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Abstract
This study attempted to map EFL teachers’ interpersonal behavior as perceived by students,
its relationship with the students’ English language achievement, and to examine if it could
predict students’ English language achievement. The samples of the study were randomly
selected 353 grade 9 students from Arba Minch and Chamo Preparatory and
Secondary schools in Ethiopia. Data were collected through interpersonal behavior
questionnaire and English language achievement test. In order to map teachers’
interpersonal behavior, mean and standard deviations of the QTI dimensions were used
while multiple regression was used to examine the correlations between teachers’
interpersonal behavior and English language achievement test scores. Furthermore, multiple
regression was used in order to examine the degree to which EFL teachers’ interpersonal
behaviors predicted their students’ English language achievement score. The findings
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indicated that understanding was perceived as interpersonal behavior which occurred most
often in English language classes followed by leadership, strict and student
responsibility/freedom behaviors respectively. Divergently, uncertain behavior was found to
be least perceived behavior. With respect to the major dimensions of interpersonal behavior,
the result showed that teachers in the sample areas are less dominant but more cooperative
over the communication process with their students. Concerning associations, this study
found positive and significant correlations between students’ English language achievement
and their teachers’ leadership and understanding behaviors. Regarding the dimensions,
both proximity and influence were correlated positively and significantly with students’
English language achievement. It was also found that teachers’ interpersonal behavior all
together explained 6.3% of the variances in the students’ English language achievement
scores. Pertaining to the relative contribution of each independent variable, understanding,
followed by leadership interpersonal behavior was found to be the most powerful and
significant variable on the students’ English language achievement while dimension wise,
only influence was determining students’ English language achievement significantly.
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INTRODUCTION

English language has been offered as a subject as of
grade 1 to the first year of university education in Ethiopia.
Moreover, it has been a medium of instruction
commencing from second cycle of primary education
despite the variations among regional states as to the cut
off grade levels. In spite of these efforts, research works
indicated that the English language performance of the
students has been declining at all levels (Fisher and
Swindells, 1998; Girma, 2003; Michel, 2003; Tekeste,
2006 and Amlaku, 2010). With regards to the extent of the
problem, Amlaku (2010:10) for instance has the following
to say:

Presently, teachers at schools and employers in
industries have been complaining about the low level
of English language competence of students and
graduates respectively. Students who join colleges
and universities are unable to express themselves in

English well; graduates who join the world of work fail
to write their own CV and application letters for job.

On the same line of discussion, Fisher and Swindells
(1998) ascertained that students in higher institutions had
difficulties of grasping series of lectures in English.
Moreover, it was disclosed that students could not able to
carry out academic readings in English to cope with the
requirements of tertiary level education. Similar to that of
tertiary level, the English language performance of the
students at secondary schools has also become an
obstruction of the teaching-learning process (Girma, 2003
and Tekeste, 2006). In the same vein, Michel (2003) as
cited in Tekeste (2006) found out that students can hardly
read in English at the end of the second cycle of primary
education. Nevertheless, they are expected to continue
their studies in English as it changes from a subject to the
medium of instruction in secondary schools.
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With regards to students’ English language
performance at primary education level, USAID Ethiopia
(2010), as cited in Ethiopian Academy of Sciences (2012),
did a study on early grade reading and writing.
Accordingly, although students in grades 1-3 have been
exposed to three early grade curricula, the finding
underlined that the distinctions among these grade levels
seem to be blurred in almost all regions. This implies the
lack of a minimum standard that distinguishes one grade
level from others in early reading and writing.

The few studies reviewed above may give glimpses of
the situation of English language in Ethiopia. Accordingly,
it seems apparent to conclude that there is a decline in
English language performances of students at all levels.
Although there could be various variables which influence
English language performance of students’, teachers are
the most important players no matter how pretentious a
school system and its curricula may be (Sanders, 1998;
Goldhaber, 2002; Akbari and Allvar, 2010; Ethiopian
Academy of Sciences, 2012 and Fehintola, 2014).

Since the ultimate goal of language learning or
teaching is the development of learners’ communicative
competence, learners have to be given the opportunity to
practice and internalize it particularly in EFL context. To
this effect, teacher interpersonal behavior (how teacher
interacts with students’), is the heart of the teaching or
learning process which in turn determines the students
performance (Wubbels et al., 1985; Smith, 1998 and
Knapp and Antos, 2009). This is because learning occurs

best in an environment of positive interpersonal
relationships or interactions in which learners feel
appreciated, acknowledged, respected, and admired

(McCombs and Whistler, 1997). Furthermore, Hargreaves
(1994) underlines the need for interpersonal behavior of
teachers in effective teaching-learning processes:

Good teaching is charged with positive emotion. It is
not just a matter of knowing one’s subject, being
efficient, having correct competencies, or learning all
the right techniques. Good teachers are not just well
oiled machines. They are emotional, passionate
beings who connect with their students’ and fill their
work and classes with pleasure, creativity, challenge
and joy (p 835).

Accordingly, it appears that teacher’s care, concern
and good rapport with the students that ensure smooth
functioning of the teaching-learning process are
paramount important as content and pedagogical
knowledge if not more. Thus, it seems worthy to consider
teachers’ interpersonal behavior and its relation to
students’ academic achievement in an effort to make the
teacher-learning process more effective and efficient. It is
believed that a thorough investigation of the nature of the
communication between teachers and students would
give teachers a clearer picture of teacher-student
interactions (Den Brok and Koopman, 2006 and Fraser,
2010). On the basis of the gained insight, teachers may
modify their behaviors to cater more adequately for the
needs of students (Fraser, Aldridge and Soerjaningsih,
2001).

With regard to mapping the interpersonal behavior of
teachers from students’ perspective, studies have been
carried out in different parts of the world. Pertaining to the
two major dimensions of interpersonal behavior, studies
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reported that students generally perceived teachers more
cooperative than dominant (Wubbels et al., 2006; Telli et
al., 2007; Wei, den Brok and Zhou, 2009 and Mulana et
al, 2011). Nevertheless, Dutch teachers were perceived
lowest on both dimensions while Bruneian teachers were
conversely perceived highest on the influence dimension
as cited in (Wubbels et al., 2006 and Telli et al., 2007).

Specific to the sub-dimensions, the major prevailing
interpersonal behaviors of secondary teachers in
Australia, Singapore and Brunei as perceived by students
were found to be friendly, understanding and leadership
(Den Brok et al., 2003). Similarly, a study done by Wei,
Brok and Zhou (2009) indicated that understanding
behavior of teachers’ was perceived most frequent while
uncertain was the least by students at secondary schools
in Chinese EFL classrooms. Divergent to the studies
discussed above, all eight types of teacher interpersonal
behaviors were found with similar frequencies of
occurrence in Netherlands and American classrooms
(Den Brok et al., 2003).

Concerning the relationship between teachers’
interpersonal behavior and their students’ academic
performance, research works have been reviewed too.
Accordingly, den Brok, Brekelmans and Wubbels (2004)
indicated that students’ perception of teachers’ influence
related positively with their test results. On the other hand,
studies also found associations between proximity and
cognitive outcomes (Henderson, 1995 and Evans, 1998).
However, inconsistent to the studies mentioned above, no
significant correlation was found between the two
dimensions and cognitive  outcomes  (Wubbels,
Brekelmans, den Brok and van Tartwijk, 2006 and Wei,
Brok and Zhou, 2009). Particular to the sub-dimensions,
according to some studies strict, leadership,
understanding and friendly behaviors were positively
related to students’ achievement while student freedom,
uncertain, dissatisfied and admonishing behaviors were
found negatively related to the students’ achievement
(Wubbels, 1993; Rickards and Fisher, 1996; Smith, 1998
and Fraser, Aldridge and Soerjaningsih, 2001).
Surprisingly, in study done by Wei, Brok and Zhou (2009),
only uncertainty was correlated negatively and
significantly with students’ English language achievement
in China.

Finally, studies were conducted on the degree to
which students’ perception of their teachers interpersonal
behaviors could predict students’ academic achievement.
Accordingly, students’ perception of their teachers’
interpersonal behaviors roughly accounted for 10%
(F=14.220, p<0.005) of the variances in mathematics
achievement of the students in Turkish secondary school
(Simseker, 2005). Specific to the relative contribution of
the independent variable, only leadership, understanding,
uncertain and strict behaviors were found predicting
students’ achievement significantly (Simseker, 2005). On
the same lines of discussion, Fraser, Aldridge and
Soerjaningsih (2001) found that only strict scale was
contributing significant amount of variance on the
students’ achievement score. Concerning dimensions,
teachers’ proximity with students was the only significant
predictor of the students’ English language achievement
although the extent of variance is small (Wei, Brok and
Zhou, 2009). Divergently, influence was found
determining students’ academic performance significantly
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in the work done by den Brok, Levy, Brekelmans and
Wubbels (2006).

The preceding studies indicated empirical evidences of
teacher interpersonal behaviors, relationships between
these behaviors and students’ achievement, and the
degree to which teachers’ interpersonal behaviors
predicted students’ academic achievement. However, the
findings indicated variations among countries due to the
fact that perception and communication are culturally
influenced (Levy, Wubbels, Brekelmans, and Morganfield,
1997 and Rickards and Fisher, 2000). In addition, the
findings are contradictory instead of being conclusive.
Furthermore, perception of interpersonal behavior is
influenced by student and teacher ethnic background,
class size, and specific subject under the study (Levy,
Wubbels, Brekelmans and Morganfield, 1997; and Den
Brok, Fisher, and Rickards, 2004). Consequently, the
findings made elsewhere may not be applicable to
Ethiopian situation. Therefore, it seems that empirical
evidence on EFL teachers’ interpersonal behavior and its
relation to the students’ English language achievement is
lacking. Thus, this study attempted to fill this gap and
contribute towards our understanding of the situation.
More specifically, the study was intended to answer the
following specific research questions:

(1) How do students perceive their current EFL teachers’
interpersonal behaviors?

(2) What relationships exist between EFL teachers’
interpersonal behaviors and the students’ English
language achievement?
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It is hoped that the results of this study could provide
EFL teachers with awareness of their interpersonal
behaviors as perceived by the students. On the basis of
this awareness, teachers may reflect on and optimize
teacher—student relationships. This in turn may create
conducive classroom conditions that enhance students’
academic achievement in English. Furthermore, the
finding may provide teacher training institutions with
empirical evidence of EFL teachers’ interpersonal
behavior and its relationship to students’ learning.
Consequently, the institutions may take the outcomes into
their teacher preparation programs if need be. Finally, the
outcome of this study may also motivate teachers and
other stakeholders to investigate on the same or similar
variables that influence students’ English language
achievement.

Theoretical Framework

Inspired by Leary's communication theory (1957) and
Watzlawick, Beavin and Jackson's human communication
theory (1967), Wubbels, Créton, and Hooymayers (1985)
developed a model to map teacher-student interpersonal
behaviors. Accordingly, the behaviors of teachers were
plotted along two axes- influence dimension (Dominance -
Submission, DS) and a proximity dimension (Cooperation
- Opposition, CO) as shown below. According to Wubbels,
Créton, and Hooymayers (1985), the influence dimension
portrays who is controlling or directing the communication
process and how often; and the proximity dimension
indicates the degree of cooperation or closeness in the
process of communication. These scholars argued that
both dimensions are independent and evocative of
effective teacher behaviors that could influence classroom

(3) To what extent do EFL teachers’ interpersonal  processes (Figure 1).
behaviors predict the students’ English
language achievement?
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Figure 1: The Wubbel’'s model for teacher interpersonal behavior as in Fisher and Rickards (1998)

The two dimensions structure every teacher’s behavior
and can be used to subdivide interpersonal behavior in
eight sectors, each describing different aspects of
interpersonal behavior (Wubbels et al., 1985). The
sections are labeled as DC, CD, CS, SC, SO, OS, OD
and DO according to their positions in the coordinate
system. For example, the two sectors DC and CD are
both characterized dominance and cooperation. In the DC

sector, however, the dominance aspect prevails over the
cooperation aspect, where as in the adjacent sector CD
cooperation prevails over the dominance aspect
(Wubbels, Créton, Levy and Hooymayers, 1993). The
eight coded sectors are labeled as leadership, helping/
friendly, understanding, student responsibility/ freedom,
uncertain, admonishing, dissatisfied, and strict behaviors
respectively.
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Wubbel’s et al. (1993) provided a description of typical
teacher behaviors belonging to each of the eight sectors.
Accordingly, the leadership (DC) teachers notice what's
happening, lead, organize, give orders and determine
procedure, and structure the classroom situation, explain
and hold attention. Similarly, the helpful/friendly (CD)
teachers show interest, behave in a friendly or
considerate manner and inspire confidence and trust
whilst understanding (CS) teachers show confidence and
understanding and are open with students. Moreover, the
teachers listen with interest, empathize, accept apologies,
look for ways to settle differences and be patient. By the
same token, the student responsibility/freedom (SC)
teachers give opportunity for independent work; give
freedom and responsibility to students. On the contrary,
the uncertain (SO) teachers behave in an uncertain
manner and keep a low profile, apologize, wait and see
how the wind blows. On the other hand, the strict (DO)
teachers keep the reins tight, get the class silent, maintain
silence, exact norms and set rules. The dissatisfied (OS)
teachers express dissatisfaction, look unhappy, criticize,
consider pros and cons, look glum, question and wait for
silence while teachers in admonishing (OD) sector get
angry, express irritation and anger, forbid and punish.

Consequently, this study adopted the model
developed by Wubbels, Créton, and Hooymayers (1985)
in order to map teacher-student interactions. Moreover, it
should be noted that the standardized Questionnaire on
Teacher Interaction (QTI) that has been used for this
study was developed based on this model.

MATERIALS AND METHODS

The Research Design

This study attempted to investigate mainly the
association between EFL teachers’ interpersonal
behaviors and students’ English language achievement.
Moreover, it was to examine if EFL teachers’ interpersonal
behaviors could predict students’ English language
achievement without necessarily manipulating the
independent variables. Therefore, this study adopted
descriptive research design of correlation type.

The Sample of the Study

The target population of this study was Grade 9
students at Arba Minch and Chamo Secondary and
Preparatory Schools in 2014/15 academic year. The
schools were selected on the basis of their convenience
for data collection as they are located in Arba Minch Town
where the researchers live. Grade 9 students were
chosen for the study purposively because they were new
to the schools and to their English language teachers as
compared to other grade level students who already made
adjustment to the situations. Thus, it was hoped that these
students perception of student-teacher relationship and its
felt effect with academic achievement may give different
picture than those who already adjusted to the situations.

Since it is difficult to take all the students of this grade
level, 180 grade 9 students from each school were taken
through systematic random sampling technique as this
technique can give all students equal probability of
selection. Thus, the total sample of the study constituted
360 students. However, only 353 students filled QTI
completely and properly. Thus, the study was carried out
with data from 353 students on the interpersonal
behaviors of 19 EFL teachers.
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Variables in the Study

The major independent variable in the study is EFL
teachers’ interpersonal behavior as perceived by their
students. The interpersonal behavior has proximity and
influence as major dimensions with eight subscales as
measured through QTI. The subscales are leadership,
helping/friendly, understanding, uncertain, dissatisfied,
admonishing, strict and student responsibility/freedom
behaviors. The dependent variable is English language
achievement mean score of the students that was
obtained through test.

Data Collection Instruments

Achievement Test

To acquire the students’ English language
achievement, a test consisting of 30 multiple choice items
on reading comprehension, vocabulary and grammar
sections were developed from chapters covered. In
addition, the test had paragraph writing section in order to
test their writing skill. The test was piloted on non-
sample students of the same level to determine the
internal consistency of the items. Accordingly, an
acceptable Cronbach alpha value of 0.79 was found for
multiple choice items.

Questionnaire on Teacher Interaction (QTI)

Students spend a vast amount of time in school
classrooms. Moreover, their perceptions are often based
on a large number of lessons. Consequently, they seem
quite able to perceive and weigh classroom stimuli and
render valid judgments on characteristics of their
classrooms (Shuell, 1996 and Fraser 1998). To this effect,
data on EFL teachers’ interpersonal behavior was
gathered using the standardized Questionnaire on
Teacher Interaction QTI (Wubbels et.al, 1993).

The Questionnaire on Teacher Interaction (Wubbels et
al., 1993) consists of 48 items. These items are divided
into eight scales which conform to the eight sectors of the
model. The eight domains are: leadership, understanding,
helpful/  friendly, dissatisfied, admonishing, strict,
uncertain, and student/ responsibility/ freedom. Each
domain contained six items with a five-point scale (1-5)
with the extreme alternatives of Never-Always.

The QTI has been shown to be a valid and reliable
instrument (Den Brok, Wubbels and Rodriguez, 2003 and
Wubbels et al., 1993). Moreover, it has been proved to be
useful for mapping teachers’ interpersonal behaviors that
are transferable to different cultural conditions (Wubbels
et al., 1993 and Mulana et al., 2011). In order to let the
students fill the questionnaire easily, the English version
of the instrument was translated into Amharic by
translation experts. Furthermore, the translation was
checked by two Amharic instructors to ensure that each
item retained its original meaning. Nonetheless, the
reliability of the instrument was carried out for the current
study. To this effect, it was found that the reliabilities
range from 0.64-0.86: (0.74) uncertain, (0.72) strict, (0.81)
leadership, (0.84) understanding and (0.64) student
responsibility/ ~ freedom.  Three  scales, namely
admonishing, helpful/friendly and dissatisfied behaviors
were eliminated due to their high correlations with their
respective adjacent behavior. The eliminations of these
three variables reduced the effect of multi-linearity on
regression model.
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Procedures

Prior to data collection event, all students were
informed that their responses to QTI would be kept
confidential and would not affect their English grades.
Having assured this; the QTI was administered to probe
their perceptions of EFL teachers’ interactions occurring in
the classroom. Subsequently, English language
achievement test was administered to the participants.
Additionally, it was assumed that the students responded
to the Questionnaire on Teacher Interaction (QTI)
honestly provided that anonymity of the data being
assured. Moreover, the situations under which the
samples responded to each instrument at both sites were
similar.

Methods of Data Analysis

To analyze and interpret the data that were acquired
through QTI and English language achievement test, both
descriptive and inferential statistics were used.
Accordingly, the Statistical Package for the Social
Sciences (SPSS) version 20 was put in practice. In order
to map teachers’ interpersonal behavior, mean and
standard deviations of the QTI dimensions were
employes. To investigate correlations between teachers’
interpersonal behavior and English language achievement
test scores, multiple regression was applied at a
significant level of 0.05.

In addition, in order to examine the degree to which
EFL teachers’ interpersonal behavior influenced the
students’ English language achievement score, multiple
regression was employed. Furthermore, standardized
multiple regression coefficients (B) were utilized to
determine the scales which contributed uniquely and
significantly to the explanation of the variances in the
dependent variable. It should be noted that data were
checked against the assumptions of regression before
running SPSS.

RESULTS

As it is indicated in table 1, most of the students
perceived understanding as an interpersonal behavior
that often took place in their English language
classrooms (M=4.54, SD=0.54) followed by leadership
(M=4.00, SD=1.04), strict (M=3.07, SD=0.92) and student
freedom (M=2.90, SD=1.33) respectively. The scale which
rarely took place in students’ classrooms was uncertain
(M=2.21, SD=1.41). Pertaining to the major dimensions of
interpersonal behavior, as depicted in the table, the
students perceived their teachers as more proximal to
them (M=1.25, SD=0.67) than influential (M=0.34,
SD=0.36) though both are apparent behaviors of the
teachers.

Table 1: EFL Teachers Interpersonal Behavior as
Perceived by the Students

Teac.her B(_ehavior Mean S.td.
Dimensions deviation
Understanding 4.54 0.54
Leadership 4.00 1.04
Strict 3.07 0.92
Student Freedom 2.90 1.33
Uncertain 2.21 1.41
Influence 0.34 0.36
Proximity 1.25 0.67
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As shown in table 2 above, students’ English language
achievement had significant correlations with their
teachers’ leadership (r= 0.158, p<0.01) and understanding
(r=0.178, p<0.01) behaviors. On the contrary, the
correlations were non-significant for strict (r=0.023,
p>0.05), student freedom(r=0.065, p>0.05) and
uncertain(r=-0.011, p>0.05) behaviors of the teachers.
Regarding the two dimensions of interpersonal behaviors,
positive and significant correlations were found between
students’ English language achievement and influence (r=
0.116, p<0.05) & proximity (r=0.098, p<0.05) respectively.

Table 2: The Associations of QTI scales / dimensions with
students’ English language achievement

Scale/Dimension r p
Leadership 0.158 0.001
Understanding 0.178 0.000
Strict 0.023 0.33
Student Freedom  0.065 0.11
Uncertain -0.011 042
Influence 0.116 0.015
Proximity 0.098 0.032

Table 3 shows the combined effect of the five
independent variables to the dependent variable.
Accordingly, students’ English language achievement
correlated positively and significantly with the five
predictor variables with a coefficient of multiple
correlations (R) of 0.276 and adjusted R square of 0.063.
This implies that 6.3% of the variance in the students’
English language achievement is accounted for by the five
predictor variables. This joint contribution of the
independent variables to the dependent variables was
significant (F (5, 347) = 5.729, p<0.001).

Table 3: The combined prediction of students’ Academic
Achievement by the independent variables

Source SS DF MS F Sig
Regression 17.217 5 3.443 5729 0.000
Residual 208.557 347 0.601

Total 225.775 352

Multiple R=0.276, Adjusted R %= 0.063

Table 4 divulges the relative contribution of the five
independent subscales and the two major dimensions to
the dependent variable. Accordingly, as indicated by the
standardized regression coefficient (B), perceived
understanding behavior made the most significant relative
contribution to the prediction of English language
achievement (f=0.937, t=3.838, p<0.01) followed by
leadership behavior (3=0.492, t=2.408, p<0.05). However,
strict (B=-0.305, t=-1.424, p>0.05), student freedom (B= -
0.049, t=-0.289, p>0.05) and uncertain behaviors (B= -
0.026, t =-0.199, p>0.05) were not significant predictors of
English language achievement of the students in the
sample secondary schools in SNNPS, Ethiopia.
Concerning the two dimensions, influence (3=0.116, t=
2.190, p<0.05) was found to be significant predictor of
English language achievement of the students while
proximity (3=0.098, t=1.854, p>0.05) behavior was found
to be non-significant predictor.
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Table 4: Relative contribution of the independent variable
to English language Achievement

Predictor Variables B- weight t p

Constant -2.031 043
Leadership 0.492 2408 0.017
Understanding 0.937 3.838 0.000
Strict -0.305 -1.424 0.155
Student Freedom -0.049 -0.289 0.773
Uncertain -0.026 -0.199 0.842
Influence 0.116 2.190 0.029
Proximity 0.098 1.854 0.065

DISCUSSION

The objectives of this study were to map EFL teachers’
interpersonal behavior, investigate the relationship
between the teachers’ interpersonal behavior and
students’ English language achievement, and to examine
if interpersonal behavior could predict students’ English
language achievement. To begin with, the first objective
was to map EFL teachers’ interpersonal behaviors as
perceived by their students. Accordingly, understanding,
followed by leadership was perceived as interpersonal
behavior which occurred most often in English language
classes. Next to this, the students perceived strict and
student responsibility/freedom as other behaviors of their
teachers implying that teachers display strict behavior on
one hand and give responsibility for independent work or
freedom to their students on the other hand. Divergently,
uncertain behavior was found to be least perceived which
means that teachers display this behavior rarely. This
finding is harmonious with the findings of Wei, den Brok
and Zhou (2009) where understanding behavior of EFL
teachers’ was perceived most while uncertain was the
least by Chinese students at secondary schools.
However, this study’s finding is different from study done
in Netherlands and American classrooms where all eight
types of teacher interpersonal behaviors were found with
similar frequencies of occurrence (Den Brok et al., 2003).

With respect to the major dimensions of interpersonal
behavior, the mean results of the two dimensions show
that students perceived their teachers more cooperative
than dominant in their behavior though both characterized
the teachers as moderately dominant and very
cooperative. This is in accord with previously done works
that students generally perceive teachers more
cooperative than dominant (Wubbels et al., 2006; Telli et
al., 2007; Wei, den Brok and Zhou, 2009 and Mulana et
al, 2011). As compared to similar works elsewhere, the
mean value of influence (M=0.34, SD=0.36) of this study
was found to be smaller than the mean in China,
Singapore, Australian and India (Wei, den Brok and Zhou,
2009). Divergently, Proximity (CO) mean score (M=1.25,
SD=0.67) of this study was found to be bigger than the
four countries cited above. This may imply that Ethiopian
teachers in the sample areas are less dominant but more
cooperative over the communication process with their
students as compared to teachers in countries cited
above.

Concerning associations, this study found positive
and significant correlations between students’ English
language achievement and their teachers’ leadership and
understanding behaviors. The finding implies that the
students’ English language achievements increase as
their perceptions of their teachers leadership and
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understanding behaviors increase. Conversely, no
significant correlations were found between English
language achievement of the students and their teachers’
strict, student freedom and uncertain behaviors. This
finding is partly consistent to Wubbels and Brekelmans
(1998) and Wubbels et al (2006) where leadership and
understanding behaviors were correlated significantly with
the students’ English language achievement. However, it
disagrees with Wei, Brok and Zhou (2009) where only
uncertainty was correlated negatively and significantly
with students’ English language achievement. Regarding
the two dimensions, both proximity and influence were
correlated positively and significantly with students’
English language achievement. The finding of the current
study is consistent with previous works (Henderson, 1995;
Evans, 1998 and den Brok, Brekelmans and Wubbels,
2004). However, it is incompatible with some other works
where no significant correlations were found between the
two dimensions and students’ cognitive achievement
(Wubbels, Brekelmans, den Brok and van Tartwijk, 2006
and Wei, den Brok and Zhou, 2009).

In addition, the study found that the five predictor

variables in combination correlated positively and
significantly with the students’ English language
achievement (R=0.276, p<0.001). Moreover, the

behaviors in combination predicted students’ English
language achievement significantly (R2=0.063, p=0.000).
This implies teachers’ interpersonal behaviors all together
explained 6.3% of the variances in the students’ English
language achievement scores. The amount of the effect
observed in this study is almost close to the 10%
(F=14.220, p<0.005) of the variances in mathematics
achievement of the students in Turkish secondary school
(Simseker, 2005). Pertaining to the relative contribution of
each independent variable, understanding, followed by
leadership interpersonal behavior was found to be the
most powerful and significant predictor of the students’
English language achievement. On the same line of
discussion, Simseker (2005) study indicated that
understanding and leadership interpersonal behaviors
were predicting students’ achievement significantly though
they were not the only. In contrast, Fraser, Aldridge and
Soerjaningsih (2001) found out that only strict scale was
contributing significant amount of variance to the students’
achievement score. Dimension wise, the finding of the
current study confirmed that only influence was found
determining students’ English language achievement
significantly. This finding is in agreement with done by den
Brok, Levy, Brekelmans and Wubbels (2006) while it is
opposite with the finding made by Wei, Brok and Zhou
(2009) in which influence was found determining students’
academic performance significantly although the extent of
variance is small.

CONCLUSIONS

The results of the current study pointed out that
sample EFL teachers in Ethiopian secondary schools
display strong understanding and leadership behaviors
followed by strict, student responsibility/freedom and low
uncertain behaviors. Thus, these teachers exhibited more
cooperative (understanding, leadership and student
responsibility/freedom) and less dominant (strict behavior)
though uncertain behavior was also noticed to some
extent. Results also indicated positive and significant
correlation between the English language achievement of
the students and the understanding and leadership
behaviors of their teachers. Similarly, both proximity and
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influence were correlated positively and significantly with
students’ English language achievement as well.

Though there are many factors responsible for
students’ English language achievement, this study
revealed that teachers’ interpersonal behavior all together
significantly explained 6.3% of differences on the
students’ English language achievement scores. Despite
the fact that the effect is small, due attention should be
given to it since it has potential in determining the
students’ English language achievement which has been
declining at all levels of education. Among the five sub-
scales of interpersonal behavior, this study disclosed that
understanding and leadership behaviors were found to be
significant predictors of the students’ English language
achievement. Results also indicated that influence was
found to be a significant predictor of the students’ English
language achievement while proximity was not.

To sum up, the study indicated that students’
perception of their EFL teachers’ interpersonal behavior
has potential to determine their academic achievement to
some extent. Therefore, this study suggests that EFL
teachers should evaluate their relation with their students
to optimize teacher—student relationships in order to
create conducive EFL classroom that enhance students’
learning. Furthermore, teacher training institutions should
provide their trainees with both theoretical and practical
orientations on interpersonal behavior and its relationship
to students’ learning.

There were several limitations of this study. The first
limitation was that the study focused on only grade 9
students of two secondary schools at Arba Minch Town,
Ethiopia. The finding may not be generalized to teachers
and students of other grade levels and schools. In
addition, this study used only perception questionnaire on
interpersonal behavior solely on students’ perspectives
and English language achievement test. A similar study
on comparisons between students’ and teachers’
perceptions in the aspects of teacher interpersonal
behavior could also be conducted so as to provide a
better picture of the real interpersonal behavior of the
English language teachers. Furthermore, it will be
effective if Qualitative data like observation and interview
will be wused to understand and explain students’/
teachers’ perceptions of teacher— student interpersonal
behavior.
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