techniques, most notably 

experiments, that are used by scientists. In these investigations, independent 

and dependent variables are identified. For instance, a researcher examining 
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how colour affects mood may use colour as an independent variable (e.g., 

putting half of the participants in a blue room and the other half in a red 

room). As the dependent variable, Kelly then gauges the participants’ attitudes 

in the two rooms. In such research, the dependent variables are the outcomes, 

but the independent variables are often thought of as the causes or 

determinants of the dependent variables (for instance, colour may be thought 

of as a determinant of mood). 

Kelley (1973) assigned labels to information on entity covariation and 

effects uniqueness. When the influence changes with the entity, distinctiveness 

is regarded as strong. A low uniqueness score indicates a lack of covariation 

between the entity and the impact (Forsterling, 2001). 

Consequently, attributions to the conditions should be made where 

there is a low agreement, strong uniqueness, and poor consistency 

(Forsterling, 2001). This covariation pattern differs from those that lead to 

person and entity attributions in that the impact covaries with all three 

probable causes, rather than just one (as in the ideal patterns for person and 

entity attributions). According to Kelley’s (1973) prediction, people assign 

clear identifications to the person, thing, and factors in these three patterns of 

information. In the area of attribution and causal induction, the model has 

generated several theoretical advancements and empirical research, and it 

persists in having an impact today (Forsterling, 2001). It has been used as a 

normative model for evaluating errors and biases and a conceptual tool for 

analysing a wide range of social psychological phenomena, from attribution in 

close relationships to assertions of changes in heart rate. Kelley’s (1973) 

model is now being refined and extended to see whether it defines all 
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necessary attributional details and the mental functions involved in forming 

attributions. 

Limitations of the covariation model of attribution 

A significant critique of the paradigm is its inability to distinguish 

between intentional and accidental behaviour as well as between cause and 

reason explanations (Malle, 1999). A person engages in intentional behaviour 

when they have a goal for a particular outcome and believe that a particular 

behaviour will lead to that outcome. These ideas and desires act as the driving 

forces behind our actions. When behaviour is unintentional, causes other than 

wants and beliefs are used to explain it rather than logic. Malle found that the 

sort of explanation given influences the assessment of intentionality and that 

the explanation provided decides whether the behaviour is purposeful or 

accidental. Malle also included the impact of being an actor vs a spectator, the 

self-serving bias, and the contrast between subjective and logical thinking as 

crucial elements influencing behaviour attributions. The covariation model 

makes no allowance for this. Malle proposed a new theoretical framework for 

understanding behaviour attributions more largely and thoroughly. 

Three-dimensional model of attribution 

According to Weiner’s (1992) Three-Dimensional Theory of 

Attribution, people should try to understand our motivations. According to 

Weiner, the explanations we offer for our behaviour may affect how we 

behave in the future. Bernard Weiner asserts that people’s early emotional 

responses to the potential effects of the actor’s intrinsic or extrinsic incentives 

have an impact on their future behaviour. A person’s effort in subsequent 

activities depends on their perceptions of what caused them to achieve or fail 
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in a task. According to Weiner, people analyse observed behaviours using 

their cognitive faculties and attribution search. When attributions produce 

positive affect and a high likelihood of future success, they should increase 

motivation to attempt tasks of a similar nature in the future as opposed to 

when they produce negative affect and a low likelihood of future success. 

When people are presented with similar circumstances in the future, their 

emotional and cognitive appraisals eventually affect their behaviour. 

Weiner (1992) proposed that the qualities of attribution were more 

relevant than the precise attributions (e.g., bad luck, not learning sufficiently). 

In Weiner’s view, attributions may impact future motivation in three ways: 

stable theory (i.e., stable and unstable), locus of control (i.e., internal and 

external), and controllability (i.e., controllable or uncontrollable).  

Stability 

Stable attributions for successful outcomes, such as passing tests, may 

lead to positive expectancies and hence better motivation for future 

performance, according to Weiner (1992). On the other hand, stable 

attributions may cause a reduction in future expectations in the occurrence of 

unfavourable circumstances, such as failing an exam. For instance, a student’s 

conviction that he failed his examinations because he is not smart enough is a 

stable factor. Being ill or another unstable component has a shorter-lasting 

effect. 

Locus of control (internal and external)  

In contrast to situations outside their control, it relates to how much 

people believe they influence how events in their lives will turn out. Internal 

locus of control (the conviction that one has control over one’s life) or external 
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locus of control (the conviction that one’s life is determined by events outside 

of one’s control or by chance or destiny) (Judge, 2002). For instance, if the 

learner feels he failed the test because he is intrinsically unintelligent (i.e., an 

internal reason), he will be less driven in the future. If he believes an external 

reason, such as inadequate instruction, is to blame, he may not suffer such a 

loss of drive. 

Controllability (controllable or uncontrollable) 

The controllability dimension indicates whether or not a person 

controls the cause of an occurrence (Weiner, 1992). People are less likely to 

try again if they feel they could have done better than if they think they failed 

because of external factors. 

Application of the three-dimensional model of attribution 

The disciplines of education, law, clinical psychology, and mental 

health have extensively used Weiner’s theory. The relationship between 

accomplishment and self-esteem is strong. According to Weiner (1992), causal 

attributions influence how we feel when we win or lose. One is unlikely to feel 

pride in accomplishment or confidence in one’s abilities when beating a tennis 

opponent who always loses, receiving an “A” from a teacher who always 

gives that grade or other similar situations. On the other hand, receiving an 

“A” from a teacher who does not often award top grades or winning a tough 

tennis match against a top-ranked opponent has a significant positive effect. 

In contrast to failure being attributed to internal, erratic, controllable 

elements like effort or external factors like task difficulty, students with 

greater levels of self-esteem and academic performance attribute success to 

internal, consistent, uncontrolled characteristics like talent. For example, 
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learners who do not continue their education regularly are more likely to 

identify as poor readers. Children’s expectations for success in reading 

activities and justifications for success or failure reflect their thinking of their 

reading skills. Similar to this, children with learning disabilities are more 

likely to attribute success to ability rather than effort, which is a stable, 

uncontrollable factor, than their non-disabled classmates. 

The motivational differences between high and low performers have 

been explained by the attribution theory. Because they think success is based 

on talent and effort, high achievers would embrace these activities rather than 

avoid them, according to the attribution theory. Failure isn’t seen as their fault, 

but rather the result of poor circumstances or a terrible test. Because of this, 

success fosters pride and confidence while failure does not damage their sense 

of self. Contrarily, low achievers abandon their responsibilities for success 

because they lack confidence in their abilities and/or think that luck, “whom 

you know,” or other factors outside of their control determine achievement. 

Because of this, even when successful, the low achiever does not feel as 

appreciated because he or she does not feel responsible, which lowers self-

confidence. 

In this study, the students who perform well in their academic 

endeavours may attribute their success to their interaction with their classroom 

teachers. Also, some students are prone to link their academic success to their 

relationships with their fellow students. These two different scenarios situate 

well in the attribution theory. 
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Conceptual Review 

According to self-determinant theory, children are more likely to 

succeed in school when their demands for relatedness, competence, and 

autonomy are met (Connell & Wellborn, 1991). Students who have teachers 

that value their perspectives and create a positive learning atmosphere will 

have the mental clarity and self-assurance they need to study (Reyes, Brackett 

Rivers, White & Salovey, 2012). Students are therefore more likely to actively 

engage in the learning process, according to Patrick, Ryan, & Kaplan (2007). 

The conceptual review informs the reader about the numerous topics 

being researched. It addresses definitional concerns, explanations, and features 

when appropriate and explains the study’s major variables. 

Classroom Interaction 

Classroom interaction is investigated from the standpoint of social 

interaction to discover the processes instructors and students employ to 

conduct classroom business (Koole, 2015). Anybody who has spent time in a 

classroom should be aware of the fact that this business includes anything 

from teacher-led activities to student group projects or teacher-student dyadic 

contact to student mutual consultations to learners’ work that involves not 

paying attention. Research on classroom interactions focuses on what students 

reveal about themselves through their interaction behaviour in terms of how 

they want to be understood and interpret one another. The fact that the process 

of forming meaning through interaction is visible gives it the name “social” 

interaction. These activities are examined as a social process instead of a 

collection of distinct mental capacities because mutual understanding and 

interaction are the responsibility and accomplishment of multiple actors. 
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Classroom interaction study, like all social interaction research, began 

in the 1960s when academics had access to recording technologies such as 

cameras and microphones. Scholars sat or even participated in the classroom, 

while others observed the lecture on a monitor in another room or simply 

watched the recordings afterwards. According to available technology and 

research objectives, the audio was recorded using camera-mounted, isolated, 

or individual wireless microphones on the teacher or individual students. 

These many streams may now be transmitted directly into a computer, which 

can be synchronised with one other and later transcripts, thanks to recent 

digital technology. Classroom recordings have sometimes been augmented 

with various interviews and ethnographic data on aspects such as ethnicity and 

socioeconomic status. According to the objectives of the study and the 

researchers’ views on methodology and philosophy, additional information 

regarding school policy, teacher planning, and more recordings in the 

schoolyard have also been acquired. 

Dimensions of Classroom Interaction 

The dimensions of classroom interaction are “emotional support”, 

“organisational support”, and “instructional support”. This is followed by an 

explanation of these components of classroom engagement. 

Emotional support 

By promoting pleasant interactions between students and teachers in 

the classroom, teachers can help students’ social and emotional functioning. 

These are classrooms where teachers foster relationships with students, 

address them by name and are familiar with aspects of their life outside the 

classroom, provide individualised attention, and regularly allow pupils to 
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express their opinions and work independently. According to the attachment 

and self-determination theory, emotional supports are those factors in the 

classroom that help students feel safe enough to try out new, challenging 

experiences and feel connected to their teachers and schools, which helps them 

stay motivated to learn (Bowlby, 1969; Connell & Wellborn, 1991). 

Organisational support 

The significance of organisation and administration in producing a 

well-functioning classroom is heavily emphasised in educational research and 

practice. According to theory, organisational supports assist kids in developing 

self-control by making sure that their behaviour, time, and attention are 

managed well (Emmer & Stough, 2001; Soar & Soar, 1979). These are the 

classrooms where teachers actively and tactfully manage student behaviour, 

plan lessons and materials so that students rarely have time to relax, keep 

transformations brief, make sure expectations are clear, and design activities 

so that there are many opportunities for active participation. “Ecological 

psychologists” and “process-product” researchers claim that the external 

constraints provided by classroom environments are related to students’ ability 

to self-regulate their behaviour and attention (Emmer, Evertson & Anderson 

1980; Kounin, 1970; Pintrich, 2000). 

Instructional support 

Applying “cognitive science”, “learning”, and “developmental 

research” insights to educational contexts have recently received more 

attention, elevating instructional techniques to the fore (Carver & Klahr, 

2001). Through meaningful instructional discussions, learning-improving 

feedback, and language engagement and facilitation strategies, supportive 
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instructional interactions facilitate children’s cognitive and language 

development. Students are challenged to think critically and solve problems in 

the classroom by their teachers, who also give them opportunities to apply 

what they have learned to new situations and integrate it into real-world 

contexts. Teachers also frequently engage in feedback loops that prolong 

learning moments and demonstrate to students how to use language for a 

variety of purposes, including social/pragmatic, vocabulary, and narrative. The 

theory on children’s cognitive and language development emphasises the 

importance of learning facts in a meaningful, organised framework and 

scaffolding from simpler to more complex ideas (Vygotsky, 1991), with a 

consistent focus on understanding thinking patterns that can be adhered to 

later learning content. Bransford, Brown, and Cocking (1999) and Vygotsky 

(1991) both advocate these strategies (Williams, Blythe, & White, 2002). 

Interpersonal Relationship 

In a classroom, teacher-student connections are crucial to 

communication. According to observations, successful teaching requires a 

large degree of excellent human communication. Students and new teachers 

are becoming more aware of the necessity of teacher competence in dealing 

with kids. This is mirrored in the questions they often ask, such as: How 

would my relationship with my learners be improved? To guarantee learners’ 

attention and cause them learn, what should be done? How would I arouse 

their interest to work with me? How would the positive relationship that exist 

between learners and myself be enhanced? Such querries showcases the 

essence of the X factor in a proactive classroom instructor. They also observe 

the eminence attached with the teacher-student interpersonal interaction. 
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Teaching is, after all, a serious form of communication, and previous 

research, “classroom observations”, “interviews”, “surveys”, and other 

evidence all suggest that, in order for students to learn, their teachers must 

possess at least three characteristics known as the three F’s: “firmness”, 

“friendliness”, and “fairness”, along with showing compassion and 

understanding. The introduction of an interpersonal teacher behaviour model 

is relevant because of such student input and acknowledgement of the 

potential influence of teacher-student interactions on student learning. 

Two sources conceptually influenced this model of interpersonal 

teacher behaviour: first, Watzlawick, Beavin, and Jackson’s (1967) systems 

communication theory, and second, the Leary’s (1957) model of interpersonal 

behaviour. The systems communication theory and the Leary model were 

extensively employed in psychiatric and psychological settings before being 

developed in educational settings by a group of Dutch academics in the early 

1980s. Indeed, the concept of interpersonal teacher behaviour and the 

Questionnaire on Teacher Interaction (QTI), a measurement scale for 

measuring teacher behaviour via student views, was developed as part of a 

long-term Dutch research programme called “Education for Teachers” at the 

Utrecht University. 

Academic achievement 

Student success is also aided by a pleasant school atmosphere. Positive 

teacher traits such as establishing high but attainable objectives, believing in 

students, and dedication to students’ academic success, for example, were 

linked to better standardised test scores in a study of primary student progress 

in reading and mathematics (Goddard, Sweetland & Hoy, 2000). According to 
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research, when instructors believe they are successful, the school has good 

principal leadership, positive student-peer interactions, and high student 

standardised test scores, GPAs, and grades (Wang & Degol, 2016). According 

to Wang and Degol (2016), these connections have been discovered in kids 

from kindergarten to the 12th grade.  There is also a link between the 

distribution of school resources and student accomplishment. Wang and Degol 

emphasised that multiple studies have established a link between student 

achievement and resources such as teacher preparation and experience, class 

size, the teacher-to-student ratio, educational facilities, instructional materials, 

and financial resources. 

Academic performance refers to how well a learner, educator, or 

institution has met both short- and long-term learning objectives. A student’s 

GPA and the attainment of educational milestones like secondary school 

diplomas and bachelor’s degrees serve as metrics of their academic progress. 

There is no universal consensus on how academic accomplishment should be 

assessed or whether elements—procedural knowledge, like skills, or 

declarative knowledge, like facts—are more important. Tests or ongoing 

evaluations are routinely used to assess academic performance (Ward, Stoker 

& Murray-Ward, 1996). Furthermore, when creating school accomplishment 

models, aspects like “exam anxiety”, “environment”, “motivation”, and 

“emotions” must be taken into account even if studies have not yet established 

whether they accurately predict academic performance. Schools are paid based 

on how well their pupils achieve academically. A school that does better 

academically will be given more cash than a school that performs worse 

(Ziedner, 1998). 
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Factors Influencing Academic Achievement 

Scholars have endeavoured to unearth some factors that influence 

learners’ academic achievement. Some of the factors have been outlined in the 

ensuing paragraphs of this literature review.  

Individual differences influencing academic performance 

Academic achievement has been associated with differences in 

intelligence and personality (von Stumm, Hell & Chamorro-Premuzic, 2011). 

Higher IQ and conscientiousness scores are indicators of students who are 

more likely to succeed in school (linked to effort and success motivation). In 

addition to intelligence and diligence, a recent meta-analysis found that mental 

curiosity (assessed by usual intellectual engagement) significantly impacts 

academic achievement (von Stumm et al., 2011). 

Non-cognitive factors 

“Academic self-efficacy”, “self-control”, “motivation”, 

“expectation”,  “goal-setting principles”, “emotional intelligence”, and 

perseverance are non-cognitive qualities or traits that improve academic and 

professional achievement (Gutman & Schoon, 2013). Sociologists Bowles and 

Gintis coined the expression in the 1970s to draw attention to elements other 

than those evaluated by the results of cognitive tests. The phrase serves to 

distinguish between the many cognitive skills that instructors assess through 

tests and quizzes. More people realise that non-cognitive abilities can explain 

academic and career success than cognitive abilities (Heckman, Stixrud & 

Urzua, 2006). Non-cognitive skills include: 

Self-efficacy is one of the greatest indicators of academic achievement 

(Stajkovic, Bandura, Locke, Lee & Sergent, 2018). The idea that you can do 
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something is known as self-efficacy. When researchers and others examined 

the Big Five characteristics, they discovered that tenacity and emotional 

constancy were predictive of self-efficacy in more than half of the 

investigations. But in every study, it was shown that “self-efficacy” was a 

more accurate predictor of academic performance than personality. This 

suggests that parents should attempt to enhance their child’s self-efficacy at 

school if they want their children to achieve academically. 

Motivation is the explanation behind a person’s behaviour. According to a 

study, children with excellent academic achievement, motivation, and 

perseverance use extrinsic goals (Gutman & Schoon, 2013). Additionally, 

students determined to improve their past or upcoming performance 

outperform their less motivated counterparts academically (Friedman & 

Mandel, 2009). Put another way, students with a greater need for achievement 

perform better in the classroom. 

Self-control, in the academic environment, is associated with self-restraint, 

“self-regulation”, “delayed gratification”, and emotion regulation. Self-control 

is the ability to alter one’s responses, particularly to align them with beliefs, 

values, morals, and cultural norms, and to support the accomplishment of 

long-term goals (Baumeister, Vohs, & Tice, 2007). 

Extracurricular activities 

Extracurricular activities have been linked to improved academic 

performance (Abruzzi, Lenis, Romero, Maser, & Morote, 2016), with 

increases in “attendance, school engagement, GPA, tertiary education, and a 

reduction in dropout rates and depression” (Darling, 2005, p. 12). 

Furthermore, teenagers who engage in extracurricular activities benefit from 
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their developmental results (Mahoney, Taylor, Kanarek & Samuel, 2005). 

High school athletics and academic achievement have been linked, particularly 

for urban children, according to Darling. On the other hand, Mahoney et al. 

contended that involvement in athletics has been linked to higher rates of 

alcohol misuse and consumption among high school students and higher 

absenteeism. 

While evidence implies a beneficial association between academic 

achievement and involvement in extracurricular activities, the reality of this 

connection is not always evident. Furthermore, a slew of unrelated variables 

impacts the link between academic accomplishment and extracurricular 

activity (Abruzzi et al., 2016). Among the factors are civic participation, 

identity development, healthy social interactions and behaviours, and mental 

wellbeing (Darling, 2005). Positive social assistance and growth, which may 

be achieved via organised after-school activities, are advantageous for 

obtaining academic achievement, according to a previous study on kids. 

Successful educational actions (SEAs) 

There have been studies that indicate how implementing SEAs in 

educational institutions with high truancy level improves academic attainment 

(Fleecha & Soler, 2013).  

Empirical Review 

This part of the literature review focuses on the investigations that 

have been done previously by other scholars. These studies are reviewed based 

on the identified research questions and hypotheses. The subsequent 

paragraphs, therefore, outline the empirical reviews based on the research 

questions and hypotheses. 
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Classroom Interaction among Students and Teachers 

In determining classroom interaction among teachers and students, few 

studies concentrated on that. Language input and output treatments by Wang 

& Castro (2010), for example, examined the impact of classroom interactions 

between students and instructors on the acquisition of English passivation by 

L1 Chinese adult learners of English as a foreign language. Phase 1 required 

both groups to read and highlight the input content. Following the collection 

of materials, the participants were needed to create the initial reconstruction. 

The participants constructed the reconstruction a second time after being 

exposed to the identical input information. In phase 2, participants produced a 

brief piece on a particular subject and were shown an example of the writing 

supplied by the participating instructor. According to the study’s findings, 

learners’ awareness of the target form may increase due to classroom 

engagement and language production. 

Suryati (2015) conducted a study on teachers’ usage of interaction 

methodologies in lower secondary English Language Teaching (ELT). The 

survey included 18 instructors from Malang, East Java’s lower secondary 

schools. Self-Evaluation Teacher Talk (SETT) was used as the instrument in 

the research, and classroom observation was used as a technique. Because it 

characterises teacher-student interaction, SETT was chosen as the observation 

procedure. Eighteen (18) instructors monitored thirty lessons. The information 

showed that material, skill, and system modes predominated most teacher-

student interactions in Lower Secondary Schools. Teachers’ most often 

employed techniques were IRF patterns, show questions, instructor echoes, 

and longer teacher turns, although learners’ extended turns were less frequent. 
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Rashidi and Rafieerad (2010) looked at classroom dialogue in Iranian 

EFL courses. The study’s objectives were to identify teacher-student 

interaction patterns, evaluate the influence of instructors’ and students’ gender 

on their interaction patterns, and determine whether the contact was teacher-

dominated or student-dominated. The results showed that the participants’ 

interaction patterns differ, with the participants engaging in a range of 

discourse activities. When the gender impact was taken into account, it was 

shown that male and female instructors had more similarities than differences. 

In addition, guys were shown to be more eager than girls to engage with their 

instructors. Finally, the results showed that, despite the IRF pattern in which 

teachers predominated a large portion of classroom discourse, students did 

initiate conversations with their teachers and, occasionally, even followed up 

on their instructors’ responses to their inquiries, resulting in an IRF sequence 

even in student-teacher talk. 

The Brief Student-Teacher Classroom Interaction Observation was 

reviewed and validated in primary classrooms (i.e., Grades K–3) by Reinke, 

Herman, and Newcomer (2016). During classroom teaching, an overall sample 

of 896 pupils was observed. During a 5-minute session at the beginning of the 

school year, the measure was used to collect data on how instructors engaged 

with pupils regarding their use of pleasant against negative remarks. At the 

end of the school year, pupils who received more negative feedback from their 

teachers than positive input had much greater rates of emotional regulation 

disorders, attention problems, and disruptive behaviour. In contrast, prosocial 

behaviour was significantly higher in students who received more constructive 

criticism. 
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Nisa (2014) carried out a study on the forms of instructor talk, student 

talk, and classroom interaction that are employed in EFL speaking classes. 

The research used a qualitative approach in the form of a case study. The 

investigation’s subjects were an English instructor and 25 students from the 

University of Kuningan’s English Education Department’s second semester. 

In getting the data, naturalistic observation and document analysis was 

employed. The data were analysed utilising the Foreign Language Interaction 

(FLINT) technology and several classroom interaction frameworks. The data 

demonstrated that both the instructor and the students used the FLINT 

system’s conversation categories and classroom interaction. The results 

suggest that educators should encourage learners to speak English, especially 

while working in groups, by using more forms of praise and encouragement. 

They should also ask questions to help students become more skilled 

communicators. 

Looking at the above enumerated studies which were carried out in 

Western countries, it is possible that the results may differ indicating that, the 

results as presented in the aforementioned studies may not be necessarily 

generalised to low-and-middle income countries (LMICs) like Ghana where 

perceptions of students and teachers as well as their attitudes may vary. 

Therefore, in filling this gap, this study seeks to delve into classroom 

interaction of students and teachers from a Ghanaian perspective as against the 

already reviewed foreign studies. 

Interpersonal Relationship between Students and Teachers 

Many academics have studied interpersonal interactions between 

students and teachers in various contexts and locations and have come up with 
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various findings. Van Oord and Brok (2004) investigated how instructors and 

students thought about desirable instruction, such as the level of teacher-

student interaction. Using the Model for Interpersonal Teacher Behaviour 

(MITB), interpersonal teacher behaviour was studied. From two United World 

Colleges, one in Wales and the other in Norway, 176 students and 39 

instructors contributed information. The results of the survey showed that 

there were few differences between the preferred teaching profiles of 

instructors and students. Pupils in Wales and Norway said that instructors 

should be less authoritarian than teachers were (for example, harsh, guiding, 

but less certain, allowing students to take responsibility). 

The factors that affect interpersonal interactions in nursing college 

students’ learning skills and teaching methodologies were examined by Park, 

Ha, and Kim (2006). Sixty-six participants were chosen to take part in the data 

collection. The study utilised the Narcissistic Personality Disorder Scale, Self-

Efficacy Scale, and Interpersonal Relationship Scale. The following methods 

were used to analyse the data: mean, standard deviation, and stepwise multiple 

regression. It was noted that self-perception and social competence are the two 

key personality traits that affect interpersonal relationships. The findings 

suggest that nursing college students must devise a strategy to develop a 

positive perceptual orientation and fruitful interpersonal interaction. 

Telli, Brok and Cakiroglu (2010) also examined the relationship 

between Turkish high school pupils’ attitudes toward science and their views 

of their scientific professors’ interpersonal behaviour.  Students’ perceptions 

of the interpersonal linkage between teachers and students were mapped using 

the QTI, which uses the two related variables “influence” and “proximity”. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

44 
 

The Test of Science Related Attitudes (TOSRA) was used to collect 

information on students’ subject-related attitudes. 9th through 11th graders 

from 7484 pupils in 278 science classes (55 public schools) in 13 major 

Turkish cities took part in the study. The influence was linked to student 

happiness, whereas “proximity” was linked to attitudes toward inquiry and 

enjoyment, according to multilevel analyses of variance. 

Barbosa de Santana et al. (2015) equally ascertained the opinion of 

students on factors associated with interpersonal relationships (teacher-

student) in the university environment and identified the contribution of 

interpersonal relationships to the professional training of students. An 

exploratory, descriptive study was conducted both quantitatively and 

qualitatively. A sample of 140 nursing, pharmacy, and nutrition students at the 

Federal University of Campina Grande Education and Health Center provided 

the data. Objective data was analysed descriptively. For subjective data, the 

content analysis technique was adopted, through which it was possible to 

categorise data thematically and build three categories of analysis: dialogue 

and trust in interpersonal relationships, skills in professional conduct, and 

enhancement of cognitive skills. Consequently, the students perceived the 

importance of dialogue for interpersonal relationships in the organisational 

teaching-learning environment; gaining hope meant benefits for both. This 

study emphasised the importance of humanised training for future health 

professionals, permeated by effective interpersonal relationships, which will 

allow them to provide a better service to users of the health sector. 

Saidi and Vu (2021) also studied the characteristics that contribute to 

great teaching, as reported by students on ratemyprofessors.com, a prominent 
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website for students to freely rate their instructors. The disproportionate 

stratified sampling research approach was used to find four-year higher 

education schools qualified for inclusion. In order to analyse the respondents’ 

responses, the mean and standard deviation were employed. According to the 

findings, students’ five most significant attributes include being 

compassionate, courteous, inspiring, offering excellent feedback and 

presenting “wonderful” lectures. According to the research, students respect 

interpersonal interactions and like getting personalised feedback and 

encouragement.  

Sivan and Chan (2021) investigated Hong Kong pupils’ reactions to 

interpersonal teacher behaviour in their classrooms. With 69 secondary school 

students, 15 focus-group interviews were done. The key topics were 

discovered using content analysis. Students’ impressions of cultural 

similarities and differences were compared to the MITB’s original 

descriptions. While the QTI’s validity and its Chinese equivalent (C-QTI) is 

supported by similarities, variances in perceptions of interpersonal teacher 

behaviour in the Hong Kong setting show cultural differences. Positive 

reaction feelings were reported by students for “Friendly/Helpful”, 

“Understanding”, and “Leadership”, negative emotions for “Dissatisfied”, 

“Admonishing”, and “Uncertain”, and mixed emotions for “Strict” and 

“Student Freedom and Responsibility”. 

Even though the above-reviewed studies provide significant findings in 

the literature, the findings specific to the Ghanaian population seem to be 

missing in the available literature. This renders it problematic to apply the 
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findings of those former studies in Ghana. The current study will fill this huge 

vacuum in extant literature. 

Gender and Interpersonal Relationship of Students  

There have not been many research done to look at gender differences 

in how pupils interact with one another. For example, Van Oord and Brok 

(2004) looked at students’ and instructors’ perspectives on preferred 

instruction. The MITB was employed in examining teachers’ interpersonal 

behaviour. One hundred and seventy-six learners and 39 classroom instructors 

provided the study’s data. According to the reserach, there were differences in 

attitudes between male and female pupils. Male students opted for more 

criticism, reprimands, and strictness than female classmates. 

Lai & Gwung (2013) evaluated the impact on interactions in terms of 

peer, “parent-child”, “teacher-student”, and “internet friend” relationships 

from a gender difference and different internet use perspectives. For the 

structural equation modelling study, 444 college students provided data. 

According to the findings of this research, internet use for social contact and 

information seeking has a favourable impact on all types of interpersonal 

interactions. Online gaming has improved net-friend relationships while 

harming teacher-student relationships. Interestingly, viewing videos had a 

favourable impact on peer and parent-child interactions. Due to the 

intermediation of increasing game playing, men also had a lower amount of 

teacher-student engagement and a higher level of net-friend relationships. 

Ariyani and Hadiani (2019) also looked at the gender of students’ 

interpersonal communication to see if there was a link in interpersonal 

communication between male and female learners. The inquiry was conducted 
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using the descriptive methodology. Notably, 88 students from a single state 

polytechnic in Bandung, Indonesia, including 66 men and 22 women, served 

as the responders. The results showed that male students somewhat 

outperformed female pupils in interpersonal communication. Regarding the 

crucial components of successful interpersonal communication, students of 

both genders differed significantly in their ability to engage in primary 

interpersonal communication. As a result of their greater ability to identify 

themselves as equals to their communication partners, female students 

dominated the domain of equality. As a result of their ability to speak openly 

and completely know what they are saying and to provide encouragement and 

positive thinking, male students were found to be the most open and 

supportive. 

In addition, Parameswari (2015) looked at how students act and what 

they anticipate from those around them. The FIRO-B questionnaire was 

utilised with 200 sampled college learners from two institutions in Salem, who 

were chosen using a stratified random selection procedure. Gender, discipline, 

and birth order are the strata employed in this research. When the data were 

analysed using a t-test, it became clear that there was a substantial gender 

difference in the dimensions of declared inclusion and desired control in 

interpersonal relationships. 

Kim and Kim (2021) also investigated the correlation between 

materialistic values and interpersonal relationships of adult and general 

university students and compared the two groups. The analysis was conducted 

using the SPSS Statistics 25.0 programme, targeting 228 adult and 216 general 

students nationwide. First, as for the difference in the materialistic values of 
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the adult and general university students given the general features, substantial 

variations were found in terms of gender, religion, the type of school, grade, 

monthly income (allowance), monthly expense, items of expenditure, and 

hobby. Second, the analysis of the interpersonal relationship differences based 

on their general characteristics revealed differences based on gender, grade, 

monthly income (allowance), monthly expense, items of expenditure, and 

hobby. 

A different investigation by Zhang, Gao, Fokkema, Alterman, and Liu 

(2015) looked at the connections between teenage social support, loneliness, 

and the calibre of various kinds of school connections. Zhang et al. (2015) 

found that whereas aspects of opposite-sex, teacher-student, and same-sex 

interactions increased boys’ loneliness, those of females were primarily 

influenced by connections with other women (N = 1674) in middle schools. 

Social support also had an impact on loneliness, interactions between teachers 

and students, and same-sex couples. Additionally, men’s loneliness was 

associated with better same-sex relationships than girls’. Finally, when 

compared to opposite-sex connections and teacher-student links, the quality of 

same-sex relationships had the largest correlation with boys’ loneliness. 

Fisher (2007) found that students’ evaluations of classroom learning 

settings, their cultural backgrounds, gender, and their attitudes toward and 

performance in science and mathematics were all linked to their attitudes and 

performance in these subjects. 3000 students from 182 science and math 

classes in high schools in 35 coeducational Western Australian and Tasmanian 

schools took part in the study. The pupils filled out a survey that included the 

QTI, an attitude toward class scale, and cultural background questions. For 
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secondary school science and mathematics pupils, statistical studies have 

validated the QTI’s reliability and validity. In general, student attitude scores 

were shown to be substantially linked with the dimensions of the QTI. 

Students’ attitudes were higher in classes where students reported better 

“leadership”, “helping/friendly”, and “understanding” actions in their 

instructors. Females had a more favourable opinion of their professors than 

men did. 

Researchers Negovan, Raciu, & Vlad (2010) investigated how students 

perceive their teachers’ relational behaviour in the classroom. 525 students 

from 23 classes from three secondary schools and two high schools in a 

Romanian geographic area made up the study sample. 23 additional instructors 

were also employed. Data from respondents were gathered using the QTI in 

Romanian. To assess the predicted variances in students’ perceptions of their 

teachers, a series of inter-group comparisons using t-tests and one-way 

ANOVA was carried out. Furthermore, there were notable distinctions in how 

male and female pupils viewed their teachers. Male learners perceived their 

classroom instructors’ behaviour as more “uncertain,” “dissatisfied,” 

“admonishing,” and “student responsibility,” whereas female students 

regarded it as more “leadership” and “pleasant behaviour.” 

Gender and Classroom Interaction among Students 

Few investigations have been done to ascertain the difference in 

classroom interaction among students in terms of gender. For instance, Drudy 

and Chatháin (2002) performed research that consisted of a quantifiable 

examination of collective patterns of classroom discourse with male and 

female children in classes taught by post-graduate student teachers in Irish 
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coeducational secondary schools. Boys had a larger number of encounters 

with their instructors, while girls had a lower percentage than predicted based 

on their equal class distributions. The average interaction between males and 

their instructors was greater than the average contact between girls and their 

teachers. There was a statistically significant difference between the two 

groups. One factor that was substantially, consistently, and significantly 

connected with the interaction patterns was the class’s gender distribution. 

Student teachers were inspired and prepared to better their responsibilities as 

learning coordinators for both male and female students in their classes after 

confronting their classroom interaction patterns and “own” performance 

discrepancies. 

The effects of student-faculty interaction on a variety of student 

outcomes, such as college GPA, degree ambition, integration, critical thinking 

and communication, cultural acceptance and social consciousness, and 

satisfaction with the college experience, were also examined by Kim and Sax 

(2009). Depending on the student’s gender, race, socioeconomic background, 

and generational standing, these effects changed. The study made use of data 

from the 2006 University of California Undergraduate Experience Survey 

(UCUES). To explore the conditional effects of student-faculty interaction, 

gender, race, socioeconomic class, and first-generation status were included in 

separate blocked regression models for each student grouping. Middle-class, 

first-generation college students, persons of colour, males, and girls were the 

four groups that the study’s participants were divided into. The findings 

revealed disparities in the frequency of student-faculty interactions across 

these groups as well as in the impacts of student-faculty contact (also known 
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as “conditioned effects”), which were reliant on all statuses except first-

generation. 

Aziz, Quraishi, and Kazi (2018) also examined the situation of 

secondary school students’ participation in the classroom today and the factors 

that affect it. Nineteen males and twenty-one girls from Lahore’s government 

high schools in the ninth and tenth grades were randomly selected to 

participate in the study. The sampling process involved two parts. First, a 

sample size of 10% was calculated, leading to the selection of four schools at 

random-two from each category. From a total of 1689 students, 250 students 

from each group were selected at random to make up the second group of 500 

students. A questionnaire asking for self-reports was used to get the data 

(FBCPS). Data obtained were analysed descriptively (i.e., means and 

percentages) and inferentially. According to the findings, kids display a high 

degree of classroom involvement. Furthermore, guys engaged in class more 

than girls; although the internal and external variables that influenced their 

classroom engagement were similar, the degree to which they influenced was 

varied. 

In another study, Jones and Wheatley (2016) looked at gender 

inequalities in classroom interactions to see whether they contributed to 

women’s underrepresentation in physical sciences (i.e., physics and 

engineering) and future jobs. Thirty physical science courses and thirty 

chemistry courses with a combined enrollment of 1332 students were observed 

using Brophy-Good Teacher-Child Dyadic Interaction System. The Brophy-

Good coding approach enables the examination of the student group and 

individual interaction patterns. An analysis of variance found a significant 
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main influence for teacher praise, call-outs, procedural questions, and 

behavioural warnings depending on the sex of the student. It also revealed a 

significant teacher-sex main effect for direct questions. The behavioural 

warning variable saw significant two-way interactions for instructor sex and 

subject by student sex. Male students received much more reprimands from 

female teachers than female students. Both sexes received similar cautions 

from male academics. Male students received much more behavioural 

warnings than female students in physical science classes. In chemistry 

classes, male and female students received nearly the same disciplinary 

warnings. 

Rashidi and Naderi (2012) conducted a study along similar lines to 

examine the influence of gender on interactions between teachers and students 

in Iranian EFL classes. 24 classes in total were observed, recorded, and given 

transcripts. We calculated and compared the frequency and proportion of 

discourse acts utilised by male and female lecturers, as well as male and 

female students. Chi-square testing was used to assess the differences that 

were significant. The study discovered that there were gender-specific patterns 

of interactions between teachers and students, despite the fact that men and 

women shared some traits. Compared to male teachers, female teachers 

interacted with their students more, were more supportive, and shown greater 

patience. They asked more referential questions and used fewer directive 

forms. They added more compliments as well. On the other hand, the patterns 

of student-teacher talk were influenced by the gender of the students. Male 

students initiated more conversations with their teachers than did female 
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students, who preferred to be addressed by their professors. Male pupils were 

also wittier and gave their lecturers more constructive comments. 

Kim and Sax (2007) investigated the conditional effects of student-

faculty interaction in a big research university system while taking into 

account variables including gender, race, socioeconomic position, and first-

generation status. The research data came from the 2006 UCUES, a long-term 

survey of UC undergraduate students conducted by the UC Berkeley Centre 

for Studies in Higher Education. Two analytical methods were used: chi-

square cross-tabulations and blocked independent regression analysis. The 

study found that while financial position or first-generation status are not 

factors in determining how student-faculty interactions affect academic 

achievement, they do depend on the gender and ethnicity of the students. 

In Ekiti State, Nigeria, Oluwagbohunmi (2014) looked at gender issues 

in secondary school students’ participation in classroom interactions and their 

achievement in social studies. For this research, a descriptive survey design 

was employed. A total of 1500 JSS 2 Social Studies students were included. 

The sample was chosen using multistage and purposive sampling techniques. 

The study’s instruments were the Classroom Interaction Analysis Categories 

(CIAC) and the Social Studies Achievement Test (SSAT). The instruments’ 

reliability was determined using the test-retest method. In order to analyse the 

data, the t-test was used. According to the study, there were substantial 

differences between male and female students’ levels of participation in class 

discussions and their academic success in social studies. 
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Influence of Classroom Interaction on Students’ Academic Performance  

Researchers who have studied the relationship between classroom 

engagement and students’ academic achievement have come to a number of 

findings. Bolarinwa and Okolocha (2018), for instance, looked at how 

interactions in the classroom and student attitudes affected academic progress 

in financial accounting. 213 people received both a questionnaire and an 

achievement exam. Utilising the mean, t-test, and correlation, the data 

collected from respondents was analysed. The research revealed that attitudes 

and classroom interactions have a big impact on how well students do in 

financial accounting. It was proposed that financial accounting teachers make 

their classes engaging for the students and encourage positive interactions. 

Okoye & Onwuachu (2018) looked at how biology achievement 

among Anambra State second cycle (SSS) students was impacted by 

classroom interaction patterns. Causal-comparative or (ex-post-facto) design 

was employed in the study. In all, 10,206 SSS 2 Biology students from 

government-run SSSs in three educational zones in Anambra State made up 

the sample. The study involved 265 SSS 2 biology students in total (141 males 

and 124 girls). The investigation used a deliberate and random sampling 

technique. Six single-gender schools were chosen at random from the zones: 

two were coed, two were male, and two were female. The Previous Classroom 

Interaction Categorization Test (PCICT), a modified version of the Biology 

Achievement Test (BAT), measures how much teachers participate in their 

fruitful biology classroom activities compared to how much students do. The 

one-way Analysis of Variance (ANOVA) was performed to test the null 

hypothesis after data were analysed using mean and standard deviation to 
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address the study’s questions. The findings indicated that students’ 

development in biology was strongly impacted by how they interacted in the 

classroom. 

Similar to this, Lerang, Ertesvg, & Havik (2019) investigated how 

students perceived classroom interaction and goal orientation in relation to 

academic progress, school absence, and disobedience in lower-secondary 

schools. The sample comprised 1975 eighth- through tenth-graders (aged 14 to 

16) from 11 lower-secondary schools in Norway. Descriptive statistics, 

Cronbach’s alpha, confirmatory factor analyses (CFA), and SEM were used in 

the examination of the data. According to the findings, classroom interaction 

is linked to goal orientation, academic success, school non-attendance, and 

defiance. 

Podschuweit, Bernholt, and Brückmann (2016) also investigated how 

the variety of class contributions offered by students and teachers affects 

students’ learning outcomes. In 10 German eighth-grade physics classes, films 

from three consecutive lectures on two separate topics were examined by 

Podschuweit et al (electricity and mechanics). The study had 290 students in 

total and 10 professors. The difficulty level of the spoken contributions from 

students and instructors was carefully categorised. In order to assess the 

pupils’ learning progress, pre-post tests of electrical and mechanical 

knowledge were administered. With the aid of an ANOVA analysis, the effect 

of complexity on learning gain was investigated. According to the research, 

there is a direct correlation between students’ learning outcomes and their 

ability to contribute very complex ideas in science class. 
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Adeyemo (2012) also looked at the link between good classroom 

management and students’ academic progress. The research was conducted in 

10 randomly chosen high schools in Lagos State’s Shomolu local government 

area. A descriptive survey methodology was used to carry out the inquiry. A 

simple descriptive analysis was done. The study’s primary tools were a student 

questionnaire, a teacher questionnaire, and a physics achievement exam. As 

data analysis techniques, ANOVA and t-test statistics were used. According to 

the results, good classroom management abilities or tactics greatly and 

favourably impact student progress in physics. 

Omodara, Kolawole, and Oluwatayo (2013) also looked at classroom 

activities as a gauge of high school students’ academic success in important 

scientific areas. 1,620 SSS 2 pupils and 54 science teachers were picked at 

random and purposely from schools in Ekiti State’s 16 local government areas. 

A 28-item interaction schedule and accomplishment exams in biology, 

chemistry, and physics were developed and given out by the Ekiti State 

Ministry of Education. Both correlation and regression analysis were used to 

analyse the data. The data revealed a significant, positive, and very high 

correlation between the instructors’ activities in scientific classes and the 

students’ academic progress as well as a strong link between students’ 

participation in class. 

In a related study, Ode & Ogah (2020) utilised a descriptive survey to 

examine how biology students’ academic performance in the Oju Local 

Government Area of Benue State was impacted by the classroom 

environment. The study involved 1,987 biology students, and 200 were chosen 

at random. Data were gathered using the Classroom Environment and 
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Students’ Performance Questionnaire (CESPQ). Data were analysed using chi-

square, mean, and standard deviation. Ode and Ogah concluded that the 

classroom environment significantly impacted biology students’ academic 

success. 

The conclusions from the investigations mentioned above are 

undeniably important and meaningfully contribute to the literature. However, 

it is possible that such results cannot be applied to pupils from other parts of 

the world. Additionally, pupils from LMICs like Ghana may perform 

academically differently than students from Western nations due to classroom 

engagement. This study seeks to fill a deficit in the body of previous literature. 

Influence of Interpersonal Relationship on Students’ Academic 

Performance  

In order to determine how teacher relatedness influences student 

academic engagement and performance, Furrer and Skinner (2003) evaluated 

641 third through sixth grade students from diverse places around the United 

States. Regression studies have shown that students’ relationships with their 

teachers and peers have an impact on their participation, particularly their 

emotional engagement. Being associated with teachers was a better predictor 

of involvement and academic performance for men. Although sentiments of 

kinship with teachers declined from fifth to sixth grade, the benefits of kinship 

on academic performance were stronger for sixth graders. The results show 

that schools should put more emphasis on enhancing the calibre of children’ 

relationships with their teachers and classmates in order to promote positive 

engagement and raise student academic accomplishment. 
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In order to investigate the correlations between the emotional 

components of teacher-student relationships (TSRs) and students’ school 

involvement and achievement, Roorda, Koomen, Spilt, & Oort (2011) used a 

meta-analytic methodology. The findings were based on 99 studies, which 

involved students in kindergarten through high school. Separate studies were 

conducted on positive relationships and engagement, negative relationships 

and engagement, positive relationships and accomplishment, and negative 

connections and accomplishment. The final findings demonstrated that while 

high degrees of involvement were linked to academic performance, positive 

and negative relationships were linked to low to moderate levels of 

achievement. Additionally, studies have shown a correlation between better 

grades and positive teacher-student interactions. Both positive and negative 

aspects of the teacher-student relationship are crucial for students’ learning 

and participation in class, according to the meta-analytic research. 

Similar to this study, Hughes (2011) looked at how academic 

performance and adjustment were affected by a teacher and student views of 

characteristics of the teacher-student relationship. Hughes collected a sample 

of 714 academically at-risk children from three Texas school districts in two 

first-grade cohorts in the fall of 2001 and 2002. Regression analysis data 

obtained revealed that the teacher-student relationship predicted all positive 

outcomes. Also, the teacher-student relationship predicted higher levels of 

student performance. School connectedness, perceived academic achievement 

and math success were all uniquely predicted by student participation. The 

study found that the quality of the teacher-student interaction predicted 
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improvements in children’s engagement and accomplishment and provided 

substantial support for the development of students’ abilities and interests. 

Using data from the Program for International Student Assessment in 

the United States, Lee (2012) examined the impacts of the teacher-student 

relationship and the academic press on student engagement and academic 

accomplishment. A total of 3748 ninth- and tenth-graders from 147 schools 

across the United States participated in the study. The study’s findings 

partially supported the idea that competitive universities with high levels of 

responsiveness and academic press demand had an advantage (the teacher-

student relationship). Despite the academic push and encouraging teacher-

student interactions being connected to behavioural and emotional student 

engagement, only the teacher-student relationship was shown to be a 

substantial predictor of academic success. According to Lee, students who 

have strong relationships with their teachers are more emotionally and 

behaviorally engaged, which helps them succeed in school. The study’s 

findings are helpful in resolving the debate over the optimal learning 

environment and in guiding practitioners and educators in creating successful 

interventions to boost student involvement. 

Yu and Singh (2018) examined the links between high school 

mathematics achievement, student motivation, and teacher assistance. The 

longitudinal survey, conducted in 2009 and polled almost 20,000 students 

from 944 high schools, provided the information for this study. Structural 

equation modelling was used to estimate the relationships between the 

variables. The results demonstrated that conceptual education improved 

student mathematics performance, whereas a procedural focus decreased it. 
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Students’ mathematics self-efficacy indirectly impacted their achievement in 

the subject, and relationships with and support from teachers also impacted 

students’ enthusiasm in math classes. 

Fan (2012) looked at the relationship between social connections 

between teachers and students in the classroom and social studies academic 

accomplishment. The researchers utilised an ex post facto design using a 

cohort of 1954 Junior Secondary School (JSS) 3 students in Nigeria’s Cross 

River State who were randomly selected from 50 Public-owned schools. Both 

tests made use of a multiple-choice social studies question bank with 50 items 

that was based on the JSS social studies curriculum and was approved by test 

specialists. Another tool employed was the Teacher-Students Relationship 

Questionnaire. The correlation (r) analysis method was used to examine the 

data. The findings suggest a link between classroom interactions between 

teachers and students and students’ academic progress in social studies. 

Pan, Zhong, Zhang, and Chang (2020) investigated the effects of the 

school environment, instructors’ professional identities, students’ self-

efficacy, and interpersonal connections on students’ learning outcomes in 

universities in Hainan, China. The sample for the study includes instructors 

and students from universities in Hainan. Professors and students at the 

selected universities returned 40 and 418 useful surveys, respectively. The 

data were analysed using hierarchical linear modelling (HLM). The study’s 

findings showed that while teachers’ credentials influenced pupils’ 

performance, school infrastructure and technology had a minimal bearing on 

academic attainment. However, students’ learning outcomes improved in 

proportion to their levels of self-efficacy and interpersonal ties. 
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Conceptual Framework 

The possible relationship among classroom interaction, interpersonal 

relationship and students’ academic performance is depicted in the diagram 

below. 

    Independent variable 

                                                                                Dependemt variable 

 

 

     Independent variable 

 

Figure 2: Conceptual Framework for classroom interaction, interpersonal 

relationship and academic performance 

 

The study conceptualised that effective classroom interaction among 

classroom instructors and their students will influence the academic 

achievement of the students significantly in a positive way and vice versa. For 

instance, when the classroom instructor is strict or seems unfriendly towards 

students, the likelihood that students will not perform well in their academic 

activities is high. However, as a teacher exhibits good and friendly interaction 

with students in the classroom, students are more likely to think positively 

about their academics, which subsequently mirrors their academic 

performance. 

The study also conceptualised that classroom interpersonal 

relationships between students and teachers will positively affect learners’ 

academic performance. For instance, when the interpersonal relationship 

between the instructor and the learners is negative, it is high that they will not 

perform well in their academic activities. However, as a teacher exhibits 

Classroom interaction 

Interpersonal relationship 

Students’ academic 

performance 
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positive interpersonal relationships with the students in the classroom, students 

have a greater propensity to reason positively about their academics, which 

subsequently shows in their academic performance. 

The average scores of the students in the district mock examination 

were used to measure their academic performance. The study conceptualised 

that the academic scores of the students would be influenced by the 

interpersonal relationship and classroom interactions. Thus the academic 

performance of students would be higher when there is good interpersonal 

relationship and good classroom interactions. Conversely, the academic 

performance of students would be low when the interpersonal relationship and 

classroom interactions are not good enough. 

Chapter Summary  

The study’s intent was to examine the impact of “classroom interaction 

and interpersonal relationship on JHS students’ academic performance in the 

Wassa East District.” For this purpose, the literature reviewed aligned with the 

study objectives. Relevant theories such as ecological systems theory by 

Bronfenbrenner (1979) and the attribution theory by Kelley (1973) and Weiner 

(1992), among others, were appraised. Important concepts were also duly 

explained.  

The study conceptualised that effective classroom interaction among 

instructors and their learners will positively influence students’ academic 

accomplishment and vice versa. For instance, when the classroom instructor is 

strict or seems unfriendly towards students, the likelihood that students will 

not perform well in their academic activities is high. However, as a teacher 

exhibits good and friendly interaction with students in the classroom, students 
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have a greater propensity to ponder positively over their academics and 

subsequently shows in their academic performance. 

The study also conceptualised that classroom interpersonal relationship 

among colleagues, students, and instructors will significantly positively affect 

students’ academic performance. For instance, when the interpersonal 

relationship between the instructor and the learners is negative, it is high that 

the learners will not perform well in their academic activities. However, as a 

teacher exhibits positive interpersonal relationships with the students in the 

classroom, students have a greater propensity to reason positively about their 

academics, which subsequently manifests in their academic performance. 
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CHAPTER THREE 

RESEARCH METHODS 

The study’s intent was to ascertain the impact of classroom interaction 

and interpersonal relationships on JHS students’ academic performance in the 

Wassa East District. This chapter describes the research methods and 

techniques that the researcher employed in the conduct of the study. These 

include the research design, study area, population, sample and sampling 

procedure, instruments for gathering data, procedures in gathering data, 

validity and reliability of the instrument, how the data were analysed and 

chapter summary.  

Research Design 

According to Rahi (2017), a research design is a pattern or detailed 

plan for conducting a study; it directs the logical data collection and analysis 

framework to arrive at conclusions. Amedahe and Asamoah-Gyimah (2015) 

also defined research design as the overall set of intended actions that help the 

researcher in finding answers or solutions to the identified research questions 

or testing the hypotheses that guide the study. Essentially, the research design 

serves as the researcher’s blueprint that directs the entire research activity 

since it entails vivid information that are easily explainable. The research 

design provides the framework on which the entire research activity is 

executed. It clearly explains the actual plans that are precise and explainable 

which the principal investigator wants to employ in conducting the study.  

A descriptive survey design under a quantitative approach was used in 

this investigation. A descriptive survey is typically used to study the 

perspectives of a wide group of people on a certain situation or event (Wang & 
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Cheng, 2020). It helps develop a well-rounded understanding of the potential 

relationships of measured conditions, which are usually inexpensive and easy 

to conduct (Ewart & Ames, 2020). According to Ogah (2013), a descriptive 

survey research comprises obtaining information. It also provides insights into 

how the respondents perceive the issues being explored. Moreover, it enables 

the researcher to probe issues by seeking further clarification from the 

respondents. A descriptive survey design aims at detecting, describing, and 

recording a scenario as it happens naturally (Amedahe & Asamoah-Gyimah, 

2002). Since the current study focused on using self-report items on a large 

scale to gather data and describe the phenomenon without manipulating the 

views of respondents, the descriptive survey design was deemed suitable for 

the study. 

The study was based on the positivist paradigm. The positivist 

paradigm is based on the idea that one can best gain an understanding of 

human behaviour through observation and reason. The positivist approach is 

based on a real and objective interpretation of available data. The positivist 

paradigm tries to interpret observations in terms of facts or measurable entities 

(Fadhel, 2002) 

Study area 

The study was conducted in the Wassa East district. Wassa East is one 

of the fourteen districts in the Western region of Ghana. It was originally part 

of the then-larger Mpohor Wassa East district but was splitted in June 2012. 

The Wassa East district shares boundaries with Shama, Mpohor and Prestea 

Huni Valley districts in the Western region and Komenda-Edina-Aguafo-

Abirem, Twifo Himang Lower Denkyira and Twifo Atti Morkwa districts in 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

66 
 

the Central region. The district has a total land area of about 2,073 km2. The 

total population based on the 2021 population and housing census was 99,641 

with 48.6% and 51.4% being males and females respectively. Wassa East 

district has Daboase as its capital town. 

Population 

The population for this research was JHS three students in the Wassa 

East District who were registered for the Basic Education Certificate 

Examination (BECE). According to the Wassa East District Directorate of 

Education (2021), there were 2,132 students in the district, which comprises 

1,178 males and 954 females. In all, there are 78 public and private JHSs in 

the nine circuits of the district. Table 2 presents the distribution of the JHSs in 

the district by circuits. 

Table 2: Distribution of the Population of Junior High Schools by Circuits 

Name of Circuit Number of 

schools in circuit 

Number of students 

Male Female Total 

Daboase  11 180 176 356 

Sekyere Krobo 13 241 175 416 

Atobiase  6 102 91 193 

Senchem  8 96 76 172 

Subri  12 137 111 248 

Ekutuase  5 99 80 178 

Ateiku  13 135 119 257 

Domama  5 106 68 174 

Essamang  5 82 61 143 

Total  78 1,178 954 2,132 

Source: GES, Wassa East District Directorate of Education (2021) 
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Sampling Procedure 

Three hundred and fifty (350) respondents made up the sample for the 

study. According to Krejcie & Morgan (1970), the minimum sample size for a 

population of 2,132 people is three hundred and twenty seven (327). 

Nevertheless, to account for any possible fall out in terms of the response rate 

and errors, the sample size for this study was increased to three hundred and 

fifty (350) (Polit & Beck, 2004). The respondents for the study were chosen 

using the multi-stage sampling technique. First, the circuits were thought of as 

clusters, and thirty schools were selected from the circuits proportionately 

using the simple random sampling methodology. This was appropriate since 

there was an equal likelihood that each school in the cluster would be 

represented in the study (Cohen, Manion, & Morrison, 2017). Also, all the 

schools in each selected cluster were equally chanced for the study in their 

right proportion (Cohen et al., 2017). In the view of the principal investigator, 

the thirty schools were representative enough for the study; thus, it was 

possible to make inferences for the entire population (Ogah, 2013). Table 3 

presents the distribution of schools selected from the circuits for the study. 

Table 3: Distribution of schools for the study 

Name of Circuit Number of schools 

in circuit 

Number of schools 

selected  

Daboase  11 4 

Sekyere Krobo 13 5 

Atobiase  6 2 

Senchem  8 3 

Subri  12 5 

Ekutuase  5 2 

Ateiku  13 5 

Domama  5 2 

Essamang  5 2 

Total  78 30 

Source: Field survey, 2021 
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Afterwards, all the students in the selected schools were engaged. This 

was to make sure that no student had been left out so that generalisation of the 

findings to the entire population was possible (Ogah, 2013). Table 4 shows the 

respondents’ background information. 

Data Collection Instrument  

The questionnaire helped in gathering data for the investigation. Using 

the questionnaire, the researcher could obtain data from a group of students 

within the shortest possible period on a large scale. According to Kerlinger 

(1973), the questionnaire is extensively employed in educational research 

since it is particularly good in obtaining useful details on practises and 

circumstances for enquiring into respondents’ beliefs and attitudes.  

The questionnaire was developed into three segments (i.e., Sections A, 

B and C). Section “A” of the questionnaire solicited participants background 

data information. Section “B” collected information on classroom interaction 

of students, while Section “C” solicited information on students’ interpersonal 

relationships with their teachers. Data on respondents’ academic achievement 

was taken from the District Directorate of Education. Respondents’ average 

scores obtained in all the nine subjects in the District Mock Examination 

(English language, Mathematics, Integrated Science, Social Studies, ICT, 

Ghanaian Language and culture, French, Religious and Moral Education and 

Basic Design and Technology) were used for the study. 

Relationship Scale Questionnaire (RSQ) 

The RSQ developed by Andersen, Pedersen, Carlsen, Olesen and 

Vedsted (2017) was adapted for this study. The RSQ originally had 30 items 

measured on a five-point Likert scale, ranging from 1 = “not at all like me” to 
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5 = “very like me.” Thirteen items were used in this study to measure 

students’ interpersonal relationships. Anderson et al. stated a Cronbach alpha 

of .72 for the instrument, indicating that the instrument was highly reliable. 

The RQS was unidimensional and was featured in Section B of the 

questionnaire.  

Questionnaire of Teacher Interaction (QTI) 

The Model of Interpersonal Teacher Behaviour (MITB) served as the 

foundation for the QTI, which was developed in the Netherlands between 

1978 and 1984 (Wubbels, 1985). It initially comprised 77 questions in the 

Dutch language, ranging from “almost never” to “almost always” on a Likert-

type 5-point scale. The QTI items represent the eight behavioural sectors that 

make up the MITB. It is rated using either two different summarising 

dimensions or eight separate sectors. A shortened version of the QTI, created 

by Den Brok et al. (2009) and composed of 48 items, was used in this 

investigation. The Cronbach alpha of the eight sectors varied from .71 to .95, 

according to Den Brok et al., making it dependable enough to collect 

respondents’ opinions. The QTI was covered in the questionnaire’s Section C. 

Validity and Reliability of Instrument 

The research instrument was subjected to validity and reliability 

testing. The researchers’ supervisors were given the instrument to confirm that 

it was legitimate regarding face and content validity. The supervisor’s 

recommendations were utilised to make adjustments to enhance the 

instrument. Following that, a pilot study of the instrument was done with 150 

students from three junior high schools (JHSs) in an area within the region that 

was not chosen for the real research but had comparable characteristics to the 
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actual respondents. Cronbach Alpha was utilised to assess the instrument’s 

reliability. Table 4 shows the internal consistency results conducted on the 

items. 

Table 4: Reliability Coefficients of the Instruments 

Scale/Subscale No. of items Cronbach’s Alpha 

Pilot Final 

Interpersonal 

relationship 

13 .78 .75 

Classroom interaction    

Leadership 6 .71 .82 

Understanding 6 .76 .89 

Uncertain 6 .81 .73 

Admonishing 6 .79 .87 

Helpful/friendly 6 .80 .78 

Student freedom 6 .73 .72 

Dissatisfied 6 .86 .71 

Strict 

Overall reliability 

6 

48 

.77 

.78 

.75 

.78 

 

This study’s final results, as shown in Table 4, show that the scales and 

data utilised in the pilot study were reliable. A reliability coefficient of 0.7 is 

accepted as good (Nunnaly, 1978; Gliem & Gliem, 2003). While the 

interpersonal relationship scale had final reliability of .75, the overall 

reliability of the classroom interaction scale was .78, suggesting that both 

instruments were reliable. 

Data Collection Procedures 

The investigator, after seeking clearance from the Institutional Review 

Board of the University of Cape Coast (IRB UCC) (see Appendix B), also 

obtained a letter from the Department of Education and Psychology to 

introduce the researcher to the District Education Directorate in order to grant 

him formal access to the various schools for data to be collected (see 
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Appendix C). Upon reaching the schools, authorisations were obtained from 

heads of the various institutions before data were collected. Dates and other 

arrangements regarding when data were to be collected were also established. 

The researcher and three trained research assistants distributed the 

questionnaires to respondents and took them right after they have been duly 

answered. Each respondent took approximately 45 minutes in answering the 

questionnaire. Respondents were reminded of the fact that their responses 

would be treated with the greatest feat of confidentiality; therefore, their 

names should not be provided. Respondents were also told that they could opt 

out of the investigation anytime they demanded, so their participation was 

compulsory. However, respondents were instructed to provide only their index 

numbers to trace their average scores obtained for the District Mock for the 

purpose of data analysis. The study’s return rate was 100% since all the 

distributed questionnaires were duly responded to and retrieved.  

Ethical Consideration 

In conducting this investigation, ethical issues regarding the research 

were strictly followed. Respondents’ responses were treated with the utmost 

degree of confidentiality and anonymity. Before the data were collected, 

respondents’ consent was sought. Firstly, the study’s intent was 

comprehensively outlined to the students. This was followed by seeking their 

formal consent by filling and signing the consent form. Again, respondents 

were unambiguously informed that participation in the investigation was 

solely at their will and that they could choose to stop at any point they felt 

intimidated. The data that were solicited from respondents were stored 

privately, and identifiable indicators (e.g., names, schools) were not to be 
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written in any portion of the research report; however, they were asked to 

provide their index numbers which were used as pseudonyms to aid in 

retrieving their respective average scores from the District Education 

Directorate. The obtained data were analysed as a whole and could not link 

replies to specific respondents. The information was well-managed and kept 

private to prevent others from accessing it. 

Data Processing and Analysis 

As a result, an improved version of the SPSS programme was used to 

input and manage the obtained data. Descriptive statistics were used. Before 

beginning the analysis, the data were checked for mistakes and missing values. 

The first and second research questions were analysed with the help of means 

and standard deviations. This is due to the fact that the researcher was looking 

for a way to describe the replies of the participants. This is justifiable because, 

in the submission of Cohen, Manion & Morrison (2017), when describing 

responses of respondents and the responses are on a continuous scale, means 

and standard deviations is the appropriate tool to employ.  

The independent samples t-test was used to examine the first and 

second hypotheses. The researcher conducted this study to examine if there are 

differences in classroom interaction and interpersonal relationships (as 

measured on a continuous scale) based on gender. This is a good example 

because the independent samples t-test is an effective method for assessing 

differences in a continuous dependent variable between two levels of an 

independent variable as indicated by Cohen, Manion & Morrison (2017). 

Multiple linear regression analysis was also employed to evaluate hypotheses 

3 and 4. This is because the study’s goal was to see if students’ academic 
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performance was affected by the quality of their interpersonal relationships 

and classroom interactions, both of which were assessed using a continuous 

scale. When this occurs, the linear multiple regression analysis is the most 

appropriate statistical tool (Pallant, 2013). All inferential statistical analyses 

were conducted at the 95% confidence level.  

Chapter Summary 

The study’s main intent was to examine the impact of classroom 

interaction and interpersonal relationships on JHS students’ academic 

performance in the Wassa East District. The descriptive survey was chosen. A 

sample of 350 students was chosen for the study from a population of 2,132 

JHS students using a multi-stage sampling method. The RSQ and QTI were 

employed in collecting data from respondents. Respondents’ academic 

performance was obtained from their overall results in the District Mock 

Examination. All research protocols were duly adhered to in each aspect of the 

data collection process. Means, standard deviations, frequencies and 

percentages, independent samples t-test and multiple linear regression analysis 

were employed as analytical tools.  
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CHAPTER FOUR 

RESULTS AND DISCUSSION 

The study’s main intent was focused on examining the influence of 

classroom interaction and interpersonal relationships on JHS students’ 

academic performance in the Wassa East District. The descriptive research 

method was employed in the study. A total of three hundred and fifty students 

were sampled from a population of 2,132 for the study. Questionnaire 

(Relationship Scale Questionnaire and Questionnaire of Teacher Interaction) 

was used to gather data for the study. The average scores of students in the 

district mock examination were used as academic performance measure for the 

study. Means, standard deviation, independent samples t-test and multiple 

linear regression were used to analyse the data. 

The findings of the analyses and their interpretations are outlined here. 

The chapter was divided into two segments. The first contains the study’s 

findings, while the second section contains the discussions. 

Demographic Characteristics of Respondents 

This part presents the demographic characteristics of the respondents. 

The demographic characteristics include sex and age. Details of the results are 

presented in Table 5.  

Table 5: Demographic Characteristics of Respondents (N = 350) 

 Frequency Percentage (%) 

Sex   

Male 174 49.7 

Female 176 50.3 

Age    

13 – 15 years 76 21.7 

16 – 18 years 253 72.3 

19 – 21 years 21 6.0 

Source: Field survey (2021) 
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Table 5 indicates that females dominated (n = 176, 50.3%) the study 

with their male counterparts being in the minority (n = 174, 49.7%). Table 5 

also shows that a greater proportion (n = 253, 72.3%) of the students were 

within the 16 – 18 age category, with only a few (n = 21, 6%) falling in the 19 

– 21 years age category. 

Research Question 1 

What is the nature of the interpersonal relationship of JHS students in 

the Wassa East District? 

Research question one examined the nature of the interpersonal 

relationship of JHS students in Wassa East District. Thirteen statements were 

posed to elicit the students’ responses. The responses were rated on a five-

point “Likert scale” with 1 = “not at all like me”; 2 = “rarely like me”; 3 = 

“somewhat like me”; 4 = “often like me”; and 5 = “very like me” as the 

response options. Means and standard deviations helped in analysing data. The 

respondents agreed with the statement if the average score is 3.0 or above. 

Contrarily, a mean value of less than 3.0 indicates the participants 

disagreement with the statement. The replies of respondents are presented in 

Table 6. 
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Table 6: Results of Responses on Students' Interpersonal Relationship 

Statements M SD 

1. I find it difficult to depend on others. 2.99 1.62 

2. I worry that I will be hurt if I allow myself to become 

too close to others. 
2.83 1.63 

3. I am comfortable without close emotional 

relationships. 
3.42 1.71 

4. I am not sure that I can always depend on others to be 

there when I need them. 
3.05 1.57 

5. I worry about being alone. 3.09 1.66 

6. I often worry that romantic partners don’t really love 

me and won’t want to stay with me. 
2.12 1.64 

7. I find it difficult to trust others completely. 3.85 1.52 

8. I worry about others getting too close to me. 2.71 1.58 

9. I worry that others don’t value me as much as I value 

them. 
3.42 1.63 

10. People are never there when you need them. 3.12 1.68 

11. My desire to merge completely sometimes scares 

people away. 
2.46 1.66 

12. I am nervous when anyone gets too close to me. 2.77 1.68 

13. I worry about being abandoned. 2.84 1.78 

Mean of means 2.98 1.64 

 

As shown in Table 6, respondents generally disagreed to majority (M = 

2.98; SD = 1.64) of the statements. For instance, the respondents disagreed to 

the statements “I worry about being abandoned” (M = 2.84; SD = 1.78), “My 

desire to merge completely sometimes scares people away” (M = 2.46; SD = 

1.66) and “. I worry about others getting too close to me” (M = 2.71; SD = 

1.58). Although respondents disagreed with a greater proportion of the 

statements of the questionnaire, they also agreed with some of the statements. 

For instance, the respondents agreed with the statements “People are never 
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there when you need them” (M = 3.12; SD = 1.68), “I find it difficult to trust 

others completely” (M = 3.85; SD = 1.52) and “I worry that others do not 

value me as much as I value them” (M = 3.42; SD = 1.63).  

However, for easy interpretation, the results were further categorised 

as 14 – 35 = “successful at building and maintaining the happy relationship”; 

36 – 55 = “need to adjust to having a sustained relationship”, and 56 and 

above = “negative and dysfunctional relationship” (Anderson, Pedersen, 

Carlsen, Olesen, & Vedsted, 2017). As a result, frequencies and percentages 

helped in analysing the data. Table 7 shows the outcome of the nature of the 

interpersonal relationship of the JHS students. 

Table 7: Results of the Nature of Interpersonal Relationship of Students 

Interpretation Range Frequency Percentage 

(%) 

Successful at building and 

maintaining relationships. 

 

14 - 35 

 

121 

 

34.6 

Need to make adjustment 

before having a sustained 

relationship. 

 

 

36 - 55 

 

 

220 

 

 

62.9 

Negative and dysfunctional 

relationship. 

 

56 and above 

 

9 

 

2.6 

Total  350 100.0 

Source: Field survey (2021) 

 

Table 7 indicates that majority (n = 220, 62.9%) of the JHS students in 

the Wassa East District were within the 36 – 55 range, with only a few (n = 9, 

2.6%) falling in the range of 56 and above. This result implies that most 

students need to make adjustments before they can sustain relationships with 

others. In other words, before forming a happy and productive relationship, 
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they need to address certain behaviours that act as roadblocks in their 

relationships. 

Research Question 2 

What is the nature of classroom interaction of JHS students in the Wassa 

East District? 

Research Question two aimed at examining the nature of classroom 

interaction JHS students in the Wassa East District have with their teachers. In 

all, 48 statements were posed to elicit the students’ responses. The 48 items 

consisted of eight dimensions which are: “Leadership,” “Understanding,” 

“Uncertain,” “Admonishing,” “Helpful/friendly,” “Student freedom,” 

“Dissatisfied,” and “Strict.” Each of the dimensions had six items. The 

responses were rated on a five-point “Likert scale” with 1 = “almost never”, 2 

= “seldom”, 3 = “sometimes”, 4 = “often” and 5 = “almost always” as the 

response options. “Means” and “standard deviations” helped in analysing 

obtained data. A mean value of 3.0 or higher indicates agreement with the 

statement, while a mean value of less than 3.0 shows dissatisfaction with the 

statement. Table 8 outlines the results of the nature of classroom interaction of 

JHS students in the Wassa East District. 
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Table 8: Means and Standard deviations of Nature of Classroom 

Interaction of Students 

Statements M SD 

Leadership   

1. My teacher talks enthusiastically about his/her 

subject. 

3.56 1.59 

2. My teacher explains things clearly. 4.39 1.10 

3. My teacher holds our attention. 4.17 1.20 

4. My teacher knows everything that goes on in 

the classroom. 

3.58 1.48 

5. My teacher is a good leader. 4.36 1.12 

6. My teacher acts confidently. 4.27 1.07 

Mean of means 4.06 1.26 

Understanding   

7. My teacher trusts us. 3.52 1.31 

8. If we don’t agree with my teacher, we can talk 

about it. 

3.63 1.45 

9. My teacher is willing to explain things again. 4.43 1.05 

10. If we have something to say, my teacher will 

listen. 

4.55 .87 

11. My teacher realises when we don’t understand. 4.14 1.19 

12. My teacher is patient. 4.08 1.28 

Mean of means 4.06 1.19 

Uncertain   

13. My teacher seems uncertain. 2.09 1.38 

14. My teacher is hesitant.  2.26 1.37 

15. My teacher acts as if he/she does not know 

what to do. 

1.76 1.33 

16. My teacher lets us take charge. 3.39 1.56 

17. My teacher is not sure what to do when we fool 

around. 

2.60 1.54 

18. It is easy to make my teacher appear unsure. 2.30 1.40 

Mean of means 2.4 1.43 

Admonishing   

19. My teacher gets angry unexpectedly. 2.35 1.47 

20. My teacher gets angry quickly. 2.20 1.46 

21. My teacher is too quick to correct us when we 

break a rule. 

3.15 1.64 

22. My teacher is impatient. 1.83 1.38 

23. It is easy to pick a fight with my teacher. 1.63 1.22 

24. My teacher makes mocking remarks. 3.16 1.60 
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Mean of means 2.39 1.46 

Helpful/friendly   

25. My teacher helps us with our work. 4.10 1.35 

26. My teacher is friendly. 4.42 1.14 

27. My teacher is someone we can depend on. 3.78 1.36 

28. My teacher has a sense of humour. 4.05 1.20 

29. My teacher can take a joke. 3.79 1.33 

30. My teacher’s class is pleasant. 4.46 .94 

Mean of means 4.1 1.22 

Student freedom   

31. We can decide some things in my teacher’s 

class. 

3.48 1.59 

32. We can influence my teacher. 2.99 1.49 

33. My teacher lets us decide when we will do the 

work in class. 

2.35 1.57 

34. My teacher lets us get away with a lot in class. 3.03 1.49 

35. My teacher gives us a lot of free time in class. 3.05 1.44 

36. My teacher is lenient. 3.49 1.45 

Mean of means 3.07 1.51 

Dissatisfied   

37. My teacher thinks that we cheat. 3.05 1.58 

38. My teacher thinks that we don’t know anything. 2.55 1.60 

39. My teacher puts us down. 1.95 1.44 

40. My teacher thinks that we can’t do things well. 2.34 1.41 

41. My teacher seems dissatisfied. 1.93 1.30 

42. My teacher is suspicious. 2.73 1.56 

Mean of means 2.43 1.48 

Strict   

43. My teacher is strict. 3.34 1.52 

44. We have to be silent in my teacher’s class. 3.42 1.36 

45. My teacher’s tests are hard. 2.99 1.28 

46. My teacher’s standards are very high. 3.19 1.54 

47. My teacher is severe when marking papers. 3.33 1.50 

48. We are afraid of my teacher. 2.15 1.48 

Mean of means 3.07 1.45 

Source: Field survey (2021) 

Table 8 shows that the nature of classroom interaction between JHS 

students and their teachers in the Wassa East District was predominantly 

helpful/friendly (M = 4.1, SD = 1.22), followed by leadership (M = 4.06, SD = 

1.26) and understanding (M = 4.06, SD = 1.19). This finding implies that 
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teachers in the Wassa East District are friendly and helpful toward their 

students. This was evident in the students’ responses, where they generally 

indicated that their teachers help them in their work “(M = 4.10, SD = 1.35)”. 

The students also reported that their teachers are friendly (M = 4.42, SD = 

1.14) and their classes are pleasant (M = 4.46, SD = .94). However, 

admonishing (M = 2.39, SD = 1.46) was the least reported nature of classroom 

interaction between the students and their teachers. 

Hypothesis 1 

H0: There is no “statistically significant difference” in the interpersonal 

relationship between male and female JHS students in the Wassa East 

District. 

Hypothesis one was tested to determine whether any substantial 

difference existed in the interpersonal relationship between male and female 

JHS students in Wassa East District. The dependent variable, interpersonal 

relationship, was measured on a continuous scale, whereas the independent 

variable was gender (i.e., male and female). As a result, this hypothesis was 

tested with “independent samples t-test”. Table 9 shows the results of the 

analysis of the gender difference in the interpersonal relationship among the 

JHS students in Wassa East District. 

Table 9: An Independent Samples t-test of the Interpersonal Relationship 

between Male and Female Students  

Sex N M SD df t Sig 

Male 174 38.42 8.05 348 -.552 .581 

Female 176 38.89 7.96    

Source: Field survey (2021); N = 350 
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 Table 9 indicates that there was no substantial relationship in 

interpersonal relationship between male (M = 38.42; SD = 8.05) and female 

(M = 38.89; SD = 7.96; t(348) = -.552, p = .581) JHS students. This suggests 

that male and female JHS students in the Wassa East District had similar 

levels of interpersonal relationships. Hence, the null hypothesis, which stated 

that “There is no statistically significant difference in the interpersonal 

relationship between male and female JHS students in the Wassa East 

District,” was not rejected. 

Hypothesis 2 

H0: There is no “statistically significant difference” in classroom 

interaction among JHS students in the Wassa East District on the basis of 

gender. 

The second hypothesis tested whether any substantial difference 

existed in classroom interaction among male and female JHS students in 

Wassa East District. The dependent variable, classroom interaction, was 

measured on a continuous scale, whereas the independent variable was gender 

(i.e., male and female). Hence, this hypothesis was tested with an independent 

samples t-test. Details of the results of the gender difference in classroom 

interaction of the JHS students with their teachers are outlined in Table 10. 

Table 10: An Independent sample t-test of the Classroom Interaction 

between Male and Female Students 

Sex  N M SD df t Sig 

Male 174 152.6 8.05 348 -.898 .370 

Female 176 154.2 7.96    

Source: Field survey (2021); N = 350 
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Table 10 shows that there was no marked difference in classroom 

interaction of male (M = 152.6; SD = 8.05) and female (M = 154.2; SD = 7.96; 

t(348) = -.898, p = .370) JHS students with their teachers in the Wassa East 

District. This implies that male and female JHS students had similar classroom 

interactions with their teachers. Consequently, the null hypothesis stating that 

“There is no significant difference in classroom interaction among JHS 

students in the Wassa East District on the basis of sex” was not rejected. 

Hypothesis 3 

H0: Classroom interaction is not a significant predictor of JHS students’ 

academic performance.  

Hypothesis three examined whether classroom interaction predicted 

JHS students’ academic performance. The eight dimensions of classroom 

interaction (i.e., leadership, understanding, admonishing, uncertain, 

helpful/friendly, dissatisfied, and student freedom and strict) served as the 

independent (predictor) variable whereas academic performance served as the 

outcome variable. Both variables were measured on a continuous scale. A 

multiple linear regression analysis helped in ascertaining the predictive impact 

of classroom interaction on the students’ academic performance. Table 11 

shows the model summary for classroom interaction and academic 

performance. 

Table 11: Model Summary for Classroom Interaction and Academic 

Performance 

 

Model 

 

R 

 

R Square 

 

Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .265 .070 .048 13.7687 

Source: Field survey (2021); F(8, 341) = 3.22, p < .05  

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

84 
 

Table 11 indicates that the model containing classroom interaction and 

academic performance was statistically significant, F(8, 341) = 3.22, p < .05, 

R2 = .070. This implies that 7% of the variations in academic performance is 

attributable to classroom interaction. Table 12 outlines classroom interaction’s 

regression coefficients. 

Table 12: Relative Contributions of Classroom Interaction on Students’ 

Academic Performance 

 

 

Model 

Unstandardized 

Coefficients 

Standardized 

Coefficients 

 

 

t 

 

 

Sig. B Std. Error Beta 

(Constant) 56.292 8.072  6.974 .000 

Leadership -.027 .208 -.008 -.132 .895 

Understanding .036 .243 .010 .147 .883 

Uncertain -.425 .183 -.139* -2.322 .021 

Admonishing .065 .161 .025 .403 .687 

Helpful/friendly -.140 .210 -.040 -.667 .505 

Student Freedom .395 .156 .148* 2.531 .012 

Dissatisfied -.185 .152 -.076 -1.214 .226 

Strict -.439 .163 -.154* -2.697 .007 

Source: Field survey (2021); *Significant, p < .05 

Table 12 shows that uncertainty, student freedom and strictness were 

predictors of students’ academic performance. Uncertainty was a significant 

negative predictor of students’ academic performance, B = -.43, p < .05. A 

standard deviation unit increase in teachers’ degree to exhibit their uncertainty 

would lead to a -.14 decrease in students’ academic performance. Generally, 

students’ academic performance suffers when teachers display a high degree 

of uncertainty in their interactions. 

Table 12 also shows that strictness was a negative predictor of 

students’ academic performance, B = -.44, p < .05. That is to say, a standard 
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deviation unit increase in a teacher’s degree of strictness would lead to a -.15 

decrease in students’ academic performance. The general inference of this 

finding is that teachers are more strict towards their students are less likely to 

perform well academically and vice versa. 

Table 12 also shows that student freedom was a significant positive 

predictor of students’ academic performance, B = .40, p < .05. A standard 

deviation unit equip in students’ freedom would lead to a .15 increase in the 

students’ academic performance. To summarise, this study shows that children 

who are allowed to take greater ownership of their learning are more likely to 

succeed in school. Students are less likely to do well in school if they have less 

opportunity to take responsibility for their activities. In this light, the null 

hypothesis stating that “Classroom interaction is not a significant predictor of 

JHS students’ academic performance” was rejected. 

Hypothesis 4 

H0: Interpersonal relationship is not a significant predictor of students’ 

academic performance. 

The fourth hypothesis examined whether the interpersonal relationship 

was a substantial predictor of students’ academic performance. Interpersonal 

relationships served as the predictor variable, whereas students’ academic 

performance was used as the outcome variable. Both variables were measured 

on a continuous scale. A simple linear regression analysis was done to 

ascertain the influence of students’ interpersonal relationships on their 

academic performance. Table 13 shows the model summary for interpersonal 

relationships and academic performance. 
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Table 13: Model Summary for Interpersonal Relationship and Academic 

Performance 

 

Model 

 

R 

 

R Square 

 

Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .104a .011 .008 14.0592 

Source: Field survey (2021); F(1, 348) = 3.77, p > .05  

Table 13 shows that the model containing interpersonal relationship 

and students’ academic performance was not statistically significant, F(1, 348) 

= 3.77, p > .05, R2 = .011. This implies that as little as 1.1% of students’ 

academic performance variation is attributable to interpersonal relationships. 

Table 14 shows the regression coefficients of interpersonal relationships.   

Table 3: A Simple Linear Regression of Interpersonal Relationship on 

Students’ Academic Performance 

 

 

Model 

Unstandardized 

Coefficients 

Standardized 

Coefficients 

 

 

t 

 

 

Sig. B Std. Error Beta 

(Constant) 37.274 3.714  10.035 .000 

Interpersonal 

Relationship 

 

.183 

 

.094 

 

.104 

 

1.942 

 

.053 

Source: Field survey (2021); *Significant, p < .05 

As shown in Table 14, the interpersonal relationship did not 

significantly predict students’ academic performance, B = .18, p > .05. This 

finding implies that the degree of students’ interpersonal relationships did not 

play any substantial role in their academic performance.  

Discussion of Findings 

The findings and interpretations were described in the first portion of 

this chapter. This section discusses the findings in line with other studies and 

the inferences made from the current investigation. 
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Interpersonal Relationship of JHS Students 

The study found that the nature of the interpersonal relationship was 

that most of the students needed to make adjustments before they could have a 

sustained relationship with others. In other words, before forming a happy and 

productive relationship, they need to address certain behaviours that act as 

roadblocks in their relationships. Essentially, they generally disagreed with the 

majority of the statements. For instance, the respondents disagreed with the 

statements “I worry about being abandoned,” “My desire to merge completely 

sometimes scares people away,” and. “I worry about others getting too close to 

me.” Although respondents disagreed with a greater proportion of the 

statements in the questionnaire, they also agreed with some of them. For 

instance, the respondents agreed with the statements “People are never there 

when you need them,” “I find it difficult to trust others completely,” and “I 

worry that others do not value me as much as I value them.” 

This finding contradicts some of the studies that have been already 

documented (Wang & Castro, 2010; Survati, 2015). For instance, Wang and 

Castro found that students had good interpersonal relationships, which 

positively improved their learning of a foreign language. In a similar vein, 

Survati (2015) discovered excellent interpersonal interactions between 

teachers and their students as well as the predominant use of showcase 

questions, teacher echo, and longer instructor turns. 

A possible reason for this study’s finding could be that some students 

have problems regulating their emotions, which affect how they develop 

interpersonal or friendly relationships with their peers and teachers, as also 

indicated in Reinke et al.’s (2016) study. For instance, if a student becomes 
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overly angry with just a little provocation, they may have a problem with their 

peers whenever they have any communication. Another possible reason for 

this finding could be attributed to the students’ perception that they choose to 

relate with whomever they want to, even after being counselled, as highlighted 

by scholars (Nisa, 2014; Rashidi & Rafieerad, 2010). This finding was not 

expected since JHS students in the Wassa East District are always advised by 

their teachers, head teachers and parents at regular periods to ensure the 

existence of desirable interpersonal relationship among themselves and with 

their classroom instructors. In the school settings, counselling sessions are 

held for the students and issues pertaining to how they can improve their 

interpersonal relationships with colleagues and teachers are addressed with the 

view to helping students to improve academically, yet this seems to yield little 

results.  

Classroom Interaction of JHS Students 

The study found that the nature of classroom interaction between JHS 

students and their teachers in the Wassa East District was predominantly 

helpful/friendly, followed by leadership and understanding. This finding 

implies that teachers in the Wassa East District are friendly/ helpful toward 

their students. This was evident in the students’ responses, where they 

generally indicated that their teachers helped them in their work. The students 

also reported that their teachers are friendly and their classes are pleasant.  

This finding aligns with a few other studies in other jurisdictions. For 

instance, Van Oord & Brok’s (2014) work noted that the learners felt the 

teachers should be less dominant (i.e., by being less strict) than the classroom 

behaviours the teachers exhibited. A different study (Barbosa de Santana et al., 
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2015) also showed that teachers’ humanised training or friendliness towards 

students seeking professional training as nurses will help them provide 

improved services to people who patronize the services of the health sector. 

Another study by Saidi & Vu (2021) attests to the current finding. Saidi and 

Vu indicated that being caring, respectful, inspirational and giving positive 

feedback are among the important attributes cherished by students. Students 

have also reacted positively to teachers being friendly/helpful, understanding 

and showing leadership behaviours in the classroom (Sivan & Chan, 2021), 

which is analogous to the current investigation’s outcome. 

A possible explanation that could be given to the finding of this study 

may be because of the training given to teachers during their professional 

training. Classroom instructors are taught to exhibit friendliness towards 

learners and help them to overcome their greatest challenges as they go 

through the educational system. It could also be that since teachers see their 

students as their children and younger siblings, they find it necessary to have a 

friendly and helpful classroom interaction with them rather than being hostile 

and unfriendly towards them. It could also be that teachers believe that being 

unfriendly with their students in the classroom may create tension, affecting 

students’ behaviours and performance (Sivan & Chan, 2021).  

Gender Difference in Interpersonal Relationship among JHS Students 

This investigation also revealed no substantial difference in 

interpersonal relationships between male and female JHS students. This 

finding shows that male and female JHS students in Wassa East District had 

similar levels of interpersonal relationships. This unexpected finding deviates 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

90 
 

from some available literature (Aziz et al., 2018; Drudy & Chatháin, 2002; 

Jones & Wheatley, 2016; Kim & Sax, 2009; Rashidi & Naderi, 2012).  

For instance, Drudy and Chatháin (2002) found that male and female 

students did not have similar interpersonal relationships. Boys had better 

interpersonal relationships with their colleague students than female students 

in Drudy and Chatháin’s study. Aziz et al. (2018) also found that male 

students had better interpersonal relationships with their classmates than 

female students. In another research, Rashidi and Naderi (2012) also observed 

that male students developed better and more sustained interpersonal 

relationships than female students. Whereas the male students introduced most 

conversations with their instructors and colleagues, the female students waited 

until they were approached before they could respond or chat with others. 

A possible reason for the difference in findings between this study and 

literature could be linked to the difference in socio-cultural beliefs. It could be 

that students in this study did not respond to the items frankly or had few 

challenges in understanding the items they responded to. It could also be that 

using a relatively smaller sample size altered the findings. For instance, while 

this study used a sample of 350, Aziz et al. (2018) and Jones and Wheatley 

(2016) used a sample of 500 and 1332, respectively. This might have 

accounted for the significant variations in the findings. 

Gender Difference in Classroom Interaction among JHS Students  

The investigation revealed no marked difference in classroom 

interaction between male and female JHS students with their teachers in the 

Wassa East District. This implies that male and female JHS students had 

similar classroom interactions with their teachers.  
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The study’s finding contradicts the observation of some studies in the 

literature (Ariyani & Hadiani, 2019; Kim & Kim, 2021). For instance, Van 

Oord and Brok’s (2004) study revealed a substantial variation in classroom 

interaction between male and female students. The male students preferred 

that their teachers exhibit behaviours of dissatisfaction, admonishing and more 

strictness, while their female peers had a contrary perception. Lai & Gwung 

(2013) also found that the male interaction students had with their teachers in 

the classroom was relatively unfriend compared to how friendly they 

interacted with their fellow study room. Similarly, in Negovan et al.’s (2010) 

study, female students perceived that the instructors exhibited more 

“leadership” and “friendly” attitudes; however, the male students were of the 

view that the instructors were “uncertain,” “dissatisfied,” and exhibited more 

of “admonishing” and student responsibility behaviours. 

A possible reason for the variations in the current finding and what is 

known in literature could be attributed to the variations in socio-cultural 

beliefs. For instance, it could be that students in this study did not understand 

some of the items adequately, influencing the findings. Another reason could 

be that the students in this study did not answer the items as frankly as they 

could, which might have yielded this finding. It could also be that the students 

in this study were unwilling to present a true reflection of the situation in the 

classroom between themselves and their teachers. 

Influence of Classroom Interaction on Students’ Academic Performance  

This work found that uncertainty, student freedom and strictness were 

predictors of students’ academic performance. Uncertainty was a significant 

negative predictor of students’ academic performance. Thus, a standard 
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deviation unit proliferation in teachers’ degrees to exhibit their uncertainty 

would lead to a -.14 decrease in students’ academic performance. The general 

implication is that the more instructors exhibit uncertainty toward their 

students, the less the students are likely to perform well academically. 

It was also found that strictness negatively predicted students’ 

academic performance. That is to say, a standard deviation unit increase in 

teachers’ degree of strictness would lead to a .15 decrease in students’ 

academic performance. The basic conclusion from this research is that 

students are less likely to achieve well in school when teachers are more strict 

with them, and vice versa. 

Student freedom was also a significant positive predictor of students’ 

academic performance. Thus, a standard deviation unit rise in students’ 

freedom would lead to a .15 increase in the students’ academic performance. 

Generally, this implies that when students are given more chances to take 

charge of their actions, they are more likely to perform academically. And if 

they are presented with slim chances to take charge of their actions, there is 

less likely to perform well academically. 

Generally, since three of the variables (i.e., uncertain, student freedom 

and strict) significantly predicted students’ academic performance, it can be 

deduced that students’ classroom interaction predicted students’ academic 

performance. This was an expected finding, and some available studies had 

similar findings. For instance, Pan et al. (2020) observed that classroom 

interaction significantly influenced Chinese university students’ academic 

outcomes. Similarly, Fan’s (2012) study showed that classroom interaction 

substantially impacted students’ academic performance in social studies. 
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Another study by Yu & Singh (2018) revealed a significant influence of 

interaction in the classroom on students’ performance in Mathematics. 

One reason for these findings could be that students who have a 

pleasant and warm connection with their instructors are more likely to follow 

the rules and requirements in the classroom (Furrer & Skinner, 2003; Hughes, 

2011), which constitutes classroom interaction. Again, suppose instructors 

give adequate support to their students both instructional and emotionally. In 

that case, the learners are more likely to acquire better learning skills, attain 

more behavioural achievement and think more positively about their academic 

abilities, which results in better academic performance in the long run (Roorda 

et al., 2011). 

Influence of Interpersonal Relationships on Students’ Academic 

Performance  

The study found that interpersonal relationships did not significantly 

predict students’ academic performance. This finding implies that the degree 

of students’ interpersonal relationships did not play any substantial role in 

their academic performance. This finding disagrees with some identified 

studies in the literature. For example, Bolarinwa and Okolocha (2018) 

observed that students’ interpersonal relationships and attitudes had a 

substantial predictive relationship with their academic performance in 

financial accounting. Bolarinwa and Okolocha suggested that teachers of 

financial accounting ought to make the course interesting for students and 

build cordial relationships with them. With a similar intention, Okoye and 

Onwuachu (2018) also found that students’ interpersonal relationship 

markedly influenced their academic performance in biology. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

94 
 

A different study conducted by Lerang et al. (2019) showed that 

interpersonal relationships substantially related to goal orientation also had an 

association with their academic achievement. A similar observation was made 

by Adeyemo (2012). Adeyemo found that effective interpersonal relationships 

had a robust and positive influence on students’ academic performance in 

Physics. Ode & Ogah (2020) also observed that students’ interpersonal 

relationship significantly influenced their academic achievement in Biology. 

A possible reason for a contrary finding in the present research could 

be that students misinterpreted the questionnaire items. It could be that the 

students did not understand the items on the questionnaires well, or they were 

not objective enough in giving their responses. It could also be that the 

students thought that giving a correct reflection of what was happening at their 

school would put their teachers in trouble; hence, they wanted to avoid that by 

giving untrue or misleading responses.  

Summary 

The investigation examined the influence of classroom interaction and 

interpersonal relationships on JHS students’ academic performance in the 

Wassa East District. It was found that the nature of the interpersonal 

relationship was that most of the students needed to make adjustments before 

they could have a sustained relationship with others. It was also found that the 

nature of classroom interaction between JHS students and their teachers in the 

Wassa East District was predominantly helpful/friendly. 

Another finding was that, no statistically significant difference was 

found in interpersonal relationships between male and female JHS students. 

Moreover, no substantial variation in classroom interaction of the students 
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(i.e., male and female) with their teachers in the Wassa East District was 

established. 

It was also found that Uncertainty and strictness were significant 

negative predictors of students’ academic performance, whereas student 

freedom emerged as a marked positive predictive indicator of students’ 

academic achievement. Lastly, Interpersonal relationship did not substantially 

predict students’ academic performance.  
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

Overview  

This study examined the influence of classroom interaction and 

interpersonal relationships on JHS students’ academic performance in the 

Wassa East District. The study was guided by two research questions, thus: 

1. What is the nature of interpersonal relationship of JHS students in the 

Wassa East District? 

2. What is the nature of classroom interaction of JHS students in the 

Wassa East District? 

In addition, the study tested the following hypotheses: 

1. H0: There is no statistically significant difference in the interpersonal 

relationship between male and female JHS students in the Wassa East 

District. 

H1: There is a statistically significant difference in the interpersonal 

relationship between male and female JHS students in the Wassa East 

District. 

2. H0: There is no statistically significant difference in classroom 

interaction among JHS students in the Wassa East District on the basis 

of sex. 

H1: There is a statistically significant difference in classroom 

interaction among JHS students in the Wassa East District on the basis 

of sex. 

3. H0: Classroom interaction is not a significant predictor of JHS 

students’ academic performance.  
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H1: Classroom interaction is a significant predictor of JHS students’ 

academic performance. 

4. H0: Interpersonal relationship is not a significant predictor of students’ 

academic performance. 

H1: Interpersonal relationship is not a significant predictor of students’ 

academic performance. 

The investigation adopted the descriptive survey. The research’s 

population was 2,132 JHS three students in seventy-eight (78) public and 

private JHSs in nine circuits in the Wassa East District who were registered 

for the Basic Education Certificate Examination (BECE). Of this, 1,178 were 

males and 954 were females. Using a multi-stage sampling technique, a 

sample of 350 was selected. A questionnaire (i.e., Relationship Scale 

Questionnaire and Questionnaire of Teacher Interaction) was used to gather 

the study’s data. Research Questions 1 and 2 were analysed with means and 

standard deviations. Hypotheses 1 and 2 were tested with independent samples 

t-test. Hypotheses 3 and 4 were tested with multiple and simple linear 

regression analysis respectively. 

Key findings 

The research found the following: 

1. The nature of interpersonal relationships was the adjustments 

students needed to make the most before they could have a 

sustained relationship with others. 

2. The nature of classroom interaction between JHS students and their 

teachers in the Wassa East District was predominantly helpful. 
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3. No substantial variability in the interpersonal relationship between 

male and female JHS students was noted. 

4. No considerable difference in classroom interaction of male and 

female JHS students with their teachers in the Wassa East District 

was recorded. 

5. Uncertainty and strictness were significant negative predictors of 

students’ academic performance, whereas student freedom 

emerged as a considerable positive predictive element of students’ 

academic performance. 

6. Interpersonal relationship did not substantially predict students’ 

academic performance. 

Conclusions 

Consequent to this work’s findings, it is concluded that before the 

students can form a happy and productive relationship, they need to address 

certain behaviours that act as roadblocks in their relationships. It is also 

concluded that teachers in the Wassa East District are friendly and helpful 

toward their students. Moreover, male and female JHS students in the Wassa 

East District had similar levels of interpersonal relationships and classroom 

interaction with their teachers. It can also be inferred that the more instructors 

exhibit uncertainty toward their students, the less the learners are likely to 

perform well academically. Similarly, when teachers exhibit more strictness 

towards their students, they are less likely to perform well academically. It 

was also concluded that when learners are given a chance to take charge of 

their actions, they are more likely to perform well academically. On the other 

hand, if they are given fewer chances to control their actions, they are less 
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likely to perform well academically. Finally, the degree of students’ 

interpersonal relationships did not play any substantial role in their academic 

performance. 

Recommendations 

1. Parents and teachers should encourage students in the Wassa East 

District to find ways of forming productive and healthy relationships 

with others based on the finding that most of them needed to make 

behavioural adjustments before having sustained relationships. 

2. Teachers in the Wassa East District should be entreated to 

continuously have a helpful/friendly relationship with students. 

3. Male and female students in the Wassa East District should employ 

similar strategies in improving their interpersonal relationships since 

there was no substantial variation in their interpersonal relationships. 

4. Male and female students in the Wassa East District should adopt 

similar ways to improve how they interact with their teachers in the 

classroom based on the findings that they had similar classroom 

interactions. 

5. Interventions to improve students’ academic performance in the Wassa 

East District should consider uncertainty, strictness and student 

freedom based on the finding that uncertainty, strictness and student 

freedom were substantial negative predictive factors of students’ 

academic performance. 

6. Interventions that aim to improve students’ academic performance in 

the Wassa East District should emphasise students’ interpersonal 
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relationships based on the finding that the interpersonal relationship of 

students did not predict students’ academic performance. 

Suggestions for Further Research 

1. Since the current work’s findings may not be generalised to all the JHS 

students in Wassa East District, further studies employing larger 

sample sizes are warranted. 

2. Further studies using other research designs such as longitudinal or 

qualitative designs are warranted, given that the descriptive nature of 

this study does not make it possible for the students to narrate their 

lived experiences and trace them for further analysis and inferences 

over time. 

  

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

101 
 

REFERENCES 

Abruzzi, K. J., Lenis, C., Romero, Y. V., Maser, K. J. & Morote, E. (2016). 

Does Participation in Extracurricular Activities Impact Student 

Achievement? Journal for Leadership and Instruction. 15 (1): 21-26. 

Adeogun, A. A., & Olisaemeka, B. U. (2011). Influence of school climate on 

students’ achievement and teachers’ productivity or sustainable 

development. US-China Educational Review, 8(4), 552-557. 

Adeyemo, S. A. (2012). The relationship between effective classroom 

management and students’ academic achievement. European Journal 

of Educational Studies, 4(3), 367-381. 

Ainley, J. (2004). Individual and school influences on interdependence. 2004 

Supporting Students Wellbeing: What does the research tell us about 

social and emotional development of young people?, 5. 

Amedahe, F. K., & Asamoah-Gyimah, K. (2015). Introduction to educational 

research. Cape Coast: UCC Printing Press. 

Amedahe, F. K., & Asamoah-Gyimah, E. (2002). Introduction to educational 

research. Centre for Continuing Education, University of Cape Coast, 

Ghana. 

Andersen, C. M., Pedersen, A. F., Carlsen, A. H., Olesen, F., & Vedsted, P. 

(2017). Data quality and factor analysis of the Danish version of the 

Relationship Scale Questionnaire. PloS one, 12(5), e0176810. 

Anwar, S. M., Abbas, K., Zakira, M., Basharat, M., Khan, A. Q., & Bujhari, S. 

S. (2013). Perception of People about Government and Private 

Education Institutions in District Kotli, Azad Kashmir, Perception, 

2(1). 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

102 
 

Archambault, I., Janosz, M., Fallu, J. S., & Pagani, L. S. (2009). Student  

engagement and its relationship with early high school 

dropout. Journal of adolescence, 32(3), 651-670. 

Ariyani, E. D., & Hadiani, D. (2019). Gender differences in students’ 

interpersonal communication. Responsible Education, Learning and 

Teaching in Emerging Economies, 1(2), 67-74. 

Asiyai, R. (2014). Students' perception of the condition of their classroom 

physical learning environment and its impact on their learning and 

motivation. College student journal, 48(4), 714-723. 

Aspelin, J. (2012). How do relationships influence student achievement? 

Understanding student performance from a general, social 

psychological standpoint. International Studies in Sociology of 

Education, 22(1), 41-56. 

Aziz, F., Quraishi, U., & Kazi, A. S. (2018). Factors behind Classroom 

Participation of Secondary School Students (A Gender-Based 

Analysis). Universal Journal of Educational Research, 6(2), 211-217. 

Baker, J. (2006). Contributions of teacher-child relationships to positive 

school adjustment during elementary school. Journal of School 

Psychology, 44, 211–229. 

Barbosa de Santana, A. M., de Araújo Ferreira, J., Figueiredo Nogueira, M., & 

Farias de Andrade, L. D. (2015). Interpersonal relationship in 

university practice: Unraveling the view of students. Ciencia, Cuidado 

e Saude, 14(4), 1-16. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

103 
 

Batanova, M., & Loukas, A. (2016). Empathy and effortful control effects on 

early adolescents’ aggression: When do students’ perceptions of their 

school climate matter?. Applied Developmental Science, 20(2), 79-93. 

Baumeister, R. F., Vohs, K. D., & Tice, D. M. (2007). The strength model of 

self-control. Current Directions in Psychological Science, 16(6), 351-

355. 

Bernstein‐Yamashiro, B., & Noam, G. G. (2013). Teacher‐student 

relationships: A growing field of study. New directions for youth 

development, 2013(137), 15-26. 

Beyazkurk, D., & Kesner, J. E. (2005). Teacher-child relationships in Turkish 

and United States schools: A cross-cultural study. International 

Education Journal, 6, 547–554. 

Bolarinwa, K. O., & Okolocha, C. C. (2018). Influence of classroom 

interaction and students’ attitude on academic achievement in financial 

accounting. Nigerian Journal of Business Education (NIGJBED), 3(2), 

304-316. 

Boser, U., Wilhelm, M., & Hanna, R. (2014). The Power of the Pygmalion 

Effect: Teachers' Expectations Strongly Predict College 

Completion. Center for American Progress. 

Bowlby, J. (1969). Attachment and loss: Vol. 1. Attachment. New York, NY: 

Basic Books. 

Boynton, M., & Boynton, C. (2005). The educator's guide to preventing and 

solving discipline problems. ASCD. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

104 
 

Bransford, J., Brown, A. L., & Cocking, R. R. (Eds.). (1999). How people 

learn: Brain, mind, experience, and school. Washington, DC: National 

Academy Press. 

Brewster, A., & Bowen, G. (2004). Teacher support and the school 

engagement of Latino middle and high school students at risk of school 

failure. Child and Adolescent Social Work Journal, 21, 47–67. 

Bronfenbrenner, U. (1979). The ecology of human development. Cambridge, 

MA: Harvard University Press.  

Carver, S. M., & Klahr, D. (Eds.). (2001). Cognition and instruction: 25 years 

of progress. Mahwah, NJ: Erlbaum. 

Chuang, Y. T. (2014). Increasing learning motivation and student engagement 

through the technology-supported learning environment. Creative 

Education, 5(23), 1969. 

Connell, J. P., & Wellborn, J. G. (1991). Competence, autonomy, and 

relatedness: A motivational analysis of self-system processes. In R. 

Gunnar & L. A. Sroufe (Eds.), Minnesota symposium on child 

psychology (Vol. 23, pp. 43–77). Hillsdale, NJ: Erlbaum. 

Cornelius-White, J. (2007). Learner-centered teacher-student relationships are  

effective: A meta-analysis. Review of educational research, 77(1), 

113-143. 

Darling, N. (2005). Participation in extracurricular activities and adolescent 

adjustment: Cross-sectional and longitudinal findings. Journal of 

Youth and Adolescence, 34(5), 493-505. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

105 
 

Den Brok, P., Wubbels, T., Veldman, I., & Van Tartwijk, J. (2009). Perceived 

teacher-student interpersonal relationships in Dutch multi-ethnic 

classes. Educational Research and Evaluation, 15(2), 119-135. 

District Directorate of Education (2021). Wassa East District yearly report. 

Wassa East: Author. 

Drudy, S., & Chatháin, M. Ú. (2002). Gender effects in classroom interaction: 

Data collection, self-analysis and reflection. Evaluation & Research in 

Education, 16(1), 34-50. 

Dunkin, M. J., & Biddle, B. J. (1974). The study of teaching. New York, NY: 

Holt, Rinehart & Winston. 

Emmer, E. T., & Stough, L. (2001). Classroom management: A critical part of 

educational psychology, with implications for teacher education. 

Educational Psychologist, 36, 103–112. 

Emmer, E. T., Evertson, C. M., & Anderson, L. M. (1980). Effective 

classroom management at the beginning of the school year. The 

elementary school journal, 80(5), 219-231. 

Evertson, C. M., Emmer, E. T., Sanford, J. P., & Clements, B. S. (1983). 

Improving classroom management: An experiment in elementary school 

classrooms. The Elementary School Journal, 84(2), 172-188. 

Ewart, J., & Ames, K. (2020). Managing your academic research project (pp. 

101-117). Springer, Singapore. 

Fadhel, K. (2002). Positivist and hermeneutic paradigm: A critical evaluation 

under their structure of scientific practice. The Sosland Journal, 6(5), 

21-28.  

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

106 
 

Fan, F. A. (2012). Teacher: students’ interpersonal relationships and students’ 

academic achievements in social studies. Teachers and Teaching, 

18(4), 483-490. 

Fgatabu, I. (2013). Perception of the factors influence performance of pre-

school children with Hearing Impairment. Evaluation & Research in 

Education, 6(1), 47-62. 

Fisher, D. L. (2007). Gender and Cultural Differences in Teacher-Student 

Interpersonal Behaviour, Teachers and Teaching, 12(5), 384-398. 

Flecha, R. & Soler, M. (2013). Turning difficulties into possibilities: engaging 

Roma families and students in school through dialogic learning. 

Cambridge Journal of Education, 43 (4): 451–465. 

Försterling, F. (2001). Attribution. An introduction to theories, research and 

applications. Hove, England: Psychology. 

Friedman, B. A., & Mandel, R. G. (2009). The prediction of college student 

academic performance and retention: Application of expectancy and goal 

setting theories. Journal of college student retention: Research, Theory & 

Practice, 11(2), 227-246. 

Furrer, C., & Skinner, E. (2003). Sense of relatedness as a factor in children’s 

academic engagement and performance. Journal of Educational 

Psychology, 95(1), 148. 

Gashoot, M., & Mohamed, T. (2022). Promoting a Pedagogical Shift from 

Didactic Teacher-Centered to Participatory Student-Centered Learning by 

Harnessing the Portability and Versatility of Mobile Technology. Art and 

Design Review, 10(2), 296-315.  

Gehlbach, H., Brinkworth, M. E., & Harris, A. D. (2012). Changes in teacher–

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

107 
 

student relationships. British journal of educational psychology, 82(4), 

690-704. 

Gilovich, T., Keltner, D., & Nisbett, R. E. (2005). Social psychology. New 

York: Norton & Company. 

Gliem, J. A., & Gliem, R. R. (2003). Calculating, interpreting, and reporting 

Cronbach’s alpha reliability coefficient for Likert-type scales. Midwest 

Research-to-Practice Conference in Adult, Continuing, and Community 

Education. 

Goddard, R. D., Skrla, L., & Salloum, S. J. (2017). The role of collective  

efficacy in closing student achievement gaps: A mixed methods study of 

school leadership for excellence and equity. Journal of Education for 

Students Placed at Risk, 4, 220-236. 

Gutman, L. M., & Schoon, I. (2013). The impact of non-cognitive skills on 

outcomes for young people. Education Endowment Foundation, 59(22.2). 

Hamre, B., & Pianta, R. (2001). Early teacher–child relationships and the 

trajectory of children’s school outcomes through eighth grade. Child 

Development, 72, 625–638. 

Heckman, J. J., Stixrud, J., & Urzua, S. (2006). The effects of cognitive and 

non-cognitive abilities on labor market outcomes and social behaviour. 

Journal of Labor Economics, 24(3), 411-482. 

Higgins, D., Sanders, M., Lonne, B., & Richardson, D. (2019). Families – 

private and sacred: How to raise the curtain and implement family 

support from a public health perspective. In Re-visioning public health 

approaches for protecting children (pp. 127-143). Springer, Cham. 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

108 
 

Hughes, J. N. (2011). Longitudinal effects of teacher and student perceptions 

of teacher-student relationship qualities on academic adjustment. The 

Elementary School Journal, 112(1), 38-60. 

Hughes, J., Luo, W., Kwok, O., & Loyd, L. (2008). Teacher–student support, 

effortful engagement, and achievement: A 3-year longitudinal study. 

Journal of Educational Psychology, 100, 1–14. 

Jerome, E. M., Hamre, B. K., & Pianta, R. C. (2009). Teacher–child 

relationships from kindergarten to sixth grade: Early childhood predictors 

of teacher‐perceived conflict and closeness. Social development, 18(4), 

915-945. 

Jones, M. G., & Gerig, T. M. (1994). Silent sixth-grade students: 

Characteristics, achievement and teacher expectations. Elementary 

School Journal, 95, 169-181. 

Jones, M. G., & Wheatley, J. (2016). Gender differences in teacher‐student 

interactions in science classrooms. Journal of research in Science 

Teaching, 27(9), 861-874. 

Judge, T. A. (2002). Personality and leadership: a qualitative and quantitative 

review. Journal of applied psychology, 87(4), 765. 

Kail, R. V., & Cavanaugh, J. C. (2010). The study of human development. 

Human development: A life-span view, 7-11. 

Kassin, S., Fein, S. & Markus, H. R. (2010). Social Psychology (8th Ed) 

Wadsworth: Cengage Learning. 

Keeley, B., & Little, C. (2017). The State of the Worlds Children 2017:  

Children in a Digital World. UNICEF. 3 United Nations Plaza, New 

York, NY 10017. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

109 
 

Kelley, H. H. (1973). The processes of causal attribution. American 

Psychologist, 28(2), 107- 128. 

Kelley, H. H., & Michela, J. L. (1980). Attribution theory and research. 

Annual Review of Psychology, 31(1), 457-501. 

Kerlinger, F. (1973). The structure of scientific revolution. Chicago: 

University of Chicago Press. 

Kim, S. B., & Kim, J. S. (2021). A Comparison of Materialistic Values and 

Interpersonal Relationship between Adult University Students and 

General University Students. The Journal of the Convergence on Culture 

Technology, 7(2), 185-190. 

Kim, Y. K., & Sax, L. (2007). Different patterns of student-faculty interaction 

in research universities: An analysis by student gender, race, SES, and 

first-generation status. Research & Occasional Paper Series, 1, 1-18. 

Kim, Y. K., & Sax, L. J. (2009). Student–faculty interaction in research 

universities: Differences by student gender, race, social class, and first-

generation status. Research in Higher Education, 50(5), 437-459. 

Koole, T. (2015). Classroom interaction. International Journal of Language 

and Social Interaction,8(3), 1-16.  

Kounin, J. S. (1970). Discipline and group management in classrooms. New 

York: Holt, Rinehart, and Winston. 

Krejcie, R. V., & Morgan, D. W. (1970). Determining sample size for research 

activities. Educational and psychological measurement, 30(3), 607-610.  

Kutsyuruba, B., Klinger, D. A., & Hussain, A. (2015). Relationships among 

school climate, school safety, and student achievement and well-being: a 

review of the literature. Review of Education, 3(2), 103-135. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

110 
 

Lai, C. H., & Gwung, H. L. (2013). The effect of gender and Internet usage on 

physical and cyber interpersonal relationships. Computers & Education, 

69, 303-309. 

Leary, T. (1957). An interpersonal diagnosis of personality. New York, NY: 

The Ronald Press Company 

Lee, J. S. (2012). The effects of the teacher–student relationship and academic 

press on student engagement and academic performance. International 

Journal of Educational Research, 53, 330-340. 

Lerang, M. S., Ertesvåg, S. K., & Havik, T. (2019). Perceived classroom 

interaction, goal orientation and their association with social and 

academic learning outcomes. Scandinavian Journal of Educational 

Research, 63(6), 913-934. 

Longobardi, C., Settanni, M., Lin, S., & Fabris, M. A. (2021). Student–teacher 

relationship quality and prosocial behaviour: The mediating role of 

academic achievement and a positive attitude towards school. British 

Journal of Educational Psychology, 91(2), 547-562. 

Loukas A. (2007). What is school climate? Leadership Compass, 5(1), 1-3. 

Mahoney, C. R., Taylor, H. A., Kanarek, R. B., & Samuel, P. (2005). Effect of 

breakfast composition on cognitive processes in elementary school 

children. Physiology & Behaviour, 85(5), 635-645. 

Malle, B. F. (1999). How people explain behaviour: A new theoretical 

framework. Personality and Social Psychology Review, 3(1), 23-48. 

Maslow, A. H. (1943). A theory of human motivation. Psychological Review 

50(4), 370. 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

111 
 

Maulana, R., Opdenakker, M. C., Stroet, K., & Bosker, R. (2013). Changes in 

teachers’ involvement versus rejection and links with academic 

motivation during the first year of secondary education: A multilevel 

growth curve analysis. Journal of youth and adolescence, 42(9), 1348-

1371 

McLeod, S. A. (2010). Attribution Theory. Retrieved from 

http://www.simplypsychology.org/attribution-theory.html 

Meehan, B. T., Hughes, J. N., & Cavell, T. A. (2003). Teacher-student 

relationships as compensatory resources for aggressive children. Child 

development, 74(4), 1145-1157. 

Moguel, D. (2004). What does it mean to participate in class? Integrity and 

inconsistency in classroom interaction. Journal of Classroom Interaction, 

39(1), 19–29. 

Negovan, V., Raciu, A., & Vlad, M. (2010). Gender and school–related 

experience differences in students’ perception of teacher interpersonal 

behaviour in the classroom. Procedia-Social and Behavioural Sciences, 

5, 1731-1740. 

Nisa, S. H. (2014). Classroom interaction analysis in Indonesian EFL speaking 

class. English Review: Journal of English Education, 2(2), 124-132. 

Nunnaly, J. (1978). Psychometric theory. New York: McGraw-Hill. 

O’Connor, E., & McCartney, K. (2007). Examining teacher–child 

relationships and achievement as part of an ecological model of 

development. American Educational Research Journal, 44, 340–369. 

 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

112 
 

O’Connor, E., Dearing, E., & Collins, B. (2011). Teacher–child relationship 

and behaviour problem trajectories in elementary school. American 

Educational Research Journal, 48, 120–162. 

Ode, J. O., & Ogah, S. O. (2020). Nexus between Classroom Learning 

Environment and Biology Students’ Academic Performance in Oju Local 

Government Area of Benue State, Environmental Review Letters, 5(12), 

1-9. 

Ogah, J. K. (2013). Decision making in the research process: Companion to 

students and beginning researchers. Accra: Adwinsa. 

Okoye, P., & Onwuachu, W. C. (2018). Influence of classroom interaction 

patterns on achievement in Biology among Senior Secondary School 

Students. AFRREV STECH: An International Journal of Science and 

Technology, 7(1), 72-80. 

Olaje, O. M. (2022). Sustaining the Interest of Teaching/ Learning of 

Agricultural Science in Schools/Colleges in Nigeria. In Proceedings of 

the Sustainable Research and Innovation Conference (pp. 154-157). 

Oluwagbohunmi, M. F. (2014). Gender issues in classroom interaction and 

students’ achievement in social studies. International Journal of 

Innovation Research and Development, 5(1), 742-745. 

Omemu, F. (2018). School Climate and Student Academic Achievement in 

Edo State Public Secondary Schools. International Journal of Scientific  

Research in Education, 11(2), 175-186.  

Omodara, M. F., Kolawole, E. B., & Oluwatayo, J. A. (2013). Classroom 

activities as measure of academic performance of senior secondary 

school students in core science subjects. Mediterranean Journal of Social 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

113 
 

Sciences, 4(1), 209-209. 

Pallant, J. (2013). SPSS survival manual. New York, NY: McGraw-Hill 

Education.  

Pan, L., Zhong, T. T., Zhang, X. Y., & Chang, Y. C. (2020). A study of the 

effects of school environment, teacher identity, and students’ self-

efficacy and interpersonal relationship on learning outcomes of students 

in the universities in Hainan, China. International Journal of 

Organisational Innovation, 13(1), 290-302. 

Parameswari, J. (2015). Interpersonal relationship among College Students: an 

assessment. The International Journal of Indian Psychology, 2(2), 40-44. 

Park, W. J., Ha, T. H., & Kim, H. S. (2006). The influencing factors of 

interpersonal relationship in nursing students. The Journal of Korean 

Academic Society of Nursing Education, 12(2), 229-237. 

Patrick, H., Ryan, A. M., & Kaplan, A. (2007). Early adolescents’ perceptions 

of  the classroom social environment, motivational beliefs, and 

engagement. Journal of Educational Psychology, 99, 83-98.  

Pianta, R. C. (2013). Classroom management and relationships between 

children and teachers: Implications for research and practice. 

In Handbook of classroom management (pp. 695-720). Routledge. 

Pianta, R. C., Stuhlman, M. W., & Hamre, B. K. (2002). How schools can do 

better: Fostering stronger connections between teachers and students. 

New Directions for Youth Development, 93, 91-107. 

Pintrich, P. R. (2000). Multiple goals, multiple pathways: The role of goal 

orientation in learning and achievement. Journal of Educational 

Psychology, 92, 544–555. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

114 
 

Piscatelli, J., & Lee, C. (2011). State policies on school climate and bully 

prevention efforts: challenges and opportunities for deepening state 

policy support for safe and civil schools. National School Climate Center. 

Podschuweit, S., Bernholt, S., & Brückmann, M. (2016). Classroom learning 

and achievement: how the complexity of classroom interaction impacts 

students’ learning. Research in Science & Technological Education, 

34(2), 142-163. 

Polit, D. F., & Beck, C. T. (2004). Nursing research: Principles and methods. 

Lippincott Williams & Wilkins. 

Rahi, S. (2017). Research design and methods: A systematic review of 

research paradigms, sampling issues and instruments development. 

International Journal of Economics & Management Sciences, 6(2), 1-5. 

Rashidi, N., & Naderi, S. (2012). The effect of gender on the patterns of 

classroom interaction. Education, 2(3), 30-36. 

Rashidi, N., & Rafieerad, M. (2010). Analysing patterns of classroom 

interaction in EFL classrooms in Iran. Journal of Asia TEFL, 7(3). 

Reinke, W. M., Herman, K. C., & Newcomer, L. (2016). The Brief Student–

Teacher Classroom Interaction Observation: Using dynamic indicators of 

behaviours in the classroom to predict outcomes and inform practice. 

Assessment for Effective Intervention, 42(1), 32-42. 

research, case study, error analysis, and R & D. journal of Language 

Teaching and Research, 9(1), 197-204. 

Reyes, M. R., Brackett, M. A., Rivers, S. E., White, M., & Salovey, P. (2012). 

Classroom emotional climate, student engagement, and academic 

achievement. Journal of educational psychology, 104(3), 700. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

115 
 

Rimm-Kaufman, S., & Sandilos, L. (2012). Improving students' relationships 

with teachers to provide essential supports for learning. American 

Psychology Association. 

Robinson, H. A. (1994). The Ethnography of Empowerment– the 

transformative power of classroom interaction. London: Falmer Press. 

Roorda, D. L., Koomen, H. M., Spilt, J. L., & Oort, F. J. (2011). The influence 

of affective teacher–student relationships on students’ school engagement 

and achievement: A meta-analytic approach. Review of educational 

research, 81(4), 493-529. 

Saidi, L. G., & Vu, P. (2021). Students’ perspective on higher educators: 

interpersonal relationship matters. SN Social Sciences, 1(7), 1-13. 

Santrock, J. W. (2007). A topical approach to life-span development, 3E. Ch, 

5, 192. 

Simon, J., Luetzow, A., & Conte, J. R. (2020). Thirty years of the convention 

on the rights of the child: Developments in child sexual abuse and 

exploitation. Child Abuse & Neglect, 110, 104399. 

Sivan, A., & Chan, D. W. (2021). A qualitative study of secondary-school 

students’ perceptions of interpersonal teacher behaviour in Hong Kong. 

Learning Environments Research, 1-20. 

Skinner, E., & Greene, T. (2008). Perceived control: Engagement, coping, and 

development. 21st century education: A reference handbook, 1, 121-130. 

Smith, F., Hardman, F., & Tooley, J. (2005). Classroom interaction in private 

schools serving low-income families in Hyderabad, India. International 

Education Journal, 6, 607–618. 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

116 
 

Soar, R., & Soar, R. (1979). Emotional climate and management. In P. 

Peterson & H. Walberg (Eds.), Research on teaching: Concepts, findings, 

and implications (pp. 97–119). Berkeley, CA: McCutchan 

Spilt, J. L., & Hughes, J. N. (2015). African American children at risk of 

increasingly conflicted teacher–student relationships in elementary 

school. School psychology review, 44(3), 306-314. 

Stajkovic, A. D., Bandura, A., Locke, E. A., Lee, D., & Sergent, K. (2018). 

Test of three conceptual models of influence of the big five personality 

traits and self-efficacy on academic performance: A meta-analytic path-

analysis. Personality and Individual Differences, 120, 238-245. 

Steele, D. M., & Cohn-Vargas, B. (2013). Identity safe classrooms: Places to 

belong and learn. Corwin Press. 

Suryati, N. (2015). Classroom interaction strategies employed by English 

teachers at lower secondary schools. TEFLIN Journal, 26(2), 247-264. 

Telli, S., Brok, P. D., & Cakiroglu, J. (2010). The importance of teacher–

student interpersonal relationships for Turkish students’ attitudes towards 

science. Research in Science & Technological Education, 28(3), 261-276. 

Thapa, A., Cohen, J., Guffey, S., & Higgins-D’Alessandro, A. (2013). A 

review of school climate research. Review of Educational Research, 83, 

357-385. 

Tsouroufli, M. (2002). Gender and teachers’ classroom practice in a secondary 

school in Greece. Gender and Education, 14 (2), 135-147. 

Tyler, K. M., & Boelter, C. M. (2008). Linking black middle school students' 

perceptions of teachers' expectations to academic engagement and 

efficacy. Negro Educational Review, 59(1/2), 27. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

117 
 

Unicef. (2017). Building the future: Children and the sustainable development 

goals in rich countries. 

UNICEF. (2018). Drinking water, sanitation and hygyiene in schools: global 

baseline report 2018. 

Van Oord, L., & Brok, P. D. (2004). The international teacher: Students’ and 

teachers’ perceptions of preferred teacher-student interpersonal behaviour 

in two United World Colleges. Journal of Research in International 

Education, 3(2), 131-155. 

Von Stumm, S., Hell, B., & Chamorro-Premuzic, T. (2011). The hungry mind: 

Intellectual curiosity is the third pillar of academic performance. 

Perspectives on Psychological Science, 6(6), 574-588. 

Vygotsky, L. S. (1991). Genesis of the higher mental functions. In P. Light, S. 

Sheldon, & M. Woodhead (Eds.), Learning to think (pp. 32–41). 

Florence, KY: Taylor & Francis/Routledge. 

Wang, D., Jiang, Q., Yang, Z., & Choi, J. K. (2021). The longitudinal 

influences of adverse childhood experiences and positive childhood 

experiences at family, school, and neighborhood on adolescent 

depression and anxiety. Journal of affective disorders, 292, 542-551. 

Wang, M. T., & Degol, J. L. (2016). School climate: A review of the 

construct, measurement, and impact on student outcomes. Educational 

Psychology Review, 28(2), 315-352. 

Wang, Q., & Castro, C. D. (2010). Classroom Interaction and Language 

Output. English language teaching, 3(2), 175-186. 

Wang, X., & Cheng, Z. (2020). Cross-sectional studies: strengths, weaknesses, 

and recommendations. Chest, 158(1), S65-S71. 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

118 
 

Ward, A., Stoker, H. W., & Murray-Ward, M. (1996). Achievement and 

ability tests-definition of the domain. Educational Measurement, 2, 2-5. 

Watzlawick, P., Beavin, J. H., & Jackson, D. D. (1967). Pragmatics of human 

communication: A study of interactional patterns, pathologies and 

paradoxes. New York, NY: Norton. 

Weiner, I. B. (1992). Psychological disturbance in adolescence. New York, 

NY: John Wiley & Sons. 

Wentzel, K. R. (2015). Teacher–student relationships, motivation, and 

competence at school. In Routledge International Handbook of Social 

Psychology of the Classroom (pp. 195-204). Routledge. 

Williams, W. M., Blythe, T., & White, N. (2002). Practical intelligence for 

school: Developing metacognitive sources of achievement in 

adolescence. Developmental Review, 22, 162–210. 

World Bank. (2017). World development report 2018: Learning to realize 

education’s promise. The World Bank 

Wubbels, T. (1985). Discipline problems of beginning teachers, interactional 

teacher behaviour mapped out. The Journal of Educational Research, 

18(2), 61-74. 

Wubbels, T., Creton, H., Levy, J., & Hooymayers, H. (1993). The Model for 

Interpersonal Teacher. Do you know what you look like? Interpersonal 

relationships in education, 13. 

Yu, R., & Singh, K. (2018). Teacher support, instructional practices, student 

motivation, and mathematics achievement in high school. The Journal of 

Educational Research, 111(1), 81-94. 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

119 
 

Zhang, B., Gao, Q., Fokkema, M., Alterman, V., & Liu, Q. (2015). Adolescent 

interpersonal relationships, social support and loneliness in high schools: 

Mediation effect and gender differences. Social Science Research, 53, 

104-117. 

Ziedner, M. (1998). Test anxiety: The state of the art. New York, NY: Plenum 

Press. 

 

 

 

  

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

120 
 

 

 

 

 

 

 

 

 

 

APPENDICES 

  

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

121 
 

APPENDIX A 

QUESTIONNAIRE 

 

 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

122 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

123 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

124 
 

 

 

  

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

125 
 

APPENDIX B 

SAMPLE OF MOCK QUESTIONS 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

126 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

127 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

128 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

129 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

130 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

131 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

132 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

133 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

134 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

135 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

136 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

137 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

138 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

139 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

140 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

141 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

142 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

143 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

144 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

145 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

146 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

147 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

148 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

149 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

150 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

151 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

152 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

153 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

154 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

155 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

156 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

157 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

158 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

159 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

160 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

161 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

162 
 

 

 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

163 
 

 

 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

164 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

165 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

166 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

167 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

168 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

169 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

170 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

171 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

172 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

173 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

174 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

175 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

176 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

177 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

178 
 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

179 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

180 
 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

181 
 

 

 

 

 

 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

182 
 

APPENDIX C 

ETHICAL CLEARANCE 

 

  

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



 

183 
 

APPENDIX D 

INTRODUCTORY LETTER 

 

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library




