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The main purpose of this study was to determine

whether or not a sample of white and Negro Head Start teachers
exhibited any bias toward a particular sex or race amoang their
students. Bias was defined as a disproportionate distribution of
verbal approval and disapproval. The children were alsoc observed to
determine their frequency of "blameworthy" and "praiseworthy"
behaviors. 2 secondary purpose of the study was the observation of
general classroom interaction in order to examine its relation to the
principles of reinforcement learning theory. Thirteen classes (126
children in all) served as sample, each with a teacher and a teacher
dide. Measurement involved pre- and posttesting, 4 hours of classroonm

obhservation,

and extensive interviews. Results indicate that, with

one or two exceptions, the teachers exhibited no racial or sexual
bias. It was also found that the Head Start teachers used more
disapproval than approval, a pattern of behavior inconsistent with
the principles of general reinforcement theory for classroonm

interactione.

Furthermore, the teacher's use of disapproval and

approval was not contingent on specific behaviors. There was a
significant negative relationship between teacher disapproval and an
index of motivation. (MH)
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The Distribution of Teacher Anproval and Disapnroval
of Head Stert Children

Evaluation and Reseerch Center
Syracuse University

William J. Meyer and David Lindstrom

The primary focus of this report is an examination of the
distribution of teacher initiated verbal statements of approval and
disepproval among four categories of Head Start children: Male Negroes
(MN), Male Whites (MW). Femele Negroes (FN). end Female Whites (FW).
This study also examines the effects of teacher race and teacher-aide
race on the distribution of approval end disapproval azmong the four
groups of Head Start children. These variables were examined in
the context of an ewvaluation program., defined by the Office of
Economic Opvortunity, which vielded a large smount of dste concern
ing the general impact of preschool programs on culturally deprived
children. The data derived from the Syracuse sample are available
through the Office of Child Develomrment. The data analyses provided
in this report are directly related to the specific purposes of
this project.

" Most everv psychologv textbook concludes that nositive rein-
forcement significantly benefits learning. An enormous number of
laboratory type experiments lend sunnort to the generalization that
learning is most rapid when reinforcements are administered immediately
following a desired reswonse and when the reinforcing stimulus is
appropriate to the organism. There sre alsc studies which indicate
that positive reinforcement has beneficial effects on lesrning and
performance in the classroom (Hurlock, 1924' Chase, 1932 Thompson and

Hunnicutt, 1944). Despite the substantial evidence supvorting the
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generalization that positive reinforcement is beneficial to children's
learning and probably to their overall uwsychological adjustment.
there is a substantial literature indicatine that teachers are more
likely to use verbal disepproval than verbal approval in their day to
day contacts with the children in their classrooms. In one series of
studies (Anderson and Brewer, 1945, 1946, Anderson, Brewere & Reid,
1946) it was found that teachers of preschool children used more
dominative, as opposed to integrative, statements in their inter-
actions with the children. These investigators further revorted
that the vast majority of these dominative statements were directed
et relatively few children.

The finding by Anderson and his colleagues that relativelv few
children receive & majority of the negative statements made by teachers
is of particular interest to this study. There is reason to believe
that teachers tend to focus their disapproval stetements on children
who are less well esdj]usted and/or less intelligent (deGroat % Thompson.
1949; Detta, Schaeffer, & Davis, 1968) and on male children (Mever &
Thompson, 1956: Meyer, 1960). Although studies using direct observa-
tional techniques of teacher behaviors toward white and black children
are not known to the authors, one studv (Lamb, Ziller. & Maloney, 1965)
suggests that Negro males msy be the recipients of more verbal disapproval
from their teachers than any other group of children. The Lamb. et al.,
study, it should be noted, did not employ direct observational procedures
but relied entirely on teacher descrintions of the children.

A fairly obvious inference that can be drawn from these studies
is that teachers tend to focus their verbal disamproval on those

children whose behaviors are more disruptive and zenerelly outside the
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domain of socially accentable standards aos defined bv the female middle-
class culture and/or those children whose academic and social behaviors
tend to put the teacher in something less than a positive light. Male
children then would be exvpected to encounter more teacher disapproval
because thelr culture is at least more tolerant of agaression than is
perhaps aceeptable in the traditional school setting. Similerly,
poorly adjusted children (adjustment is usually defined in terms of
disruptiveness of behavior) end low achievineg children provide little
in the way of reinforcing stimuli for the teacher and are more likely
to frustrate her in her own efforts with the children. One might
conjecture also that girls, whose behaviors presumably are more compatible
with those of their female teachers, would receive more praise than
‘boys. According to Meyer and Thompson (1656) this is not necessarilv
the case. 1In their study there were no significant differences in
the frequency of praise received by males and females although there
was & highly significant difference in the freguency of blame.

This study examines the use of verbal approval end disapproval
by & sample of Head Start teachers. Snecifically, it i3 predicted
on the basis of previous research that Head Start teachers in generel
will give more verbal disapproval to boys. regardless of race. than to
girls. Since there is no theoretical or empirical basis for expecting
these teachers to give girls more praise, there is no basis for making s
directional prediction with respect to the teachers' use of verbal
praise. This study will also examine the teachers' use of disapproval
with respect to the race of the child., Studies by Datta, et 2l., 1968:
end Lamb, et al.. 1965, suggest that Negro children will receive a
disporportionately greater share of teacher disapproval and vrobeblv

a disprovortionately lower share of teacher avproval. Finally, teachers'
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use of disapproval will be examined in terms of the sex and race of
the children with the svecific anticipation that Nesroc meles will
receive a disproportionately greater share of teacher disapnrovael than
the other three combinations of sex and race.

Two additionel variebles were examined in this study. Teacher
race vwas included in an effort to determine if an intereaction existed
between race of teacher and sex and race of child. Relatively little
is known about the similaerities and differences of black and white
teachers as they perform in integrated classrooms. There are data
indiceting that white teachers have relatively low ovinions of black
children and there is a commonly held belief that black teachers
tehave more positively toward the black children in their classes.

The issues involved here are complex and should be considered carefully.
It would be, in our opinion. a gross oversimplification to state that
white teachers, simply because of nrejudice, would be more dominative
or punitive towsrds black children. It must be recalled that white
teachers are generally punitive towards those white children, usually
boys, who represent the lower end of the distribution in terms of both
scholastic eptitudes and social adjustment. Since aptitude and social
adjustment are reletive, there almost must exist a group of children,
in any class, whose behaviors are sufficientlv divergent from the norm
to instigate teacher disapproval. It is possible that, for a

variety of reasons, & disproportionete number of Negro children. but
especially boys, are at the bottom of these distributicns (the MN
children in this study have the lowest average IQ) end thus receive a
great deal of teacher disaporovel. It is equallv possible, of course,

that the attitudinal and behavioral characteristics of both lower-class
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blacks and whites are identical but that, in fact. white teachers
selectively give more blame to the blacks. With respect to the Negro
teacher . it must be kept in mind that she has successfully met the
expectations of the white middleclass and may well have incorporated
these expectations into her general attitude. 1In this case one might
expect no differences between black and white teachers in their
behaviors toward any of the four sex tv race categories of children.
One could also argue that because of the black teachers' gréater
sensitivity to the problems of & racisl minority, the black tea.che_r
would be less inclined to exhibit her disapproval toward members of -
her own race. On the other hand, she may exhibit more disapproval
because of her convictions about the values of education and/or
conformity to middle-class expectencies. Finally, the vossibility
exists that Negro teachers will exhibit more disapprovael towards
white children even though their behavior is similar to that of the
black children.

In our efforts to assure that our conclusions, whatever thev
might be, would have the utmost validity, another variable was included
in this study:; namely, an index of the degree to which the sex bv race

b combinations of children indeed exhibited “oraiseworthy and 'tlame
m worthy'' behaviors. These data, it was felt, would permit us to assess
ﬁ the degree to which the teachers' use of approvael and disapproval

QQ related to, in general terms. society's definitions of accevtable and
Q nonacceptable classroom behaviors. Thus, if it turned out that white
o teachers were giving a disproportionately grester amount of disapproval
m to black males when in fact the black males displayed the same

m incidence of 'blameworthy" behavior as the other groups, then we could
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more comfortably conclude that racial bias was operatinz. If, on the
other hand, more disapprovel was received bv black males and they indeed
demonstrated more ‘blameworthy’ bYbehavior the conclusion that racial
prejudice was operating would appear to be inaccurate, or at least
less accurate.

Although the major focus of this study is on the interaction
of teacher rece and child charecteristics in t<rms of teacher uvse of
verbal approval and disavrroval, the study also provided en opportunitv
to examine the degree to which teachers use approval and disepnroval
contingently. One might argue thet the use of noncontingent avprovel
and disapproval would have little effect in terms of changing a child's
behavior. Since we know of no date in which direct obgervations have
been made of the contingent behavior of Head Start teachers, provisions
were made in our data collection procedure to ascertain the frequency
with which teachers respond to specific behavioral occurrences.

METHOD
Classes. The clesses used in this study all participated in the
1968-69 national evaluation of Project Head Start and were conducted
on & full-year basis of nine months' duration. Thirteen classes were
selected: six had a white head teacher and Negro aide four had a
Negro head teacher and white aide: three had a white head teacher and
vhite aide. All head teechers end aides were femele. Nine classes
were located in the upstate New York area and were part of the Svracuse
University eveluation sample, and four classes were located in Florida
and were part of the University of South Carolina evaluation sauple.
Although four combinations of the teacher/aide ethnic membership were
the ideal, only three of these (White-White, White-Negro, Negro-White)
could be located in the geographic areas which the Syracuse and Universitv
of South Cerolina E & R Centers covered.

ERIC
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The distribution of race and sex within classes were two
important considerations in sample selection. Ideally, the classes should
have been relatively evenly distributed (60%-40%) on both characteris-
tics. The selection procedure for Head Start classes, however, is
highly dependent on the racial composition of the geographic arcas
in which the classes are located, and unfortunatelv the desired race/
sex distributions could not be found. Prior toc sample selection we
were assured sccess to e group of four urban raciallv integreted
classes staffed by Negro head teachers and Negro aides. This would
have completed the teacher/aide ethnic combinetions and comparisons
between four teacher/aide ethnic groups could have been made. However.
in the fall when the Head Start programs begen, the expected classes
were not integrated for child ethnic groups and access to only one
of these wzs given. In an attempt to locate classes staffed by Negro
teachers and Negro aides, other E & R Centers were contacted. Some
centers had the desired classes but due to prior commitments these
could not be used in the Syracuse study. It was necessary, therefore,
to eliminate the Negro teacher/¥egro aide group. Table 1 shows the
race and sex characteristics of the final sample classes.

Table 1

Sex and Race Composition of Classes

Teacher/Aidec Race N Range Range Range Renge
Male JFemale ZWhite ZNegro

W/N 6 37-66  34-63 20-69 31-80

N/w b 41-60 k0-59 2k-50 60--76

W/ 3 23-54 46-67 23-100 0-67

*One class was 100% white in this category.
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The number of children enrolled in each class ranged from 13 to 21,
with most classes having between 15 and 17 children. Each class was
staffed by a paid hesd tcacher and teacher aide. On occasion, volunteers
were present in the classes but they were not included in this study.
Subjects. The three teacher/side combinetions and four combinations
of child race and sex (male white, male Negro, female white, female
Negro) produced 12 cells with a total of 126 children. The children
were part of a larger sample that was used in the national evaluation
of Head Start classes which included, in part, individual testing on &
pre~ and posttest basis. Because of evaluation guideline requirements fg
concerning ege and prior Head Start experience, not all children enrolled
in & class were used in the evaluation. The selection of children used
in the evaluation sample naturally limited the selection of children
used in this study. The original design of this study called for equal
N's in each cell, however, the demographic cheracteristics of the Head
Start center enrollments did not make this possible. In some cases.
after evaluation sample selection, it was found that one ethnic zroun
of children was not available in a cless, e.g.. no mele whites. This
necessarily limited the within-class comparisons that could be made:
however, pooling children across classes yields four ethnic groups
between which comperiosns could bz mede. In an ettempt to keep the
cell N's approximately equal and toAhave the four child ethnic
groups repressented as much as possible by class, those classes in which
the four groups were present were given first priority for inclusion
in this study. In order to increase cell frequencies children from
other evaluetion saumple clesses were randomly selected for inclusion in
the sample. Beceause the study was done after pretesting and well into

the mid-year of the Head Start programs, it was found that certeain
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children had dropped out of the classes and this further made the cell
freguencies unequal. Table 2 shows the final smmple characteristics
by rece, sex and class for this study. Because there was a paucity

of white males and females, it was necessary to include one all white

class.
Teble 2
Sample Cheracteristies by Race, Sex and Class
Teacher/Aide Combinetion
Subject Combinstion WN(6) NW(k) ww(3) Total (13)
Male White 13 T 10 30
Male Negro 15 12 L 30
Female White 13 5 9 27
Female Negro 1k 16 9 39
Totals b5 39 32 126

The 126 children included in this study were 2ll of preschool age,
having a mean CA of 55.9 months at the time of pretesting and 63.5
at the time of posttesting.

Table 3

Means snd SD's of Chronological Age at
Pre~ and Posttesting

Male White Male Negro Pemale White Femele Negro Total

Pre "~ Post Pre Post Pre Post Pre Post Pre Post
N 30 30 30 30 27 27 39 39 126 126
M 55.9 62.1 56.5 6h.2 55.6 63.1 55.9 63.4  55.9 63.5
SD 5.5 6.4 4.9 5.2 6.5 6.6 7.1 1.7 6.2 6.6
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The mean chronological ege gain from pre- to posttesting for all
children was 7.5 months. The slight differences between CA's for the
groups indicates & relatively homogeneous sample of children, all of
whom were of preschool age at the time of pretesting. The children
were not unlike the national sample of Head Start children. all of
whom must be of preschool age in order to particivate in a program.
(Preschool age is defined as the last vear of age prior to a child's
first enrollment in school. In the Syracuse sample this would be
approximately four vears of age, and in the University of South Carolina
sample five years of age [no kindergarten],)

The pre Stanford.-Binet scores for the four grouns of children
are shown in Table 4. These data indicate that the children are not
unlike those typically found in Head Start classes. Thus, at least
on the intelligence dimensions, these children are not atypical.

Table k4

Meens and SD's, pre Stanford-Binet Testing

MY MY W ) Total
N 29% 30 265% 39 123¥
X 90.7 80.5 83.0 83.1 8h.2
SD 12.7 15.5 15.4 13.3 .7

¥Unequal N's result from untesteble children.
Procedure

A. Instrumentation. The national evaluation program of Head Start

involved a series of pre and posttesting of selected children, four hours
of c¢lassroom observation, and interviews with parents of children sas
well as with teachers, aides and administrative staffs of the centers.
The individusal tests comprising the evaluation were: Stanford-Binet, Form

L-M scored by the Hertzig-Birch method: Gumpgookies Test of Achievement
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Motivetion; Revised Preschool Inventory: Animal House of the WPPSI;
the Play Situation-~Picture Bosrd Sociometrice Technique: the Draw-A-Line
test. Eight teachers filled out the Adaptive Behaviors Rating Scale
(See Appendix A for a copy of this scale) for 75 of the children
in this study. The other teachers did not £ill it out ™ecause of
prior administrative work. Demographic information concerning families
was obteined through interviews with parents of the children, and in-
formation concerning center staffs was also obtained by interview.
The individuel testing was carried out during the first four weeks
of class (exclusive of the first) and durinz the last four weeks
{exclusive of the lest week). The tests were administered by trained
testers who had had prior exverience in testing or who were trained
by & senior member of one of the evaluation staffs. (All thc deta
derived from these instruments are on file at the Office of Child
Development.)

From the above series of individual tests, the following were
chosen as criterion variables which might relate to the distributions
of teacher pruaise and blame: Stanford-Pinet, Draw-A-Line, Gumngookies,
and the Adaptive Behaviors Rating Scale.

B. Teacher Observations of Praise and Blame. The nature of the praise

and blame observations was to record instances of positive and negative
verbal statements which teachers and eides directed to children in

their classes. A praise was recorded whenever the teacher (aide)

initiated an interaction with & child in which she verbally expressed
epproval of some displeved behavior. A blame was recorded whenever

the interaction involved the teacher (aide) verbelly expressing disapprovel
of a behavior. Only verbalizations of praise and bleme were attended

to---fecial and gestural responses were not recorded insofar as thev




.12,
were independent of a verbalization. The child to whom the praise or
blame wes directed was recorded along with the nature of the situation
in which this occurred. A series of codes was used to identify the
nature and context of the verbalization in which the praise or blame
took place. Categories which comprehensively included the types
of behaviors for which children typically receive pralse or blame were
defined from the piloi observations. The categories and their codes
are as follows: (the first digit signifies praise (0) or bleme (1)
end the second digit signifies the context of the activity).
Code Category

01,11 Cognitive-Cognitive-~This includes lengusge, concepts,

memory ,any verbelizations for which the child is preised
or blamed and which involve a degree of cognitive skill
used to formulate the verbalization.

02,12 Cognitive-Motor--This includes activities in which cog-

nitive skill us used to carry out a motor activity.
Examples are cutting, puzzles, small muscle activities.

03,13 (Non) Conformity--This includes line-up, sitting in class,

following directions cr routine of the class. It refers
to activities which are part of the cless schedule, as
well as teacher-structured activities in which children
are expected to teke part (i.e., conform). A rating of
blame for conformity would refer to & non~conforming
act, and & praise woulld indicete that the child has
complied with the teacher's directions.

Oh ,1k Instrumental Dependency--This is seeking help from another

child or adult and refers to a help dependency on the part




13,
of the child, 1If e child solicits help from the teacher
and is given a reinforcement, the rating would be placed
in this category.

05,15 Emotional Dependency=--This is comfort seeking sttention

from the adult or another child. A tugging child, or a
c¢rying child would be rated in this category if reinforce-~
ment were given.
06,16 Aggression-~-This category covers only fighting, kicking,
arguing, and negative =motional outbursts.
07,17 Social--This involves interactions with others in the
class, helping the teacher, aide or another child, manners,
appearance, reinforcement for acts which the adults in the
cless deem socielly acceptable.
08,18 Asocial-~This covers withdrewing, and uninvolved behaviors.
Acts which disgociate the child from the rest of the class.
09,19 Motor-Motor~~This is large muscle activities routinely
performed by children of_this ege. Bikes, Jungle gvms,
running, lerge block pley, aend toileting are included.
The recording format for the teacher observaticns of
praise and blame listed each child in the class so that analyses could
be done by sex and race. Each clzss was observed for & mean of 11.h4
hours with & range from 6 to 18 hours. The observations were scheduled
over g three-month time span, and over each itime period within the class
sessions. The observers were 2ll familiar figures to the children and
staff of each class and were stetioned so that they could hear and see
all activities and yet remain as unobtrusive as possible. Interobserver
ggreement for total epprovel and disapproval frequencies ranged from

92% to 99%: for each behavioral category the renge was 829 to 90%. The
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agreements were done during pilot observations nfter the categories
and recording format was devised. For agreement, three observers
were stetioned in o class for three 20-minute periods. After observa-
tions, the observers compared ratings for total number of reco}dings,
and category rotings. Agreements for approval ranged from 93% to
99% and for disapproval 92% to 96%.

Becouse the recording format listed the children in each
cless, it wes possible to tally approval and dissopproval instances
directly from the observetion schedules. It was further vossible
to telly these by category as these were specified bv the observers.
and also to sum over child ethnic groups.

C. Individusl Child Observetions. This component of the study

involved the gathering of observational data for the purvose of
determiring the frequency with which children emit "praiseworthy"

and "blemeworthy" behaviors. The observational procedure elso in-
cluded recording the consequence of the child's aect: that is, the
teacher's response to a “preiseworthy" or 'blameworthy” ect. Actual
date collection involved a modification of the APPROACH procedure
developed by Caldwell and her colleagues: our coding system was differ-
ent and behaviors were not coded during the observation.

An immediate proulem requiring resolution was the definition
of “'praiseworthy"” and "blemeworthy" behaviors. The solution wes
lergely intuitive in the sense that a list of behaviors in each
category were defined by the investigetors. These behaviors derived
from observing teacher resnonses and from an overall view of how
society in geﬁeral would view the behaviors., Thus aggressive behaviors,

failure to obey rules, spilling and/or messing in general were
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defined es "blameworthy” beheviors. ''Preiseworthy” behaviors included
following directions, giving correct answers to problems, being polite,
and cleaning up efter & project. Note that no effort was made to
define "blameworthy" or "praiseworthy" in any psychological sense,
rather our focus was entirely on a societal normetive perception.

In an effort to estimate the validity of the behaviors
selected, a paired-comparigan procedure was used. Three Head Start
teachers were given the paired-comparisons where each pair involved
e. 'preiseworthy” and & "blameworthy" act and were told to check first
the "preissworthy” behavior and then, a few days lmter, the ‘blameworthy’
behaviors. There was 100% agreement among the teachers and their
choices agreed with ours98 per cent of the time. Disagreements
occurred with respect to dependency behaviors where our choices were
nore frequently'blaemeworthyend the teachers choices were “praiseworthv.'
This is not surprising in that dependency can be seen as a positive
sbtribute. The classification of those behaviors where dissgreements
occurred were changed to conform with the teacher's views. This
strategy, it was felt, was consistent with our overell decision to
define the categories from a normative view.

The nmethod of oLservation involved obtaining continuous
records of childrens' behavior by means of tape-recorded orsl des-
criptions of ongoing activities. The tape recordings were then
transcribed for later coding and anslyses. The focus of the snalysis
end coding concerned "praiseworthy’ and "blameworthv" behaviors which
were evinced by the child, and the consequences of these behaviors.

In order to obtain 28 accurate observations as possible, the observers
were trained by an experienced observer for four weeks. A major part

of this training involved lectures and dsmonstration of the method.

o
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The observers were thoroughly indoctrinated in the method and focus
of the observational procedures and were then trained in situ.
After several sessions in which the trainer was observed, the observers
did their own observations with supervision. Each observer hed a totel
of 60 minutes of vractice observations (six 10-minute periods) and
these observetions were scored for agreement. Each observation wes
monitored either by the trainer or by another member of the observa-
tion team. The tape was then played back and discussed in an attempt
to make the observers more sensitive to the recording of behavioral
chains. An important aspmect of the observations was the recording
of all child and teacher verbalizations so that the protocols could
be analyzed for instances of contingent positive and negstive verbaliza-
tions from the teacher relative to the emitted behavior. Because
the observers used were the same observers who had done the teacher
observetions, it is felt thet they were already sensitive to praise-blame
verbalizations on the part of the teachers and aides. After approximately
three weeks of such training, interobserver agreement was established
between two observers by comparing two protocols for instances of
recordings of child behaviors. The unit used was verbal clauses
which described the seme child behavior chains. For five observations,
interobserver agreement between two observers ranged from 80% to
02%. Each semple child was observed for & mean of 5L.5 minutes,
S8D=19.7 (range 10 to 90 minutes).

D. Coding of the Individual Observations. The coding of the individual

observation protocols was geafed to anzlyses of the frequencies of
intentionality of the behaviors ('praiseworthy® end ‘blemeworthy") using

a coding system which was identical to that used in coding the te=scher

O
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obgervations. A four digit code was devised: the first two digits
were the seme as the teacher observation codes: the third dimit sig-
nified whether the act was attended to by the teacher or ride (did
she soy enything or ignore the act); and the fourth digit signified
whether nan eide or’e teescher attended. An examnle from a hehavior
protocol illustrates the system:

Child brings painting up to teecher and teacher seys

"Whet a good boy you are and what 2 nice painting you made.”
Clearly, the child has received = praise statement from the teacher
for a “praiseworthy” act. The coding for this episode is 0211. The 02
signifies the behavior wes in the cognitive-motor eategory (seame as
teacher observation): the third digit 1 signifies the act was attended
to (0 signifies it was ignored): the fourth digit 1 signifies the
teacher vas the adult who responded to the act (2 signifies teacher
aide, O signifies agsin that the act was ignored). Because the observers
were trained to record the childrens' behaviors in cheins, it was
possible to code whether the child's act was attended to or not.

In scoring the protocols, the act was underlined and coded in the margin.
If an act was ignored the observers were trained to specify this in

the observation record. In cases where it was not possidle to specify
who ignored, the adult in charge of the room 2t the time of the
observation was coded in the fourth digit.

The coding was done by advanced graduate students in Develop-
mental Psychology. A series of group scoring sessions was conducted
to femiliarize the coders with the svstem and the types of behaviors
to be coded. After analysis of five protocols in a group, interrater

ngreement was established. For total behaviors coded, esgreement ranged
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from 87% to 95%; for agrecment of codes, the sgreement was 82% to
89%. After the protocols were all scored, it wes possible to tally
instances of behaviors which were attended to and not attended to, the
nature of these(praise and blame),and the context within which the
behavior occurred (i.e,, conformity category).

Results

Although the primery concern of this project is with the

distribution of teacher spproval and disapproval, it may be helpful
in understanding the outcome of these observations to briefly examine
the children's pre- and posttest performance on the Stanford-Binet.
Exemination of Teble 4 shows that the mean pretest IQ, for all groups
combined, was B4.2 while the average posttest IQ was 91.5. Table 5
shows the means and SD for the vosttest scores.

Table 5

Meens and SD's, post S-B Testing

MW MN FW FN Total
N 28# 30 2L 38 118%
X 97.0 87.0 86.9 90.7 91.5
SD 13.0 16.0 19.2 13.0 11.3

¥Unequal N's result from untestable children.

Exemination of the mean IQs in terms of subject cheracteristics on the
pretest indicates that the white males attein the highest average
rerformance while the black meles achieve the lowest average performance,

An enalysis of verience between the four groups indicated that the
differences are statisticslly significant (F = 2.8: 4f = 3 & 119, p =¢ .05).
An analysis of variance between groups on the posttest scores wes

not statiscally significant. Within each subject category, an anelysis




.18,
of the change scores indicates that the average gzain in IO for each
subject group is stetistically significant. Additionsl snelysis
indicated that differences in change scores among the four groups were
not statistically significant. This means that no one group gained
more than another. In considering the average overall gmain, it should
be noted the gein of 6.3 IQ voints may indicate either regression
effects or an improvement in motivation. It is doubtful, however,

that these gain scores reflect meaningful changes in levels of cosgnitive

functioning.
Table 6
Msens and SD, IQ Change Scores
Male White Male Negro Female White Female Negro  Total
N 27 30 23 36 118
M 6.6 6.6 b7 7.5 6.5
SD 8.2 13.7 8.9 12.1 11.3

Another crucially importent subject veriable in this studv is
the degree to which the children evidence ‘praiseworthy” and "blameworthyv’
behaviors. Since the amount of observation time per child wveried, it
was necessery to enslyze the dats in terms of a rate mecasure. The rate
measure involves dividing the observed frequencies in each category
("praiseworthy' vs “blaemeworthy"”) by the totzl number of minutes of
observation time. This procedure was followed for each child and
forms the basis for statistical =znalyses. Table 7 shows the means and
8D's for each of the four subject groups within each of the classes.

The first series of analyses were conducted within each class. This
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strategy seemed reazsonnble on the snssumption that the classrooms were
not rendom selections from s general population. In only one class
was there & significant difference among the groups for either
'blamewor.hy" or "preiseworthy”. In this class it turned out that black
meles evidence significantly greater "blameworthy” and "preiseworthy”
behavior suggesting rather clearly in this instance that, in this
particular group, the black meles hed & hisher activity level. None
See Table T

of the comperisons between sex were statistically significant nor were
there any differences that occurred in any of the classes between
the white meles vs white females vs black females.

The second analysis involved pooling the rate measures of
the children in each subject category within each c¢lass and then
anelyzing the averages of these measures both between subject groups
and classes. This procedure is essentially a repveated measures
enalysis of veariance involving veriation between subject groups,
variation between classes (possibly involving teacher effects),and the
interaction of subject groups bv classes. The interaction term serves
a8 the error term for assessine statistical significance. The first
analysis was done on the "praiseworthy” behaviors for those classes
with white teachers. The results of this anclysis indicate that there
are no group differences (F = 1.3: df = 3 & 18: p 5 .05) but there
was a statisticelly significant difference among classes (g = 3.2: 4f = 6 &
18- p= .05). This significant effecct means that for all groups
of children combined. there is significent variation in the emission
of 'praiseworthy" behaviors. With respect to the rates of "blomeworthy"
behavior, there are no significant differences among the subject groups

(F=.6-4f = 3 & 18" p » .05) nor are there anv differences emong
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clesses (F = 1.5; df = 6 & 18° p \ .05). This result indicctes
thet the emission of “blemeworthy™ behaviors is relatively consistent
among the four subJect category groups and that there is no variation
ocross classrooms. The analyses with respect to rates of praiseworthy"
behavior within the two classrooms with black teachers indiceted
no significant differences between the groups (F = .7° df = 3 & 3.
P ) .05) but e significent difference between the two teachers (F = 14.0°
df =1 & 3; p< .05). The results with respect to rates of "blameworthy'
behavior revealed no significant difference between groups (E = 1.3
df = 3 & 3. p »05) nor wes there a significant difference between
teachers {(F = 1.5. df =1 & 3: p > .05).

The third and final analvsis involved pooling subject groups
over classes ond onalyzing for effects of teacher race within each of
the subject categories. The resulting series of 1 tests for both rcotes
of "preoisevorthy” and “blameworthy" behavior failed to reveal a single
significent difference. The outcome of these analyses indicates that

race of teacher does not influence the ruts of "praiséworthy™ or

tblumeworthy” behovior for cny of the groups of subjedts.

In summary, the results of the analyses of the children's
behavior indicate thet there are no overwhelming differences among the
four groups of subjects in terms of their rates of emission of either
"praiseworthy’ or "blemeworthy” behaviors. There is some evidence
to indicate, however, that rates of “oraiseworthy’ beheviors are in-
fluenced by tezcher cheracteristics. Although the evidence is not
unequivocal, it appears that teachers vary in terms of the smount of

activity they pernit among their children and the higher this activity
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level the more likely it is that the children will emit both preise.
worthy'' and “blameworthy’ behaviors. This latter interpretetion is
only supported, however, in terms of the 'praiseworthy’ category.
There is elso the suggestion in the data that when a free situetion
does exist, black mele children are somewhat more likely to surpess
the other categories of children in both "praiseworthy’ and ‘blame-
worthy" behaviors. In terms of the basic purpnse of these observa-
tions, it must be concluded that there is apvarently no behaviorel
basis for anticipating that any one of the sublect cateerories would
receive more teacher disepproval or. for that matter, more teacher
approval. The next series of enelvses will focus on how the teachers
actually did distribute their verbal epproval end disapproval.

A preliminery examinetion of the freguencies of approval
and disepproval suggested thot there were substantial tescher differ-
ences. It therefore secemed necessery to determine if the variation
smong teachers was significantlv different before subjecting *he dats
to further analysis. As was the case with the observations of the
children's behavior, there was variation in the amount of cbservation
time between teachers meking it necessary to convert the freguency
scores for approvel and disspprovel into rate measures bv dividing
the observed frequencies by time observed. The unit of time was by
the hour resulting in 2z measure of rate per hour. The mesn rates
for teacher gpprovel and disapnroval by subject cetegory and class
is presented in Table 8. These data were anzlvzed bv means of a
repeated measures analysis of variance in which it is possible to
extract vorietion attributable to subject grouwing and teachers.

The sublect category by teacher interaction serves as the error term.

Tn addition, analyses were performed gseperetely for the white teachers

s
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and black teachers. The results of these anelvses indicated that there
were no differences in the raotes of eporoval &r dissnprovael received
by the children but there was a2 sipnificant difference among the
teachers. (White teacher preise, F = 28.38' af = 7,21' p - .01
White teacher blame, F = 15.18: df = 7,21 pg .01 Wegro teacher
preise, F = 15.75: df = 3,9 p ¢ .01l Negro teecher bleme, F = L.61
df = 3,9, p € .05.) These date indicate that althoush there are
reel differences amonz teachers in the frequency with which they give
approval or disepproval to the voungsters in their rooms, thev dis-
tribute theor approval and disapproval reletively evenly smong the
race and sex groupings of children.

Table 8

Mean Retes. Teacher Observations Praise snd Rlame®

Cless M M LA AN
White/White N X N X N X ¥ OX
1 Prais: Y .6 k4 T T 6 5 1.3
Bleme .9 b 1.5 T .6 5 >
2 Praise 6 5 6 2 (f 2 2 5
Blanme 6 1.1 6 9 7 g 2 1.1
3 Praise 7T .3 2 .3 6 .2 10 A
Blame T b 9 5 6 .2 10 .5
4 Preaise I 2 1.0 L .b 1 .3
Blame 4 2 1.1 b 9 1 .3
5 Praise 5 .8 3 .5 5 .8 3 .8
Blame LT 3 1.6 5 1.5 3 1.6
6 Praise 2 .5 7 1.1 2 1.2 L 1.5
Bleme 2 3.5 7T 5.1 2 2.8 L b




.25.

Negro/White

7 Praise 1 .5 3 1.2 5 7 N .6
Blame 1 3.9 3 h4.b 5 k.5 b4 b.0

8 Praise 5 .4 5 & 2 6 8 .6
Blame 5 1.4 5 L 2 1.9 8 2.k

9 Praise 2 3.8 8 3.2 2 1.k 8 2.9
Bleme 2 .5 8 4 2 2 8 .3

10 Prezise 5 .4 5 5 2 5 6 .7
Bleme 5 6.2 5 .6 2 .6 6 7

White/White

11 Praise 2 2.k 2 3.2 2 2.2 9 2.9
Blane 2 L.k 2 5.0 2 .9 9 3.4

12 Praise 8 .8 o - 8 .3 0 -
Blame 8 2.2 0 - 8 1.5 0

13 Praise 5 .8 b 1.0 5 .8 6 .8
Blame 5 1.5 L 1.k 5 .7 6 .6

#Based on gll children in e cless.

Similer analyses in the retes of spproval and disapprovel for the
aides indicated that there were no significant differences between
groups for the white aides but there was a siznificant difference

in the rates ot which aides emploved verbal approval. (White cides
praise, F = 10.41- df = 5,15; ¢ .01 VWhite aides bleme, F = 9.46-
af = 3,15 p { .01). WVith respect to the use of verbal disapproval.
the znslyses of variance indicated & sienificant aroup difference
but the difference emong aides was not stetisticelly sienificent.
Inspection of the dats indicated that the white aides gave white females
fewer disapproval statements with no differences esmong the remeining

three groups. Anslyses involving the distribution of apnroval and
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disnpproval for bleck aides indiceted significont differcnces cmong
the subject catepories and significant differences among the gides
in terms of praise but there were no zroup or nide differences for
blame. Inspection of the meen rates indicates that one of the black
cides geve white boys the lenst amount of verbal epwroval but there
were no other differences.

In view of the significant teacher and aide effects, it was
decided to analyze the date within classes. These analyses resulted
in a series of 2 by 2 analyses of variance with sex and race
as the variables. This series of enalyses indicated that there were
only two classes in which significant effects occurred for teachers
znd one clzss in which significant effects occurred for an zide. One
of the teachers was a bleck teacher in the Scuth, in which the analyses

indicated that black children received more praise than whites (E_= 4.6-

&

= 1. 1T: p (05: boys received more preaise then girls (F=26.2:
df = 1, 17: »¢.01), and a significant race by sex interaction (F =
15.3: 4f = 1, 17 p £ .01). Exemination of the means for each of the
four groups of children indicated that white girls received the least
amount of approvel with little or no difference occurring between

the races for males. This interesction then seems to indicate that both
the mein effects of raece nnd sex are attributable to the high number
of approvel contacts received by black females. It should be noted
that this teacher, who wes observed for = total of 15 hours. had 888
epprovel contacts with the children as opposed to 98 disanproval
contects. Of the total of BBB anprovel contacts, only 42 of them

were received oy white femeles. The second teacher for whom sienificant

effects were found is 2 white teacher also located in the South.
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The results of the cnulyses in thnt classroom indiented that there
were no significent race zffects (F = (1), o significant sex effect
(F = 18,7 4f£ = 1, 16; n¢ .01}, ond no siguificant roce bv sex
interection (F =¢ 1). Exanination of the date indiente that boys ere
receiving reliably more disepproval than girls but it is also clear
thet race does not apparently enter into the use of disapproval.
In the case of the one aide where significent effects occurred, it is inter-
esting to note that this is the Southern white teacher's aide tor whom
significant effects were found. In terms of race differences, the
analyses indicate thet there were no significent differences in the
use of disapprovel statements with the children (F = 1.6- 4f = 1, 16- p ».05),
& significent sex effect (F = 14.6; df = 1, 16; p¢ .01), 2nd &
significent race by sex interaction (F = 5.k: 4f = 1, 16: p < .05).
Examination of the relevant means indilcates that white males are
recciving more disapproval than any of the other grouvs with white
femeles receiving the least amount of any of the groups. In all
probability the dispropcrtionzate amount of disapproval reccived by
the white males is the major contributor fo the significant interection.

Summerizing the results of the analvses concerning teacher
distribution of approval and disapovroval., the deta warrant ths
conclusion thet there are no apparent svstematic race effécts involved
iu how teachers @distribute their cpproval and disapproval. The dats
further suggest that sex of subject is & somewhat important variable
with meles showing something of a tendency to receive both more epprovel
and disapproval then females. These =ffects are apparentlv generalizeble
across & geographic diversity of Head Start classes among white
teachers but are certeinly restricted in scove with respect to the

snample of black teachers which was only two. at ony rate, there
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appeers to be no evidence on the brsis of these nnalyses that any
systematic reciel bies is opersting.

In considering the major annlyses concerning teacher approval
and disepproval, the possibility existed thot major effects were
obscured bty elther inter-subject varisbility and/or inter~teacher
variobility. To test this out, a series of pogt hoc nmnanlyses were
performed employing extreme groups. Por exnmple, we made a dis-
tribution of approvel rates =2nd disapproval retes and then examined
the charccteristics of those children falling in the upver and lower
quartiles of each of these distributions. A 2 (high approval vs
low approvel) by U4 (subject cntegories) contingency table was
set up and a Chi-square was used to test for relationship. This was
nlso done for the disapprovel distribution. In both cases the Chi..squares
did not epproach significance, indeed the frequencies in the cells
were essentinlly eaqual. We performed identical snerlyses within each
of the classes and, with the exception of the two classes nlready
noted, none of the resulting Chi-sgusres were statisticslly significant.

OQur procedures for determining the frequency of “praiseworthy’
and ‘'blameworthy’ bvehaviors among the children permitted us an
edditional anclysis directly related to the purpose of this project.
Specificelly, in noting the children's behavior, whenever o "“praiseworthy"
or 'blemeworthy' behavior occurred we also noted whether the tencher
or the aide observed the behavior znd mede an appropriate verbal comment,
either epprovel or disapproval. Thus, for every chilg it wss possible
to determine the percentage of either "praiseworthy” or “"blameworthv’
behaviors which were responded to by the teacher (eide). In order
to analyze this aspect of our data across children and across classes,
it wes necessary to develop an index that equated 211 of the groups

in terms of observation time. The resulting index, which we are
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cnlling the Contingency Index (CI), was derived in the following
way: the number of 'preiseworthy’ ("blemeworthv”) behaviors sttended
to wes divided by the totel number of 'praiseworthy' ('blameworthy’)
behaviors and this ratio was then divided by the amount of time the
child hed been observed. Beceouse the ratios were very small, we
multiplied the index by 100. The primary question was to determine
if the teachers were attending to the “praiseworthy' or “blsme-
worthy" behaviors of one of our subject categories in some dispro-
portionate way. Consistent with our earlier expectations, it was
anticipated that the "blameworthy” behavior of black males would be
attended to more frequently then the ‘blameworthy” behaviors of the
other groups. The repented measures =nalysis of variance which involves
testing for group offects with the effects of teachers removed was
employed. Among the white teachers. there wes no significant subject
categor& effect for CI "praiseworthy” (F = 2.0: 4f = 3, 18- p ) .05) nor
was there e significant teacher effect (F = 1.9+ df = 6, 18- p 705). A
similar outcome was found with respect to the CI "blameworthy' be-
havior among the white teachers: the group offect was not statis-
tically significant (F = 1.8; 4f = 3, 18: p ».05) nor wes the
teacher effect (F = 1.k af = 6, 18- » > .05). These results indicate
that among our sample of white teachers, there were no systematic
differences in the degree to which they attended to either "praise-
worthy” or "blameworthy" beheviors of the four groups of children
in their classes. Similar analyses verformed for the black teanchers
with respect to the CI "praiseworthy” resulted in no group differences
(F=1.8"af =3, 3: p ».05) but = significant teacher effect (F =
16,7 df =1, 3, p <.05). Vith respect to the CI “blameworthv"
behavior there was no significent group effeet (F = 1.2- df = 3,3. E.:"OS)

ERIC
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and no significant teecher effect (F = 3.5° 4f =1, 3 p ).05).
Thus, among the bleck tecchers there was a significont tendency for one
of the teachers to respond more to the 'praiseworthy’' beheviors of
the children but this was done equally among the four groups.
Wh: direct observation of teacher approval and disspvroval and the
frequencies of the children's "praiseworthv' and 'blameworthy’ behaviors
ere date which provide an ovportunitvy to describe in an analytic
fashion some of what is pappening in at least this sample of thirteen
Heed Start classrooms. The data nresented so far focus on differ-
ences among the four groups of children, but the presentation does
provide a picture of either the teacher's behavior, the children'’s
behavior., or their interaction. The following analyses will focus
on these crucial aspects of Head Start classrooms,

Although the eerlier data analyses suggested rather
clearly that teachers make grester use of disapproval than avoroval.
and that teachers differ significantlv in their use of aovproval
and disapproveal .& clearer nicture of these behaviors can be
achieved from examining the vercentage of all observed iteacher
staterents which are anproval and are disavprovel. These per-
centeges are summarized in Tsble © along with similar behaviors
for the teacher aides (where available). It will be noted that
only two of the thirteen teachers were observed to use more approvel
than disapproval statements. One of these teachers in fact was
observed to give 907 approval comments and only 10% disapproval
comments. The predominant victure, however, is one in which disapzroval

is the more typical behavior and were in some classes, elmost the only
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behaviors.
Table 9

Percent Use of Approval and Disapprovel by Teachers and Aides

Teacher Percent Percent Aldes Percent Percent
Approval Disapproval Avnproval Disapproval

1 56 . Ly : 1 50 50

2 22 78 2 - -

3 k2 58 3 - .

b Lo 60 4 0 100

5 31 69 > - -

6 20 8o 6 23 17

T 15 85 T 17 73

8 19 81 8 - .

9 90 10 9 43 >7
10 46 5u 10 0] 0
11 ks 55 11 18 82
12 20 8o 12 - -
13 45 55 13 3 ot

A similar picture emereges with respect to the aides but it should

be noted that none of the sides used approval stetements more fre-
quently than disapproval statements. These datz are consistent

with the earlier work of Anderson (1945) and with Meyer and Thompson
(1956) in that the predominant teacher response is disapproval. A
breakdown of the kinds of behaviors for which the children received
disapproval and approvel is shown in Tables 10 and 11. Examination of
Table 10 indicates that the most frequent basis for a teacher disapproval
statement is a child's failure to follow specific directions. More
specifically, the Conformity catzgory (13) involves the child's following

ERIC
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a general set of classroom rules which are freouently described as
necessary for the orderly dey-to-day functioning of the classroom.
Teble 10

Percentage of Disapproval Stetements bv Behaviorul Categories

Class 11 12 13 1k 15 16 17 18 19

w/x

1 Ti e 5 15

2 1 83 2 2 11 1

3 1 4 67 1 L 14 6

L 3 71 1 4 12 10

5 7 &h 3 1 1 6 1 15
] 6 5 2 60 i 1 1 20 T

N/W

7 6 b 61 1 1 3 15 8

8 2  .008 87 2 .001 3 6 .003 1

9 Y 1 1 T 13 3

10 .05 .05 97 .05 1 .05 .05

W/W

11 10 6 k2 2 1 .003 18 1 19

12 3 T1 3 13 11

13 3 80 1 .003 b T 2

The next highest category of dizcvnroval st terents is Code Wo. 19,
Motor-Motor activities. These activities involve vigorous vlay
including activities on the jungle gym, bicycle riding, large block
play, ete. In & sense it is not surprising that teacher disapproval
occurs with this set of activities in that they are potentially

physically dangerous if misused. Thus one could imegine that the




.33,

observed disapproval statements were largely for the protection of
the children. The third largest category is what we have labeled
Social and involves interactions with others in the class including
helping the teacher or another child or, conversely, an unwillingness
to cooperate with others and verbal debate. Of some surprise, given
that we are focusing on preschool teachers, is the fact that the
teacher used some disapproval in what is ordinarily considered to
be strictly cognitive activities (Code No.'s 11 end 12). These
deta indicate that during more formal learning experiences, the teachers
have & slight tendency, at least, to use disavpproval for inadequate
performence. The remaining categories reveal very small percentages
and, with respect to aggression, suggest that the teachers were
reasonably tolerant of this component of the children's behavior.

An analysis of the categories for which the teachers gave
approval indicates that the highest percentages of approval came
in the two areas involving cognitive asctivities (Code No.'s Ol and 02)}.
These results are consistent with what is generally thought o be sound
teaching practice and one could only wish that the percenteges in these
two categories were both more consistent over teachers and consistently
higher. One of the more disturbing features of the data,. however,
is the fact that the teachers do not make greester use of anoroval
with respect to the Conformity category. Recall that this was the
category for which they give the most disapproval, a fact which
suggests that these behaviors are of importance to them, but they
do not use approval statements whern conformity behavior occurs.
Essentially, the same picture holds with respect to the Social category

(0T7), although there is somewhat greater use of approval in that category.




Class

W/n

10
WA
11
12

13

01

29
29

26

32

23
33
79
79

31
21
65

02

22
15
50
27
31
L6

Lo

21

32
28
30

03

31

32
18

16
1
17

.3k,

Table 11

ol

05 06 o7
4 34
15

13

27

2 2l

8

b 17
13

,002 1
,002 1€
1k

3

Percentage of Approval Statements bv Rehavioral Categories

08

.002

Another way of examining teacher approval and disapproval

behavior in the classrooms is to divide the observed frequencies by

amount of time, resulting in a rate measure., as nreviously described.

This procedure essentiallv equates scores over classrooms and perm.its

more formel statistical analyses.

For example. it was possible to

exemine the average rate of approval statements in comparison with

the average rate of disapprovel statements and, by means of a t test
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for correlated means, deteruine if the rate differences are statisticallv
significant. This enalysis resulted in a statisticallv significant
difference (t = 2.01: &f = 13: p £ .05). This meens thet the rate
of emission of disapproval statements by the teachers is significantlv
higher than the gpproval rate. The relationship between the avproval
end disapproval rates is not, however, statisticallv sienificant (gﬁg = ,10).
Comparisons between the black teachers and the white teachers with
respect to verbal avproval and with respect to disapproval resulted
in no statistically significant differences (in both casés the t's
were less than 1). The average approval rate for the white teachers
wes 14.6 and the average anproval rate for the black teachers was 21.9.
The average disapproval rate for the black teachers was 28.5 and the
averege disepproval rate for the white teachers was 27.3.

In an effort to detemine if the teacher approval and dis-
approval rate has any relationshiv to changes in the children's
behavior. the ratio of the epprovel rate to the disapproval rate
was correlated with change in IQ score. Specifically, the ratio was
determined Tor each classroom by taking the average approvel rate
and dividinz by the average disapproval rate. This resulted in 13
ratios ranging from .16 to 9.11. A low ratio indicates that the dis-
approval rate was substantially hisher than the approval rste: wheress,
a8 ratio of 1 or more indicates a higher epproval than disapproval rate.
In view of the small N end the uncertain nature of the distribution
of the approval-disapproval ratio, it was decided to estimate the
degree of relationship bv using Spearmen's rho. The second variable
in the =nalysis was the average gein score on the Stanford-Binet in

each of the 13 classes. These gain scores ranged from --2.20 to 15.00.
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The resulting rhc is U7 which is statistically sienificant at the
.05 level. This significant relationship indicetes that the ereater
the use of approval relative to disapproval the greater the gain in
Stanford-Binet IQ. 1In view of the fact that both the approval and
disapproval statements of the teachers are largely noncontingent, it
must be concluded that where verbal epprovel is used with some freaquency
relative to verbal disapproval there are generally beneficial effects
that are reflected in performance on the Stanford-Binet.

In view of the predominantly negative verbal statements rade by
the teachers to the children, it seemed worthwhile to examine if the
children's behavior in fact corresponded to the teachers' behaviors.
The first bit of pertinent evidence is summarized in Table 12 which shows
the percentages of “'praiseworthy end "blameworthv ™ehaviors,and the
corresponding rates, evidenced by the children in each of the 13
classroonms. Examination of these data indicates that decidedly higher
incidences of "blameworthy' behavior occurred in three of the classes
(classrooms 2, 5, and 6). 1In the other classes where the ‘blameworthy

percentage is higher than the “praiseworthy”, the differences are quiie

negligible.
Table 12
Percent Praiseworthy and Percent Blameworthy
Behaviors and Praiseworthv and Blameworthy
Rates by Classroom

% Rate % Rate
Teacher Praiseworthy Praiseworthy Blameworthy Blameworthy
1 61 .14 39 .07
2 41 .99 59 .99
3 57 .08 43 .03

b 6k .26 36 .09
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5 b1 .12 59 .20
6 37 .09’ A3 .20
T 51 .2k 49 .07
8 50 17 50 .05
9 Lo .1k 51 L1k
10 b7 .26 53 ih
11 72 A7 28 .13
12 66 b 3b .13
13 49 11 51 .13

‘Praiseworthy' behaviors predominated in five of the classes {classrooms 1, 3,
L. 11, end 12). Analyzing the data in terms of rates of praiseworthy”
behayior and rates of 'blameworthy ' behavior over all classrooms indicate there
are somewhat more “praiseworthy" then 'blameworthv' behaviors but the
difference does not gquite reach acceptable levels of statisticesl

significance (t = 2.00- 4f = 12 P < .03 .05). A comparison of the deata

in Table 12 with those in Table 9 (see v. 31) does not reveal any consistent
patterns. For example, teacher Neo. 1 used more arproval than disepproveal

end her children evidenced considerablv more ‘praiseworthv’ than blameworthv
behavior. Teacher No. 4, however. used considerably more disapproval than
approval and her children alsoc evidenced considerablv more 'praiseworthy”
behavior: similar patterns exist for beachers 11 and 12. The children in
classroom 9, where the teacher used an extraordinarv smount of anproval,
evidenced essentially equivalent amounts of “praiseworthvy’ and 'blameworthv’
behaviors. It is also of some interest to note that in classrooms 2. 5, and

6 the children evidenced considerebly more blemewortlv’ than “praiseworthv’
behavior and their teachers were among the highest in their use of ‘isapproval.
In an effort to statistically assess the possibility that relationships

ecxist between teacher epproval (disapprovel) and the children's “praiseworthy’
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or “blameworthy’ behavior, rank order correlations between apvroval rate
and ‘'praiseworthy’ rate, disapproval rate and blameworthy rate. approval
rate and “blameworthy” rate, and disapproval rate and "praiseworthy’ rate
were determined. 1In only one instance was the resulting rho statistically
significant and that occurred for the relationship between enproval rate and
"preiseworthy’ rate (rho = -.57: t = 2.3 df = 11: p¢.05). This nega~
tive relationship indicetes thet the higher the cvpproval rate >f the individual
teacher the lower the 'praiseworthy’ rete of behavior evidenced by the
children., This scemingly startling result will be considered lster in the
context of the teachers' use of contingent approvel and disapproval where
it will be shown that relatively little teacher approvel is contingent on

"praiseworthy” behaviors.

Tables 13 and 14 show the percentage of "praiseworthy”
and ‘'blameworthy’ behaviors in terms of the snecific behavioral categories
in which they occurred. Recall that these categories are identical to those
used in describing the kinds of behaviors to which the teechers gave aporoval
and disapproval. Examination of Table 13 indicates that elmost all of the
"praiseworthy” Tberhavior of the children occurred in categories 01, 02,
znd 03 with a substentislly greater nroportion occurring in the 03 category
(Conformity behaviors). There alsc are substantial differences between
classes., Note, for example, that the range of 2rcentages in the 03
cetegory is from 24% to 59% and that the varietion in the 07 category
Osocisal) is from 2% to 37%. Reference to the percentaszes in the 03
category for teacher approval (see Table 11, paze 34) suggests that the
children are emitting a hish vercentage of "praiseworthy” behaviors uwut

they are not receiving an equivalent amount of anprovel for these behaviors.
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Conversely the children are rcceiving a substantial amount of teacher
epproval for the 01 and 02 categories (Cognitive behaviors) but they ere
not emitting a particularly hish vercentage of vpreiseworthv” behaviors
in these categories. Examination of Table 14 indicates that the highest
percentage of 'blameworthy" behaviors also occur in the Conformity
category {category No. 13). Categories 16 and 17 (Agmression and Social)
also account for a substantial percentege of the 'blameworthy' behaivors
of the children. As noted for the 'praiseworthy” behaviors in terms of
the Conformity cetegory, there is agein substantial veriation in the
children's "blemeworchy” behaviors in this category; the percentages
range from 14% to 52 %. Comperison of Table 10 (see p. 32) with Teble 1k
shows that the teachers are in fact giving more disapnrovil for the
Conformity category and it is this category in which there is & high incidence
of "blemeworthy” behavior. It was noted earlier. in discussinz the data in
Table 10, that the teachers sre apperently relatively permissive with respect
to aggresgive behavior. Thet the teachers sre permissive with respect
to aggression is supported bv the fact that the children evidenced &
considerable smount of aggressive behavior but received almost no disapproval
for it. The children also cvidenced ' blemeworthy” behaviors in Category
17 (Social) for which the teachers in fact do respond with a moderate
degree of disapproval.

In view of the variction in the children's behaviors over
the different classrooms, it scemed worthwhile to examine teacher
variations in their use of approval and disepprovel. These comparisons
involve the date in Tables 10, 11, 13, and 1k. One clear pattern
is that teachers, in genersl, demand that their children conform to

classroom rules and they rely ou verbsl disapproval in achieving
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Toble 13

Percent Praiseworthv Behevior by Bchavioral Cetegory

Teacher 01 02 03 oh 05 06 07 08 09
1 26 07 33 01 06 00 25 01 00
2 ok 28 56 00 03 01 o7 00 no
3 21 28 2k 00 00 19 09 00 00
b ok oL 61 03 17 00 11 00 00
5 12 1 38 0p 00 00 37 00 02
6 11 22 30 75 08 03 11 00 10
7 12 14 59 00 02 00 11 00 01
8 15 08 56 00 03 00 1k 01 ok
9 16 1k 57 01 00 00 09 00 03
10 15 10 59 01 06 00 09 00 01
11 b 24 50 00 01 00 02 00 09
12 23 10 58 01 00 00 07 00 03
13 20 33 39 00 00 00 06 02 02
Teble 1k

Percent Blanmeworthy Behavior by Behavioral Category

Teecher 11 12 13 1k 15 16 17 18 19
1 02 00 k2 00 02 27 20 00 o7
2 02 05 34 01 00 28 17 00 12
3 16 09 Lo 02 00 19 09 00 0%
I 00 00 4s 08 13 10 25 00 00
5 03 00 22 o7 01 35 2L 00 08
6 00 03 1k 00 02 43 14 00 24
7 21 03 36 00 02 13 25 00 00
8 01 09 51 03 00 22 11 00 oL
9 03 02 48 01 00 24 18 00 05
10 08 00 35 00 01 33 23 00 02
11 02 21 50 00 oh 08 08 00 06
12 13 15 52 00 00 06 08 00 o€
13 02 22 L6 00 00 16 20 00 02

their objective. The data further suggest that this strategy is relativgly
saccaessful, Hote, frr exnn@le, that,97% ~f 2]l the disapﬁrcval stntenents
nade ﬁy teacher lo. 10 are in the éonformity catego;y and-that 59%.of

her children evidenced 'praiseworthy™ behaviors in that category as
opposed to 35% 'blemeworthy” behaviors. It should also be noted, however,
that this seme teacher gave 17% 2pproval statements in this cetesory,
which is reletively hgih for this sample of teachers. This genersl
pattern z2lso holds for teachers lo. 2, 4, and 7. There are also some

instances where the use of disapproval does not work: note for sxemple thet
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teacher llo. 12 uses a grest deel of dimpproval but her children continue
to emit better than 50% "blemeworthy" behaviors in the Conformity
category. Teacher Mo. 13 was observed to give 80% of her disanproval
comments in the Conformity category, as opposed to 1% approval, vet her
children evidenced 39% "praiseworthy' behavior &s opposed to LE% 'blame~
worthy" behaviors in the Conformity category. It would appear that there
ere other attributes of the teacher-pupil relationship that apperently
contribute to the success of disepproval in bringing about conformity be-
havior.

Another interesting finding occurs with respect to teacher
o, 6 and categories 09 and 19 (Motor-Motor). It will be noted from
Table 14 thet 24% of the "blameworthy" behaviors of her children are in
category 19, whereas 10% of their “praiseworthy” behaviors are in
category 09. Each of these percentages are the highest amone the class-
rooms in that cetegory. Exemination of Table 10 shows that this teacher
gave the highest percentage of disapproval of all the teachers for
category 19 and is approximetely average in the smount of approval.
These date suggest at least two possibilities: (1) that Motor-Motor
activities played & large role in this classroom thus providing greater
opportunity for the use of epproval and disspproval and also for displaying
‘praiseworthy"” and “blameworthy" behaviors: or (2) this particular
teacher was especially concerned about the behaviors of the children in
this particuler aspect of classroom activity. The former interpretztion
seems more accurate in view of the fect that the most “praiseworthv"
and “blameworthy” behaviors were obscrved in category 09 (19) for this

classroomn.
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An effort was made to analyze the Cognitive catesories in terms of
both the children's behaviors and the teachers' dehaviors. Combining
the percenteges within clesses for these two categories for both the
children and the teachers, results in a relatively homogeneous distridbu-
tion of scores over classrooms; that is, the relstive frequencies of
children's "preiseworthy” and 'blameworthy” bchaviors end the relative
distributions of approval and disapproval behaviors are equivalent over
clagssrooms., As a consequence, all efforts to tease out possible relation-
ships between these categories of behavior and with other measures
(the Stanford-Binet) were fruitless.

In order to complete the picture of the interactions betveen
teechers and children within the sample Head Start classrooms, the degree
to which the teachers responded to the 'praiseworthy’ and "blameworthy’
behaviors of the children was examined. The relevent date were derived
from the Contingency Index (CIP and CIB). Table 15 summarizes the
percentage of 'praiseworthy’ behaviors and "blameworthv’ behaviors attended
to and the corresponding retes of attending behavior by the teacher.

Table 15

Percent Attended Praiseworthy and Blemeworthy Behaviors

Teacher Attended Rete Attended % Attended Rate Attended
Praiseworthy Preaiseworthy Blameworthv Blameworthy
1 10 .23 58 L7
2 23 42 L5 .69
3 36 .86 52 .Th
b 20 .38 35 U8
5 15 22 Ly 1.02
6 L8 1.06 32 .61
T 32 .88 58 1.03
8 17 .67 33 .18
9 16 .22 18 27
10 10 .28 22 .35
11 31 .65 52 1.71
12 21 48 41 1.00

13 22 .28 22 .33
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Examining first the percentoge figuree. it becomes immedictely obvious
that the teachers attend considerably more to the children's "blemeworthy '’
behaviors then to their “praiscworthy' behaviors. The onlv exception
occurs in claessroom 6 where the teacher attended to the "praiseworthy’
behaviors some 48% of the time as opposed to 327 attending to the
"blamevorthy” behaviors. These date clearly indicete that the teachers'
disapproval bghaviors are more contingent on behavior than their approval
behaviors and, as noted previously, this meets with success in some
classrooms, at least with respect to the behaviorsel categorv of Conformity.
It should also be noted that, as with our other indices, there is considerable
variation among the teachers both in the degree to which they attend to
either "praiseworthy”" or "blameworthy" behaviors and, intverestingly
enough, the degree to which their behaviors sasre contingent altogether.
With respect to veriation in "prziseworthy’ behavior it should be ncted
that the range is from a low of 10% to ~ high of 48%: the range of 'bleame-
worthy” behaviors is from 18% tc & high of 58%: end that some teachers,
for exemple teacher lo. 10, attended to only 107 of the "vraiseworthy’
behaviors and 22% of the "blamewerthy’ behaviors. Interestingly enough
teacher Io. 10 has the highest percentege of approvel behaviors (some
90%) as opposed to 10% disaporovel statements: apparently this teacher's
use of approvel is unsystematic.

For the purnose of statistical analyses. it was
necessary to convert the vpercentoges into a rate index in order to
equate the classrooms for time. A t test for correleted means between
the rates of “praiseworthy” and "blsmeworthy” behaviors indicated that the
difference is not statistically significent (t € 1). A rank order correlation

between the 'praiseworthy” and "blameworthv’ rate for the 13 sample
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classrooms resulted in a rho of +.21 which is not statistically sig-
nificent. The rho indicates that the attending behaviors of teachers
are relatively independent for nraiseworthy and blameworthy be-
haviors,
Discussion

The primary purpose of this study was to determine if a gample
of white and black teachers of Head Start children evidenced bias
toward any one of four sex by race characteristics of children:
Male-ilegro, Male White, Female -Negro, and Female-White. Evidence for
the existence of biased behavior was defined in terms of the distri-
bution of verbel approval and disapproval received dy the children in
each of the categories irom their teachers. Besed on the existing
research literature. it was anticipeted that male children would receive
a disproportionately greater share of tescher disapproval behavior than
female children- that Negro children would receive a disproportionetely
greater share of teacher disapproval and that mele Negro children
in perticular would receive a disproportionately greater share of teacher
disaporoval. It was not possible to meke specific predictions concern--
ing teacher =oproval behavior because the reseerch literature did not
indicate any decided differences between nmeles and females. If anvthing,
there was some expectation that, at the very least the least oreferred
group of children would reccive & smaller amount of tescher approvel.

As a safegunrd against meking an unwarranted conclusion thet
prejudice of somec kind was operating., the children were also observed
to determine the frequeney with which they evidenced "blameworthy'

and praiseworthy” behaviors. The strategy in this case was to cxamine
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teacher behavior in terms of the children's actunl behavior: that is.
it might have been that onc or another group of children reccived a
disproporticnate amount of teacher disapvroval but, in fact, were
displaying a disproportionate emount of 'blemeworthy” bechavior. The
point here¢ was not to justify the disapproval behavior of the tescher
but, rather, to show that in terms of societvy's definition of ‘disepprovable”
behavior the teecher's bshavior was in fact justifiable.

Although there were one or twe exceptions, the several analyvses
of the date failed to indicate any evidence that the semmle of 13 Head
Start tcechers were biased toward either males., blecks. or particularly
black males. The exceptions involved one teacher who tendad to give
male children more disavproval then femeles but she did this equally
among black and whitec msles. The sccond exception involved a black
teacher who evidenced an unususl amount of approval behavior in the
classroom but gave a disproportionately low amount of this approvel to
white females.

In terms of the purpose of this study., it is something of a
pleasure for a change to have to cxplain ‘“negstive” results. Even so,
no one will be naive enough to accept cur date as-evidence that the
psychologicel environments, szg defined in this stuvdv, of the four categories
of children, are similar. Contrasting our datas with other studics
and with commonly held assumptions suggests that our apparently incon -
sistent data resultced from some methodologicel flaw: including the
possibility that either our semple of Head Stert teachers. or Head
Start teachers in generel, are not representative of tescher attitudes
or that the demends of the praschool situstion are not such thet teachers

are particularly threetenel bhy: deviant behaviers.
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The first interpretation is cssentiellv methodological ond suggests
a number of distinet vossibilities. Perhaps the most obvious is the
rossibility that the presence of observers somehow modified the behevior
of the teachers. There is nothing definitive in the data which permits
an cvaluation of this possibility but it does eopear unlikely thet
teachers would be able to monitor their disapproval behavior so corefully
that the distribution of disamprovel was essentislly eguivalent over
groups. Furthermore, that the tezchers did not monitor their disapprovel
remarks seems apparent in view of the very high percentages of disapproval,
relative to spprovel, statements mede by the teachers. If one wented
to appear us a warm, positive teacher. it would not seem reasonable
to evidence 85% disepproval behavior. Finally. the teachers were not
ware of what the observers were recordine.

Another possibility is thet the sample of 13 Head Start teachers
was somehow biased. This criticism has somewhat grester credence due
to the fact that we had to gzain eprroval of the Head Start Center
Directors and the teachecrs in order to conduct the general evalustion
program. One might reagsonably believe that those Center Directors and
teachers who werc more confident about their own wrozrams and sbout
themselves as individuals would have been more willing to agree to our
using them and their children in the evaluation project. It is true
that we exnerienced numerous rejections of our provoszsl to conduct the
evaluation and, in view of this. our sample ¢2n under no circumstances
be considered as representative. It is of course also possible tha’s
the teachers who do become involved in Head Start classrooms are, as =
population, not representative of preschool or elementary school teschers.
A person who voluntarily becomes involvzd in er educational progrsm for

[]{jk: deprived children is undoubtedly aware of the vroblems that will be

IText Provided by ERIC
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encountered and may be particulerlv awerc of the nossibilitv »f hoving
to deel with children of different races. In this scnse . our samploc
of tcachers was undoubtedly sclective becsuse all of our classes involved
racially heterogeneous groups of children- o factor that = tenchoer
would probeblv know before she accepted the position.

Perheps the most plausible cxplenstion for the failure to find
significant racial or sexuel bias rests in the nature of preschnol
programs. Our dote ore entirely consistent with the results reported
by Anderson, et al., (1945. 1046)- the predominent behavior of the teachers
was, to use Anderson's term, dominative. Anderson did not. however,
exariine to sec if the dominstive contacts of the teachers were unequallv
distributed smong the children in the cless (presumebly this would
have been restricted to sex differences). The essumption made in this
gtudy was that male children, and male black children in particular,
would receive more teccher diseoprovel because their cognitive end
social bchaviors are more likely tc be inconsistent with the cxpectetions
of the white female middle-class teacher. It moy be. hawever, that
the demands of the preschool situstion, particularly in tcrms of cog~
nitive achievenents, are so minimal.that the teacher is not particulerly
threatened by failure in this arca. In other words, it is possible
that the teacheérs' expectations for cognitive achievement were verv
marginal and that the mejer objcctive was to teach the children to
conform tc the rules of the classroom. In this case. sccording to
the preisewerthy’ and "blameworthy = behaviors of the children. she
encountered the senc number of difficulties regerdless of the sex and
rece of the child. It is certainly clear that the male Fegro children
had. con the average, the lowest Stanford-Binet I2 which, according to

deGreat and Thompscn (1949). is a reesonably zood indicator of those
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children who will receive o disproportionate frequency ~f teacher
disapproval. If our interpretation is cecrrcct. and if it is =lso
true that Negre children experience racial prejudizc in the primary
school, then one can conclude that the Head Start experience nrovides
Negro children with en initisl educationel sctting where they do not
cxperience discrinmination, ot least in terms of teacher disapprnval
behevior. This is not to suggest that any group of children are
expcriencing o particularly positive environment.

There were twe additional issues of primary concern in this studv
and they related to differences in the approva¥~disapproval behavior
of white as opposcd to black teachers =2nd the cpprovel-disapproval
behavior of teacher-aides. WNo specific hypotheses were madé with
respect to the effects of teacher race as this variable interacts with
sex and race cf the child. As it turned out, the black teachers usecd
nmore zpprovel (the difference wes nct statistically sienificent) but
there were no discernible differences in the behaviors of the bleck and
white tcechers towerd the four groups of children. It should be noted,
however, that our semple cf Negro teachers was quite small and that
2ll of our Hegro teachers were working with racially mixed classes
which nay heve further contributed to the selective nature of this
semple. Assuming for the moment thet the black teachers are reprecente-
tive, it eppeers thet their wvalues, at least as expressed in terms of
the behavicors to which they give approval and disapprovel, were quite
similsr to those of the white teachers. Thesc results can be inter-
preted as meaning that Ilegro teachers incorporete the white middle-class
behavioral standards =and insist that the children in their classes,

both bleck and white, conform to these standerds.
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With respect to the aides, it is neot really nossible to meke
definitive statements because the cmount of sbservetinn vossible wes
restricted in terms of our personnel limitetions. Sufficient dete wes
collected, however, to suggest that the disspproval -epproval behavior
of teacher.cides is not different from that of the teachcrs themsclves.
If any difference exists, it is in the direction of the teacher-aides
evidencing a higher degrce of disapproval and e lower degrec of approval
than their teacher counterpsrts. Evaluation of these results must be
considcred ns merely o first epproximation becnuse of the limited
observation time and bececuse of the possibility that the teachers placed
the sides in the role of "monitor” where they would be more likely
to respond to “blameworthy' behaviors. That the behavior of the
teacher-aides wes similar tn the teechers' is not surprising in view
of some dato reported by Meyer (1967). He found thet during = six-week
progrem there were significent shifts in the aides' perceptions of the
children in the direction of conformity with the tzachers’ perceptions
of the children. Thus one would cxpect that, at least with resvect to
epprovel and disepprovel, the aides will reflect rather closely the
teachers' beheviors. In effect, it is mnssible that the aide relates
to the teacher in terms of some implicit power rclaticnshivp where the
alde models her behavior on that of the teacher. A sinmiler inter-
pretation might cexplain the similorities in behevior of the Negro teachers
with thcse =f the white teachers.

As an cutgrowth of the primary purpcse of this project. the datn
pernit a general description of teschers’' and children's interactions
in Hend Stert classrooms. Consistent with earlicr datr (Anderscn &
Brewer, 1945, 1SU6: Anderson, Brewer & Reed, 1946) it was found that

Hend Start teachers genernlly use more disepprovel than approvel.
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These data are nlso consistent with those reported bv Meover and Thompson

{1956) and Meyer (1960) with grade school children. This oroject
contributes twn edditionel variables concerning clessrocm internétion'
namely, the degree to which children's behaviors are “praiseworthy”

or "blameworthy" and the degree to which teacher approvel and disapprovel
is contingent upon & child's specific behavior. With this additional
data, it is ncw possible to conclude that notonly do toechers disnroe
porticnetely use verbal disappreval but the behaviors of the children
are, by teacher defined standards, scruewhat more ‘praiseworthy than
‘blameworthy.” It can further be concluded that for the most part the
teachers' use of opproval and disappravel is noncontingent, but it is
much more likely to be contingent with ‘blemeworthv’ behavinrs than
with "praiseworthy  behaviors. Additional support cen 2lso be derived
fron the finding that disapproval rete is negntively relnted te the
Gunpgonkies.

This pattern of teacher bechavior is obviously inconsistent with
general reinforcement theory. The reliance on disspproval, without n
conconittant use of approval, should have the effect <f temporerily,
at least, rcducing thc frequency of “blameworthy” behavior (Estes, 19h4).
It would not generate, however, an increasc in “praiseworthy’ behavior.
Teacher disapprovel did not effect cither the “praiseworthy” or the
“blameworthy’ rates although there wes a significant negative relation-
ship betwecen teacher disapproval and an index of motivaticn. Teacher
opprsval, however, was significantly negatively releated to “praiseworthy”
behavior and unrclated tc “blemeworthy” behavior. These patterns
suggest that high teacher approval tends to increase general activity
level in which the children heve more opportunities to enmgage in bnth
positive and negative behoviors. Apparently, given the freedom, the

children engege in fewer "praiseworthy” activities. Thet teacher amproval
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does not relate to "blemcwerthy” behavior sugrests that her disapproval
behevior moderctes the children's “blamcworthy” behaviors. This inter--
pretation suggests that epvroval and disaporoval rates are unrelated,
which is the case. Teachcers who use aporovel without disapproval mnay
then have high frequencies of 'blameworthy behavier, whereas high
approvel and high disepproval would, in effect, depress the rates of
beth “praiseworthy” and blameworthy’ behaviors. Finelly, it should be
noted that relatively little teacher avorovel behavior wasﬂsjntingent.

The necessity of including both teacher aporoval and disapproval
in assessing classrcon climete is shown in the significant nositive
relationship between the ratin of approval to disapprovel rate and IQ
change score. This finding is consistent with cur overall interpretntinn
concerning activity levels and approvel. Specificerlly, this ratic indicntes
that where the teacher usecs a greater amount of approvel relative to
disapprcval, the children becc.ie more involved in a groster range of
activities with the consequence »f sreater gains on the Stanford-Binet.

An overall asscssment of t.ae implications of the rosults of this
research prcjact has both pesitive and negative elements. On the
positive side, it was comforting that there was no cvidence of bletant
race prejudice on the part of either white or black teachers. On the
negative side, it must be concluded that Head Start may be an early
introduction to the generally sversive enviromment that children encounter
in their subsequent school experiences. This may not be entircly
negative, in the sense that quite clearly this sample of Head Stort
teachers were trying tc teach their children to confrrm to the rules and
regulations of more formalized institutinnal settings. The d=ta tend
to suggest that they are not being very successful at this endeavor and
they might even be effecticly reducing the children's achievement motive-

tion and their opportunities to lesrn. It might be worthwhile to heve
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Head Stert teachers ceonsider whether in fact it is worthwhile to fre-
quently use disapproval for the soke of achievinm conformity to remuletions
at the cost of reduced motivation end e reduction in environmental
encounters which might pnsitively influence ergnitive development.

A final pnint. The nbscrvational procedurcs enployed in this project
were extraordinarily cxpensive end required considernble logisticel
planning. Despite the genernus funds available to us. and desvite cur
best plenning efforts, it wes still not pessible to achieve the amount
of observeticns on the children and »n the teacher-aides that we had
hoped would be pzssible. Despite the costs and the time required for
planning, it is felt that observationel vrocedures generete extremely
important dete end eare well worth the vroblems invnlved. There is nn
way presently available by which one can describe a child's psychnlogicel
environnent other than directly observing thet environment. X¥aowing,
for examplc, that a teacher is giving verbal approval 90% ~f the time
to a group of children =s opposed t~ ancother teacher's using verbal
approval only 10% ~f the time suggests twe entirely different environ-
ments for children. Converscly., one must directly observe the children's
behavior in crder to better understand both how they operate in particular
tezcher -defined enviromments and how they ccntribute to that psychological
environment. It is cur hope thet future studles concerned with classrcom
envirommsnt will have both the fiscal snd personnel resources te nore

adequately observe bchavior and expand beyond our initial efforis.
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Adaptive Babaviors

Child's
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b

Sex

Center Namo

rlaass '.Lndlv e as aervrncely ae posslble

hou thils ebifld behaves by mnsking oae of
tha five m::pon @3 for cach ltim. faze
YOUL xaspouse Lo every Ltom on your

personal obsawvatlon and axpricunct with

tha chilld.

{ Date (Please make ona (1) checlk for ecach of
the 51 items.) ;
¢ Teacher
Never |Once snlScme- , st of |Alvays
; g while!times | the tire
| Lo Pretends enthusiaswlesdly b o T T T (4
T 2. N Ham\les hiv body_‘ neooxddnoted way o oL (a8)
| 3. Does uot erab ' 29)
. i
: 4, Diseribes feelings of like or dislike about an
o o khimgs o - ——m e e A
P 5.7 IC siak or hutt cen rnport 1t to parent oy (4)
! o beacher; tell what hutts SR RSN S D S I
| G._ Knows pemes of kitchen ui‘ensils and_hoy nsed (35)
. £»_ Cleans up aftar himself; helps €dean wp avea . | . _ _ 1 __ 1 _.__ 1 _ (20}
- B._ Can name_priman,  toloxrs o o e e e (22
P, Asks questions if dossn't understand words or {38)
; - directions
|
10, Meles verbal raelaticns batweun what is happen= & .Q
iug ard other dncidents in ox oup of sshood Lo )4 ___d__ .
" 1), Hafss in liue and stays in place O B IR D P v 7 Y
P32, Acc.‘,prs ccnsequences of own behavlor, flve,
: does pok blame others fox own accidents

13, Uses T, We, 1 He. “hen 'g,ec!:mn S S AU D D A

14, Con uyse gaming utensils fo feed hiwself _ __ _ {1 T T AT AT TN T T U3

15, Knows name of teacher {12)

: . !

¢ 18+ Reports infringements on own equipment, food,

; 2LC., by anrother chiid to teagher or geats it

. bock peacefully S RN AR R RN SUL Y 4 i

.17, Can dvaw simple designe and some letters with '

e e EFRYOR | | e e e e e b e e e e b D)
18, Kemembers safety rules {33}
19« Changes verbal wnistakes in grammar when in~

— gtyected ________________*___._t_.______._*_,______‘____‘_______.___.______h______.___,________(M)

& .'0., ‘\novs c.‘l..a.ssmates names SRS RS SRR AU AR SN ¢ 53

j 21, Uses more than oue colo® OF muterial whes ’

' making painting, or degorating pot or bowl (8)
22, Cnn hold and comirel pencdd ox brash . _ U _ o L L __1L____1__ @23
23, Notices nature of und changes in properties ' i

of ctlects, j.e., volier missing, form of
—, - &3y, growing plants: etCo_ e e L 23
{_ Erows male from ft.m.le (49)
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R |

rlever | Ouce in Some~| Mest of Alwavs
a whilo times | the time

0. €an pive verbal discription and rzasons for !

o emnldE babavior — emen $421,
26.__1s able to go ro tha tajlel vy “hinseif _ (1)
77, Knows IV commarnials and ehatacters K7

; 2B, Atlends to a work activity such as paint-

ing or clay for 1/2 heur ) - {13
¢ 29, Can get £rom one yoom to ano:her in Huildtnn [
. hineelf ().
LT St T erall T Ehapas approwimately 3 inn .
yith sciscors ' N PR L )

31, Will ghare play equipment when requested -

by teacher 5)...
BRI T sRare appropriate equipment when re= -1 °

Quested by another chilld 3 - (6
33, Kunows shop toolss what used yor ) - [&

36, Keeps himself relatively clean, and gets .
cleaned up if he gets dirty ! ’ (345

354 ,Knows his bus when it is time to zo home (9)

36. Attends o a sit-still activity such as i
atory for at least 10 minutes :

ﬁlo Rn:ovniyes photograph of himsalf
0. \a Sia —LJ\Y i'\ line

e n . e

99, “HAocws where he lives

=gl -

40,  Follows verbal directions
&), Knows his own classroom
%%, Can stay inelde lines when coloving

an _outline form . : (26,
43, _Obays safety sules ' &
44, Con complere an idea if Ceacher BEOps %n g

wniddle of sentence (32}

45, Responde wo quesiions about picburhs !

%h s
$6; EhE"AREE BRouRRgte o shiugs]

- (132
)
i -~
460 j 2its for directions before rushlng in . v (Z&)
Lia heswers when ezlled om { {30}
58, Coumests spontanecusly about plctures, i 7"
" zwlibiss, etc, { (153
H I'
49, Cen copy simple geomerric E£igures, i
girtio, erlarala, agUILE, SEQa i ~ {40)
50, 'Has most of your teaching experience been with chlldren who ‘have or would have been (€3)
eligible for Head Start? Yes NO
51. How does this child compare with all the other entering kindergarten children with whem {69,
you have had experience. Please check ona bolow.
Very much Below Above Véry much

below avarage Average Average Average above Avervage
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