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Abstract 

 

In this empirical research two theories were pieced together to answer four research questions. 

The Interpersonal Theory (Wubbels, Brekelmans, & Hooymayers, 1992) was used to 

investigate the teachers’ actual interpersonal behaviour in study coaching in higher education. 

The Theory of Planned Behaviour (TPB; Ajzen, 1991) was used to examine the determinants 

of that behaviour. The main research question of this study is: What is teachers’ interpersonal 

behaviour during study coaching and what are the determinants of that behaviour?’  This 

question was answered by means of four sub-questions. Study coaches of the Marnix 

Academie were participating in the study (n = 64). 

The first research question looked into the underlying beliefs of the attitude towards, 

subjective norm, and perceived behavioural control about teachers’ interpersonal behaviour 

during study coaching. A newly developed TPB-questionnaire was used for this purpose. The 

behavioural and normative beliefs about interpersonal teacher behaviour in study coaching 

did predict the attitude and subjective norm very well. Control beliefs did not determine the 

perceived behavioural control. 

Second, the intentions towards the actual interpersonal teacher behaviour in study 

coaching were investigated. The intentions were primarily determined by teachers’ attitudes 

towards their interpersonal behaviour in study coaching. The subjective norm and perceived 

behavioural control towards their behaviour did not significantly predict their intentions.  

Third, the ideal, self-image, and students’ image of teachers’ interpersonal behaviour 

were investigated by means of a newly developed QTI (questionnaire of teacher interaction) 

for study coaching in higher education. As expected for a subject like study coaching, study 

coaches (n = 64) scored higher on the affiliation than on the control dimension. It was 

remarkable that study coaches like to be more controlling (ideal). 

The last question pieced the two theories together and determined to what extent 

intentions towards the interpersonal teacher behaviour in study coaching determined the 

actual behaviour. Regressions showed a significant prediction of intentions on the control 

dimension of study coaches’ own and students’ perceptions of interpersonal teacher 

behaviour.  

Keywords: theory of planned behaviour, higher education, interpersonal teacher behaviour, 

study coaching 
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Globally a transition in education is going on from teacher-centred instruction and 

knowledge transfer to student-centred instruction and competence-based learning (Baartman, 

Bastiaens, Kirschner, & Van der Vleuten, 2006). In the Netherlands this transition is visible in 

vocational competence-based education. Competence-based education focuses on integration 

of knowledge, skills and attitudes necessary for executing professional tasks in a professional 

context and on being able to use professional competencies in relevant work situations (Eraut, 

1998; Gullikers, Bastiaens, & Kirschner, 2005; Biemans et al., 2009; Baartman & De Bruijn, 

2011). Integration is important for transfer to other contexts and students have to recognize 

the similarities and differences between tasks (Baartman & De Bruijn, 2011). However, 

transfer to other contexts is difficult; guidance and help by teachers in the school context are 

necessary to make integration possible (Torraco, 2008). Reflection on practice tasks has to 

take place. In higher vocational education study coaching is a way to do so. Therefore, it is 

important that teachers who guide students have coaching skills and balance their roles as 

coach and expert (Biemans et al., 2009).  

Communication in social interaction is critical for learning. For this interaction 

teacher’s interpersonal behaviour is important (Den Brok, Brekelmans, & Wubbels 2004). 

Interpersonal teacher behaviour can be perceived by the teachers themselves (self-image) and 

by their students (students’ image). Teachers can also have a perception of their ideal 

interpersonal behaviour in teacher-student interaction (ideal) (Wubbels, Brekelmans, & 

Hooymayers, 1992). According to the Theory of Planned Behaviour (TPB) (Ajzen, 1991) all 

behaviour is grounded in certain beliefs and attitudes. Kyriakides (2005) argues that teacher’s 

own beliefs and attitudes to teaching are more important than directly observable behaviours. 

Thus, interpersonal teacher behaviour in this coaching role is determined by beliefs about, 

attitudes towards, subjective norm, and perceived behavioural control about study coaching. 

The main focus of this study is to investigate to which extent these factors predict the ideal, 

self-reported and student-reported interpersonal teacher behaviour.  

 

Theoretical Framework 

In this paragraph I will focus on the theoretical background of coaching in higher education, 

the interpersonal theory, and the theory of planned behaviour. This results in the problem 

description and research questions of this study. Based on this theoretical background certain 

outcomes will be expected and described in the section ‘hypotheses’. 
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 Coaching in higher education 

In higher vocational education integration of knowledge, skills and attitudes are 

important for learning. Teachers are supposed to guide and support students to make 

integration possible (Toracco, 2008: Biemans et al., 2009). Coaching used to give feedback 

on (future) teachers’ practices as a means for reflection produces a positive learning 

experience (Rhodes & Berneicke, 2002). Thus, teachers of (future) primary education 

teachers have a coaching role. Ketelaar, Den Brok, Beijaard and Boshuizen (2012) found 

some overarching characteristics in the coaching role of teachers, namely: 

- students’ learning processes are the starting point 

- teacher facilitates students’ learning processes by guiding, supporting and 

anticipating on different needs 

- focus on improvement of students’ self-directed and independent learning 

- good teacher-students relationship 

Giving feedback and stimulating reflection in the education of primary education 

teachers can improve students’ instructional effectiveness. Study coaching is a kind of 

cognitive coaching; the internal thought processes have to change behaviour. Study coaches 

need to build trust, ask questions, respond in a non-hostile way, and empower the students to 

let this happen (Veenman, De Laat, & Staring, 1998). Furthermore, joint reflection can be a 

powerful tool for professional growth (Beatty, 2000). Dewey (1933) mentions that problems 

and issues in teaching experiences are the source for reflective thinking. Explanations coming 

up in a joint reflection can be embedded in future teaching practices. Frick, Carl & Beets 

(2010) distinguish three levels of reflective practices for (future) teachers: their professional 

identity, their sense of mission, and their meta-cognition to become a self-regulated teacher. 

In study coaching getting grades is not important, but study motivation, reflection, 

development of professional identity, and collaborative learning are more important issues. 

Thus, in study coaching affective outcomes are far more important than cognitive outcomes. 

Study coaching needs a special kind of interpersonal teacher behaviour; the balance 

between closeness and control of a study coach is a special one. Interpersonal teacher 

behaviour has been investigated in different contexts, but mainly in secondary education. 

Little is known about interpersonal teacher behaviour in competence-based higher education 

(Fraser, Aldridge, & Soerjaningsih, 2010). In this study the interpersonal theory was used to 

investigate interpersonal teacher behaviour (Wubbels, Créton, & Hooymayers,1985). In the 

next section I will elaborate on the interpersonal theory.  
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 Interpersonal theory 

Teaching can be investigated from different perspectives: subject-content, learning 

activities, interpersonal, moral, and organisational perspective (Den Brok et al., 2004). In the 

interpersonal perspective, which describes and analyses teaching while considering student-

teacher relationship, the pragmatic orientation of the communicative systems approach is 

important. It concerns the effect of communication on someone else (Den Brok et al., 2004; 

Wubbels, Brekelmans, Den Brok, & Van Tartwijk, 2006). Student-teacher relationship is an 

important determinant for student learning (Fraser et al., 2010). Moreover, the interpersonal 

relationship between students and teacher is important because a healthy relationship is 

prerequisite for student involvement (Maulana, Opdenakker, Den Brok, & Bosker, 2012). 

Besides, good interpersonal teacher-student relationships prevent burnout and teachers are 

more satisfied with their job (Wubbels & Levy, 1991). And above all, students’ perceptions of 

the interpersonal teacher behaviour are related to students’ motivation and achievement (Den 

Brok et al., 2004). 

Wubbels et al. (1985) developed the interpersonal theory with a system perspective in 

mind. Students’ perceptions, teacher’s own perceptions, and teacher’s ideal of interpersonal 

teacher relationship are mapped in the Model of Interpersonal Teacher Behaviour (MITB). 

This is a two-dimensional model, based on Leary’s model for human interaction (1957), 

adapted for education-use (Wubbels et al., 1992; Den Brok et al., 2004; Wubbels & 

Brekelmans, 2005; Wubbels et al., 2006). The two dimensions are Control (dominance versus 

submission), describing who is in control in the teacher-student relationship and Affiliation 

(cooperation versus opposition), describing the degree of cooperation between teacher and 

students (figure 1) (Kyriakides, 2005; Wubbels & Brekelmans, 2005; Wubbels et al., 2006). 

 

Figure 1. Two-dimensional model for interpersonal teacher behaviour (Wubbels et al., 2006) 
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The two dimensions, represented as two axes, map interpersonal teacher behaviour 

and underlie eight types of that behaviour: Leadership (DC), Helping/Friendly (CD), 

Understanding (CS), student responsibility / freedom (SC), uncertain (SO), dissatisfied (OS), 

admonishing (OD), and strict (DO) (figure 2) (Den Brok et al., 2004; Wubbels & Brekelmans, 

2005; Wubbels et al., 2006). 

 

 

Figure 2. Model for Interpersonal Teacher Behaviour (MITB; Wubbels et al., 2006) 

 

 Strong and positive relationships were found between the affiliation and control 

dimensions (and their subscales) and cognitive as well as affective student outcomes in 

studies about the interpersonal perspective on teaching (Wubbels et al., 2006). Students 

perform better on their tests when they perceive more teacher control and affiliation 

(cognitive outcome). However, results of teacher interpersonal behaviour on affective 

outcomes (e.g. motivation) are more consistent. The more related (more affiliation) teachers 

are, the more academically motivated and engaged students are (Kyriakides, 2005; Wubbels 

& Brekelmans, 2005; Martin & Dowson, 2009; Fraser et al., 2010). The higher students’ 

perceive affiliation, the more motivated they are (Wubbels & Brekelmans, 2005).  

Students’ as well as the teacher’s own perceptions of interpersonal behaviour are 

measured by the Questionnaire on Teacher Interaction (QTI; Wubbels et al., 1985). The self-

image of teachers’ behaviour reflects how they think they behave in the classroom. Teachers 

make an observation of their own behaviour and perceive their behaviour based on that 
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observation. The ideal image is how teachers like to be seen by their students in the 

classroom. It guides their interpersonal behaviour, but teachers are not able to behave 

completely in accordance with that ideal because of context factors (Wubbels et al., 1992). 

Students’ image is the perception students have about their teacher’s interpersonal behaviour. 

Overall, teachers overrate their behaviour that is positively related with student motivation 

and cognitive outcomes and underrate their negatively related behaviour compared with 

students’ perceptions (Maulana et al., 2012; Wubbels & Brekelmans, 2005; Wubbels et al., 

2006). For most teachers ideal QTI-characteristics are higher than the self-reported QTI-

characteristics. For another group of teachers the ideal and self-image were far more apart. 

Actually, students had a better view on teachers’ actual behaviour than teachers themselves 

(Wubbels et al., 1992). 

According to Korthagen (2001) teacher’s behaviour is visible but the inner beliefs 

determine his behaviour. Thus, teachers’ interpersonal behaviour is based on inner beliefs. 

But there is no direct link between beliefs and the actual behaviour. There are some 

intermediating factors, which determine the actual interpersonal teacher behaviour. In the next 

section I will focus on the Theory of Planned Behaviour (TPB). This model shows the 

intermediating factors between teacher’s beliefs and actual behaviour. 

 

Theory of Planned Behaviour (TPB) 

Ajzen first described the TPB (figure 3) in 1985 and the theory focuses on the 

behaviour itself and considers attitudes, social norms and self-efficacy beliefs. Actual human 

behaviour, as for instance interpersonal teacher behaviour, is influenced by the attitude 

towards behaviour, the subjective norm, and the perceived behavioural control (Ajzen, 1991; 

Ajzen & Cote, 2008). The attitude towards the behaviour is defined as ‘the degree to which 

performance of the behaviour is positively or negatively valued’, the subjective norm as ‘the 

perceived social pressure to engage or not to engage in a behaviour’, and the perceived 

behavioural control as ‘people's perceptions of their ability to perform a given behaviour. 

Those factors form the behavioural intention. Intentions are indications of how hard people 

are willing to try. The stronger the intention the more likely the behaviour should be 

performed (Ajzen, 1991). Wubbels & Brekelmans (2005) state that teacher’s intentions are 

important variables, which may influence teaching behaviour. Intentions can also be 

important factors in teacher development, specifically about changes in patterns in 
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interpersonal relationships between students and teachers (Wubbels, Brekelmans, Den Brok, 

& Van Tartwijk, 2006).  

Behavioural beliefs form the subjective probability a person has that certain behaviour 

will lead to certain outcomes. The overall attitude towards the behaviour is determined by all 

positive and negative images a person has about the outcomes. Normative beliefs are the basis 

for perceived social pressure or subjective norm. A normative belief is the expectation or 

subjective probability a person has that the behaviour would be approved or disapproved by 

an individual or group. Accessible control beliefs are beliefs about factors, that facilitates or 

impedes the performance of behaviour and they form the perceived behavioural control. All 

these factors can facilitate or disturb the behavioural intention and the actual behaviour. 

Control factors are for instance required skills and abilities, (un)available resources, and 

collaboration. Although sometimes inaccurate, unfounded, or biased behavioural, normative 

and control beliefs produce attitudes, subjective norms and perceptions of behavioural 

control. These determine the behavioural intention that will result in actual behaviour (Ajzen, 

1991; Ajzen & Cote, 2008). 

  

 

Figure 3. Theory of Planned Behaviour (Ajzen & Cote, 2008).  

 

Problem description & research questions 

Given the necessity of study coaching for learning experiences in higher vocational 

education the coaching role of teachers is important. Study coaching, just as teaching, is 

happening in interaction and teacher’s interpersonal behaviour is important for learning 
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experiences to take place. Besides, for enhancing professional development of teachers it is 

important to reveal teachers’ beliefs and the discrepancies between teacher’s ideal, self-

reported and student-reported interpersonal behaviour.  

Teacher’s interpersonal behaviour in study coaching is the behaviour investigated in 

this research. It is defined as the behaviour (verbal and non-verbal) between teachers and 

students during study coaching. According to the TPB teacher’s attitude towards, subjective 

norm and perceived behavioural control are predicted by their underlying beliefs 

(behavioural, normative, and control). For intervention use and professionalising teachers the 

beliefs are the first point of interest in this study. Besides, it is interesting to know to what 

extent those beliefs determine the attitude towards, subjective norm, and perceived 

behavioural control about interpersonal teacher behaviour during study coaching. To what 

extent attitudes, subjective norms and perceived behavioural control about interpersonal 

teacher behaviour predict the intentions to that behaviour during study coaching is unknown. 

This will be the second point of interest in this study.  

The third point of interest is the actual interpersonal behaviour of study coaches. From 

a professionalising point of view it is interesting to know if there are any differences between 

the perceptions of the teacher (ideal and self-image) and their students. Do teachers’ perceive 

themselves the same as their students do? And do they ideally like to behave themselves 

differently? This actual interpersonal teacher behaviour is measured on the two dimensions: 

affiliation and control.  

According to Wubbels & Brekelmans (2005) teacher’s intentions are important 

variables, which may influence teaching behaviour. They might even explain some 

differences in student-teacher relationships. The predictive value of study coaches’ intentions 

to their interpersonal behaviour, on both the control and the affiliation dimension, are the last 

points of interest in this research. Because controlling factors are already investigated in the 

perceived behavioural control the ‘actual control’ part of the TPB-model is not investigated in 

this study. 

In the present study an attempt was made to answer the following main research 

question: ‘What is teachers’ interpersonal behaviour during study coaching and what are the 

determinants of that behaviour?’ This question was divided into four sub-questions: 

1. To what extent predict the underlying beliefs the attitude towards, subjective norm 

and perceived behavioural control about teachers’ interpersonal behaviour during 

study coaching?  
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2. To what extent do teachers’ attitude towards, subjective norm, and perceived 

behavioural control about their interpersonal behaviour predict their intention to 

their interpersonal behaviour during study coaching? 

3. What are the ideal, self-image, and students’ image of the interpersonal teacher 

behaviour, specifically on the control and affiliation dimensions, during study 

coaching? 

4. To what extent does the intention towards the interpersonal behaviour during study 

coaching, predict the ideal, self-image, and students’ image of interpersonal teacher 

behaviour (on the control and affiliation dimensions)? 

The conceptual model of the research is shown in figure 4. It is an adaption of the TPB-model 

to the interpersonal behaviour in study coaching.  

 

 

Figure 4.  Conceptual model of determinants of teachers' interpersonal behaviour during 

study coaching. 

 

Hypotheses 

According to Ajzen (1991, 2011; Ajzen & Cote, 2008), behavioural, normative, and 

control beliefs form the attitude towards, subjective norm, and perceived behavioural control 

about behaviour. Thus, it is hypothesized that each of study coaches’ underlying beliefs about 

their interpersonal behaviour during study coaching will significantly predict respectively 

their attitude towards, subjective norm, and perceived behavioural control about their 

interpersonal behaviour. 

According to the TPB the intentions to teacher’s interpersonal behaviour in study 

coaching will be determined by teacher’s attitude towards, subjective norm and perceived 

behavioural control about this behaviour (Ajzen, 1991; Ajzen & Cote, 2008). To what extent 
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which determinant will predict the intention is difficult to hypothesize because, to my 

knowledge, predictors of interpersonal teaching behaviour have never been investigated in 

any study using the TPB.  

Veenman et al. (1998) state that a good student-teacher relationship and a safe 

environment are important in coaching. Moreover, it has been proven that the closer the 

teacher is to his students, the higher students’ affective outcomes, like motivation and 

engagement, are (Kyriakides, 2005; Wubbels & Brekelmans, 2005; Martin & Dowson, 2009; 

Fraser et al., 2010). Because these are important outcomes in study coaching it is 

hypothesized that affiliation will be a more important dimension of the interpersonal teacher 

behaviour than control. Besides, it is hypothesized that the scores of the ideal image will be 

higher than the scores of teachers’ self-image, which will be higher than students’ scores of 

interpersonal teacher behaviour (Wubbels et al., 1992). 

Because Wubbels et al. (1992) regard that teachers’ ideal about education and their 

role in it will guide their behaviour and according to the TPB the intentions to interpersonal 

teacher behaviour will determine the actual behaviour (Ajzen, 1991; Wubbels & Brekelmans, 

2005) it is hypothesized that the intentions will best predict teachers’ ideal interpersonal 

teacher behaviour in study coaching. When the hypothesis of the former question will be 

proven to be true the intentions will predict teachers’ self-image less than the ideal image but 

a significant prediction is expected because teachers’ self-image is a reflection of their actual 

behaviour (Wubbels et al., 1992).  
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Methods 

Researchdesign 

This empirical study has a mixed-method design (Robson, 2002): a small qualitative 

research was conducted to validate the content of the items in the TPB-questionnaire. In an 

individual free response format, a written structured interview, four respondents were asked to 

elicit their salient beliefs about study coaching (Ajzen, 2011). The main part of the study had 

a quantitative design; an online questionnaire was conducted. In the beliefs-part of the TPB-

model the independent variables were teacher’s behavioural, normative, and control beliefs 

about their interpersonal behaviour in study coaching. The attitude towards, subjective norm 

and perceived behavioural control about their behaviour were the dependent variables. In the 

second part of the study the former dependent variables were the independent variables, 

which predicted the dependent variable ‘teachers’ intentions to their interpersonal behaviour 

in study coaching’ and these intentions determined the actual interpersonal behaviour. The 

actual behaviour was measured by means of a newly constructed QTI, which measures the 

ideal and self-reported interpersonal teacher behaviour as perceived by teachers, and their 

students’ perception of this behaviour. The QTI has mostly been used in specific subjects in 

secondary education and just a few times in other contexts. It has been proven a valid and 

reliable instrument (Wubbels et al., 2006; Fraser et al., 2010). To my knowledge, 

interpersonal teacher behaviour in study coaching in higher education has never been 

investigated before. Thus, the QTI will be adapted to measure teachers’ and students’ 

perceptions of interpersonal teacher behaviour in study coaching.  

 

Context description. This study was conducted at the Marnix Academie in Utrecht. 

This school for higher vocational education is specialized in teaching and professionalizing 

primary school teachers. There are approximately 1500 bachelor students and 150 employees. 

The Marnix Academie is an open Christian institution. Key aspects are ‘engaged, passionate 

and competent’. This is elaborated in the competencies a student has to possess at the end of 

his education at the Marnix Academie (Marnix Academie, 2012). 

 At the Marnix Academie guidance and support for valuable learning take place in 

study coaching. All students have to follow 80 minutes of study coaching each week of every 

year of their education. Study coaching has the following main goals: development of 

student’s own professional identity and learning to learn cooperatively (Marnix Academie, 

2007). Several features of study coaching at the Marnix Academie (2007) are similar to 
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characteristics of coaching in higher education. First, teachers guide and support students to 

reflect on their experiences in practice. Development of meta-cognitive skills (self-regulated 

learning) is also important. Teachers facilitate a safe environment and anticipate on the 

students’ needs. As education proceeds, guidance and support are reduced. The three levels of 

reflective practices (professional identity, sense of mission, and meta-cognition) are also 

visible in the goals of study coaching (Frick et al., 2010). Besides, the Marnix Academie 

(2007) emphasizes the importance of asking questions, giving feedback to facilitate students’ 

reflection, and a good teacher-students relationship (Ketelaar et al., 2012).  

 

Procedure 

After the management of the study coaches authorized the research four study coaches 

were asked for their cooperation in the pilot study, the free response format. With the results 

of the pilot study the TPB-questionnaire was constructed. The QTI was constructed in 

cooperation with a fellow researcher. Both questionnaires were combined in one online-

survey, including measurements of demographic characteristics, personal and other 

background variables.  

Then all study coaches received an email with information about the research. A few 

days later the study coaches received another email with a link to the online questionnaire for 

each study coach group (n = 86). Because of the spam filter not all study coaches received the 

email with the link to the questionnaire, and a week later another email was sent. Two weeks 

after the initial email the study coaches did receive a reminder.  

The ideal as well as the self-image of study coaches’ interpersonal behaviour during 

study coaching was assessed in one questionnaire. If the study coach was completing the 

questionnaire for the first time he had to complete it entirely, including the TPB-part of the 

questionnaire. If that was not the first time he just had to complete the self-image part of the 

questionnaire with a specific study coach group in mind. After four weeks of data gathering 

the datasets were exported from the online program to SPSS. After that data analysis was 

started. 

 

Participants 

For the main research a selective cluster sample was used, because all study coaches 

(n = 54) of the Marnix Academie have been approached. Study coaches with more than one 

group received an email for every group. So a response of n = 86 was possible. Seventy-four 
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percent of the study coaches responded (n = 64). Forty-two unique participants completed the 

questionnaire, 22 of them completed it more than once. Eleven study coaches were male 

(26.2%) and 31 were female (73.8%). Half of them attended a study coach course and half of 

them did not. The average age was 42.3 years (SD = 9.38). The average amount of years study 

coaches taught at the Marnix Academie was 7.7 years (SD = 7.43) and the years they were 

giving study coaching were on average 4.9 years (SD = 2.77). Twenty-seven study coaches 

were teaching in year one (42.2%), 13 in year two (20.2%), 12 in year three (18.8%), and 12 

in year four (18.8%).  

 

Instruments 

In this study three instruments were used: the free response format, the questionnaire 

on teacher interaction (QTI), and the TPB-questionnaire. In the next section the instruments, 

their validity and reliability, and the constructs they measure are discussed.  

 

Free response format. The free response format was used to elicit teachers’ accessible 

behavioural outcomes, normative referents and control factors, so possible beliefs would 

become clear. This format was constructed according to Ajzen’s (2011) instructions. It is a 

written structured interview with lots of room for input of the respondents. An example of a 

question is ‘which advantages do you see in study coaching? For yourself as well as your 

students?’ It was analyzed manually: all the salient beliefs, normative referents and control 

factors that were mentioned by the four respondents were used to formulate items for the 

TPB-questionnaire.  

 

TPB-Questionnaire. Because of the input of the pilot study and the item construction 

according Ajzen’s (2011) instructions the content of the TPB-items are supposed to be 

sufficiently valid. As recommended a seven-point bipolar adjective scale was employed, 

because this scale is optimal for assessing behaviour (Ajzen, 2011).  Study coaches had to 

score this scale with a figure (1-7), which matched their opinion best. To make sure the study 

coaches understood the scoring a simple question with the scale was used to explain (figure 

5). The adjectives were all formulated the same way, negative answers had to be scored low 

and positive answers had to be scored high. Six items were recoded. 
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Figure 5. Example question and scoring of the seven-point bipolar adjective scale. 

 

Belief scales. To measure the underlying beliefs of the attitude towards, subjective 

norm, and perceived behavioural control about the interpersonal behaviour in study coaching 

42 items were constructed. Belief indices were computed by multiplying each belief item with 

its subjective evaluation.  

Confirmative factor analyses and calculating Cronbach’s α’s for the subscales of the 

belief scale lead to deleting seven indices and replacing one index from the control beliefs 

subscale to the normative beliefs subscale. The final principal component analysis (PCA) with 

orthogonal rotation (varimax) showed the simplest structure with a loading of each index of 

>.50 on one factor. The Kaiser-Meyer-Olkin measure verified the sampling adequacy for the 

analysis, KMO = .67 (mediocre; Field, 2009). Bartlett’s test of sphericity χ
2 

(136) = 822.10, p 

< .001, indicated that correlations between indices were sufficiently large for PCA. In 

combination the three subscales explained 62,8% of the variance. Table 1 shows factor 

loadings, Eigenvalues, and percentages of explained variance by the indices after rotation. 

The indices that cluster on the same factors confirmed that factor 1 represents behavioural 

belief indices, factor 2 normative belief indices, and factor 3 control belief indices.  

After factor analyses and determining the internal consistency (reliability) of the 

subscales 30 items were left. To assess attitude beliefs about interpersonal teacher behaviour 

in study coaching four items and five items assessing the evaluative outcomes of these beliefs. 

This behavioural belief indices scale (nindices = 5) had a Cronbach’s α of .93 and was 

considered to be reliable. To assess normative beliefs four items about normative referents of 

the teacher and five items about the motivation of the teachers to comply with these referents. 

The normative belief indices scale (nindices = 5) had a Cronbach’s α of was .87, which was 

reliable. To assess control beliefs six items to ask about the control factors and six about the 

power of these control factors. The control belief indices scale  (nindices = 6) had a sufficiently 

reliable Cronbach’s α of .73. An example of a behavioural belief item is ‘I expect to develop 

coaching skills during study coaching’ and of its matching evaluative outcome item ‘With 

respect to content: for me as a teacher study coach classes are non-valuable versus invaluable’ 
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Direct measure scale. Intentions and attitudes towards, subjective norm and perceived 

behavioural control about interpersonal teacher behaviour in study coaching were directly 

measured by means of the TPB-questionnaire. Seventeen items were constructed according to 

Ajzen’s (2011) instructions. A separate factor analysis was executed on these subscales 

because they would correlate too much with the belief subscales. For all four subscales 

Cronbach’s α’s were calculated to look into the internal consistency (reliability). 

After factor analysis and determining the reliability of the subscales 13 items were left. 

Five items assessed teachers’ intentions to interpersonal behaviour in study coaching. This 

intentions scale (nitems = 5) showed sufficient internal consistency with a Cronbach’s α of .74 

(Field, 2009). Four items assessed teachers’ attitudes towards their interpersonal behaviour in 

study coaching. This attitude scale (nitems = 4) had a Cronbach’s α of .93 and was considered 
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to be reliable (Field, 2009). After deleting two items the subjective norm scale (nitems = 2) had 

a the Cronbach’s α of .77, sufficiently reliable (Field, 2009). These two items assessed 

teachers’ subjective norm to interpersonal teacher behaviour in study coaching. After deleting 

one item, the perceived behavioural control scale (nitems = 3) had a Cronbach’s α of .59, which 

was not sufficient, but this was considered to be acceptable in this case (Field, 2009). Thus, 

three items were left to measure the teachers’ perceived behavioural control about their 

interpersonal behaviour during study coaching. An example of an item of the intentions 

subscale is ‘I put an effort in the preparation of study coach classes’. 

The final principal component analysis (PCA) with orthogonal rotation (varimax) 

showed the simplest structure with a loading of each item of >|.33| on one factor. The Kaiser-

Meyer-Olkin measure verified the sampling adequacy for the analysis, KMO = .73 (good; 

Field, 2009). Bartlett’s test of sphericity χ
2 

(91) = 564.11, p < .001, indicated that correlations 

between items were sufficiently large for PCA. The four subscales in combination explained 

74.9% of the variance. Table 2 shows factor loadings, Eigenvalues, and percentages of 

explained variance by the factors after rotation. The items that cluster on the same factors 

confirmed that factor 1 represents attitudes, factor 2 perceived behavioural control, and factor 

4 subjective norms. The items of the intentions scale loaded on diverse factors. This is not 

surprising because it was expected that intentions were predicted by the other factors.  

 

Together the belief scales and the direct measure scales resulted in a questionnaire of 

43 items. 
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Actual interpersonal teacher behaviour in study coaching. The construct actual 

interpersonal teacher behaviour in study coaching was assessed by means of a questionnaire 

of interpersonal teacher behaviour (QTI). This QTI was constructed by using the items of the 

QTI-24 (Wubbels et al., 1992), complemented with some items of the QSDI (De Kleijn, 

Mainhard, Meijer, Pilot, & Brekelmans, 2012). This validates the content of the questionnaire. 

This resulted in a questionnaire of 35 Dutch items, adapted for use for study coaches and their 

students in higher education. The items were distributed over eight scales corresponding with 

the eight teacher behaviour types. An example of one item of the scale ‘leadership (DC)’ is 

‘my study coach gives structure in class’. An example of the ‘understanding (CS)’ scale is 

‘my study coach is patient’. A five-point Likert scale ranging from ‘Never/not at all’ to 

‘Always/Very’ was used to formulate response possibilities (figure 6; Robson, 2002). 

For the self-image of their interpersonal behaviour every study coach had to complete 

this questionnaire with a particular study coach group in mind: how do you think this group 

will see your interpersonal behaviour? Every study coach also completed the same 

questionnaire with the question ‘how would you like to be seen by your students?’ in mind. 

This resulted in the ideal image of the teachers of their interpersonal behaviour during study 

coaching. 

 

Figure 6. 5-point Likert scale of the used QTI 

To establish the reliability of the QTI Cronbach’s α’s were computed for each scale 

(octant) for the ideal, self-, and the students’ image about study coaches’ interpersonal 

behaviour during study coaching (table 3). Except for the SC-octant (students’ α = .58; ideal α 

= .38; self α = .47) and the DO-octant (students’ α = .61; ideal α = .52; self α = .40) every 

other octant was sufficient internally consistent (reliable) with a minimum Cronbach’s α of 

.67 and a maximum of .90 (Table 3). No items were deleted. 
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Results 

In this chapter the results of the data analyses are described for every sub-question.  

 

Predictive value of beliefs  

To answer the first sub-question simple regression analyses were conducted. First the 

belief indices were summed up to produce composites of behavioural, normative, and control 

beliefs about teacher’s interpersonal behaviour in study coaching (independent variables). 

Then, the attitude, subjective norm, and perceived behavioural control items were summed up 

to totals of attitude towards, subjective norm, and perceived behavioural control about 

teacher’s interpersonal behaviour in study coaching (Ajzen, 2011). 

The continuous independent variable behavioural beliefs significantly predicted the 

dependent variable attitude towards interpersonal teacher behaviour in study coaching, R
2
 = 

.43, F(1, 62) = 46.50, B = 14.29, p < .001, and bbehaviouralbeliefs = .66, p < .001. Thus, 43% of 

the variance of study coaches’ attitudes towards their interpersonal behaviour in study 

coaching was explained by their behavioural beliefs. 

The continuous independent variable normative beliefs significantly predicted the 

dependent variable subjective norm about interpersonal teacher behaviour in study coaching, 

R
2
 = .45, F(1, 62) = 50.29, B = 8.21, p < .001, and bnormativebeliefs = .67, p < .001. Thus, 45% of 

the variance of study coaches’ subjective norm was explained by their normative beliefs. 

The continuous independent variable control beliefs did not significantly predict the 

dependent variable perceived behavioural control about interpersonal teacher behaviour in 

study coaching, R
2
 = .02, F(1, 62) = 1.42, B = 12.63, p < .001, and bcontrolbeliefs = .15, p = .24. 

 

Predictive value of direct measures 

To answer the second sub-question a multiple linear regression analysis was 

conducted to determine if the hypothesized predictors of intentions to teachers’ interpersonal 

behaviour in study coaching (dependent variable) were correct. The totals of attitude towards, 

subjective norm, and perceived behavioural control about teacher’s interpersonal behaviour in 

study coaching were the independent variables. 

Cases 3, 22, and 23 were deleted because they were outliers in the dataset. Hereafter, 

all assumptions for a multiple linear regression analyses were met: all the variables were 

quantitative continuous variables. The predictors did have some variance and there was no 

multi-collinearity between them. All the hypothesized predictors were put in the regression 
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model and the variances of the residues of the independent variables were homogeneous. The 

participants of the research were independent and there was a linear relation between the 

dependent and independent variables. The total of attitudes towards interpersonal teacher 

behaviour in study coaching significantly predicted the intentions towards interpersonal 

teacher behaviour in study coaching, R
2
 = .66, F(3, 57) = 36.55, B = 5.62, p = .05, and battitudes 

= .75, p < .001. Subjective norm was a non-significant predictor, bsubjectivenorm = .14, p = .10. 

Perceived behavioural control also did not significantly predict the intentions towards 

interpersonal teacher behaviour in study coaching, bpbc = .07, p = .37. The attitudes of the 

study coaches towards their interpersonal behaviour in study coaching explained 66% of the 

variance in study coaches’ intentions towards their interpersonal behaviour. 

 

Interpersonal teacher behaviour in study coaching 

To answer the third sub-question the results of the QTI were analyzed. The scores of 

the control and affiliation dimension on the circumplex model were calculated for every 

group that the study coaches completed the QTI for (self-image). Moreover, the same scores 

were calculated for the study coaches’ ideal image. Students also completed the QTI for their 

study coaches. The raw data to determine students’ image of their study coaches’ 

interpersonal behaviour were received from a colleague researcher. 

The ideal image of study coaches’ interpersonal teacher behaviour (n = 64) for the 

control dimension had an average of M = .07 (SD = .06) and a range of [-.09, .17]. The 

affiliation dimension had an average of M = .39 (SD = .08) and a range of [.16, .47]. The 

paired samples t-test showed that ideally teachers scored significantly higher on the affiliation 

dimension than on the control dimension, t(63) = 35.60, p < .001, r = .52.   

The study coaches’ self-image (n = 64) for the control dimension had an average of M 

= .02 (SD = .07) and a range of [-.16, .13]. The affiliation dimension had an average of M = 

.31 (SD = .09) and a range of [.13, .47]. The paired samples t-test showed that the study 

coaches scored their self-image significantly higher on the affiliation dimension than on the 

control dimension, t(63) = 24.91, p < .001, r = .36. 

The students’ image of their study coaches interpersonal behaviour (n = 85) for the 

control dimension had an average of M = .02 (SD = .05) and a range of [-.10, .09] and the 

affiliation dimension had an average of M = .34 (SD = .08) and a range of [.07, .47]. The 

students scored the interpersonal behaviour of their study coaches significantly higher on the 

affiliation dimension than on the control dimension, t(84) = 42.00, p < .001, r = .50. 
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An ANOVA was conducted to determine if the averages on the control dimension 

between the ideal, self-, and students’ image were significantly different. Levene’s test of 

homogeneity showed that the variances of the three groups differed significantly in the 

control dimensions (p = .03). For that reason Welch’s F was used. The control dimension 

showed a significant difference between the ideal, self-, and student image of the study 

coaches’ interpersonal behaviour in study coaching, Welch’s F(2, 125.87) = 14.07, p < .001. 

The LSD post hoc test showed a significant difference between ideal and student image of 

interpersonal teacher behaviour in study coaching (Mdifference = .04, p < .001). Furthermore, the 

ideal and self-image showed a significant difference (Mdifference = .04, p < .001). Teachers’ 

self-image of their interpersonal behaviour in study coaching did not significantly differ with 

their students’ image of that behaviour on the control dimension, Mdifference = .001,  p = .90.  

An ANOVA on the results of the affiliation dimension also showed a significant 

difference between the ideal, self-, and student image of the study coaches’ interpersonal 

behaviour in study coaching, F(2, 210) = 13.30, p < .001. The LSD post hoc test showed a 

significant difference between teachers’ ideal image and the students’ image about teachers’ 

interpersonal behaviour in study coaching, Mdifference = .05, p = .001. There also was a 

significant difference between teachers’ ideal image and their self-image about their 

interpersonal behaviour in study coaching, Mdifference = .08, p < .001. Teachers’ self-image of 

their interpersonal behaviour in study coaching did not significantly differ with their students’ 

image of that behaviour on the affiliation dimension, Mdifference = -.03, p = .06. 

 

Relationships between intentions and actual behaviour 

To answer the last sub-question the results of both the TPB-questionnaire and the QTI 

were used. Six simple regression analyses were conducted on the total of intentions 

(independent variable) and the control and affiliations dimension scores of the ideal, self-, and 

student image of the actual interpersonal teacher behaviour in study coaching (dependent 

variables). 

Intentions towards study coaches’ interpersonal behaviour in study coaching did not 

significantly predict study coaches’ ideal in interpersonal behaviour in study coaching on the 

control dimension, R
2
 = .001, F(1, 62) = 0.07, B = 0.06, p = .23, and bintentions = .03, p = .80. It 

also did not significantly predict the ideal interpersonal behaviour in study coaching on the 

affiliation dimension, R
2
 = .06, F(1, 62) = 3.73, B = .264, p < .001, and bintentions = .24, p = .06. 

For the self-image intentions towards study coaches’ interpersonal behaviour 
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significantly predicted the dependent variable (dimension) control in interpersonal teacher 

behaviour in study coaching, R
2
 = .07, F(1, 62) = 4.38, B = -0.08, p = .11, and bintentions = .26, 

p = .04. This indicates that 7% of the variance on the control dimension was explained by the 

intentions to the behaviour as measured by the TPB-questionnaire. The continuous 

independent variable intentions towards study coaches’ interpersonal behaviour in study 

coaching did not significantly predict the dependent variable (dimension) affiliation of the 

self-image of teachers’ interpersonal behaviour in study coaching, R
2
 = .03, F(1, 62) = 1.99, B 

= 0.21, and bintentions = .18, p = .16. 

The intentions towards study coaches’ interpersonal behaviour in study coaching 

significantly predicted the student image of teachers’ interpersonal behaviour in study 

coaching on the control dimension, R
2
 = .17, F(1, 62) = 12.87, B = -0.10, p = .005, and 

bintentions = .42, p = .001. 17% of the variance in the scores on the control dimension was 

explained by study coaches’ intentions towards their interpersonal behaviour in study 

coaching. But the intentions did not significantly predict the student image of teacher’s 

interpersonal behaviour in study coaching on the affiliation dimension, R
2
 = .04, F(1, 62) = 

2.58, B = 0.21, p = .003, and bintentions = .20, p = .11. 
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Conclusion & Discussion 

 

 In this chapter the main research question ‘What is teachers’ interpersonal behaviour 

during study coaching and what are the determinants of that behaviour?’ will be answered by 

drawing conclusions on the four sub-questions. Furthermore, the study will be critically 

reviewed and suggestions for further research will be given. 

 

Conclusions 

The first sub-question was ‘To what extent predict the underlying beliefs the attitude 

towards, subjective norm and perceived behavioural control about teachers’ interpersonal 

behaviour during study coaching?’ The expectation was that each underlying belief would 

significantly predict its direct measure (Ajzen, 1991; Ajzen & Cote, 2008). The attitudes 

towards and subjective norm about teacher’s interpersonal behaviour in study coaching were 

highly predicted by their underlying beliefs; behavioural beliefs predicted the attitude and 

normative beliefs predicted the subjective norm. Surprisingly, the control beliefs did not 

predict the study coaches’ perceived behavioural control about the teachers’ interpersonal 

behaviour in study coaching.  

The results of the multiple linear regression analysis answer the second research 

question: ‘To what extent do teachers’ attitude towards, subjective norm, and perceived 

behavioural control about their interpersonal behaviour in study coaching predict their 

intention to that behaviour?’ It was expected that teachers’ attitudes towards, subjective 

norm, and perceived behavioural control about their interpersonal behaviour in study 

coaching would be significant determinants of their intentions to their interpersonal behaviour 

(Ajzen, 1991; Ajzen & Cote, 2008). It turned out that teachers’ intentions to their 

interpersonal behaviour in study coaching were mainly determined by their attitudes towards 

the behaviour. Subjective norm and perceived behavioural control about study coaching were 

non-significant determinants. 

The non-significances of the control beliefs and the perceived behavioural control of 

the former two questions can be explained by the fact that teachers do not have a free choice 

to give study coaching. Although, teachers can control the way they behave in their study 

coaching groups.  

The third research question was ‘What are the ideal, self-image, and students’ image 

of the interpersonal teacher behaviour, specifically on the control and affiliation dimensions, 



Jacqueline van Hoven  Universiteit Utrecht 

 

Universiteit Utrecht Master Onderwijskundig Ontwerp & Advisering 25 

during study coaching?’ Because study coaching has mainly affective outcomes, for instance 

study motivation, reflection and development of professional identity (Marnix Academie, 

2007), it was expected that teachers would score higher on the affiliation dimension than on 

the control dimension. As hypothesized, teachers perceived their interpersonal behaviour 

significantly higher on the affiliation than on the control dimension, as well in teachers’ ideal 

image, as in teachers’ self-image, as in students’ image about teachers’ interpersonal 

behaviour.  

There was a significant difference between the ideal, self, and student scores on both 

the control as well as the affiliation dimension. It seemed that the ideal image teachers have 

about their interpersonal teacher behaviour significantly differed with their self-image. The 

ideal image also significantly differed with the students’ image about their study coaches’ 

interpersonal behaviour. Both results were hypothesized (Wubbels et al., 1992). Because the 

self-image of teachers usually is more corresponding their ideal it was expected that there 

would be a significant difference between the teachers’ image and the students’ image 

(Wubbels et al., 1992). Besides, teachers would probably overrate their interpersonal 

behaviour on the affiliation dimension (Maulana, 2012; Wubbels et al., 2006). But the results 

showed no significant differences on both dimensions. Thus, study coaches did have a good 

perception of their interpersonal behaviour during study coaching. An explanation for the 

similarity between study coaches’ self-image and their students’ image could be that in higher 

education teachers and students are more equal than in secondary education, so study coaches 

have a better image of the way their students perceive teacher’s interpersonal behaviour.  

The last question ‘To what extent does the intention towards the interpersonal 

behaviour during study coaching, predict the ideal, self-image, and students’ image of 

interpersonal teacher behaviour (on the control and affiliation dimensions)?’ made a 

connection between the results of the TPB-questionnaire and the results of the QTI. It was 

hypothesized that the intentions would best predict teachers’ ideal interpersonal teacher 

behaviour in study coaching, because an individual’s intentions to perform a behaviour, 

capture motivational factors and are an indication of how hard someone is willing to try 

(Ajzen, 1991). Besides, Wubbels et al. (1992) regard that teachers’ ideal about education and 

their role in it will guide their behaviour. Unfortunately, on both dimensions the intentions did 

not significantly predict the ideal image of the study coaches. 

A small part of the interpersonal behaviour on the control dimension as perceived by 

the study coaches themselves was determined by their intentions. Study coaches’ intentions 
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even better predicted students’ perceptions of their study coaches’ interpersonal behaviour on 

the control dimension. Both the perceptions of teachers themselves and their students on the 

affiliation dimension were not significantly predicted by teachers’ intentions towards 

interpersonal behaviour in study coaching. Thus, the self-perceived and students’ perceived 

interpersonal teacher behaviour on the control dimension were influenced by the teachers’ 

intentions, but the affiliations scores were not. An explanation for the results that were not 

according the expectations could be that intentions influence the actual behaviour (Ajzen, 

1991) and students’ image of their study coach’s interpersonal behaviour is more 

corresponding study coach’s actual behaviour. Thus, students’ image of study coach’s actual 

behaviour shows the real behaviour the teacher shows in his classroom (Wubbels et al., 1992). 

An explanation of the non-significant prediction of the intentions on the perceived affiliation 

of study coaches is that regressions were conducted separately on each dimension. The actual 

interpersonal teacher behaviour is a combination of the scores on the two dimensions. And it 

is possible that this whole teacher behaviour is more determined by their intentions. 

 

Limitations and suggestions for future research 

The results of the research should be interpreted with some care because of some 

limitations of the research. Besides, the data of this study can be used for future research. 

First, the results of the ideal, self-, and students’ image of the QTI on both dimensions 

are related with each other. It is possible that the results are too related for use of ANOVA’s. 

In that case, multilevel analyses could be an alternative. 

Second, because the adapted QTI was used for the very first time (after a small pilot 

among students) further research will be necessary to refine this questionnaire for use in 

higher vocational education. Special attention should be given to the reliability of the SC- and 

DO-octant. It is possible that with other subjects with less affective outcomes and more 

cognitive outcomes these octants will have higher reliability scores. But it is also possible that 

some items should be reformulated. To research the actual teacher behaviour it is 

recommended that, next to the QTI, a second research method, for instance observations of 

actual teacher behaviour, will be used to determine the whole of the actual interpersonal 

teacher behaviour and not just the separate dimensions. The results of these observations can 

be used to determine if the intentions predict the behaviour as a whole.  

Further research should be done with a TPB-questionnaire that measures underlying 

ideas of interpersonal teacher behaviour in study coaching or another subject in higher 
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education. Because of the small amount of items of the subjective norm scale, some items 

should be added. An extra point of attention is the belief-part of the TPB-questionnaire: for 

every belief-item a matching power of that belief item should be constructed. In the 

questionnaire used in this research this was not the case, so a reconstruction of the belief-part 

of the questionnaire is in order. It is also important to give attention to the fact that teachers 

have no free choice to give study coaching. This could be the explanation of the non-

significant prediction of the control-part of the model. According to Ajzen (1991) the 

behaviour should be under voluntary control of the teachers. The ‘actual control’ construct of 

Ajzen’s Theory of Planned behaviour is of interest here and should be taken into account in 

further research. A good way to do this is to set up a focus group of teachers in higher 

vocational education to get more input about control beliefs, the perceived, and actual control 

teachers have on their interpersonal behaviour in class.  

Furthermore, the existing data could be used to examine the differences between the 

diverse scores of study coaches who give study coaching to two or more groups. It is useful to 

see differences between groups and look into the reasons for different interpersonal behaviour 

of the same teacher. Besides, the differences between the diverse years could be of interest: is 

it true that, as one of the goals of study coaching suggests, teacher control is getting less over 

the years? For the professionalization of the study coaches it could be important to take a 

closer look into the differences of a study coach’s own ideal, self-, and students’ image of his 

interpersonal behaviour. The data of the colleague researcher could be used for this purpose.  

According to Wubbels et al. (1987), attitudes correlate with interpersonal teacher 

behaviour, therefore it is recommended to take a closer look into the existing data for the 

predictive value of the separate constructs of the TPB (attitude, subjective norm, perceived 

behavioural control) and the interpersonal teacher behaviour. Furthermore, it would be 

interesting to investigate the actual affective outcomes of students who are attending study 

coach classes and the influence affective or control dimension scores of their teachers have on 

these outcomes. 
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