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Abstract - The study investigated school issues in terms of 

interrelationship and team working from the students’ 

viewpoint as partners in the system. Specifically, it tried to 

answer the following questions: How may the profile of the 

respondents be described? How may the respondents’ 

interrelationship and teamwork be described? Is there a 

significant relationship between the respondents’ profile and 

their descriptions of interrelationship and teamworking? Is 

there a significant relationship between interrelationship and 

teamworking? Based on the result of the study, what program 

may be proposed to enhance students’ skills and abilities? The 

participants of the study were the officers of the Local Student 

Council of six (6) campuses of Nueva Ecija University of 

Science and Technology. The respondents were college student 

leaders in their school organizations and were enthusiastically 

involved in the school activities.   There was a collaborative 

relationship between the students and teachers that influence 

and sustain the students’ motivation and improve their learning 

process. A friendly relationship between the students creates an 

atmosphere of camaraderie in working and learning and having 

fun together. The school environment is an ideal avenue for 

learning where students feel comfortable and safe by providing 

opportunities to improve their academic and social skills and 

more importantly the opportunity to grow as a person ready to 

face the changing world. The students regard their peers as a 

good influence in the fulfilment of their goals, with their 

assistance, help and support in their pursuits. The teacher’s 

effectiveness in their practices heightened the interest of the 

students where they can engage in the learning activities that 

build their knowledge and make a great difference in the 

learning achievement. 
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student relationship; student as school adjunct; teacher-student 

relationship; teamworking 

 

I.Introduction 

 Students as part of the educational system have parts 

and roles as partners or collaborators in achieving the schools’ 

aims and objectives. As partners, they are open to issues that 

are critical and need to be addressed with care and 

understanding as it deals with interrelations with the main 

players of the system. The relationship can make or break the 

school environment of functioning and operating since 

coordination affects the working atmosphere. Teamwork in an 

organization is also involved in decision-making and 

communication that will serve as a challenge to the students’ 

personal skills and abilities. 

   

Review of Related Literature 

Teacher-Student Relationships as Socialization Contexts 

Daniels, E., & Arapostathis, M. (2010) stated that 

models of socialization suggest several mechanisms whereby 

students’ social interactions with teachers might influence 

motivation and goal-directed behavior. First, ongoing social 

interactions teach children what they need to do to become 

accepted and competent members of their social worlds. In 

addition, the quality of social interactions informs children 

about the degree to which they are valued and accepted by 

others. For example, children who enjoy interpersonal 

relationships with adults that are nurturant and supportive are 

more likely to adopt and internalize the expectations and goals 

that are valued by these adults than if their relationships are 

harsh and critical. In general, these mechanisms correspond to 

parenting dimensions characterized by consistent enforcement 

of rules, expectations for self-reliance and self-control, 

solicitation of opinions and feelings, and concern for emotional 

and physical well-being. 

When applied to the social worlds of the classroom, 

these dimensions are reflected in opportunities for learning as 

reflected in teachers’ communications of rules and expectations 

for behavior and performance, and openness to providing 

instrumental help. Models of socialization also imply that 

teachers are likely to have motivational significance for 

students if they create contexts in which children feel 

emotionally supported and safe, as described in the previous 

section. As evidenced in the family socialization literature, 

these mechanisms should be viable for all school-aged children. 

Moreover, just as parents interact with each of their children 

differently, it is believed that although teachers can establish 

classroom-level climates along these dimensions, they also 

create unique interpersonal contexts with students on an 

individual basis. 

 

Teacher roles 

As Nielson, K. A., & Lorber, W. (2012) explained that 

the roles of a teacher are to facilitate the communication 

process between students and to act as an independent 

participant within the learning-teaching group. According to 

Richards and Rodgers (2011), the teacher can also be assumed 

to be a: needs analyst (determining and responding to learner 

language needs); counselor (expected to exemplify an effective 
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communicator); and group process manager (organize the 

classroom for communication and communicative activities.) 

Teachers are not in the classroom just to correct 

speech and writing. The teacher’s role is to create learning 

conditions and gives students the chance to produce language, 

interact and make mistakes and errors; teachers had to develop 

a different view of learners’ errors to facilitate language 

learning. 

As Juvonen, (2010) associated, teacher-student 

relationships are among the most fundamental factors in 

successful schooling. What is especially striking about teacher-

student relationships is not just that they matter, but that they 

appear consequential for such an extraordinary number and 

variety of academic and motivational outcomes for students. 

 

Interpersonal Communication 

Interpersonal communication has been defined as “the 

exchange of symbols used to achieve interpersonal goals”. The 

goals between two communicators may vary, but many times 

refer back to the interpersonal needs of affection, inclusion, and 

control. Comadena, M.E., Hunt, S.K., & Simonds, C.J. (2010) 

argued that we develop interpersonal relationships to satisfy 

such needs. To elaborate on the nature of interpersonal 

relationships, five characteristics have been identified to 

qualitatively define interpersonal communication. Arguably, 

four out of the five characteristics provided in this framework 

may also be applied to teacher-student relationships. The first 

is uniqueness, which is referred to above, in which the two 

parties within a relationship communicate based on personal 

factors, rather than sociological factors. The second 

characteristic is irreplaceability, indicating the impossibility of 

any relationship to replace any other relationship. This 

characteristic is the one that we will drop from this study since 

often teacher-student relationships are not irreplaceable, 

because (in most cases) students have the option to take the 

same class from a different teacher and develop a relationship 

with him/her. 

Next, there is usually some degree of interdependence 

within interpersonal relationships. This is evident in teacher-

student relationships since the teacher is dependent on the 

students’ communication to aid in the facilitation of learning. 

The student is also dependent on the teacher for the fulfillment 

of course goals, academic pursuits, and perhaps even help with 

personal matters. Disclosure has also been identified as a 

feature of interpersonal relationships, that is, personal self-

disclosure that ultimately binds together the two relational 

partners. Finally, interpersonal relationships are said to produce 

intrinsic rewards for both persons within the relationship. 

 

Teacher Behavior and Student Attitudes 

Henning, Z.T. (2010) have argued that teacher-student 

relationships influence learning outcomes but rely mainly on 

correlations between teacher behaviors (e.g., immediacy) and 

student attitudes (e.g., liking, learning loss, satisfaction) to 

support their argument. Henning, Z.T. (2010) examined 

interpersonal solidarity as student-teacher solidarity, arguing 

that the relationship between teachers and students is unique 

from other types of interpersonal dyads. In this seminal 

research, no explicit links were found between teacher-student 

relationships and learning outcomes. 

 

Educational Friendships 

Jones, A.C. (2011) framed teacher-student 

relationships as “educational friendships” and suggested that 

students and teachers face ongoing challenges of dialectical 

tensions which make the relationship fragile to manage. 

Kerssen-Griep, J., Trees, A.R., & Hess, J.A. (2010) worked on 

teacher caring; again it was argued the teacher-student 

relationship is important, yet little empirical evidence was 

provided. Kline, R.B. (2005) investigated the link between the 

teacher-student relationship and learning, yet reported the most 

significant correlation with affective learning and failed to 

account for a significant proportion of variance in cognitive 

learning. Finally, McCroskey, J.C., Richmond, V.P., & 

McCroskey, L.L. (2010) examined student-teacher classroom 

communication and found student levels of attraction for the 

instructor positively relate to motivation to develop a 

relationship with him/her. Taken together, past research 

provides evidence that teacher-student relationships are related 

to student attitudes, but the degree to which they predict student 

understanding remains uncertain. 

 

Teacher Caring 

According to Welsh, J.F., Petrosko, J., & Taylor, H. 

(2010) “Caring means that the other person matters, that the 

other person makes a difference not only to the person directly 

affected, but also to others who care”. An obvious construct 

important to other types of interpersonal relationships (e.g., 

friendships, romantic relationships), perceived caring is also 

crucial within teacher-student relationships. It is likely that 

teacher caring may predict a significant portion of the variance 

in student perceptions of instructional solidarity. As Schrodt, 

P., et al (2010) write, a caring teacher is someone who 

“acknowledges, rather than ignores, what goes on outside of the 

classroom as being relevant for student learning”. Additionally, 

teacher behaviors within the classroom are also significant to 

the development of student perceptions of teacher caring. 

According to Teven (2015) “A vital requisite to 

effective teaching is establishing a climate of warmth, 

understanding, and caring within the classroom”. Perceptions 

of teacher caring have been correlated with student reports of 

affective and cognitive learning. In Mottet, T.P., et al (2010) 

conducted research that indicated the three factors involved in 

teacher caring were empathy, understanding, and comforting 

strategies. Similarly, these same factors are characteristics of 

other types of interpersonal relationships. More recently, Teven 

(2015) found student perceptions of teacher caring to be related 

to reports of teacher credibility and trustworthiness, as well as 

increased affect toward both the instructor and the course. 

Because caring is such an important construct in the 

development of other types of interpersonal relationships, it 

seems likely that teacher caring behaviors will similarly lead to 

student perceptions of instructional solidarity. 

Unfortunately, many of the claims that have been 

made regarding the importance of teacher caring in the 

development of teacher-student relationships have not been 
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empirically tested. Similar to teacher immediacy, the extent of 

the impact of teacher caring in student perceptions of 

instructional solidarity remains a question. Moreover, how 

teacher caring influences student understanding is unclear in 

the existing body of literature. Hence, this dissertation seeks to 

clarify existing literature surrounding teacher caring and its 

relationship to both student perceptions of instructional 

solidarity, as well as student understanding. Given the 

complexity of the classroom setting, it seems likely that factors 

beyond teacher immediacy and teacher caring will influence 

student perceptions of instructional solidarity. Thus, we turn to 

other classroom behaviors that may influence student 

perceptions of instructional solidarity Meyers, L.S., Gamst, G., 

& Guarino, A.J. (2006). 

 

Positive Feedback 

Allen, M., Witt, P.L., & Wheeless, L.P. (2013) 

claimed that students who provided positive feedback would be 

perceived more positively by their teachers in terms of 

credibility, attraction, solidarity, homophily, and potential for 

educational success. Results of this research indicate that 

immediacy plays a significant role in teacher perceptions of 

students. Particularly, as teachers perceived their students as 

more immediate, they also perceived their students to be more 

credible. More recently, it was shown that teachers who 

perceive their students as more nonverbally immediate (in the 

classroom environment) expressed more positive affect for 

students than did teachers who perceived their students as 

engaging in less nonverbally immediate behaviors. 

Therefore, it is clear that immediacy behaviors, 

initiated by both teacher and students, positively influence 

affect. To reiterate, however, neither student behaviors, nor 

teacher behaviors, independently, can lead to student 

perceptions of a teacher-student relationship. In addition, when 

students desire such a relationship with their teacher, they may 

engage in other behaviors to increase teacher affect. Thus, it is 

important to review the literature surrounding affinity-seeking 

behaviors in the classroom. 

 

Affinity-Seeking Behaviors 

Affinity is defined by Allen, M., Witt, P.L., & 

Wheeless, L.P. (2013) as “a positive attitude toward another 

person”. Affinity-seeking behaviors, then, include behaviors 

such as increasing positive self-disclosure, stressing areas of 

positive similarity, providing positive reinforcement, 

expressing cooperation, complying with others’ wishes, and 

fulfilling others’ needs. Dobransky, N.D. (2012) developed a 

typology of affinity-seeking behaviors that individuals may use 

to induce positive feelings. In their research, affinity-seeking 

strategies were shown to have significant correlations with 

liking, loving, satisfaction, and social effectiveness. 

Within the instructional context, students’ use of 

affinity-seeking behaviors should positively correlate with 

positive feelings for a teacher. Further, it is possible that if 

teacher affinity-seeking behaviors are successful, this will lead 

to greater frequency and quality of both formal and informal 

interaction between teacher and student. In turn, affinity-

seeking behaviors will not only positively affect interaction, but 

also student perceptions of a teacher-student relationship. 

Instructional Student Motivation 

Gettinger, M., & Kohler, K. M. (2012) describes more 

specifically how teacher-student interactions along these 

dimensions can promote student motivation and subsequent 

performance. Derived from theoretical perspectives on person-

environment fit and personal goal setting, Gettinger, M., & 

Kohler, K. M. (2012) argues that school-related competence is 

achieved to the extent that students can accomplish goals that 

have personal as well as social value, in a manner that supports 

continued psychological and emotional well-being. The ability 

to accomplish these goals, however, is contingent on 

opportunities and affordances of the school context that allow 

students to pursue their multiple goals. 

Applying this perspective more specifically to the 

study of teacher-student relationships, Hoy, A. W., & 

Weinstein, C. S. (2010) further suggests that students will come 

to value and subsequently pursue academic and social goals 

valued by teachers when they perceive their interactions and 

relationships with them as providing clear direction concerning 

goals that should be achieved; as facilitating the achievement 

of their goals by providing help, advice, and instruction; as 

being safe and responsive to their goal strivings; and as being 

emotionally supportive and nurturing. In this manner, students’ 

school-based competencies are a product of social reciprocity 

between teachers and students. Just as students must behave in 

ways that meet teachers’ expectations, so must teachers provide 

support for the achievement of students’ goals. Students’ 

motivation to achieve academic and social goals that are 

personal as well as socially valued should then serve as 

mediators between opportunities afforded by positive 

interactions with teachers and their academic and social 

accomplishments. 

 

Teacher Communications and Expectations 

Gettinger & Kohler, (2012) stated that it is reasonable 

to assume that the degree to which students pursue goals valued 

by teachers is dependent on whether teachers communicate 

clearly and consistently their values and expectations 

concerning classroom behavior and performance. As with 

parents, teachers vary in the degree to which they interact with 

their students in consistent and predictable ways. Moreover, 

clarity of communications and consistency of classroom 

management practices early in the academic year tends to 

predict positive academic and social outcomes in elementary 

and secondary level classrooms. Presumably, these practices 

promote a climate of interpersonal trust and fairness that 

promotes students’ willingness to listen to teacher 

communications and adopt their behavioral and learning goals 

and values. 

With respect to the content of these goals and values, 

researchers rarely have asked teachers directly about their 

specific goals for students. However, teachers’ expectations for 

students can be gleaned from research on the characteristics of 

students those teachers tend to like.  
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Ideal Students 

Hughes, J. N., & Kwok, O. M. (2011) reported that 

teachers’ descriptions of “ideal” students reflect three general 

types of desired outcomes: social outcomes such as sharing, 

being helpful to others, and being responsive to rules; 

motivational qualities related to learning such as being 

persistent, hard-working, inquisitive, and intrinsically 

interested; and performance outcomes such as getting good 

grades and completing assignments. Similarly, elementary-

school teachers have consistently reported preferences for 

students who are cooperative, conforming, cautious, and 

responsible. Researchers have documented that teachers 

continuously communicate these ideals directly to their 

students, regardless of their instructional goals, teaching styles, 

and ethnicity. 

 

Teacher Expectation on Students’ Abilities 

Beyond communicating values and expectations for 

behavior and achievement at the classroom level, teachers also 

convey expectations about ability and performance to 

individual students. As part of ongoing interpersonal 

interactions, these communications have the potential to 

influence a student’s beliefs about her ability and goals to 

achieve academically. Hughes, J. N., Zhang, D., & Hill, C. R. 

(2011) described these communications as part of a process of 

influence whereby teachers’ expectations result in their 

differential treatment of students. These communications most 

often reflect beliefs that students can achieve more than 

previously demonstrated, or negative expectations reflecting 

underestimations of student ability. Teachers’ negative 

expectations are often targeted toward minority students, with 

expectations for competent behavior and academic 

performance being lower for them than for other students. 

 

False Expectation 

Jussim & Harber, (2010) cited that teachers’ false 

expectations can become self-fulfilling prophecies, with 

student performance changing to conform to teacher 

expectations, especially as students get older. Although the 

effects of these negative expectations appear to be fairly weak, 

and short-lived, self-fulfilling prophecies tend to have stronger 

effects on African-American students, students from low 

socioeconomic backgrounds, and low achievers. In addition, 

however, teachers’ overestimations of ability seem to have a 

somewhat stronger effect in raising levels of achievement than 

teachers’ underestimates have on lowering achievement, 

especially for low-performing students. Therefore, teachers 

who communicate high expectations for individual students can 

bring about positive changes in academic accomplishments. 

However, the direct impact of these expectations on student 

motivation has been examined infrequently. 

 

Willingness to provide help, advice, and instruction  

In the classroom, teachers play the central role of 

transmitting knowledge and training students in academic 

subject areas. In this role, teachers routinely provide children 

with resources that directly promote the development of social 

and academic competencies. These resources can take the form 

of information and advice, modeled behavior, or specific 

experiences that facilitate learning. The fact that teachers vary 

in the amount of help and instruction they offer to students is 

reflected in evidence that children’s willingness to seek help 

from teachers is related to several factors, including the 

availability of emotional support, structure, and autonomy. 

Little is known about teacher characteristics that predict their 

willingness to help students. However, Mantzicopoulos, P. 

(2010) documented the relevance of teachers’ relationships 

with elementary-aged students for gaining access to academic 

resources. The teachers observed in their research reported that 

they were more appreciative and positive toward students who 

were cooperative and persistent (i.e., behaviorally competent) 

than toward students who were less cooperative but displayed 

high levels of creativity and achievement. Teachers also 

responded with help and encouragement to students about 

whom they were concerned when they sought help. In contrast, 

students toward whom they felt rejection were treated most 

often with criticism and typically were refused help. 

Experimental work also suggests that the nature of teachers’ 

responses to students’ poor academic performance tends to 

vary as a function of their attributions for these outcomes. 

Specifically, teachers were prone to anger when students were 

perceived to fail for reasons that were under their control; when 

reasons for student failure were perceived to be uncontrollable, 

teachers tended to express sympathy. Of interest for 

understanding willingness to help, teachers in this study 

reported a greater likelihood to respond to controllable failures 

with punishment rather than with help. Given these findings, 

understanding why teachers like some students but not others, 

and identifying the reasons that teachers attribute to individual 

students’ classroom behavior and academic performance is an 

important area of study that should not be ignored. 

 

Synthesis of the Related Literature 

 The literature focus on further discussions on the 

importance of the school environment and teachers influence 

on students to aspire for a higher level of performance. It also 

emphasized the motivational characteristics of teachers and 

the quality of the student-teacher relationship, as well as the 

factor of teaming up with their peers, to enable them to 

achieve academic competence and social interrelationship. 

The literature also stressed that companionship, interaction, 

and approval are sources of support for students’ success. 

 

Objectives of the Study 

- To study the profiles of respondents under study 

- To study the respondents’ perception of 

interrelationship and team working  

- To study the relationship between the respondents’ 

profile and their descriptions on interrelationship and 

team working 

- To study the relationship between interrelationship 

and team working 

- To propose a program to enhance student’s skills 

and abilities 
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Methodology 

 A sample consisting of 80 officers of the Local 

Student Council of six (6) campuses of the Nueva Ecija 

University of Science and Technology. 

Data collection sources  

Primary data  

A questionnaire is administered to the 80 respondents and 

primary data is extracted by this method  

Secondary data  

Secondary data is collected through articles, websites, etc.  

Limitations of the study: 

- Focused in terms of interrelationship and team working which 

eventually contributed to respondents’ personal development 

- Sample size is limited  

- Time is a major constraint 

 

Results and Discussion 

Table: 1 

Age group of respondents 

16 and below 17-20 21 and above 

6 54 20 

 

From the above table, it is evident that there were 

54(67.5%) students with age 17-20; 20 (25.0%) were in the age 

range of 21 and above and 6; (7.5%) were in the age group of 

16 and below. The majority of the students were in their late 

teens. 

Table: 2 

Gender of the respondents 

Male Female 

41 39 

  

 From the above table, it is found that of the 80 

students, there were 39(48.8%) female and 41(51.3%) male 

students. 

Table: 3 

Course of the respondents 

Bach

elor 

of 

Scie

nce 

in 

Educ

ation 

Bach

elor 

of 

Elem

entar

y 

Educ

ation 

Bachel

or 

Science 

in 

Busines

s 

Admini

stration 

Bache

lor of 

Scien

ce in 

Engin

eering 

Bache

lor of 

Scien

ce in 

Infor

matio

n 

Techn

ology 

Bac

helo

r of 

Scie

nce 

in 

Nur

sing 

 

Bache

lor of 

Scien

ce in 

Archit

ecture 

13 16 29 11 7 3 1 

 

From the above table, it is found that there were 

29(36.3%) students of Bachelor Science in Business 

Administration; 16(20.0%) were taking up Bachelor of 

Elementary Education; 13(16.3%) were enrolled in Bachelor of 

Science in Education; 11(13.8%) were Engineering students 

and; 1 (1.3%) was taking up Architecture. The majority were 

enrolled in Bachelor Science in Business Administration 

course. 

Table: 4 

Year of the respondents 

First Second Third Fourth Fifth 

3 24 42 8 3 

 

 From the above table, it is revealed that there were 42 

(52.5%) students who were in the third year of their course; 

24(3.0%) were in the second year; 8(10.0%) were the fourth 

year; 3 (3.8%) were in their fifth year and; 3 (3.8%) were first-

year college students. Most of the students were in their third 

year of schooling. 

 

Table: 5 

Name of school campus of the respondents 

Sumaca

b 

Genera

l Tinio 

San 

Isidr

o 

Fort 

Magsaysa

y 

Atat

e 

Gabaldo

n 

20 19 11 10 10 10 

 

From the above table, it is revealed that there were 20 

(25.0%) students who were enrolled in Sumacab campus; 

19(23.8%) were from the General Tinio campus; 11(13.8%) 

were students from the San Isidro campus; 10(12.5%) were 

students of Fort Magsaysay; 10(12.5%) in Atate and; 

10(12.5%) were from Gabaldon campus. 

 

Table: 6 

Position of the respondents in the student organization 

Chai

rman

/ 

Gov

ernor 

Vice

-

Chai

rman

/ 

Vice 

Gov

ernor 

Secr

etar

y 

Trea

sure

r 

Bus

ines

s 

Ma

nag

er 

Pub

lic 

Rel

atio

n 

Offi

cer 

Repres

entativ

e 

Au

dito

r 

8 8 8 8 8 8 24 8 

  

 From the above table, it is evident that there were 

8(10.0%) students elected as governor/chairman of the school 

organization, 8(10%) were vice-governor/vice-chairman; 

8(10%) were secretary; 8(10%) were treasurer; 8(10%) were 

business managers; 8(10%) were elected as public relation 

officers; 24 (30%) were representatives of their campus and; 8 

(10%) were auditor. They were all school officers in student 

organizations on all campuses of Nueva Ecija University of 

Science and Technology. 

 

Table: 7 

Weighted mean and verbal interpretation perception on 

students’ interrelationship between teacher-student 

relationship 

Teacher-student 

relationship 

Weighted 

Mean 

Verbal 

Interpretation 

1. Most of my teachers 

like me. 

3.74 Agree 
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2. Most of my teachers 

respect me. 

3.98 Agree 

3. Most of my teachers 

trust me. 

3.94 Agree 

4. Most of my teachers 

know my name. 

4.19 Agree 

5. Most of my teachers 

don’t understand me. 

2.54 Disagree 

6. Most of my teachers 

are not helpful. 

2.34 Disagree 

7. Most of my teachers 

pick on me. 

2.98 Somewhat Agree 

8. Most of my teachers 

encourage me to do my 

best. 

4.23 Strongly Agree 

9. Most of my teachers 

believe in me. 

3.93 Agree 

10. Most of my teachers 

value what I say. 

3.80 Agree 

Average weighted mean 3.56 Agree 

 

 The table shows that the students strongly agreed that 

most of their teacher encourages them to do their best 

(wm=4.23); they agreed that most of their teacher knows their 

names (wm=4.19); respect them (wm=3.98); trust them 

(wm=3.94); believe on them (wm=3.93); and value what they 

say (wm=3.80). 

 The findings indicate the effective influence of the 

teachers on the students’ social and intellectual experience. 

They have a supportive from their teachers who motivated and 

engaged them in the learning process. Their teachers showed 

high expectations from their students in terms of their level of 

achievement and their social behavior in the classroom. This 

stimulates students to develop a sense of trust and comfort with 

all members of the classroom community. 

 The teacher-student relationship demonstrated an 

ideal workplace where students are influenced by their teachers 

to achieve academically and socially. This supports the opinion 

of Hughes (2011), that teachers’ expectations for higher 

academic performance encourage the students to perform more 

and achieve more.  

 

Table: 8 

Weighted mean and verbal interpretation perception on 

students’ interrelationship between student-student 

relationship 

Student-student 

relationship 

Weighted 

Mean 

Verbal 

Interpretation 

1. Students in my school 

help one another even 

when they are not 

friends. 

3.73 Agree 

2. Students at my school 

support most extra-

curricular activities. 

3.78 Agree 

3. Students in my school 

make me feel that I 

belong. 

3.94 Agree 

4. Students in my school 

treat one another with 

respect. 

3.96 Agree 

5. Students in my school 

get along with each other 

3.85 Agree 

6. Students in my school 

are often disruptive, 

taking away from my 

learning time. 

2.83 Somewhat Agree 

7. Students in my school 

make me feel 

uncomfortable to ask 

them questions. 

2.73 Somewhat Agree 

8. Students in my school 

tend to bully or harass 

me. 

2.03 Disagree 

9. Students in my school 

tend to pressure me for 

fraternity involvement. 

1.88 Disagree 

10. Students in my 

school make me feel safe 

at school. 

4.04 Agree 

Average weighted mean 3.27 Somewhat Agree 

 

 The data revealed that the students agreed that 

students in their school make them feel safe at school 

(wm=4.04); students in their school treat one another with 

respect (wm=3.96); they get along with each other (wm=3.85), 

and support most extracurricular activity (wm=3.78). 

 They disagreed that students in their school tend to 

bully or harass them (wm=2.03), and disagreed that they tend 

to pressure them for fraternity involvement (wm=1.88). 

However, there are instances that students in their school 

disrupt their learning time (wm=2.83); and make them 

uncomfortable to ask the relations the questions (wm=2.73). 

 The findings on the student-student relationship 

indicated the friendly alliance of the respondents with their 

peers. They have a solid interconnection as evident of their 

mutual respect and their sense of belonging. There is no 

incident of bullying or harassment, nor pressure for fraternity 

involvement although there are times that they are disrupted 

from their learning time during their casual bantering periods. 

 The student’s perceptions of their interrelationship 

with their teachers and peers are described during the interview: 

“My teacher provides support for the achievement of my 

goals in terms of advice and interactions.” 

“My teacher established a climate of warmth, 

understanding, and caring with the classroom.” 

“My co-students make me feel safe and comfortable in the 

school environment as I feel the sense of belonging.” 

“My co-students are friendly and we treat one another with 

respect.” 

 The student’s perception of their interpersonal 

relationships with their teacher and peers which involved 
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empathy, understanding, and comfort is by the opinion of 

Teven (2015) that both the teacher and the peers’ behavior will 

lead to the students’ perception of solidarity and increased 

affect and cognitive learning. 

 

Table: 9 

Weighted mean and verbal interpretation perception on 

respondents’ perception on team working as described in 

terms of their school environment 

School Environment Weighted 

Mean 

Verbal 

Interpretation 

1. My schools’ 

discipline practices and 

policies are fair and 

well-coordinated. 

3.93 

Often 

2. My schools’ 

administrators respect 

all races and cultures. 

4.10 

Often 

3. My school has a 

curriculum that 

challenges students. 

4.13 

Often 

4. My school values 

what students have to 

say. 

3.93 

Often 

5. My school encourages 

active classroom 

participation. 

4.13 

Often 

6. My school plan for 

work after college. 
3.93 

Often 

7. My school stimulates 

good academic 

performance. 

4.20 

Always 

8. My school hones the 

students’ interests and 

talents. 

4.09 

Often 

9. My school 

discourages disrupting 

classes. 

3.46 

Often 

10. My school provides 

opportunities to pursue 

extra-curricular 

interests. 

3.79 

Often 

Average weighted mean 3.97 Often 

 

 The table shows that the students perceived that their 

schools always stimulate good academic performance 

(wm=4.20); often encourage active classroom participation 

(wm=4.13); has a curriculum that challenges students 

(wm=4.13); the administration respect all races and culture 

(wm=4.10); often hones the students’ interest and talents 

(wm=4.09), and the discipline practice and policies are fair and 

well-coordinated. 

 The students described their school environment as an 

ideal place of learning where they are always stimulated to do 

their best in their undertakings and always aspire for 

excellence. The administrators are approachable, they listen, 

respect and value the students’ ideas and concerns. School 

policies and disciplines are communicated and provide 

opportunities for the students to nurture their talents and 

potential. 

 A good school environment contributes much in 

engaging students in learning activities which conforms to the 

theory of Myers (2012) that a classroom environment 

established social relationships and social development among 

students and teachers. 

 

Table: 10 

Weighted mean and verbal interpretation perception on 

respondents’ perception on team working as described in 

terms of their fellow students 

Students Weighted 

Mean 

Verbal 

Interpretation 

1. When I need help in 

my class, I often find 

another student able to 

help me. 

3.95 

Often 

2. I seek the assistance of 

my classmate when I 

think can help clarify our 

lesson for me. 

3.98 

Often 

3. I consult my 

classmates who can 

assist me in my 

academic requirements. 

3.89 

Often 

4. I request other 

students to guide me 

with the task I am doing 

so that I will be in the 

right direction. 

3.79 

Often 

5. Joining group studies 

are an effective way of 

studying. 

3.96 

Often 

6. We make learning fun 

and meaningful. 
4.25 

Always 

7. We get to be creative 

and use our abilities in 

school. 

4.31 

Always 

8. We can do better work 

if we help each other. 
4.48 

Always 

9. We learn to complete 

homework assignments 

by doing them together. 

4.03 

Often 

10. Learning together 

gives us opportunities to 

pursue a classroom-

based interest. 

4.23 

Always 

Average weighted mean 4.09 Often 

 

 The data revealed that the student’s perception of their 

collaboration with peers is always doing better work if helping 

each other (wm=4.48); getting to be creative and using their 

abilities in school (wm=4.31); always making learning fun and 

meaningful (wm=4.25); learning to complete homework 

assignments by doing it together (wm=4.03); and when needing 
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help in their class, after finding another student to help them 

(wm=4.23). 

 There is a collaborative relationship between the 

students as evident in their working tasks where they assist, 

help and guide one another in their academic pursuit. They 

perceived that they can produce better output if doing the task 

together. They have renewed interest in their studies with their 

partnership and where they have each other and at their beck 

and call. Solidarity and collegiality have a significant 

correlation with social effectiveness which supports the opinion 

of Dobransky (2012) that positive feelings influence positive 

interaction with others. 

 

Table: 11 

Weighted mean and verbal interpretation perception on 

respondents’ perception on team working as described in 

terms of their teachers 

Teachers Weighted 

Mean 

Verbal 

Interpretation 

1. Teachers work well 

with students from 

different backgrounds. 

4.00 

Often 

2. Teachers give 

students a lot of 

individual help with 

their work. 

3.83 

Often 

3. Teachers build trust 

and respect with 

students. 

4.18 

Often 

4. Teachers work with 

all students’ styles of 

learning. 

4.04 

Often 

5. Teachers explain 

materials well to the 

students. 

3.98 

Often 

6. Teachers have control 

of the classroom by 

assigning specific tasks 

to students to make them 

busy and challenged. 

4.00 

Often 

7. Teachers use fun and 

creative technique to 

arouse the students’ 

interest. 

4.03 

Often 

8. Teachers show 

expertise in the subject 

matter by encouraging 

students to voice their 

comments and 

suggestions. 

4.23 

Always 

9. Teachers have high 

expectations for students 

by believing in all 

students’ abilities to 

learn. 

4.18 

Often 

10. Teachers think about 

students as individuals, 
4.05 

Often 

and do not stereotype 

them as part of the 

group. 

Average weighted mean 4.05 Often 

 

 The data revealed that the teachers’ collaboration as 

perceived by the students is their showing of expertise in the 

subject matter by always encouraging students to voice their 

comments and suggestions (wm=4.23); they build trust and 

respect with students (wm=4.18); they work with all students’ 

style of learning (wm=4.04); they think about students as 

individuals and not stereotype them as part of the group 

(wm=4.05); they use fun and creative technique to arouse the 

students’ interest (wm=4.03), and work well with students from 

different backgrounds (wm=4.00). 

 The teachers are effective partners in promoting a 

climate of trust and fairness to motivate the students to achieve 

academic and social goals that are personally valued. In this 

regard, students’ school-based competencies are products of 

the teachers’ instructional supports. Students’ successes and 

failures can be attributed to the teachers’ effectiveness in how 

they communicate and motivate students to learn. 

 The perceptions of the students in the school 

environment and teacher collaboration are pronounced during 

their interview: 

“I see my teacher as someone who can protect me and will 

give me chance to enhance my learning.” 

 

“I feel I am a part of my classroom community because of 

a good classroom environment that made us see ourselves 

capable, and worthy members of the learning process.” 

 

“With the support of the teachers and in making us safe in 

a goal learning environment, I develop my self-esteem and 

enhance my social development.” 

 

 The interview emphasized the positive regard of the 

students to their teachers whom they held in high esteem and 

admiration. 

 The teamwork and collaboration of the school 

environment and the teacher towards the student’s 

improvement of academic and social skills and the skills 

needed to grow as a person in this changing world, is by the 

view of Nugent (2015) that students can feel engaged and 

motivated to learn, share their experience and demonstrate their 

competence if they will be inserted in a safe environment 

capable of enhancing students’ learning process. 
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Table: 12 

Relationship between the respondents’ profile and their 

descriptions on interrelationship and team working 

 **. Correlation is significant at the 0.01 level (2-

tailed). 

 *. Correlation is significant at the 0.05 level (2-

tailed). 

Gender is significantly related to students’ perception 

of teacher-student and student-student relationships and 

teamwork as to students and teachers. Male students are more 

likely to have better perceptions than females, since the male 

was found out to be more outgoing, aggressive, and have the 

initiative to make the first move towards making friends. 

This implies that male students are more 

demonstrative of their competence initiated by their 

communication with their instructors for functional and 

participatory reasons. This correlates to the theory of 

Macpherson (2012) that interest is drawn by some 

environmental factors (teacher behavior), the perspective of the 

condition that induces interest, and from the standpoint or 

perceptions of the person. 

Table: 13 

Relationship between interrelationship and team working 

  **. Correlation is significant at the 0.01 

level (2-tailed). 

  *. Correlation is significant at the 0.05 level 

(2-tailed). 

 

Students’ perception of teamwork is significantly 

related to teacher-student and student-student relationships. 

This implies that students who are effectively motivated are 

engaged in their studies and have a higher level of interest to 

perform in their academic pursuits.  

Their satisfaction is demonstrated by their 

involvement in all activities provided by their teachers. This 

supports the concept of Mazer (2012) that students who 

experienced heightened emotional interest are influenced to 

instructional solidarity of teaming up with their peers that 

promotes relational partnerships. 

 

Table: 14 

Proposed program to enhance the students’ skills and 

abilities 

 Objective: Identify and recognize personal skills 

needed to be developed for building positive relationships in 

life. 

Area Strategies Pers

ons 

invol

ved 

Ti

me 

fra

me 

Expec

ted 

outco

me 

Teamwor

k 

Help the 

student to 

settle into 

your class; 

share ideas 

in a group 

stude

nts 

Wh

ole 

yea

r-

rou

nd 

Worked 

as an 

effective 

partner 

in teams 

 

 

 

Develop

ed 

camarad

erie 

with 

colleagu

es 

 

 

 

 

Identifie

d and 

develop

ed 

personal 

skills 

Creativity Use 

computer 

graphics; 

photograp

hy or 

writing 

stories 

Staying fit 

 

P

ractice and 

play sport 

regularly 

Communi

cation 

Develop 

listening 

skills; pass 

messages 

accordingl

y to 

friends, 

teachers 

 
Teache
r-

Student 

Student
-

Student 

School 

Admin Students 

Teache

rs  

 Position Correlation 

Coefficient 

.010 -.098 .003 .080 -.013 

Sig. (2-tailed) .932 .387 .978 .483 .911 

N 80 80 80 80 80 

Age Correlation 

Coefficient 

.112 .047 -.076 .015 .126 

Sig. (2-tailed) .322 .680 .501 .897 .267 

N 80 80 80 80 80 

Gender Correlation 

Coefficient 

-.310** -.279* -.170 -.276* -.253* 

Sig. (2-tailed) .005 .012 .132 .013 .023 

N 80 80 80 80 80 

Course Correlation 

Coefficient 

-.214 -.096 .031 .049 .007 

Sig. (2-tailed) .057 .399 .786 .666 .953 

N 80 80 80 80 80 

Year Correlation 
Coefficient 

-.185 -.158 .032 -.150 -.024 

Sig. (2-tailed) .100 .161 .778 .184 .830 

N 80 80 80 80 80 

Campus Correlation 
Coefficient 

-.156 -.001 -.184 -.016 -.158 

Sig. (2-tailed) .166 .992 .102 .885 .051 

N 80 80 80 80 80 

 
Teacher-
Student Student-Student 

School 

Admin 

Pearson 

Correlation 

.409** .286* 

Sig. (2-
tailed) 

.000 .010 

N 80 80 

Students Pearson 

Correlation 

.426** .384** 

Sig. (2-

tailed) 

.000 .000 

N 80 80 

Teachers Pearson 
Correlation 

.415** .200 

Sig. (2-

tailed) 

.000 .075 

N 80 80 
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Planning 

and 

organizin

g 

Organize 

and plan 

for local 

team 

competitio

n 

like 

journalis

tic 

abilities 

 

 

 

Develop

ed 

addition

al 

abilities 

to 

manage 

pathway

s 

through 

working 

life 

 

 

 

Develop

ed 

special 

talents 

like 

leadersh

ip skills, 

social 

graces, 

and 

vocation

al and 

technica

l 

abilities 

 

 

Develop

ed skills 

in 

technolo

gies 

 

 Probl

em-

solv  

  

Work out 

how to get 

to a place; 

solve 

puzzles 

Designing 

new 

things 

Work on 

handicraft, 

clothing, 

tech in 

craft 

Assembli

ng or 

repairing 

things 

Assemble 

kits, 

require 

punctures 

to bike 

tires 

Learning 

new skills 

New dance 

steps, new 

subjects, 

sports skills 

 

Feeling 

instinct 

Get a meal 

ready, 

follow a 

recipe 

Showing  

Initiative 

Volunteer 

to g with 

things 

without 

having to 

be told 

Informati

on 

gathering 

and 

research 

Operate a 

camcorder 

using a 

computer; 

find 

informatio

n for a 

school 

assignmen

t using 

technology 

 

II.Conclusion 

 The respondents are in their late teens with ages 

ranging from 17-20, mostly male, in their third year, taking 

education from various campuses. Officers of the school 

organizations are all college students in the six campuses of 

Nueva Ecija University of Science and Technology. 

 The development of the positive relationship between 

the teacher and student, sustains the students’ motivation to 

improve their learning process. The positive relationship 

affects the quality of students’ will to learn where their needs 

to belong are addressed and with the improved qualities of 

teacher-student interaction inside the classroom. There is an 

emotional link between the students that suggests a solid 

understanding of their roles in the school. They have the same 

line of thinking that proposed an effective student-student 

relationship that encouraged a greater sense of security and 

confidence in ones’ support and dependency. 

 The school environment is described by the students 

as a facilitator of their goals by being responsive to their needs 

to achieve their academic and social goals. The school 

environment is ideal in the sense that beyond communicating 

values and expectations for behavior and success for the school, 

the school also expects students to perform tasks independently 

while making sure to achieve high academic performance. The 

students regard their peers as someone they can depend on and 

rely on. They enjoy working together, learning together, and 

having fun together. They develop a strong friendly 

relationship where they shared each other interests and ideas. 

They perceived their peers as instruments in realizing their 

desires to succeed in life by supporting and nurturing them. The 

teachers have a strong effect in raising the students’ level of 

achievement. They play an important role in transmitting 

knowledge and training the students through giving 

information and advice. They are indeed role models of 

effective partners and a collaborative member of a team that 

focuses on the students’ development. 

The teachers’ effectiveness in class stirs up or 

heightens the interest of the students to be more engaged in the 

learning activities that build their knowledge and make a great 

difference in the learning achievement. Students’ high interest 

in class makes a great difference in their performance in 

achieving their goals. 

Male students are found to have a good 

interrelationship with their teachers and colleagues and 

effective partners in teaming up with their peers. 

Team working correlates relational partnership that 

influenced students to aspire for a higher level of academic 

performance. 
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