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LETTER OF TRANSMITTAL

THE U.S. COMMISSION ON CIVIL RIGHTS
WASHINGTON, D.C,
Marech 1973

THE PRESIDENT

THE PRESIDENT OF THE SENATE
THE SPEAKER OF THE HOUSE OF
REPRESENTATIVES

Sirs; |

The Commission on Civil Rights presents to you
this report pursuant to Public Law 85-315 as
amended,

This is the fifth in the Commission’s series of re-
ports investigating barriers 1o equal educational
opportunities for Mexican Americans in the public
schools of the Southwest, It focuses on the denial
of these opportunities as reflected in the differ-
ences in the classroom verbal interactions of
teachers with ‘exican American and Anglo. chil-
dren.

The Commission’s findings are based upon in-
formation from actual observations and interviews
obtained by its personnel in 429 classrooms of
schools in three geographical areas of California
New Mexico, and Texas,

The picture of verbal interaction that emerges in
this report is one in which Mexican American
students are neglected in ‘comparison to Anglo
students. The Commission found that teachers
praise or encourage Anglo children considerably
‘more often than Mexican Americans, They use
and build upon the ideas of Anglo students much
more frequently than those of Mexican Ameri-
cans. Moreover, teachers direct questions to Mexi-
can American students much less often than they
do to Anglo students. In light of these findings, it

Q

is not at all surprising to also find that Mexican
American children speak significantly less in the
classroom than Anglo children,

The disparities in teacher interaction with Anglo
and Mexican American children documented in
this report are cause for serious concern. In es-

- sence they reflect the failure of the educational

system to adequately adapt its programs to the
needs of Mexican American students. In order
to insure that no group of students is excluded
from full participation, changes are needed both

-in preparing the individuals who will teach Mexi-

can American students and in making the educa-
tional program more relevant to those students.
We urge your consideration of the facts presented
and the use of your good offices in helping to
effect the changes necessary to enable all Ameri-
cans to participate equally in the Nation’s educa-
tional tradition.

Respectfully yours,

Stephen Horn, Vice Chairman

Frankie M. Freeman

Maurice B. Mitchell

Robert 5. Rankin

Manuel Ruiz, Jr.

John A. Buggs, Staff Director
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PREFACE

This report is the fifth in a series on Mexican
American' education in the Southwest by the
UL.5. Commission on Civil Rights, The series pro-
vides a comprehensive assessment of the educa-
tional opportunities available to Mexican Ameri-
cans in the public schools of the Southwest. One
of its principal objectives is to inform educators,
parents, legislators, and community leaders of the
policies and practices of schools attended by

- Mexican Americans and of the extent and quality
of education received by Mexican American
students,

This report focuses on teacher-pupil verbal
behavior in the classroom. The study attempted
to find out if there are important differences in
the verbal interactions of teachers toward. their
Mexican American and Anglo? pupils,

Sources of Information

The information for the Mexican American
Education Study is drawn from several sources.
The principal sources are (1) the Commission’s
Spring 1969 mail survey of Mexican American
Education in schools and districts throughout
the five Southwestern States; (2) HEW'’s Fall 1968
elementary and secondary school survey of these
States; and (3) the Commission’s field study of
schools in California, Texas, and New Mexico
during the 1970-71 school year. The first four
reports of the series were based primarily on
data obtained from the HEW and the Commission

mail surveys. This repcrt is derived primarily from
information gathered in the field.

Field study data reported in this volume con-

'The term Moxican American refers to persons wha were
born in Mexico and now hold United States citizenship or
whose parents or more remole ancesiors immigrated to the
United States from Mexice. It alse refers 1o persons whe trace
their lineage to Hispanic or Indo-Hizpanic forsbears who re-
sided within Spanish or Mexican American territory xhaL is .now
part of the Southwestern United States,

Chicano is another tefm used to identify members of the
Mexican American community in the Southwest, The term has
in recent years gained wide acceptance among Mexican Ameri-
cans especially the youth. It also recelves wide currency in the
mass media. )

I The term Anglo refers o all white persans who are nat
Mexican Anmerican or members of other Spam-;h surnamed
graups

EKC
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sist mostly of the observations by Commission
staff of teacher-pupil verbal interaction in the
classroom. Interactions were coded on the
Flanders Interaction Analysis form, an instrument
especially designed to collect such information.
Other information was obfained on teacher, class-
room, and school characteristics associated with
each observed classroom,

The field study staff received 4 days of inten-
sive training. Observers, with the help of a trainer,
first thoroughly familiarized themselves with the
standard Flanders coding procedures, practiced
coding with audio and video tapes of instructional
sessions, and then utilized the instrument in regu-
abservatmrs nf each of the trainees was checked
to determine the degree to which their observa-
tions and those of the instructor were in agree-
ment. By the end of the training period, -the
coders had reached a high level of reliability. In
addition, at the beginning of data collection in
each State,® the observers’ reliability was checked
by the trainer, In each instance it was high.

Publications

The results of the Mexican American Education
Study are being published in ‘a series of reports.
Those previously published include:

Report I; Ethnic Isolation of Mexican Americans
in the Public Schools of the Southwest—The ex-
tent to which Mexican American students are
isolated from Anglo students by school is the
main focus of this report. In addition, this study
also” documents the underrepresentation of
Chicanos as teachers, principals, other administra-
tive personnel, and school board members.

Report 1l: The Unfinished Education: Outcomes
for Minorities in the Five Southwestern States—
The second report analyzes the performance of
schools in the Southwest in terms of outcomes
of education for students of various ethnic back-
grounds, as measured by schoel holding power,

I Collection of data by the Commission staff siarted in New
Mexica in October 1970; California was visited in November,

- and the staif finished in .oxas in February 1971,
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reading achievement, grade repetition, overage-
ness, and participation in extracurricular activities.

Report Ill: The Excluded Student: Educational
Practices Affecting Mexican Americans in the
Southwest—This report examines the way the
educational systein looks at the unique linguistic
and cultural background of -the Mexican Ameri-
can student. It also examines programs used by
some of the schools in attempting to adjust to
this background and the school’s relationship to
the Mexican American community,

Report IV: Mexican American Education in Texas:
A Function of Wealth—This report focuses on
school finance in Texas as it affects the educa-

tional opportunity of Chicano students, It ex-
amines: (1) State aid to local school districts,
particularly State apportionments granted under
valuations upon which districts rely for locally
raised revenue; (3) property tax efforts of school
districts; and (4) the .relative economic burden
of property taxes on differing income groups. As
a corollary to Report IV the Texas State Com-
mittee to the U.S, Commission on Civi! Rights
issued a report in which it offered recommenda-
tions for school.finance reform in Texas.

A forthcoming report will identify educational
problems confronting Mexican Americans in the
school systems of the Southwest and make recom-
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INTRODUCTION

The Importance of Classroom Interaction

The heart of the educational process is in the
interaction between teacher and student. It s
through this interaction that the school system
makes its major impact upon the child, The way
the teacher interacts with the student is a major
determinant of the quality of education the child

receives,

Information on what actually happens in the
classroom is thus very important in 1:;&@%11 o the
quaiity of educational epportunity, Some nf the
most significant aspects of the leaching-learning
process can be identified only by observing the
actual classroom interaction. The teachers’ skills in
instructing, guiding, and encouraging students are
demonstrated hy what the teacher does and says
in the classroom. The extent to which students
are being actively involved in the learning process
is shown by their participation in the classroom -
activities, The way teachers and students feel
about each other is evidenced in the way teathér
and stuclents react to one another.

Numerous other factors play a role in the ed-

ucational experience of a child. Factors such as

the quality of school facilities, the types of text-
books, and the training and experience of teachers
affect the quality of schooling because they pro-
vide the setting for learning. But educational op-
portunity is primarily affected by what goes on in
the classroom. For example, additional training
on the part of the teacher will not necessarily
affect the skills of the teacher; however, if the
training improves the way the teacher interacts

~with students in the classroom, then the quality

of schooling is improved.
The effects of classroom interaction have heen

omitted from.the major studies on the equality .

of educational opportunity afforded to minofity
students. The most comprehensive of these
studies is the 1966 U.S. Office of Education study
entitled Equality of FEducational Opportunity.*
This national survey collected extensive data on
the facilities, services, and curriculum of the

*lames 5. Coleman, et. al., Egualily of Educaticnal Opporty-
nity, US. Department of Health, Education, and Welfare, Office
of Education, Washington: U.5, Government Printing Office, 1966.



schoel on the social, persenal and educational
characteristics of the school personnel, and on the
academic achievement, attitudes, and home back-
ground of students, However, neither the U.S.
Office of Education Study nor similar studies have
assessed what actually goes on in the classroom.”

Equality of Educational Opportunity found that
differeneee iﬁ eiudent achievement frem one

ih@se iheraeterlshcs Qf schcmls and st:hc:oi per-r
sonnel which were measured, Of all the factors
assessed in that study, the different in achieve-

“ment were most strongly related to the student’s

own social and economic background. Some edu-
cators and laymen have interpreted these imdmgs
to mean thdt there is not mueh the seheele can do

mmenty sludents However because the LJS
Office of Education study did not assess actual
classroom processes. it cannot validly be con-
cluded from its findings that the quality of schools
can-have little influence on student achievement.®

This report focuses on differences in the way
teachers interact with Mexican American and
Anglo students in the classroom, Comparisons
are made of several types of verbal teacher be-

- haviors, such as praising and questioning of stu-

dents, In addition, the verhal participation” of
Anglo students is compared with that of Mexican

"~ Americans,

The record of educational achievement shows

_that Mexican. Americans in -the Southwestern

United States are not receiving the benefits of a

*Tur a campreliensive review of the major studies until 1969
see James Guihrie, et al., Schaols and Inequality, Cambridge:
MLT, Piess; 1971, ch, 4, Tnree major studies since then are:
George Mayeske, A Study ol Our Nalion’s Schools—A Working

- Paper, U5, Depaniment of Health, Education, and Welfare, Office

of Education, Washington: U.S. Government Printing Office, 1979;
Frederick Mosteller and Danlel Moynihan, eds, On the Equality
ﬂf Fducation, New York: Vintage Books, 1972; Chrlstopher Jencks
i. al, Schools wnd Inequality, New York; Basic Boaks, 1972,
‘s\ socond reason why the cunelusion that schools can have

little influence on student achievemsnl 15 not supported by

the findings of the U8, Office of Cdueation study is that only
existing conditions in schools were assessed.’ It Is ol possible
tn know the potential impact on minority *ludent achievement
of future changes in school conditions and characteristics of
schuul personnel,

public education-to the same extent as are Anglo
pupils. A previous report in this series, entitled
The Unfinish..4 Education, showed that fully 40

_percent of the Chicano students in the Southwest
“never complete high school; in contrast only

15 percent of all Anglo pupiis in the region fail
to complete their schooling. The proportion of -
Chicano students' reading below grade level is
generally twice that of Anglos. Of those Chicanos
who do complete high school, two out of three

read below their grade level and one out of four

is unable to read above the ninth grade level.
This report examines one important aspect of the
process of educational neglect, the way teachers
reiate to the two groups of students in the class-

T'CiCJﬂ'i

S;stemetm Dheervatmn and Evaluation of Elase-
room Behavior : -

. The assessment of the quality of the claesroem
teaching process is a complex matter, The teacher
comes to the classroom with a given set of at-
titudes, expectations, skills, and goals, The teacher
seeks to instruct, guide, and encourage between
20 to 40 students, each of whom, in turn, comes
to the classroom with his or her own individual
attitudes, expectations, skills, and goals. A multi-
tude of different types of exchanges occur be-
tween teacher and students and among etudents
during a normal class session,

Traditionally, the assessment of teaching has
been conducted primarily on a subjective, or even
intuitive besis by eeeasienai visits fr‘em prinr‘:ipele

tion enelysts. Interectlon analyeie involves syste-—
mally observing of classroom behavior and
relating this behavior to characteristics of teachers,
students, and schools, or to the achievement
levels of students, Classroom observation is con-
ducted hy coding the hehavior of teachers and
students according fo a system of categories
designed with a ;pecific orientation or focus, This
information Is then systematically compiled to
obtain a picture of the actual teaching-learning
processes,



One of the most widely used classroom inter-

- action observation systems is that developed by

Dr. Ned Flanders. The Commission chose the
Flanders system of Interaction Analysis because
this system focuses on forms of teacher behavior
which are most directly related to encouraging
and involving the student in the learning process.
The Flanders system codes the -predominant
classroom behavior once every three seconds
according to the most appropriate of the follow-
ing 10 categories: 1) teacher accepts student’s
feelings; 2) ft‘;‘aEhE‘r praises student;
accepts or uses student’s ideas; 4) teacher asks a
question: 5) teacher lectures; 6) teacher gives
student directions; 7) teacher criticizes student;
8) student speaks in response to teacher's ques-
tions or directions; 9) student speaks on his own
initiative; i0) no one is s‘peaking or confusion
prevails.” :
On the basis of a decade of classrccrm inter-
action research, some forms of teaching behavior
have heen identified which appedr to have a
positive affect on pupil attitudes and achievement.
They are behaviors which involve the acceptance
and use of student ideas, some forms of praise or

~ expression of appreciation -of a student’s con-

tribution, and behaviors which involve question-

ing of students, These forms of behavior do not

"Edmund ). Amidan and Ned A, Flanders, The Role of the -

TEJEhE‘r ln thg Ciassrmjm A Manual Fﬁr LJquaiandim; and
Amldt:m Assncla!es 'mm pp B-'l'l.

Barak, Roscnshine, “Teaching Behavior Related to Pupil
Achievoment, Review of Research,” Researeh mte Classroom
Processes; Recenl Developments and Next Steps, od. lan West
bury and Arno Bellack, Now York: Teachiers College Press, 1971,
pp. 6698, Rosenshine roviews a series of studies and draws con-
clusions from the relative frequency with which different fing-
ings are replicated. He gualifies his conclusions because about
half the studies do not show significant positive eifeets for the
behaviars mantioned in the abava text, although very fow show
significant negative effects, His qualifications are probably more
restrictive than justified by the pattern of resulls, This Is be-
cause for inferences 1o be validly based direcily an the frequency
of a given statistically significant-finding across reqllt:mccl sluelies,
e studies miust have approximalely equivalent probabililies of
finding significant resulls when (hey actually oxist (staiistical
power). Rosenshine doos not indieate that this Is so, and 1t Is
qulte fkely it was not the case. Some of the studies with non-
slgnificant results probably had such low statistical power that
lhey had little chanee of Indicating significant differences exeept

ere there were huge differcnces In the sample.
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invariably increase student achievement or favor-
ably affect attitudes, but the evidence suggests
that they generally do.? B

For example, one study found that the st udents
who showed the greatest improvement on stand-
ardized tests of verbal and quantitative skills were
in classrooms where the teachers used a great
ceal of praise and encouragement and accepted
and used the students’ ideas.® A second study

found that teacher trainees who frequently ac-

cepted or used their students’ ideas were mare
effective in teaching specific course content than

‘teacher trainees who did not.!® In another study

the frequency of teacher questioning was found
to be positively related to the amount of stu-

~dent learning in vocabulary, reading, and mathe-

matical skills.' Numerous other studies have
found similar effects.*?

Assessment of Teacher Beha'\finr with Students
of Different Ethnic Groups

Classroom interaction analysis can be used to

determine how patterns of classroom behaviors
vary with different types of teachers and stu-

~dents, Classroom interaction patterns can be

studied in relationship to teacher characteristics,
such as age, sex, and training, and ‘student
characteristics, such as age, ability, and social
class background, Despite the large number of
such studies there'is a paucity of research in-
vestigating teacher-pupil interactions among stu-
dents of different ethnic groups. Only three
studies with this focus have come to the atten

tion of the Commission. None involved Mexican
Americans, Furthermore, no broad generalizations

" Betty Morrison, The Relations of Internal and External Chils.
dron to Patterns of Teacher Bohavier. Unpublished doctaral dis-
serlation, University of Michigan, 1966,

Y Jimmic Fortune, A Stuiy of the Generalitios of Prosenting
Rehaviors in Teaching, Project Repori o U.S. Office of Education,
Memphis: Memphis Stale University, 1967,

Y Norman Wallens, Relationships fotween Teacher Characler-
istivs and Stwdent Behavior: Part 3, Project Reporl No, 2628 to
U.S. Oifiee of Cduealion, Salt Lake Ciiy: University of Ulah,
1‘]63

mfgrnm_ Addisun Wcsluy !‘ubllshmg Cmm:any, .'J?D m;_ _JU‘J-
415,



can be made from the results of these three
studies because they were limited to very small
geographic areas and all were conducted in
segrepated school systems.”®

The Commission’s study was desisned to in-
vestigate possible disparities in the way teachers
treat Mexican Americans and Anglos within the

same classroom. Although the main focus of the

study was on Mexican American and Anglo stu-
dents, il was also intended to compare the inter-
~ action of teachers with black and other minarity
students to the extent possible. However, the
number of students of these ethnic groups which
were observed was too small for analysis.
The ability of the teacher to involve and
encourage students is important to the educa:
tional achievement of all students, but is particu-

larly crucial to the education of minorily students,

As the Commission has previously pointed out,
schoals in the Southwest have generally failed to

adapt their curriculums and programs to the

interest, skills, and language with which Mexican

" See Evan Powell and William White, Learning Climate Corre:
lates in Black and White Rural Schools, Athers: RED Center in
Education Stimulation, Universily of Geargia, 1970; Jero Braphy
and Thomas Good, Dyadic Teachor-Child Interaction; Variations
Across Social Class and Racial Groups, Paper presenled to 1971
American Educational Association Annual Meeting, New York:
The Meeting, 1971; Bruce Biddle and Marvin Loflin, Verbal
Behavior in Black-Ghetto and White-Suburhan Classrooms, An
Overview Papor presented 101971 American Educational Research
Assaciation Annual Meeling, New York: The Meeling, 1971,

"US Commission on Civil Rights, The [xcluded Student,
Washinglon: U5, Govemmient Printing Office, 1972,

American students enter school.** This failure
s a serious barrier to the educational opportunily
of Chicano pupils. Despite t 'hig batrier, there I
much that teachers can do to facilitate the leam-
ing of Chicano students, Teat;hers can demon-
strate respect by inviting the students to share
their culture, personal feelings, and values, They
can encourage Chicano participation by accept-
ing and building upon their contributions.
Teachers can also provide Mexican American
stuclents with the necessary assistance to help
them overcome difficulties. These forms of he-
havior are likely to improve motivation and raise
the level of academic performance of Mexican
American students, |

When the teacher treats one group of students

more favorably than another, the damage done

to the child of the second group is twofold, If
the teacher seldom praises and encourages the
Chicano student, for example, this is likely to
lower his motivation and hinder his academic
performance, If, at the same time, the Chicano

siudent is aware that the teacher expresses much

more praise and &ﬁcouragement toward Anglo

students, he or she will come to feel that the

teacher does not like him or dces not consicer
hiS*EdUCEItiDﬁ to he important, This will further
impair his motivation and achievement, Con-
sequently, whenever Leachers relate more favor-
ably toward Anglo students than to Mexican
American students in the classroom, the dif-
ferential treatment can be extremely harmful to
the education of the Chicano student,
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'CHAPTER I: DATA COLLECTION AND ANALYSIS

A. Description of Flanders Interaction An-
alysis Categories

Of the 10 categories of verbal behavior utilized
in the Flanders Interaction Analysis System, seven
involve “Teacher Talk," two involve “Student
Talk”, and one involves silence and confusion,
The calegory system is totally inclusive of all possi-
ble events. This means that all classroom behavior
can he classified in one of the 10 categories, A
definition of each of the 10 calegories and a de-
taited explanation to help the reader distinguish

among them follows,'®
TEACHER TALK
1. Accepts Feelings
} S i ‘ ) I} & i
Category 1 consists of teacher behavior which
accepts or clarifies the expressed feelings of
the studenls in a nonthreatening manner,
whether the feclings are positive or negative,

% Definitions and esplanations for cach of the calegories ane
adapled from Edmund §, Amidon and: ied A, Flanders, op. cit,,
e b=21. :
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Statements that predict or recall feelings are

included. Statements classified as Category 1 -

do not express teacher evaluation or approviil.
Thus, in response to a student’s statement

that he did not like arithmetic, the teacher

might say “I know what you mean, John.”
Praises or Encourages

Praise and encouragement are statements
which carry the value judgment of approval
of student aciion or behavior. Examples of

Category 2 statements are: “‘That was very .

well done,"Martin, keep up the good work”,
or simply; “I like what you are doing, Linda”.
One word statements such as “right”, “good”,
are included. Also encompassed in this cate-
gory are jokes that release tension, provided
they are not at the expense of another indi-
vidual. '

.. Accepts or Uses |deas of Student

Category 3 consists of statements which clar-
ify, build, or develop student ideas or sugges-

-~ tions. When the teacher paraphrases, restates,

or summarizes something a student has said,
it is considered this type of interaction. in

addition, this category also includes simple

acknowledgements of a student’s contribu-
tion such as: “Well, that’s an interesting point
of view. | see what you mean,”

Asks Questions . .
Questions asked by the teacher with the in-
tent that a student will answer comprise this
category. Questions not intended to be an-
swered by the sludents, such*as rhetorical
questions or those meant to give directions,
are not included in this category. Thus, a
question such as: “What is the capital of
Ohio?” is coded in this category, whereas
the statement: “Tom, will you please close
the door?” is not,

Lecture

Calegory 5 consists of slatemenls in which
the teacher gives facts, opinions, or ideas
about content or procedure, These can be
briel information-giving stalements, as well
as extended explanations or discussions on

* the part of the teacher, Rhetorical questions

are included within this category.

. Giving Directions .

Talk by the teacher which directs, orders, or

commands the student to comply is coded -
in Category 6. Examples of this behavior are
statements such as: “Class, will you take out
your workbhooks now?”” and “For tomorrow,

~ I want you to answer -the questions in Lesson

6”. Whenever extensive directions are inter-
spersed with the giving of information (Cate-
gory 5), the appropriate category is used for
each statement. For example, if the teacher
begins by giving the students directions on
the next day’s assignment and in the process
gives factual information on the content of
the.lesson, both Category 6 and Category 5
are coded.

Criticizing or Justifying Authority
Statements of criticism are those which are
designed to change student behavior from
nonacceptable to acceptable, A statement
such as: “| don't like the way you have been
doing your work. Do it another way.” is con-
sidered criticism. Statements justifying au-
thority are those in which the teacher is
stating why he is doing what he is doing or

defending himself against the student. An

example of such a statement is: “You can't
do that now because | say so and I'm the
teacher”,

STUDENT TALK |
8. Student Talk—Response

Category 8 consists of verbal behavior of
students in direct response to a statement by
the teacher. This type of “student talk” gen-

_erally follows directly from questions or di-

rections of the teacher and does not involve
contributions initiated by the student,

9. Student Talk-—Initiation

Student stalements which are initiated by the
student rather than by the teacher comprise
this category. In general, when a student
raises his hand to make a statement or to



.ask a queastion when he is not prompted by
the teacher, his subsequent speaking falls into
this calegory. Also included is talk by the
student when he volunteers additional infor-
mation or elaboration after a direct response
to a question by the teacher. In this situation
the student’s direct response would be classi-
fied as a Category 8 statement

further elaboration would be classified as a
Category 9 statement,

OTHER BEHAVIOR
10. Silence or Confusion

This category includes all behavior not in-
cluded in the other categories. Periods of
silence or confusion in communication, when
it is difficult to determine who is talking, are
classified in this category,

B. Madification of Flanders Interaction An-
alysis System to Specify Ethnicity

Previous research using the Flanders system has
been conducted almost exclusively on a whole

* class basis, i.e., no distinction was made between

the interaction of the teacher with individual class
members and with the class as a whole. Because
the Conmission sought to compare leacher inter-
action with students of different ethnic groups,
the Flanders system was modified so that each
behavior was coded with reference o the ethpi-
city of the student with whom it was associated.
Provision was made for coding each communica-

tion event according to whether it involved an

individual Mexican Américan, Anglo, black, a stu-
dent of another ethnic background, several stu-
dents simultancously, or all of the class.'® A copy
of the sheet used to code the classroom behavior

the observer marked a tally in the box which most

appropriately indicated (1) the behavior that was

occurring (rows 1-10 indicate Flanders categories.

" wheon two or more students weore speaking simultaneously
in a formalized manner, such as in classroom recitation, or if
the teacher was speaking (o two of miore students at-once, such
as when addressing the total class, the behavior was coded under
" a5 boing associaled with the class as a whole,

1-10) and (2) the ethnicity of the student with

whom it was associated (columns marked MA,
A, B, O, and C refer to Mexican American,
Anglo, Black, Other, and class as a whole,

respectively.)
Figure i
Modified Flanders Interaction Form *

School and District Code No. Date

Classroom No. .
Grade F’Eriod%
Subject

SﬁChGDI Name

Ability group level

Observer’s Initials

MA A B O C TOTAL
o |
— _ -
P e
S N
— N
- I U R
: . o
10 T

{

* Behaviar was coded acearding to the type of interaction and
according to the ethnicity of the student involved. Rows 1-10
indicate the 10 categories of the Flanders Interaction Analysis
System. Column headings MA, A, B, O, C indicale Mexican
American, Anglo, Black, Other, and Class as a whole respec-
tively, The furm is shown in reduced size,
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C. Training of Classroom Observers

Five Commission staff members received inten-

sive training in the use of the modified Flanders

Interaction Analysis System. The training sessions
~consisted of 2 days of practice and preparation

with the use of videotape recordings of classroom
interaction and 2 days of practice in live classroom

settings.'” In order to assure consistency and valid- .

ity of the data, the coding of each observer was

checked for reliability at the conclusion of the

training session and at the beginning of the ob-
servations in each of the three States,'8

D. The Sample |

Classroom observation was conducted in schools
in California, New Mexico, and Texas.®* Within
each State, geographizal areas were selected that
included rural, urban, and suburban schools in
which large numbers of Mexican American stu-

dents were enrolled.2° From these areas a sample

of schools was drawn to be representative of the
schools attended by most Mexican Americans in
the geographic regions,? However, a number of
schools had to be eliminated because they were
being or about to be investigated by Federal Civil
Rights Agencies and, consequently, expected o
be unreceptive to classroom observation, Because

" The training sessions were canducled by Dr. Monroe K,
Rowland and Dr, James Retson of -the Department of Cducation
at San Diego State College. ‘

* A discussion of the procedures usod 1o check for observer

reliability and of possible sources of bias is found in Appendix

£, which begins on p. 59,

" Under rideal circumstances, the Commission would have
made a random sample of schoals throughout the Southwest.
Howevey, 1o use existing resourees most effectively, it was
decided to limit the sample area to the three States with the
largest Chicano populations: California, Texas, and Mew Mexico.
These States contain 60 percent of the Spanish arigin students
in the United States and about 90 percent of the total number
in the Southwest, ' ' ‘

P The areas selecled werg:

1. California: Santa Clara County including the city of San
lose, :

2. Texas: the metropalitan areas of San Anionio and Corpus
Christl, the area between these twa nopulation eenters, and
the area 30 miles south of Corpus Christi,

3. New Mexico: the Albuquerque area and the south central
part of the State near Fl Paso, Toxas.

" The detils of the sampling procedures are indicated in
Appendix A, which begins on p, 45,

14

of the large number of schools excluded from the

sample on this basis, the sample probably does

not adequately represent those schools where
there are likely to be the greatest disparities in
teacher behaviors toward Mexican American and
Anglo students.??

Fifty-two schools were randomly sampled from
the eligible schools in the selected regions. Four
hundred and ninety-four classes in which English

‘was being taught at fourth, eighth, 10th, and 12th

grades were observed,® Interaction data which
were adequate for analysis were available from
429 of the visited classrooms, 2

E. Data Collection

Teachers were notified beforchand that their
classrooms were to be observed by staff members
of the U.S, Commission on Civil Rights. They were
told that the information was to he used for a
study of classroom interaction although the exact
nature and purpose of the study was not dis-
closed.*® The Commission observer generally sat
on the side or in the back of the room for ap-

# One hundred and ninety-four schools of the original 968
were eliminated for this reason. All of these were in Texas,

®1n a few cases social studios classes were substituted for
English classes. This was dene when the school had an ungraded
Lnglish program or did net require students to take English at
the grade level sampled. About 7 percent of the elassrooms wore
social studies claszes,

* The major cause of inadequate data was the failure of some
classronms (o have at least one Mexican American and at least
one Anglo student; this was 2 prerequisile "for the types of
analysis used in the study, >

%t is likely ihat the presence of observers had some effect
on the behaviors of teachers and students, although the extent
of this effect is not known. It is expected thar under observation,
teachers were, in general, more likely 1o try to draw students
out and less likely to eriticize them. This would tend to increase
the frequency of occurrence of certain lypes ot teacher be-
haviors while reducing others, If this were ‘the nly effect of
the presence of observers it would nol aifeet the aifference in .
teacher Interaction with Mexican American and Anglo students,
Howaver, because leachers were aware that the observers worp
from he U.5. Commission on Civi| Rights, it is likely that they
tended 1o relate more pusitively to the Mesican American sty-
dents than they would do under parmal circumstances. If this
were 5o, the Commission's estimates of the differences in
teacher inleraction with the two groups of sludents are actually
consenalive, e, the differences which exist under normal cir-
cumstances would be greater than those found by the Cemmis-
S10R.



proximately 1 hour. For a 10-minute periad the
obhserver coded the classroom behavior at 3-sec-
ond intervals according to the modified Flanders
category system.?® The remainder of the time was
spent observing other. aspects of the classroom
~teacher and students,

F. Data Preparation

The Commission sought to determine if there
was differential treatment in the manner in
which teachers interacted with Chicano and Anglo
pupils in the classroom.?” In order to do this, it
rence of each type of inweraction for each ethnic
group, adjusted for the number of students of

each of the groups in a given classroom. In other

words, it was not sufficient to compare the num-
ber of times during the 10-minute observation

% A detailed description of the proeedure used to code class-
room behavior is found in Appendix B, which will begin on
. 4. ’

Interactions with black and other minarity students, However,
since the number of black and other minority students observed
was too small it-was not possible 1o analyze these data.

- period that the teacher interacted with Chicano

and Anglo. students without knowing the number
of Chicano and Anglo students in the classroom,
For this purpose, a “per pupil measure” was cal-
culated for each type of behavior to represent
the number of times the average student of each
of the two ethnic groups was involved in a speci-
fied interaction, - ' '

Per pupil measures of each behavior were ob-
tained for Anglo and Mexican American students
using the following procedure: The number of

“times each behavior occurred for Mexican' Ameri-

cans was divided by the number of Mexican Amer-
icans in the classroom and a similar calculation
was made for the Anglo pupils. The difference in
the way the teacher interacls with . Anglo and Chi-
cano pupils is measured by the disparities in the
Anglo and Chicano per pupil measures.

The sections-which follow: discuss the Com-
mission’s findings with regard to the differences in
the types and quantity of teacher interaction with
Anglo and Chicano pupils.?®

outlined in Appendix D, whieh begins on p. 57.
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CHAPTER Il. OVERALL DISPARITIES

IN TEACHER-PUPIL INTERACTION — AN ANGLO BIAS

The findings of the Commission’s study- on
teacher interaction with Anglo and Chicano pupils
are shown in Figure 2. The figure presents the
average frequency of teacher-pupil behaviors ac-
cording (o the Flanders categories. For each type
of behavior, the interaction of teachers with Mevi-
can. American students is compared with Anglo
students by a measure of disparity. The per pupil
interaction measures are given for the seven lypes
of “teacher talk” and the two types of “student

talk”. In addition, three composite measures of

behavior are reported: amount of positive teacher
response to individual students (Categories 1, 2,

RIC,
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~and 3); .amount of noncriticizing teacher talk

(Categories 1 through 6); and total student speak-
ing (Categories 8 - 9), '

The data in Figure 2 show that there are import-
ant differences in teacher interaction with-Mexican
American students and Anglo students as évi-
denced by the size of the disparities in the per

pupil interaction measures.

Disparities in six of the 12 categories are statis-
tically significant, Essentially, this means that for
these six disparities it is likely that similar dispar-
ites would be found in most of the classrooms in
the survey area from which the sample was

BT T TR



Figure 2

-A\'ierage Measures of Per Pupil Interaction for Individual Mexican American and Anglo Students?®

Average ' Percent
- Mexican Average Increase
American Anglo Disparity”  in Anglo
' L " over MA,
Teacher Behavior _
1. Acceptance of student’s feelings - .004 008 -+ 004 100.0%
*2, PRAISING OR ENCOURAGING Ja37 186 =049 35.8
*3. ACCEPTANCE OR USE OF STUDENT IDEAS 156 219 -++.063 40.4
*4, QUESTIONING - 525 636 +.1717 . 2111
5. Lecturing =~ ' 584 710 - +.126 27.6
6. Giving Directions | SR 146 141 —.005 —3.4
7. Criticizing or Justifying Authority .055 052 —.003 ~5.5
Student Behavior : '
8. Student Talk—Response _ ‘ 771 - .948 +.177 23.0
9. Student Talk—Initiation ..796 7 1.034 -}.238 29.9
Composite Measures of Behavior 7 , ’ '
*POSITIVE TEACHER RESPONSE (1-3) : .296 e 413 +.117 39.5
, *ALLNONCRITICIZING TEACHER TALK (1-6) 1.557 1.901 +.350 - 22,6
*ALL STUDENT SPEAI{ING (8-+9) ' © o 1.567 1.982 415 26,5

DIS[J‘]F tics belween Anglo and Mexican American are statistically significant at p=. D’I This means that for these disparities there
is only one chance in 100 that ‘carresponding disparities would not be found in the population from which the sample vas drawn,
2 Por pupil interaction measures represent the nimber of times durmg a 10-minute obsarvation period ihat the average pupil of each
ethnic group was involved in interaction of cach type. The figures were obtained by the following method: 1) for each classroom
observed the number of fallies associated with students of each ethnic group was divided by the number of sludents of that ethnic
group in the clagsroom, 2) these per pupil measures for each classroom were added and then divided by the total number of class-

rooms to obiain the average per pupil interaction measures for the sample,
* The slandard devialions of each disparity measure given in Appendix H, Table 2 on .68 .

drawn.®* [n other words, these differences are  cause of the substantial certainty of their occur-
representative of the schools attended by most  rence over wide geographical areas.

Chicano students in the three geographic areas The six categories in which the disparities are
studied. For the remaining six disparities, it is pos- statistically significant are:

sible that they are similarly representative of the '

schools attended by most Chicano students in . Praising or Encouraging

these areas. However, because these six disparities Acceptance or Use of Student Ideas
did not prove stafistically Slgmhcant this state- . Questioning -

ment cannot be made with a high degree of cer- . Positive Teacher Eegpgnse

tainty. Nonetheless, they provide an accurate pic- All Noncriticizing Teacher Talk

ture of interaction patterns in the 429 observed - All Student Speaking

classrooms, This report focuses primarily on those
disparities which are statistically significant be-  Mexican American pupils in the survey area re-
L — ceive considerably less of some of the most edu-

3 The phrase “survey area” means the tolal classrooms in the . o : e de ke s
three geographic regions from which the sample of 494 class- C;’ltl&jﬂauy beneficial forms of teacher behavior

rooms was drawn. than do Anglos in the same classrooms. Mexican
AT | | o - 17




Americans receive significantly less praise and en-
couragement from the teacher and less often hear
the teacher accept or use the ideas they express.
Teachers also spend significantly less time in ask-
ing questions of Chicano pupils than of Anglo
pupils, On the composite measure of positive
respgnse from the teacher, which includes ac-

ceptance of student feelings, praise or encourage-
ment and acceptance of student ideas, Mexican
Americans receive significantly less than Anglos.
Futhermore, teachers address significantly more of
their total noncriticizing talk to Anglo pupils than
to Chicanos. Closely related to the differences in
teacher behavior with students of each -ethnic
group is the finding that Mexican American stu-
dents speak significantly less in class than do
Anglos. In total, the six statistically significant dis-

parities in classroom interaction all favor Anglo. -
pupils over Chicario pupils. The implication of

each of these disparities will be ‘discussed in
greater detail in subsequent sections of this report.

The six categories in which the disparities are
not statlstlr:a!ly significant are:

ACCPptaﬂEE of Student’s Feelmgs
Lecturing ’

Giving Directions

Criticizing or Justifying Authcrnty
Student Talk—Response

Student Talk—Initiation

These disparities also indicate patterns of inter-
action favoring Anglos over Chicanos. Although
it cannot be known with a high degree of certainty
whether or not these six disparities exist through-

out the survey area, their occurrence in the large

sample of 429 classrooms visited is of considerable
importance,

Teachers expressed very little acceptance of the
feelings of any students, but they did express ac-
ceptance twice as often for Anglos as for Mexican
Americans, Teachers also spent more time relat-
ing information to Anglo pupils than to Chicano
pupils, The average Anglo pupil received 20 per-
cent more of this ““teacher talk” classified as lec-
turing ‘than did the average Chicano pupil. This
is important because more of the teacher’s time
was spent in giving information, or lecturing, than

in any other type of behavior. About 36 percent
of the time the teacher spent speaking to individ-
ual students, she was relating information to them.

Only two of the 12 measures of teacher be-
havior involved Chicano pupils more than Anglo
pupils. These were directions and criticism, the
two which appear to be the least favorable of ali
the measures of teacher behavior, The average
Mexican American student received slightly more
of both directions and criticism from the teacher
than did the average Anglo. Although the differ-
ences in direction and criticism are small they are

: :mparlant as part of the total pattern of classroom

interaction—a pattern in which Chicano pupils
consistently are ‘encouraged less and d:scouraged
more than their Anglo counterparts.

The results also indicate that the average Mexi-
can Anmerican verbally participated less in the
classroom, both in response to the teacher and
on his-own initiative than the average Anglo.*?
The average Anglo pupil observed talked about
23 percent' more in response to the teacher than
the average Chicano pupil. He also spent approxi-
mately 30 percent more time talking on- his own
initiative than the average Chicano pupil. This
second type of “student talk” is especially im-
porlant because it indicates the extent to which
students feel confident that what they have to say
is worthwhile and that the teacher will welcoine

~ their ideas and opinions.

The towal picture of classroom interaction pat-
terns presented by the 12 disparities in “Figure 2
is that of a teaching process which is failing to

Jinvolve the Mexican American student to the same

extent as the Anglo pupil, both in terms of quan-
tity and quality of interaction, Teachers speak less
often, and less favorably, to Mexican Americans
than to Anglos. At the same time, Chicano pupils
generally ‘speak out less in class than do Anglo
pupils. In view of the central importance of inter-

7 Although the disparity in the compaosite measure of student
talk: was statistically significant, the disparities in the lwo indi-
vidual measures of student speaking were not, The reason lof
this is that the calculation of statistical signficance is based not
only on the absolute difference, but also oa the number of
cases invelved and the degree 1o which these cases vary amang
themsclves,
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action to learning, it is evident that Chicano pupils
are not receiving the same qualily of educ;ﬁmn in
the classroom as are Anglo pupils,

The remainder of thlS repgrt fc:cuses on thDEE

pupnls Whlch, wnth a substaﬁtlal degree of cer-

tainty, represent corresponding differences in the
entire survey area. The importance of each of the
six statistically significant disparities, and their re-
lationship to certain teacher, student, school, and
classroom characteristics, are discussed separately
in the section that follows.



CHAPTER IIl. A DISCUSSION OF SIX
SIGNIFICANT DISPARITIES

A. Disparities in Teacher

Encouragement

- Praising and encouraging pupils is one of the
impcrtant ways fcr a teacher to buﬂd canfidence
actlwtles Although it is stsane to overuse pralse
and it may not always be beneficial,® it is usually
a positive type of teaching technique by which
the teacher expresses confidence in, and appmval
of, a student.

When' used judiciously, praise and encourage-
ment can have a positive effect on the child’s
self esteem and on His or hér attifude téward the
result he is more apt to want to ccntnbute to the
classroom discussion and thus become more ac-
tively involved in the teaching-learning process.
Thr@ugh praise and encouragement, the child also
is likely to apply himself more vigorously and
perform better i in school.

OBSERVATION BY COMMISSION STAFF.*

During a period of oral questioning from the
teacher, one student sat quietly, not volun-
teering any answers. Then the teacher singled

— him out for praise, noting that he had an-

swered 68 questions correctly on a 69 ques-

tion written test administered earlier. Follow-

ing the teacher's praise, this student began
volunteering to answer her oral questions.
Often, his hand was the first to be raised,

In the Commission’s study, teachers make spar-
ing use of praise and encouragement generally.?
But the average Anglo received about 36 vercent

- morz praise or encouragement than the average

Mexican American pupil in the same classroom.
(See Figure 3.) This substantial disparity in praise
very likely has adverse effects on the motivation
and academic performance of Chicano pupils. The

Y George ). Mouly, Psychology for Effective Teaching, New
York: Holt, Rinehart & Winston, Inc., 1968, pp. 350-352

" The observations presented in this repart occurred while a -

Commission observer was in the classroom. Fallowing the class-
room visits, the ohservers recorded those incidents which they
thought 1o be significant,

* Only 2.6 percent of all class lime observed was spent an
teacher praise of individuals and of the class as a whole.

Praise and |

direct consequence of the disparity is that Mexican
Americans receive less of the educational benefits

~ of praise and encouragement than do Anglos. In

addition, the disparity may damage the academic
self-esteem and motivation of Chicano pupils be-

- cause students tend to evaluate themselves on the
‘basis of the teacher’s treatment of them in com-

parison to other students.

A number of possible explanations could be
given for this disparity, but none can justify this
pattern of unequal treatment. There is no reason
why Mexican American students, as a group,
should receive less praise and - encouragement

7 Figure 3
Average Amount of Praise or Encouragement -
Given by Teachers to Individual Mexican Ameri-
can and Anglo Students

N —
22— - —
D = — 7‘ —
Mexican
American

* Thomas Good and |ere Brophy, Analyzing Ciassroom Inter-
action; A More Poweiful Alternative, Report Serles No, | 26,
Alistin, Tex.: The Research and Development Cenler for Teacher
Edueatian, University of Texas, 1969, p. 7,
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than Anglo students if the ~ducational program
is adequately oriented toward the n{ged% of all
students.

One explanation that mighc be given fﬂr the

disparity is that Chicanos speak less often than

Anglos and thus make fewer contributions which
the teache. can praise or encourage. In fact, other
findings in this report indicate that Chicanos do
speak less often than Anglos in the classroom,

However, this is not a justification for the dispar-

ity in praise or encouragement for several reasons.
First, the Commission also found that the teachers

ask Mexican Americans fewer questions than Ang-

los and thus provide the Mexican Americans with
fewer opportunities to speak in class. Second,
praise and encouragement are codled by the Fland-
ers system as a single category. Stucdents who
seldom speak may provide the teacher with few
opportunities o pr;ns«: their verbal contributions,
However these same students are . generally the
ones who need the most encouragement from

~the teacher. Third, the schools’ neglect of the

language and cultural background of, Mexican
American students contributes to the reluctance
of some Mexican Americans to parhmpate verbally
in classroom activities,

A large propottion of Chlcano pupils enter

school speaking very little English or with serious -

difficulties in using the language.?” Yet few schools
have adequate language programs to meet these
needs*® This language difficulty prevents. or in-
hibits many Chicano students from speaking in
class in the elementaiy grades. In addition, the
content of the curriculum in most classrooms is
not designed to be relevant to the home hack-
ground and familiar experiences of Spanish speak-
ing children.? Likewise, leachers are not generally
trained to incorporate the unique Interests and
experiences of Chicano pupils into the class-

Y1)5. Commission an Givil Rights, The Excluded Studeont,
[sANEN
n Ibnl A1 27-29,

Yfor a rhmls=mn of methods o dovelop and |mplumenl a
bicultural elementary schoal curriculum, see Feliciano Rivera
and Heetor Cordova, “Curriculum and Materials for Bilingual
Bicultural Education™ in The Natlonal Elemuntary Princlpal issue
on Education for the Spanish Speaking, Vol L, Number 2
Hovember 1970,
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* room discussion. These practices operate from the.

earliest years of school to exclude the Chicano
child from active participation in the educational
program. Thlt:.ugh this neglect is begun the cycle

of low participation, lack of interest, poorjachieve-

ment, and low self-esteem which charactenzeg the

educational -experience of many Chicano- pupils. -
- A second poss. ble explanation for the disparity -
in praise or encouragement is that Chicanos may -
make propgrlmnately fewer contributions worthy;_

of commendation. The Commission’s study “did

~ not address itself to the question of whether or -
“not the contributions of Chicano students are less

deserving of praise than those of Anglas Here

too, however, this E\iplanatloﬁ if true, does not _

justify the dlsparlty in praise. As noted above, the
failure of the school lo adapt to the dxﬁ’erent lan-

guage and cultural heritage of Mexican American .
stuclents is a significant contributing factor in the __
cycle which results in lower participation. “and

achievement on the part of Chicano- pupils.

Furthermore, praise or encouragement from' the
teacher is a technique as important in stimulating -~

higher performance as in rewarding performance

alreacly achieved, It is the responsibility of teach-
ers to provide students ‘with opportunities to suc- -
ceed rather than fail, and to encourage and reward -
students for their efforts as well as their successes,

A third possible explanation is that tea::hersf
because of bias or other personal predilections,

may_praise. contributions of Chicanos less often- -

than similar contributions of Anglos, The Com-
mission’s data do not provide documentation of
the extent to which this is true. One- source of

bias in a teacher’s treatment of students may be

differential teacher expectations of student per-

farmance In thE wew Df a numbEr @F teac:hersz

Chlldl‘El‘l are not e:«pected to perform as well as-

other children.
OBSERVATION BY COMMISSION STAFF:

One teacher, working in a predc)mmantly

 Mexican American “school complained to

Commission staff of the problem she faced:

“lI'am a good teacher, | think. And if | had a



normal bunch of kids | coul! teach. But this
certainly is not a normal bunch of kids,”

Evidence from other studies suggests that many
teachers actually believe that Chicano pupils are
not as capable of learning as other children.
Teachers in one elementary school in a pre-
dominantly Mexican American town reported that
she thought that Chicano students \vere basically
“dull” or "slow witted.””*® Another study reported
teachers to have said: “Look, so many Spanish
American children have to repeat the first grade
two to hree limes. They just can't learn as fast as
Anglo American children. If you don't believe me
check their test scores.”*! These types of negative
attitudes are undoubtedly reflected in the way
teachers treat Mexican American students in the
~ classroom. Many hard working teachers fail to see

that their own lower expectations and resulting
failure. Thus, one California junior high school
teacher stated: “We will keep trying . . . but there
is nothing yo can do with these kids, they can’t
discuss, they can't talk, all you can do is give them
seatwork to keep them under control."*?

Teacher expectations of students are likely to

influence their. reactions to student behavior.®?
The relationship of expectations to teacher’s praise
of students was demonstrated by one stucy which
found that at least some teachers praised a higher
percent of the correct responses of students they
perceived as high achievers than they did the
equally correct responses of students they per-
ceived as lower achievers.**

Thus, the disparity in praise or encouragement

*“ Theadore Parsans, Jr., "Ethnic Cleavage in a California
School,” unpublished Ph.D. dissertation, Departmeni of Educa-
tion, Stanford University, 1965, p. 188,

“ Clark 5. Knowlton, “Bilingualism a Problem or Asset,’ Ad-
dress delivered to the meeting of faculty and staff of Anthony
Schoal District, Dee, 8, 1965, Anthony, N. Mex.: Mimeagraphed,
1965.

“ Thomas P. Carler, Mexican Americans in School: A Hislory
of Educational Neglect, New York: College Entrance Examination
Board, 1970, p. 114,

“For a discussion of the effects of teacher expectations on

Pygmalion in the Classroom: Teacher Expectation and Pupils’
Intellectual Development, New York: Holt, Rinchart, and Win-
ston, Inc., 1968, chs. 1-4.

given to Anglo and Mexican American pupils can-
not be justified as resulting totally from differences
in the two groups of students, There is evidence
that the disparity resulls, at ieast in part, from
attributes of the schools and the teachers.

In an effort to refine further the data on dis-
parities in praise or encouragement, the Commis-
sion compared varictions in the amount of dis-
parity found with different school, classroom, and
teacher characteristics. Such questions were asked!
as: “Does the disparity increase or decrease with
grade fevel?” “Du Mexican American leachers
show less disparity in the amounts of praise given
to students of each ethnic group than do Anglo
teachers?” *Is the difference in praise or encour- |
agement smaller in tracked than in untracked
classrooms?” “ls the disparity larger or smaller in
predominantly Mexican American schools?” To

“answer questions such as these, a total of 22

characleristics of the school, the classroom, and
the teacher were studied for their relationship to
the disparity in praise or encouragement. These
characteristics arn listed helow:*®

School characteristics

1) Mexican American percenlage of schoal en-
rollment | _

2) Anglo percentage of school enrollment

3) Degree of ethnic concentration within school
[measured by the variance of the Anglo percent
composition of the classrooms]

4) Average socioeconomic status (SES) of Mexi-
can Americans in the school [principal’s estimate]
5) Average 5ES of Anglos in the school [princi-
pal's estimate] '

6) Difference in Mexican American and Anglo
average 5ES

7) Average SES of the school [weighted average
of Mexican American and Anglo SES]

8) State in which school is located
Classroom characteristics

* Thomas Good and jere Braphy, Teachers' Communication
ol Diifereniial Expectations for Children’s Classrnom Periorn-
ance, Austin: University of Texas R&D Center for Teacher Edu-
cation, 1969,

“ A detailed description of the calculation of each af these
measures is found in Appendix C, which begins on p. §1,
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9) Grade level of class

101 Track level of class [as reported by teacher]®®
11) Subject matter of course

12) Criterion used to seat students [as reported
by the teacher]

13) Physical location of Mexican Americans in
the classroom [based on observed seating posi-
tions]

14) Physical location of Anglos in the classroom

15) Mexican American percentage of enrollmen
in the class '

16) Anglo percentage of enrallment in the class
17) Total number of students in the ¢lass

Teacher characteristics

18) Extent of teacher’s education
19) Teacher attendance at any inservice training
sessions related to teaching Mexican Americans
[as reported by the teacher]

20) Teacher's ethnicity

21) Teacher's age

22) Teacher's sex

The disparily in praise nr encouragement given

Mexican Americans and Anglos was found to vary
significantly’” among calegories of only two char-
acleristics: the sealing criteria used by the teacher
and the ethnicily of the teacher. This means that
the'disparity in praise was larger under some stu-
dent seating patterns than others, and that teachers
of one ethnicity showed a greater disparity in
praise or encouragement than those of another
ethnicity. The fact that the disparity did not vary
across differences in any of the other character-
istics means that the difference in the amount of
praise given Anglo and Chicano pupils was found
to be of the same magnitude in many types of
schools and classrooms and with different types
of teachers, Thus, the disparity was about equally
large in predominantly Anglo and predominantly

* Tracking is an educational practice by which students are
separated in classes according ta measures of their achiovement
or “ahility”, or a combination of both these Thus, the low
achieving or low “ability” students are placed in certain classes,
and the high achieving or high “ability” stucents are placed in
other classes, :

Y Statistically significant at p = .01,

* Students are seated in the classroom together with other
students perceived by the teacher to be of the same ability.
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Mexican American schools, in schools of varying
concentrations of students from low socioeco-
nomic backgrounds, at all grade levels studied,
in classrooms with young or old teachers, and
50 forth,

The disparity in praise or encouragement given
Chicano and Anglo students varied according to
the criteria used hy teachers to seat students. In
classes where teachers seated sludents hamogene-
ously by ability*® there was a significantly greater
disparity in praise than in classes where students
were seated by any other method, The findings
in Figure 4 show the average amount of praise

or encouragement given to Mexican American and

Anglo students by teachers using five different
types of seating arrangements. Teachers who as-
signed their students to seats to form homogene-
ous ability seating groups exhibited far greater
disparities in praise toward Mexican American and
Anglo students than did teachers wha used any
other seating criterion. Thus, teachers who seated
students homogenenusly gave about as much
praise to Chicanos as did teachers who used other
seating arrangements, but they gave considerably
more praise to Anglos than did the other teachers.

As illustrated in Figure 4, teachers using the
homogeneous seating criterion give Anglos more
than four times the amount of praise or encour-
agement they give Mexican Americans, The Com-
mission’s data indicate that the use of this seating
method is much more prevalent in the early grades
than in the later grades.* It is the early years of
schooling which most influence a student’s atti-
tudes toward school and his patterns of academic
achievement. Therefore, the practice is most
widely used when it has the potential for the
greatest harm., ‘

The Commission’s data offer no direct explana-
tion for the increased disparity in praise or en-
couragement associated with the hoinogeneous
sdating pattern. However, the explanation may in
some way be related to the fact that homogene-

“The percent of all classes of each grade lgvel using the
homogeneous seating method were as follows: 16 percent of all
fourth grade classrooms, 2 percent of the eighth grade class-

the 12th grade classrooms. '



Figure 4

Average Amount of Praise or Encouragement Given Per Pupil to' Individual Mexican American

and Anglo Students by Teachers Using tiie Specified Criterion for Assignments of Seals
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‘ous seating s likely to result in a greater degree
of physical separation of Chicanos and Anglos
within a classroom. The reason for this is that
student ability is usually judged by achievement.
Al present, in our school system, Mexican Ameri-
can students are disproportionately represented
among the lower-achieving students. Therefore,

this seating criterion tends to separate Mexican
American and Anglo.students physically within the
classroom. The physical separation may in some
way accentuate the disparity in praise or encour-
agement which, under any seating arrangement,
consistently favors Anglo students.

It should be noted that only 3 percent of the-
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classes sompled used homogeneous ability as the
seating criterion. While the disparity in praise or
encouragement was much larger when this seat-
ing criterion was used, there was some disparity
under the other types of seating criteria as well.
Thereiore, homogeneous ability seating alone can-
not account for the overall disparity. Nonetheless,
the magnitude of the disparity raises serious ques-
tions concerning the use of this seating method.
The disparity in the amount of pruise given to

aund 0 vary S|gmfu:a_ntiy with thez Ethﬁlt‘lty c:xf
the teacher. Figure 5 shows that Mexican American
and Anglo teachers give similar amounts of praise
or encouragement to Chicano pupils. However,
Mexican American teachers praise Anglo pupils
considerably more than their Anglo colleagues.
This results in a larger disparity in praise or en-
couragement from the Mexican American tearhers

“in favor of Anglo students.

Figure 5

Average Amount of PEI’ Pupll Pralse or Encuuragement leen tn lndmdual Mexlcan American and
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it is not known precisely why Mexican Ameri-
can teachers gnve maore pralse to Anglo students
than do Angl@ ‘teachers. Titrs—phenomenon may
be the result of a combination of factors involv-
ing characteristics of the Mexican American teach-
ers, the children they teach, and the schools in
which they teach.

There is a tendency for Mexican American
teachers to be found in classrooms with a high
proportion of Chicano pupils and in schools with
high Chicano enroliments. Half of all Chicano
teachers who were observed taught classes in
which 60 percent or more of the students were
Mexican American and most taught in predomi-
- nantly Mexican American schools. 3 Thus, in com-
parison to Anglo teachers, Chicano teachers gen-
erally teach where there are fewer Anglo pupils.
This may in some way be related to the greater
amounts of praise they give to the average Anglo
in their classes, ,

One possible interpretation is that Mexican
American ieachers may tend to use the relatively
few Anglos in their classrooms to emphasize the
middle class Anglo culture and values to the Chi-
cano pupils. it is possible that, to a large extent,
many Mexican American teachers operate under
the philosophy that success for Chicano pupils
lies in acquiring Anglo traits.*® If this is the case,
they would be likely to give more praise and en-
couragement to the average Angle pupil than to
the average Chicano pupil in their classroom. The
fact that Mexican American teachers generally

have relatively few Anglos in their classrooms..

would tend 1o accentuate the difference in the
amount of praise per pupil they give to Anglo and
Chicano siudents.

This same phenomenon could be occurring on

" ®Seven of every 10 Chicano teachers taught in schools where
the enrollment was 50 porcent or more Mexican American, In
addition, most of the Mexican American teachers taught in
schoals in which the cthnic cumposition of the individual class-
rooms varied a great deal from the elhnic compesition of the
total schaol,

The average Mexican American teacher ohserved
by Commission staff taught in a predominanily Mexican Ameri-
can scncal, in a classroom which had a considerably higher
propertion of Mosican Americans than the school as a whole,

*' This phenemenon has heen lound to he characteristic of
some minorily leachers in particular slder teachers trained in
more traditional methods,

a more subconscious level not directly relyted lo
a desire to help the Chicano pupils, As 3 result
of having gone through an educational system
dominated by the Anglo culture and working in
a school system itected by Anglo adminigjrators,
itis possible that many Mexican American teachers
seek to identify with the culture and values of the
dominant society, This also could be reflected in
giving greater amounts of approval to the Anglo
students in their classrooms,

It should be noted that Mexican American
teachers made up only 9 percent of the tofal
teachers observed and that Anglo, as well 35 Chi-
cano teachers, gave somewhal more prajse Or
encouragement to Anglo pupils than to Chicano
pupils. Therefore, the finding that the disparity in
praise is grealer among Mexican American teach-
ers by no means accounts for the overall digparity

- in praise,

Whatever the specific explanation for the in-
Ereased amount of praise or encouragement givgn
to Anglo pupils, this finding suggests that Mexican
American teachers, as well as Anglo teacherg need
training in dealing with the two groups gf stu-
dents. This is an important area of concern for
teacher training programs, as well as inservice
training for experienced teachers.

B. Acceptance and Use of Student Ideas

One of the most effective means of encourag-
ing students to participate in classroom discyssion
and of motivating them to learn is through the use
of behavior characterized as the “acceptance and
use of student ideas.” When a teacher makes state-
ments acknowledging or incorporating a student’s
contribution, the teacher is both commending the
pupil for the icea and lnfr:)rrmng the class that the
student’s contribution is worth listening to, This is
an important way of giving positive reinforcgment
to the student—more effective, for example, than
rﬁerely expressing appri)val with@ut fépeatiﬂg or

rEpEtltan or rephras;ng, the teacher is in gffEfir
saying that the student’s contribution is sufficjently’
worthwhile to be taken note of by the entire class,

¥ Rosenshing, op. cit, p. 71,



while at the same time indicating to the student
that. she took the time to listen and try to under-
stand what he was saying.

Further, teacher discourse using student contri-
butions generally reflects the extent to which the
teacher is drawing upon the interests and experi-
ences of the child to interest him in the content
material. One of the most important tasks in
teaching is to help the student see the relevance of
what he is learning. As one educator has pointed
out, the key to motivating the child lies in bridging
the gap between those things he should learn and
those things he wants to learn.® One way of
bridging this gap is to encourage students to ex-
press their interests and ideas in the classroom
and then to build on these contributions by relat-
ing them to the content to e learned.

Another reason why the use of student ideas is
beneficial to learning lies in the very repetiiion of
a worthwhile idea or piece ¢f information. When-
ever a teacher restates or summarizes a coriact
answer or interpretation given by one of the stu-

“dents it is potentially beneficial for the learning
‘and recall of all the students in the class.

student ideas to learning has been documented
by research. This research has shown that the more
teackers make use of this behavior, the better the
achievement and attitudes of those students. A
recent review of the research on teacher effective-
ness reached the following conclusion:

... it can now be stated with fairly high con-
fidence that the percentage of teacher state-
ments that make use of ideas and opinions
previously expressed by pupils is directly re-
lated to average class scores on attitude scales
of teacher attractiveness, liking the class, etc.,
as well as to average achievement scores ad-
justed for injtial ability5

In fact, the evidence from the research to date
indicates that of all types of teacher approval,
none is as strongly and consistently related to
higher pupil achievement than the use of student

" Mouly, op. €it., pp. 333-42. o
* Ned A. Flanders, “Teacher Effectiveness,” Encyclopedia of
Educational Research, 1969.

ideas.®®

In view of the importance of this type of teacher
behavior, the Commission’s finding on the dispar-
ity in the teacher’s use of the contributions of
Anglo and Chicano pupils is a disturbing one. The
average Anglo pupil in the survey area hears the
teacher repeat, or refer to, an idea he or she has
expressed about 40 percent more than does the
average Chicano pupil (See Figure 6). This dis-
parity is potentially even more damaging to the
Chicano pupils than is the disparity in praise or
encouragement, for it reflects a disparity both in

“teacher approval and in the extent to which thé

student's own interests and experiences are

, Figure 6
Average Amount of Acceptance and Use of Stu-

dividual Mexican American and Anglo Students

3 ] -

219

( Anglc
American neio

E Rosenshine, ap. cit., p. 71.
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deemed worlhy of incorporation into the class-
room discussion. The Chicano student’s percep-
tion of the worth of his own ideas and experi-
ences, in comparison to those of Anglo students,
necessarily is influenced by the teacher's use of
the contributions of members of each group. The
disparity in favor of the Anglos is likely to result
in lower self-esteem, decreased interest, and
poorer academic performance for the Mexican
American pupils.

The possible explanations for this disparity in
the acceplance and use of student ideas are essen-
tially the same as the three previously discussed
in reference to the disparities in praise. It may be
that Chicanos are speaking less in the classroom
and thus making fewer coniributions which the
teacher can accept or use. Secondly, Chicanos
may make proportionately fewer contributions

which are considered sufficiently worthwhile for

the teacher to use. Finally, teachers may express
acceptance or use of contributions by Chicanos
«ess often than similar ones by Anglos. As dis-

cussed in the previous section, these may, in part,

explain the disparity, but they do not justify it.

As with the disparity in praise, the Commission
sought to determine if disparity in the teacher's
use of student ideas varied by characteristics of
school, classroom, and teacher.® It was found
that the disparity in the use of student’s ideas
varied significantly among categories of only one
of the 22 conditions: the degree of ethnic con-
centration within a school, as measured by the
variation in the ethnic composition of classrooms
in the school.” The fact that the disparity did not
vary across differences in any of the other 22 char-
acteristics means that the tfisparity was equally
large for all the other different types of %chc:n:sls
classrooms, and teachers studied.

Figure 7 illustrates the extent of disparity in the
use of student ideas found in three different types
of schools: (1) low ethnic concentration within a
st 5cn pp 25 & 24 far a list of characteristics, 7

¥ The degree of ethnic concenlration within a school was
measured by an index of variance in class percent Anglo. This
index measures the oxient to which the perceniage of Anglo
pupils in each of the classrooms visited varies from the average

percent Anglo of the total classrooms. visited in the schoal.
Sec Appendix C, p. 51.

30

schnol, where Chicano and Anglo pupils appeared
to be evenly distributed among the classrooms;®®
(2) medium eth-ic concentration, where there was
a tendency for Mexican American pupils to be
found in some classrooms more than éthers; and

(3) high ethnic concentration, where Mexican

American and Anglo pupils were definitely sep-
arated in different classrooms.® In all three types
of schools, (zachers used the ideas expressed by
Anglos more than they used those expressed by
Chicam::s However i schaols with low éthnic

cantly [_arger dxsparnty in the amount of acge;atance
and use of student ideas than in schools where
there was a moderate degree of concentration.

In schools with a low degree of ethnic concen-
tration, the average Anglo heard the teacher ac-
cept or repeat a contribution he had expressed
nearly 22 times more often than did the average
Chicano pupil. This is an extremely large disparity
on such an important type of teacher behavior.
In addition, it affects a large proportion of Mexi-
can American pupils, since over one-fifth of all
the classrooms visited were in schools with low
ethnic concentration. :

The results indicate that a sizable part of the
overall disparity in the acceptance and use of
students’ ideas is accounted for by the disparity
that exists in the schools with low ethnic con-
centration. This is because these classrooms ac-
counted for a sizable proportion of the total and
because the magnitude of the disparity found in

" Although the index of cthnic concentration was calculated
only frem those classrooms visited in a school, it is assumed
to be reasonably representative of the relative degree of ethnic
isolation in the whole schaal. Sce Appendix C.

¥ The term “ethnic concentration” is not to be confused with
the term “ethinic composition”, The ethnic composition of a
school refers to the percentages of the total school enroliment
comprised by each ethnic group in that school. The level of
ethnic concentration is 3 measyre of the extent to which the
ethnic composition of each clasi~in the school is similar to
thé Elhﬁfc cgmpusilian af the Whg!e sdmr::l Tgr exampl&,
sludems can sull hgve a h;gh level of ethmc_ cgncentratlgﬁ if
all or most of the Chicano sludents are found in a few class-
ronms,

¥ The disparity in the low ethnic concentration schools was

also substantially larger than that in the high athnic concentra-

tion schools, but the difference was not statistically significant.
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Figure 7

Average Amount of Acceptance and Use of Student Ideas Per Pupil éiven to Individual
Mexican American and -Anglo Students by Teachers in Schools
with Various Degrees of Ethnic Concentration

L
|

Average Per Pupil Acceptance Of Ideas

Student MA A MA A MA A
Ethnicity |

Degree Of : Low Medium High

Ethnic Con- ;
centration

Within The

School *

No. Of 9% ; 163 174
Classrooms

* The degree of ethnic concentration within the school represents the exlent to which there is variation in the ethnic
composition of classrooms within a school. In low ethnie concentration schools, Mexican American students appear to be
distributed evenly among the classrooms. In medium ethnic concentration schools, there s a tendency for *Mexican Amer-
cans to be found in some classiooms more than others, In high ethnic concentration schools, Mexican Americans are definilely
isolated in specific classrooms. For a discussion of the specific cutoff points used to differentiale low, medium, and high, see
Figure 17 in Appendix C,
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the other classrooms was relatively small.”

The schools with a low level of ethnic concen-
tration are schools which have little or no ethnic
segregation of students by classes within the
school. The finding that these schools exhibited
a large disparity between Anglo and Chicano
pupils in the teacher’s acceptance and use of stu-
dents’ ideas should not be interpreted to mean
that this is a necessary result of mixing students
of different ethnic groups in the classroom. Rather,
it shows that for integration to work, schools must
du more than mix majority and minority students
in the same classrooms, Teachers must be trained
to interact equitably with. all students in integrated
classroom situations and schools must adapt their
curriculum to the varying backgrounds of the
students. The Commission’s finding indicates that
these steps have not been adequately carried out
in integrated schools.

C. Positive Teacher Response

The Category “Positive Teacher Response”
represents a composite of all teacher behaviors
which express approval, support, or acceptance of

student behavior. In this study it is measured by
the sum of three types of teacher behavior:

¥ The Commisslon attempted to determine possible reasons
why this disparity was accentuated in schools of low ethnic
concenlration. One possible reason that was explored was the
relationship of this disparity to “tracking”, an educational prac-
tice by which students are separated in classes according o
measures of their achievement or “ability”, or a combination
of both of these. The data show that tracking occurred much
less frequently in schools of low ethnic concentration, as com-
pared to other schools, Eighty-two percent of the classes in
schools with low ethnic concentration were reported to be
untracked whereas 45 percent and 29 percent of the classes in
schools with medium and high levels of ethnic concentration,
this association, it was hypothesized that the disparity might
oeeur most frequently in untracked classrooms where there is
a wide range of atademic performance among students. How-
ever, this was not confirmed by the Commission’s data. Dis-

-parities in the acceplance and use of student ideas between

Mexican Americans and Anglos did -not vary significantly be-
tween tracked and untracked classrooms. Although the difier-
ences were in the expected direction, the calculaied F statistic

was less than one-tenth of. the value needed in order to be

statistically significant, The magnitude of the disparity in accept-
ance and use of ideas of Mexican American and Anglo students
was 079 in untracked classes, .058 in low rack classes, .055 in
those of medium track,-and .22 in that of high track.

acceptance of student feelings, praise and en-
couragement, and acceptance or use of student
ideas.® This combination measure reflects the
overall degree of teacher warmth, approval, and
encouragement, and, as such, is an indicator of
the emotional tone of teacher-student inter-
actions. The greater the amount of positive re-
sponse from the teacher, the more the student is
likely to feel that he is capable of achieving and

that his contributions are worthwhile.

The importance of this measure in'the teaching-
learning process lies in the significance of each
of the teacher behaviors of which it is comprised.
As discussed in previous sections, praise and en-
couragement, and the acceptance or use of stu-
dent ideas are both key types of behavior which
have a significant impact on student attitudes and
achievement. Teacher acceptance of student feel-
ings also is important because it indicates how
much the teacher allows or encourages individual
expression of emotion in the classroom setting.
Although the Commission data show that teachers
seldom exhibit this behavior,%® even an occasional
exnression of acceptance or feeling is likely to
affect the emotional climate of the classroom.

The Commission’s findings regarding positive
teacher response to Anglo and Mexican American
students show that the average Anglo pupil re-
ceives about 40 percenl more positive response
from the teacher than does the average Chicano
pupil. (See Figure 8). This is one of the largest
disparities found in this study.

This disparity essentially reflects the large dis-
parities in teacher praise or encouragement and
teacher acceptance of students’ ideas* Con-
sequently, it raises concerns similar to those
raised by the disparities in those behaviors. In
addition, because positive teacher response rep-
resents overall warmth and approval, this disparity
is also indicative of differences in the emotional
tone of teacher relztionships with ‘Anglo and
Chicano pupils.
mtegmies 1-3 of the Flanders Interaction Analysis
System, .

¥ 5ee Fig. 2, p. 17, supra. o

“This is because the disparity in acceptance of student feel-
ings occurred very infrequently and was found not to be statis-

tically significant.
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The Commission sought to determine if the
inequality in positive teacher response varied
among diFfererices in any of the 22 characteristiis

was faur'xd that the magmtude of the dlspanty
varied significantly among categories of only two
of the 22 conditions: the classroom seating criteria
used and the degree of ethnic concentration, as
measured by the variation in the ethnic composi-
tion of classrooms within a school. The disparity
was equally large across differences of the remain-
ing 20 categories,

The manner in which the disparity in positive
teacher response varied across different methods
of seating was very similar to the pattern found
for the disparity in praise or encouragement.®®

Figure 8 _
Average Amnunt of Pﬁsitive Respnnse Per Pupil

can and Ang!a Students

As illustrated in Figure 9, teachers who seat stu-
dents by ability exhibit a much greater disparity
in giving positive response to Anglo and Chicang
pupils than do teachers who use any other criteria
for seating. These teachers give Anglos more than
three times as much positive response than they
give Chicanos. :

It is not possible to explain this association from
the data collected, However, as noted earlier, it
is likely that in classes where the homogeneous
seating criterion is used, Chicanos are more
physically isolated from Anglos than in classes
where other seating criteria are used. This physi-
cal separation may accenfuate the disparity in
positive teacher response between the two ethnic
groups.

The disparity in' positive response was also
found to differ among schools of varying levels
of ethnic concentration within the school, Again,
the pattern of variation was very similar to that
exhibited for disparities in the use of student
ideas.® As Figure 10 illustrates, the differenice in
the amount of positive response given to Chicano
and Anglo students is significantly greater in low
ethnic concentration schools than in those with
a moderate amount of ethnic concentration
across classrooms. The greater inequity in positive
teacher response to Chicano pupils found in the
schools with the least amount of segregation
within the school highlights the need for teacher
training and curriculum adaptatmn in mtegrated
settings.

D. Teacher Questioning )
The relative amount of teacher questioning®” is

A —

3

2

Jre

oL : -
Mexican Angl
American ngio

“The pattern found for the disparity in praise across seating
methads was alse found for the disparity in the acceptance of
student ideas, although the latter was not statistically significant,
The pattern found for disparity in positive feedback results from
the association of seating criteria with disparities in both of the
behaviors which are the two main components of positive feed-
back.

t Sea fig. 7, p. 3, supra.
 The manner in which this teacher behavior was recorded

does not differentiate between questions directed at students
wha were vﬁluntecflng to speak and thgse dlrectéd at 5tudents

wias rEquestmg a students rESanSE ar permlttmg a studEnlsy
volunteered response, the, amount of questioning is a measure
of the extent to which teachers directly solicited contributions,
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Figure 9

Average Amount of Positive Response Per Pupil Given to Indiviiual Mexican American and Anglo

Students by Teachers Using the Specified Criterion for Assignment of Seats

1.0

ack

Average Per Pupil Positive Feedb
in

Student MA A MA A MA A MA A

Ethnicity :

Criterion Teacher Alpha- Homo- Student Student Choice
For Choice betical geneous Choice With Teacher
Assignment Modification
Of Seating :

No. Of 72 53 13 244 47
Classrooms )

35




Figure 10
Average Amount of Positive Response Per Pupil Given to Individual )
Mexican American and Anglo Students by Teachers in Schools of Different Degrees of’
Ethnic Concentration Within the Schools.*

Awverage Per Pupil Positive Teacher Feedback

Student
Ethnicity

Degree Of Low Medium High
Ethnic Con-

centration

Within The

School

No. Of 96 163 174
Classrooms

“The degree of ethnic concentration withir. the school represents the extent to which there is variation in the ethaic
composition of classrooms within a school. In low ethnic concentration schools, Mexiran American students appear 1 L
distributed evenly among the classrooms. in medium ethnic concentration schools, there is a tendency for Mexiean Ameri-
cans to be found in some classrooms more than others. In high ethnic concentration schools, Mexican Americans are definitely
isolated in specific classrooms. For 2 discussion of the specific eutoff points used to differentiate low, medium, and high, see

Appendix C.

EK&IC 36

Aruitoxt provided by Eic:



Figure 11
Average Amount of Teacher Questioning Per Pupil
of Individual Mexican American and Anglo
Students

7 "

Mexican

: Anglo
American 8

important because it indicates the extent to which
students of each ethnic group are asked or
allowed to speak by the teacher. The value of
teacher questioning lies in the basic importance
of student involvement in the teaching-learning
process. If the teacher is to. make the content
material relevant to the class, he or she must en-
courage students to express their own interests
and experiences in the classroom situation, In ad-
dition, if students are to be more than passive
recipients of the information given by the teacher,
they must be encouraged to think independently
and express their insights and conclusions in class-
room discussion, Teacher questioning is also im-
portant in providing students with the practice
needed in certain phases of the learning process.
Furthermore, student participation provides a
means by which the teacher is informed of the
student’s progress in such a way that he can
provide immediate direction and reinforcement.

Not all teacher questioning is necessarily bene-
ficial to learning. It is possible fo- questioning to
be overused, and different types of questions are
more appropriate to different learning situations.
Nonetheless, questioning is generally considered
a positive type of teacher behavior. Research
conducted to date indicates that, at least in the
primary grades, the frequency of asking questicns
is associated with increased pupil achievement,

The amount of teacher questioning is particu-
larly significant with regard to those students
who, for one reason or another, are reluctant
to speak in class. Instead of ignoring these stu-
dents in classroom interaction, the teachers can
attempt to draw them out through the use of
questions aimed at their special interests or per-
formance levels.

According to the Commission’s data, the aver-
age Anglo pupil in the survey area receives about
21 percent more questioning from the teacher
than the average Chicano pupil. (See Figure 11),
This difference shows the extent to which Anglos
have more direct opportunity to speak out in class
than Chicanos.

One possible explanation for the fact that

* Rasenshine, op. cit., p, 80,
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Mexican American pupils are questioned less fre-
quently than Anglos may be that they raise their
hands less often to volunteer an answer or make
a comment, Even so, this would not justify the
disparity in questioning. Teachers are responsible
for encouraging all students to participate, not
merely those who are eager to do so. The surest
way to encourage students to participate is to
ask them questions. For example, students can
be questioned on content material vith which
they are familiar and in which they are interested
~and, therefore, can have a fair chance of success
and satisfaction. Thus the teacher, calling on
students reluctant to assert themselves, can give
them the opportunity to succeed and encourage
their more active class participation.

OBSERVATION BY COMMISSION STAFF:

The teacher called on a Mexican American
boy and, at first, the student hesitated about
reading his story before the class. .The en-
tire class urged him on; they seemed to
know that he would have an interesting
composition. He stood up and read both
compositions while the entire class roared
with laughter, He had composed two very
humorous situations. The teacher did not
need to reinforce very much—the class had
already done it for her. By merely calling
on the student, she had given him an op-
portunity that he felt “good” about.

By the same token, the teacher, by failing to
call on a student, can dampen his enthusiasm
and lessen his class participation even more,

OBSERVATION BY COMMISSION STAFF:

There were several Chicanos who kept rais-
ing: their hands eagerly at every question.
Mrs, G. would repeatedly look right over
their heads, and called on some of the same
Anglo students over and over. 'n some cases
she would call on the Chicanos only because
the Anglos stopped raising their hands. After
a while the Mexican American children
stopped raising their hands.

The disparity in teacher questioning of Anglo

and Mexican American pupils is the most direct
evidence of the failure of the schools to involve
Chicano pupils adequately in the classroom
interaction process, It is possible that the dis-
parities in praise, use of student ideas, and over-
all positive teacher response are partly a result
of the fact that Chicano pupils are less verbally
active in class. However, at least part of the reason
why they speak out less can be attributed to the
fact that teachers ask fewer questions of them.

The disparity in teacher questioning did not

22 characteristics of schools, classrooms, or
teachers. This means that the disparity in teacher
questioning was found to be equally large in all
types of classrooms observed, in all types of
schools, and regardless of the background of the
teacher studied. Thus, the disparity was essen-
tially the same in predominantly Mexican Ameri-
can or predominantly Anglo schools, in tracked
or untracked classes, in classes where the teacher
was old or young, and so forth.

E. All Noncriticizing Talk By The Teacher

The amount of time a teacher spends talking
to individual students is indicative of the overall
individual attention he or she gives to them,
both positive and negative. When criticism is"
excluded from the sum of teacher talk, the re-
sulting measure represents all teacher attention
directed to individual students which is not dis-
approving or critical. In the Commission’s study
all noneriticizing teacher talk is a combination
measure of positive response, questioning, lectur-
ing and direction giving. Although these be-
haviors, taken individually, may not always prove
to be beneficial to the student, when taken to-
gether they are an indication of the relative
concern a teacher shows toward individual-

- students.

It is possible for a teacher to spend too much
time talking to individual students, ‘just as it is
possible for a teacher to spend too much time
talking to the whole class. Either of these can
be detrimental if a teacher spends so much time
talking that the students have little opportunity

ERIC--




“to speak. However, in the Commission's study,
the amount of teacher talk directed to individuals
aid not appear to discourage student. speaking.

On the contrary, the amount the teacher spoke’

‘to individual students was associated with more
~ student speaking rather than less, Teachers talked
- more to Anglo pupils than to Chicano pupils and
Anglos spoke more in class than did Mexican

Americans. Thus the quantity of nencriticizing

talk by the teacher was positively related to stu-
dent participation.

Figure 12 illustrates the comparative amounts
- of all noncriticizing teacher talk received by the
average Anglo and the average Mexican American
student. Teachers spend 23 percent more time
~in all nondisapproving talk with Anglo than with
Chicano pupils. The amount of this disparity re-
flects differences in attention and concern shown
toward- the two groups of students by teachers
in the survey area,

For the average Chicano child sitting in a class-
room in the Southwest and experiencing this dis-
~ parity in treatment, it is likely to mean, not oply

- that he or she daes not receive needed assistance

‘and encouragement, but also may lead him to
conclude that, somehow, his education is not as
-important as that of the Anglo pupils in his class-
room. If-in comparison to Anglo pupils, the
teacher neglects the Chicano pupils, the message
‘conveyed to the Chicanos is likely to be that they
~are not as important as their more privileged
classmates.

OBSERVATION BY COMMISSION STAFF:

Mrs. M. was leading a class discussion on

unions, but all the interaction was between’
‘the teacher and three Anglos sitting in the .

[ront of the class. They were very eager, but
the rest of the class was bored. Mrs, M,

finally said: “The same hands, | always see

the same hands.”

- The disparity in all noncriticizing teacher talk
to Chicano ‘and Anglo students did not vary
significantly_across differences in any of the 22
characteristics of the school, the teacher, or the
"classrc:c;m Thus means that appmxlmately similar

disparities were found among all those types of
classraoms, schools, and teachers studied.

F. All Student Speaking |

The amount of student speaking in a classroom
is one important indicator of the extent to which
pupils are being actwely invalved in the teachmg-
learning process. Student participation is impor-

tarit in the learning process for numerous reasons,

Students must be able to express their interests
Figure 12

Average Amount of All Noncriticizing Teacher

Talk Per Pupil Given to Individual Mexican

Amerlcan and Angln Studerits
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and discuss their experiences at certain points in
classroom discuision so that the teacher can
utilize these familiar elements to build motiva-
tion. To encourage independent thinking, students
must be given the opportunity to express their
own ideas and conclusions. At certain points in
the learning process verbal practice and review
are useful in aiding recall. Student participation
also serves to inform the teacher of the student’s
progress in a situation where he can provide im-
mediate direction and feedback.

In the classrooms in the survey area, Mexican
American pupils speak significantly less often in
the classroom than do Anglos. (Figure 13) The
average Anglo student spends about 27 percent
more time speaking in the classroom than the
average Chicano student. This finding demon-
strates that Mexican American students are much
less actively involved in the teaching-learning
process than are Anglo.pupils.

The disparity in participation of Anglos and
Chicanos results from the interrelationship of
many factors, some in the student’s background,
some in the characteristics and behavior of the
teachers, and some in the educational system
itself. A detailed discussion of all of these factors
is beyond the scope of this report. However, other
findings presented in this report give evidence
students is at least a part of the reason Chicano
pupils do not participate as much as Anglos.

Teachers ask significantly fewer questions of
Mexican American students and thus give them
fewer direct opportunities to participate. The '
disparities found in praise or encouragement, in
acceptance of ideas, and in overall attention also
are likely to have an influence on the amount of
speaking done by the two groups of students. If
Chicano students are less often made to feel
that what they have to say is worthwhile or that
it merits the teacher’'s attention, then this, in
turn, will make them want to participate less.

OBSERVATION BY COMMISSION STAFF;

One Chicano sat toward the back in a corner
and volunteered several answers. At one



point the teacher did not even-acknowledge,
much less reinforce, his answer. At another
time he volunteered an answer which was
perfectly suitable. Yet the teacher stated:
“Well, yes, uh huh, but can anyone else
put it in different terms?” The teacher then
called on an Anglo bay who gave the same
basic response with very little paraphrasing.

Figure 13

Aver’agé Amount of Speaking Per Pupil by Mexi-
can American and Anglo Students

20 7 _1.982 N
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The- teacher then beamed and exclaimed:
“Yes, that's it exactly.” -

In order to determine whether the disparity
in the amounts of speaking done by Chicano and
Anglo students was any more prevalent under
different conditions, the 22 characteristics of the
school, the classroom, and the teacher’® were
studied for their effect on the disparity. It was
found -that there was no significant difference
in the amount of the disparity among all cate-
gories of the 22 conditions. Thus, the average

' Chicano student speaks much less than the
‘average Anglo student, regardless of the type of

school or classroom, or the characteristics of
the teacher,

9 See pp; 23 and 24 for a list of characteristics,




CHAPTER IV: SUMMARY AND CONCLUSIONS

The basic finding of this report is that the
schools of the Southwest are failing to involve
Mexican American children as active participants
in the classroom to the same extent as Anglo
children. On most of the measures of verbal inter-
action between teacher and student, there are
gross disparities in favor of Anglos.

Thus teachers praise or encourage Anglo chil-

dren 36 percent more often than Mexican Ameri-
cans. They use or build upon the contributions
of Anglo pupils fully 40 percent more frequently
than those of Chicano pupils. Combining all types
of approving or accepting teacher behavior, the

teachers respond positively’ to Anglos about 40

~ percent more than they do to Chicano students.

Teachers also direct questions to Anglo students

21 percent more often then they direct them to
Mexican- Americans. In addition, Mexican Ameri-
can pupils receive significantly less overall atten-
tion from the teacher, measured by the exient to

which teachers address their students in a non-

critif:ai way. ln light C)f these findings it is not
can Chl'dFEﬂ partlcipate less in class than do Ans
glos; they speak less frequently both in response
to the teacher and on their.own initiative. The
total picture that emerges from this study of class-
room interaction is one in which Mexican Ameri-
can students are lgnored compared to thenr Anghj
counterparts. .

The classroom is the settlng in which a child’s
schooling takes place and the interaction between
teacher and students is the heart of the educa-
tional process. The importance of certain types
of interaction for student learning has been docu-
mented in previous studies, it has also been ex-
plained how all elements of this interaction, taken
together, create a climate of learning which di-
rectly affects educational opportunity, Conse-
quently, the discovered disparities in teacher be-

havior toward Mexican Americans and Anglos are

likely to hinder seriously the educational oppor-
tunities and achievement of Chicano pupils. These

findings raise disturbing questions concerning the -

ability of our schools to meet the educational
needs of all students adequately.
Some would argue that the schools and teach-

ers are not responsible for these disparities in
teachers’ behavior toward Mexican American and
Anglo students. They would argue that these dis-
parities are a result of characteristics of Chicano
pupils, such as differences in language and culture,
attitudes toward school, and academic achieve--
ment levels. '

Asa group, Chlc:ana pupils do differ from Anglo
pupils in language, culture, and economic back-

-ground. A large proportion of Chicano pupils

enter school speaking very little English or with

serious difficulties in using the language.” In ad-

dition, the culture, values, and familiar experi-
ences of Chicano students often differ substan-
tially from those of Anglo students and those on
which the school program is based. The differ-
ences between the background characteristics of
Chicano students and the language and culture
of the schools are major obstacles to the educa-
tional progress of Chicano pupils. These discrep-
ancies between the school and the home are one
of the main causes of the lower participation and
achievement levels of Chicano pupils in school.

The differences in language and culture may
partly explain but cannot justify the disparities in
classroom interaction documented in this report.
It is the responsibility of the school and the
teacher to accept the child as he comes to school
and to orient the program to his cultural and
linguistic needs, This, the schools of the South -
west have failed to do,

i)nly a very small percentage of schools in the
Southwest have implemented language programs
to remedy the English language-deficiencies of

- Mexican American students: The content of the
. curriculum in most classrooms is designed to be

relevant almost exclusively to the middle class
child of the dominant society. The textbooks and
source materials rarely make use of the skills and

‘experiences which are familiar to children of

Spanish speaking backgrounds. Similarly, teachers
are seldom trained to incorporate the interests

® According to principals’ estimates in the Commission’s 1969
survey of schools and disiricts, 47 percent of Mexican American
first graders do not speak English as well as the average Anglo
first grader. See 1.5, Commission on Civil Rights, The Excluded

Student, ap. cit., p. 14,
»;/;% 43



and experiences of Chicano children into class-
room discussions. In effect, the language and cul-
tural background of Mexican American students
is virtually excluded from the school programs in
the Southwest.”

This exclusion takes its toll on the attitudes and .
achievement of Chicano pupils. Without the bene-

fit of adequate language programs, many Mexican
Americans fall behind academically in the early
school years and are never able to catch up. The
omission of their culture, values, and familiar ex-
periences from the design of the educational pro-
gram causes many Mexican American pupils to
feel that the school is an alien environment with
little relevance to them. These early school ex-
periences of Chicanos thus set in motion the cycle
of lowered interest, decreased participation, poor
academic performance, and lowered self-esteem
which is so difficult to break in the later schoo!

years. The schools bear major responsibility for .

this cycle of educational failure. o

The failure of many schools in the Southwest
" to create settings conducive to the education of
Mexican Americans invariably makes the teacher's
job more difficult. However, there is still much
that -the teacher can do to encourage and help

" the Chicano student. The teacher can demon-

" U.5. Commission on Civil Rights, The Excluded Student, op,
cit, '

strate respect for the Chicano student by jncor-
porating the culture and personal experiences of
Chicano pupiis into the classroom lessons and
discussions. The teacher can encourage the Stu-
dent’s participation by accepting and 'bujidfﬂg
upon his contributions and can try to provide

‘him with the help needed to keep up with the

academic material. However, the disparities in
teacher behavior toward Anglo and Chjcano
pupils documented in this report indicate that
Chicanos are not receiving the benefits of these
types of teacher instruction in the classroom. In-

" stead, the pattern of teacher-student interaction

only mirrors the educational neglect of Meyican
American students found throughout the educa-
tional system, ’ : '

It is the schools and teachers of the Southwest,
not the children, who are failing. They are failing

- in meeting their most basic responsibility—that of

providing each child the opportunity to gain the
maximum benefit of education and develop -his
capabilities to the fullest extent. In the Commis-
sion’s view, the schools of the Southwest will
continue .to fail until fundamental changes are
made. Changes are needed in the way teachers
are trained and in the standards by which they are
judged, and changes are needed in educatjonal
programs and curriculums so that all children may
be reached.
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" APPENDIX A.

SAMPLING PROCEDURE"

The Commission limited data collection to class-
rooms in selected regions of the three Southwest
States with the largest number of Mexican Ameri-
cans: California, New Mexico, and Texas. Geo-
graphical areas within each of these States were

selected that included rural, urban, and suburban

schools in which large numbers of Mexican Amer-
ican students were enrolled. The areas selected
were: 1) California: Santa Clara County including
the city of San Jose 2) Texas: the metropolitan
areas of San Antonio and Corpus Christi, the area
between these two population centers, and the
area 30 miles south of Corpus Christi 3) New
Mexico: the Albuquerue area and the south cen-

tral part of the State near El Paso, Texas. In all,
there were 968 schools in these selected areas.
The sampling base included all of the schools
in these areas which met the following six criteria:
(1) The schools were located, as of 1968, in a
district with more than 300 students. This was
necessary because ethnic data used in the second
criteria were not available for districts with less
than 300 students.’? (2) The schools were located,
as of 1968, in a district with at least 10 percent
Mexican American enrollment; this helped to
" The source used was the Fall 1968 Elemen!al:y and Secondary

School survey of the Department of Health, Education, and
Welfara, ‘



focus on schools where there were substantial

numbers of Mexican Americans. (3) The schanls
housed at !east one of the grades upon which
the Commission chose to focus its observations
(fourth, eighth, 10th, or 12th). (4) The schools
had an enrollment of at least 700. if they housed
10th or 12th grades, at least 500 students if they
did not house 10th or 12th grade but did house
an eighth grade, and at least 200 students if they
did not house eighth, 10th, or 12th grades. These
enrollment limitations were necessary to ensure
that at least two classrooms would be eligible for

“observation in all selected schools. (5) The schools

did not have more non-Mexican American minor-
ity students than Anglo students and did not ex-
clusively serve military installations, This elimi-
nated schools which are quite untypical of those
usually attended by‘ Mexican Americans. (6) The
schools were not in districts recently investigated
or about to be investigated by Federal civil rights

agencies; thls ehmlnated schools whrch were ex-.

bemg abserved by a clwl nghts agency and thus
would be unlikely to exhibit their normal c:lass-
room procedures.

There were 430 schools that met all of these
conditions and thus were included in the sampl-
ing base. Schools were then stratified by State,
grade housed ( 4, 8, 10, or 12), and percent of
the enrollment that was Mexican American
(0-24.9, 25-49.9, and 50-100). One school from
New Mexico was randomly selected from each

strata and two schools from California and Texas

from each strata. A few high-schools listed for two
different grade level strata were selected twice,
once from each of the two strata. In-all, 52
separate schools were selected for classroom
observations, 10 from New Mexico, 22 from Cali-
fornia, and 20 from Texas.

'The criteria used to define the sampling base

ecludes the sample from being considered

representatlve of all schools in the three States
surveyed, The extent to which the defined sampl-
ing base would differ from one representative of
the whole of the three States cannot be known
with certainty. The criteria that eliminated most
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of the schools from the sampling base were the
requirements that district enrollment composi-
tion be at least 10 percent Mexican American,
and the requirement that schools not be located
in districts which had recently been investigated
or were scheduled to be investigated by a Federal
Civil Rights Agency. The first criteria biases the
sampling base by including more schooals with
a high percentage of Mexican  American enroll-
ment than is the average for the States. The
second criteria biases the sampling base by ex-
cluding numerous schools that are in districts
where there has recently been strong evidence of
iliegal segregaticﬁ or ethnit: disparitiés in SChQGI

base is more typacal c:if 5d100|5 attended by most
Mexican Americans than would be a sampling
base that includes all schools in each State.
Moreover, the sampling base has fewer schools
which might be expected to have the greatest
disparities . between Mexlcan Americans and

‘Anglos.

A number of criteria were used in sampling
classrooms from the 430 schools. 1t was desired
to limit the observation of classes to ore subject
area. English classes were chosen because they
were expected to have more teacher- pupil inter-
action than classes. with subjects such as math
or science; these latter classes were thought to
involve mostly lectures and work by students at
their desks.”® Furthermore, the English language
arts were considered to be the single most im-
portant-subject area for Mexican Americans, be-
cause success in all other subjects is predicated
on developing skills in speech, reading, and
writing.

Observations of social studies classes were

-substituted for those of English classes in schools

which had an ungraded English program or which
did not require students to take English at the

7 grade level to be sampled.” The choice of social-

'The literature suggests this conjecture was not correct;
math classes terd to have the most student participalion.

" An ungraded English program is one in which individual
classes have no standard grade designation. Classes are likely
i contain pupils of different ages who frequently are identified
according to level of performance in English language arls
rather than grade or age level.



studies classes in these cases depended upon:

1) the proportion of the students who took English

when it was not required; 2) whether the school

of English classes whose enrollment was pre-
dominantly of children at the grade level to be
sampled; and 3) whether the organization of
the sociai studies program lent itself to obtaining
a more representative sample of the student body

at the appropriate grade level. Approximately 7

percent of the classes visited were social studies

classes.

All fourth and eighth grade English or Social
Studies classes in elementary and intermediate
schools were visited. At least half of the 10th
and 12th grade English or Social Studies classes
were randomly sampled in the high schools. In
high schools which practiced some form of "ho-
mogeneous ability” grouping of the students, the
sampling design called for a random selection of
at least half of the classes at each “ability” Tevel.
few high or low “ability” classes, but many middle
“ability” classes. Consequently, nearly all high and
low “ability” classes were included in the sample,
whereas only about half of the middle "ability"’
level classes were selected. Provisions were made
to observe each teacher with at least one eligible
class. As a result of the above sampling proce-

dures, some teachers were ohbserved more than
once. No teachers refused to be observed.

A total of 494 classrooms (80 in New Mexico,
198 in California, and 216 in Texas) were observed
by Commission staff. Of these, data suitable for
most analyses were obtained for 429 classes in-
cluding 70 in New Mexico, 171 in California, and
188 in Texas. Observed classes were eliminated
from the analyses if: (1) they were mistakenly
selected; (2) the amount of collected data was
insufficient for analysis; or (3) the class did not
have. at least one Mexican American and one
Anglo student. Most classes mistakenly selected
were mixed grade classes where many of the
students proved not to be at an eligible grade
level. Classes were eliminated because of insuffi-
cient data if the observer spent less than approxi-
mately 5 minutes coding verbal activity. Assign-
ment of students solely to desk work for the entire

‘cient data. When this occurred observers re-

quested the teachers to interact with the class for
at least 10 minutes, A few teachers failed to com-
ply. Since a major part of the analyses of class-
room interaction was devoted to the examination
of possible disparities in the interactions of teach-
ers with Mexican American and Anglo students,
a classroom was not included unless there was
at least one student from each group.
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“ APPENDIX B,
DATA COLLECTION

Instruments

The data on the teacher and pupil interactions
were coded with the Flanders Interaction Analysis
Categories. The Flanders system was chosen be-
cause it focuses on teacher behaviors most di-
rectly related to encouraging and involving stu-
single most widely used classroom observation
system in education research. It includes 10 cate-
gories of behavior which are summarized in Fig-
ure 14.

Data were collected on a number of teacher,
classroom, and school characteristics associated
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with each observed classroom, This information

was gathered so that an analysis could be made
attempting to relate these characteristics to possi-
ble disparities in teacher behavior toward students
of different ethnic groups. Most of the character-
istics were chosen for analysis because of their
alleged importance to the quality of instruction,
to student achievement, or to human interaction.

Data on classroom characteristics were collected
by obsetvers’ visual inspection. A brief (less than

-5 minutes) interview with the teacher at the end

of the instructiona! period provided additional
inforimation, The forms used to collect these data

are shown in Appendix F which begins on page




Figure 14

Summary of the Flanders Categories for Interaction Analysis

1. ACCEPTS FEELING: accepts and clarifies the feeling tone of the
students in a nonthreatening manner. Feelings may be positive or
negative. Predicting and recalling feelings are included. :

PRAISES OR ENCOURAGES: praises or encourages student action
or béhavior., Jokes that release tension, not at the expense of an-
other individual, nodding head or saymg “uhhuh?” or “go on” are
included. -

- 3. ACCEPTS OR USES IDEAS OF STUDENT: clarifying, building, or
developing ideas or suggestions by a student. As teacher brings.
more of his own ideas into play, shift to category five. .

1]

INDIRECT
INFLUENCE

4. ASKS QUESTIC)NS asking a question about ccntent or prgcedurev’
TEACHER with themtentthatastudentanswer

TALK

LEiTUEING ngxng facts or DplﬁlGnS abaut c@ntent or procedure
expressing his own idea; asking rhetorical questions.

DIRECT 6. GIVING DIRECTIONS: directions, commands, or orders with which
INFLUENCE ~ *  astudentis expected to comply.

7. CRITICIZING OR JUSTIFYING AUTHORITY: statements intended
to change student behavior from nonacceptable to acceptable pat-
tern; bawling someone out; stating why the teacher is doing what
heis dumg, extreme self-reference.

8. STUDENT TALK- RESF‘C)NSE talk by students in respcnse to teacher.
Teacher initiates the contract or solicits student statement,

Ln

CITEDENT 9. STUDENT TALK-INITIATION: talk by students, which they initiate.
TALK W s AALRINTHATT oY <y
If “calling on’ student is only to indicate who may talk Hiext, ob-
server must decide whether student wanted to talk. ff he did, use
this category.

10. SILENCE OR CONFUSION: pauses. short perinds of silence, and
periods of confusion in which communicatior. cannot be under-
stood l::y the fzbserver

Source: Edmund ). Amidon and Ned Flanders, The Role of the Teacher in the Classroam: A Mmual far Understanding and lmpruwngi
Teachers' Classroom Behavior, Minneapolis: Paul 5, Amidon Associates, 1963, p. 12.
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64. Data on the ethnic composition of the schools
-were collected from an interview with the princi-
pal; often school records were consulted to as-
sure accuracy. Information on the socioeconomic
status (SES) of the parents of the school’s student
body was collected by -requesting the informa-
tion from the principal in a short questionnaire
mailed to the principal after the classroom ob-
servation had been completed.”s (See f-\ppendlx
G which begins on page 66.)

Coding Procedures

The coding procedures were as follows: The
observer entered the room at the beginning of an
instructional period and took a seat, usually in the
back of the classroom, but occasionally to one
side. The first several minutes were used to fill
in a seating chart indicating the location of all
chairs in the classroom and the ethnicity of each
occupant.’® If the class started with organizational
- tasks such as roll calls, the handing in or returning

of papers, or similar tasks, the observer used that

‘time to code a number Df characteristics of the
teacher and classroom which could be ascertained

visually. If the class started with instructional inter- 5
actions between the teacher and the students, the

observer started coding those interactions as soon
as the seating chart was completed, and t::::ded the
other characteristics later.

Ten minutes were used to code the classroom
interaction, At a fixed rate of once every 3 seconds

the observer marked a tally on the coding form

under the most appropriate behavior category
and participant designation. An additional tally

was also marked whenever a change in the type. .

of classroom interaction occurred in the middle

of the 3-second coding iﬂterval?—? Also, when a

% The dEEISIDﬁ to collect this data was made afn‘zr the ob-
- servers had returned from the Southwest,

*When the first few schools were chbserved, the mb;erver
checked their perceptions of the students’ ethnicity with the
teacher’s perceptions, In a few cases light haired Mexican Ameri-
cans appeared to be Anglo and some American Indians appeared
to the observers to be Mexican Americans, but usually the ob-
servers could make the proper distinctions if the child spoke
during the observation period. Consequently the procedure was
revised so that observers only checked their perceptions of the
students’ cthnicity with tha teacher when they were not reason-
ably confident of their accuracey.

SD
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teaiher asked a questzgn to a group of students
or to the class as a whole and then called on an
individual student to respond, the question was
first coded as directed to the class as a whole,
and then an additional tally in the questioning
category was marked under the ethnicity Df the

‘student designated to respond.

In a few cases, before the 10 minutes of cc;rdmg
could be completed there was a suspension of
the normal.classroom interaction for such activities
as listening to a recording or having the students
do a work assignment at their desks. When this
happened, the observer stopped coding and re-
sumed when there was again some teacher-pupil
interaction.

This 10-minute segment of a classroom s instruc-
tional process is not considered to be representa-
tive of the instructional process in any individual
class. However, a sample of 10-minute observa-
tions from.a large number of classrooms is likely
to be representative of the interaction of .class-
rooms in the sampled population.

X_At the end of the class session the observer
spoke with the teacher for a few minutes to col-
lect information about the teacher’s training and
the crrterlcn used in assignhing students to seating
positions, Occasionally observers also checked
with the teacher about their perceptmn of a stu-
dent’s ethnicity,

There were five observers. An addlt:onal staff
member, using a course schedule obtained from
the school or district, was responsible for assign-
ing observers to classrooms. The course sched-
ules included the following information on all
classes: name of teacher, grade, track level (if
tracked), room number, course title, and time of
meeting. In addition, at the fourth grade level,
the schedules indicated the time of day English
language arts were taught. The staff member
scheduling observers tried to assure that each

.observer was assigned an equal proportion of

teachers by sex and ethnic background and an
equal proportion of classrboms by track and grade
level. Tests on the data indicated that this effort

"was successful,”®

T This is-a standarrj coding convention of the Flanders system.
" Chi-square tests at the .07 level of alpha error.



.APPENDIX C.
E!ATA PREPAEAT!EN AND
VARIABLES FOR ANALYS!S

The coding form for observing classroom inter-
actions had 11 categories of interaction. These
categories- were coded for five distinctions of
participants: individual Mexican American stu-
dent; individual Anglo student; individual black
student; individual student of another ethnicity;
and a group of students or the class as a whole.”?
The interactions associated with black students
and students of ““other” ethnic groups were not
analyzed because of the extremely small number
of such students. The interactions associated with
a group of students or with the class as a whole

were also not analyzed because this study was
mtended tx:s fIZH:LIS on ;::r::ssrble dispar;tses bE’EWEEﬁ '

The nine measures ft;:_r (:hlt:anr:: students and

the nine for Anglo students were modified in five

ways to create the indices of classroom interaction
behaviors which were to be analyzed. (1) The
basic measures were corrected for variations in
the tt::tal hurﬁber Ef taiiiés f{:r EaEh c:bservatlr:;ﬁ

their Ctjd]rig frequen::y and the durat[t:}ﬁ :DF t:sd
ing. For a number of reasons, not all coding ses-

sions resulted in exactly 200 tallxez The previously .

discussed coding procedures (on page 50) account
for some of these reasons. Also, in some cases
the class period ended before the observer could
complete 10 minutes of coding. All classes for
which observers had less than 100 tallies were
eliminated from the sample. All measures for the
remaining classes were corrected to a standard
200 tallies by multiplying each of the 18 basic
rﬁeasures E:;y (EDC!ftt}tai nurﬁber :::f talhes ﬁ::r f:al::-=
:lassrz:sc::rﬁ variation i;hat was ::iue to the tata! num-
ber of tallies. ,

(2) Four compound measures were created for

7 See Figure (1) on p. 13.
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Chicano and Anglo students from the basic nine
categories. A measure of total positive feedback
was constructed by combining categories 1, 2,
and 3 (teacher accepts students’ feelings, teacher
praises or encourages students, -and teacher ac-
cepts or uses students’ ideas). This combines all
the behaviors which molivite a student to con-

tinue or improve on what he is doing. A measure

of total noncriticizing teacher talk was constructed
by combining all categories of teacher talk except
the one of criticizing or justifying authority (Cate-
gory 7). A measure of total student talk was made
by combining Categories 8 and 9 (student re-
sponse talk and student initiated talk). And a meas-
ure of the indirectness of teacher behavior was
constructed by adding the first four teacher be-
havior categories (acceptance of students’ feelings,
praise or encouragement, acceptance or use of
students’ ideas, and questioning) and dividing this
total by the sum of all teacher behaviors. The first
four teacher behaviors are considered indirect be-
cause they seek or encourage student initiative in
the learning process. The remaining three teacher
behaviors are considered direct, because they
manage or control the learning process for the
student, ' ‘ '
(3) The Mexican American interaction measures
and the Anglo interaction measures for each class
were converted to average per pupil measures by
dividing the total number of tallies for each inter-
action behavior for each ethnic group by the
number of students of that ethnicity in that class,
This was necessary because different classrooms
had different numbers of Mexican Americans and
Anglos. For example, in a class with a large pro-
portion of Chicano students, it is expected that
there will be substantially more interactions di-
rected by the teacher to Chicanos than in classes
where there is a small proportion of that ethnic
group. The only unit of analysis that is comparable
for all classrooms is the average student of each
ethnic group.. i
" The measures of indirectness of teacher be-
havior toward the average Mexican American and
of indirectness of teacher behavior toward the
average Anglo were discovered to be invalid for a
number of classes, and were consequently dropped
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from the analysis.®
(4) Mexican American and Anglo per pupil
measures were corrected for class size. The total
number of tallies should be unaffected by class
size, but per pupil measures will be. This is be-
cause teachers have a relatively fixed amount of
time to interact with individual students, so the
more students there are in the class, ihe less time
the teacher will have to interact with each one.
The purpose of controlling for class size is not to
deny its importance on the per pupil measures,
The correction for class size was made by multi-
plying each per pupil interaction measure by class
size divided by 252! This standardized the per
pupil ‘measures to the equivalents for a class size
of 25, which was the mean class size for the
sample. This control does not prevent studying ,
the relationship which class size might have on
the standardized per pupil measures.
~(5) A final major modification of the data was
to construct difference scores for each classroom
from each of the 12 per pupil measures for Mexi-
can Americans and the corresponding per pupil
measures for Anglos.®2 This allowed the elimina-
tion of student ethnicity as a separate factor when
studying the differences in per pupil measures of
Mexican Americans and Anglos in relationship to

“school, classroom, and teacher, characteristics.

A total of 36 interaction variables are developed
from the above process. They are listed in Figure
15. ‘ :

.Data on teacher, classroom, and school char-
acteristics were converted into 22 indices of these
characteristics, (listed on pp. 23 & 24 of the text).
The construction of these indices and the reasons
for-examining them in this study are discussed be-
low.

®The calculation of this measure resulted in division by zero
for a number of cases,

¥ Control could have been induced by either carrecting the
per pupil measure for class size or conducting all analyses with
class size as a ¢rossed factor, To have conirolled by use of size
as a crossed factor would have required taq way analysis of
variance with unequal cell size. A seldom meriioned character-
istic of the popular compufer programs which du suci; analyses
is that they will sometimes yield highly erraneous results if the
cell are not approximately equal in size .

" The per pupil measures for Anglos were used in this study
just o construct these difference scores; they were nol direetly
analyzed,



Figure 15

E!aséranm Interaction Behavior Indices Used in
the Analyses:

Average Mexican American Per Pupil Measures-
1.

[

10.
11,

12,

Average teacher acceptance of Mexican

American students’ expressed feelings

Average teacher praise or encouragement

of individual Mexican American students

Average teacher acceptance or use of indi-
vidual Mexican American students’ ideas

Average teacher questioning of individual
Mexican American students

Average teacher lecturing to individual
Mexican American students

Average teacher giving directions to indi-
vidual Mexican American students

Average teacher criticizing of individual
Mexican American students

Average response talk by individual Mexi-
can American students '

- Average initiated talk by individual Mexi-

can American students

Average teacher positive feedback to indi-
vidual Mexican American students ,
Average noncriticizing teacher talk to indi-
vidual Mexican American students '
Average of all talk by individual ‘Mexican

-‘American students

Average Anglo Per Pupll Measures

1.

han

Average teacher acceptance of Anglo stu-
dents’ expressed feelings

Average teacher praise or encouragement

of individual Anglo students

Average teacher acceptance or use of indi-
vidual Anglo students’ ideas

Average teacher questioning of mdwldual
Anglo students

- Average teacher lecturing to individual

Anglo students

Average teacher giving directions to II'ICJI-'

vidual Anglo students

~10.
11.

12.

Average teacher criticizing Gf lndlwdual

. Anglo students

Average response talk by mdwldual Angl@ -
students
Average initiated talk by lndlwdual Anglo -
students _
Average teacher paszt:ve feedback to mdl-
vidual Anglo students o
Average noncriticizing teacher talk to indi-" -
vidual Anglo students . .
Average of all talk by mdtvnduai Anglo stu-
dents

Measures of Difference Between Average Mexi-
can American Per Pupil Measures and Average

!”*-J

A

-10.
1.

12,

Anglo Per Pupil Measures

1.

Difference in teacher acceptance of Mexi-
can American and Anglo students’-feelings
Difference in teacher praise of Mexican
American and Anglo students

Difference in teacher acceptance or use of .
ideas of Mexican F\mern:an and AngID stu-
dents : :
Difference in teacher questu‘jmng of Mexi-
can American and Anglo students-
Difference in teacher lecturing of Mexican
American and Anglo students

Difference in teacher giving d:rectu:ms to
Mexican American and Anglo students
Difference in teacher criticizing or justify-
ing authority to Mexlt:an American and
Anglo students

Difference in response talk by Mexican
American and Anglo students

Difference in initiated talk by Mexican
American and Anglo students -

Difference in teacher positive feedback to
Mexican American and Anglo students '
Difference in noncriticizing teacher talk to
Mexicarn American and Anglo students
Difference in all talk by Mexican American -
and Anglo students
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Data on the State in which th‘ ‘I'asSrc:Drns were
between geagraphlcal areas. References to State
are actually references to the limited geographical
areas from which schools were sampled in each
of the three States. Grade and subject were in-
cluded because they are often considered impor-
tant to pedagogical techniques and it was of inter-
est to discover whether they affect the actual
teacher-pupil interaction.

Characteristics of the teachér such as educa-

puplls. Ferscnallty or attltudmal characteristics of
the teacher would also have b=en desirable vari-
ables for investigation, but the short time available
for interviewing each teacher precluded valid
measures of these characteristics.

The school enrollment figures. for each ethnic
group of students were converted to measures of
the Mexican American percentage of school en-
roliment and Anglo percentage of school enroll-
ment, Class enroliment figures for each ethnic:
group were converted to measures of Mexican
American percent composition of the
and Anglo percent composition of the class-
room.® Previous research indicates that the mi-
nority ethnic composition of schools is related to
a number of characteristics of the school, includ-
ing teacher morale, student attitudes, and student
achievement.® Furthermore, it is well known that
ethnic background of people in small groups af-
fects their interactions in those groups. Conse-
quently; it seemed likely that the ethnic composi-

. tion of the school and classroom would be related

E

ERIC”

to possible disparities in teacher-pupil behaviors
associated with Mexican American and Angla stu-.
dents

served classrgom was tracked, and if 50, whether
it was a low, medium, or high track.® Tracking is

 During the analysis it became apparent that these measures
were almost camplementary for the classrooms and scheols in
the Commission sample,

¥ Guthrie, et. al. Ch. 4,

¥ Coded at the top of the classraom FProtocol form (Appendlx
i the line following “AG”. See p. B4,

classroom

the practice of assigning students to classrooms so
as to make class enrollments more homogeneous
in respect to some purported measure of the stu-
dents’ ability or performance. It was of interest to
see how the practice of tracking, which many
school officials claim is for the benefit of all stu-

dents, affects teacher-pupil interactions among

Mexican American and Anglo students.

A measure of the degree of ethnic concentra-
tion was constructed by computing the variance
of the Anglo ethnic composition of all classes

~observed in a given school. This indicates the

extent to which Anglo and minority students in
a given school are separated into different class-
rooms. Racial or ethnic segregation between -
schools has historically been associated with un-
equal distribution of educational resources. It was
thought that the segregation of students within
schools might also be assacxated with inequities
in teaching.

During the classroom period, observers filled
out a seating chart (See p.65) which indicated the
position of each seat in the classroom and for
those seats that were occupied, the ethnicity of its
occupant. Data on the seating placement of stu-
dents of each ethnic group were used to construct
separate seating indices for Mexican American and
Anglo students for each class. Seating positions
were defined in reference to the primary location
of the teacher and the arrangement of the stu- .
dents’ seats. Usually the teacher was in the front
center of the classroom, but was occasionally in
one corner or to a side, Prime seats were defined
as those in a T pattern with the teacher located

-iﬁ frc:nt rJF the iﬁtersecticn c’;F the two bars (Sée

front row seat on Each side of the pomt of inter-

-~ section. If the teacher’s primary position was cen-

tered between two columns of seats an expanded
"“T" pattern was used, consisting of a double col-
umn three seats deep and with one front row
seat on either side of the column. When the ex-

‘panded “T" was used, each seat counted only %

in order to be equivalent in weight to the seats in-
the standard [‘T"-pattern. If the teacher's primary



Figure 1

Eefiﬂitisns:af Prime Seats

6

in Classroom

Seating Patterns

A B

M (M
x x [x_x x| «x x [x__x x _x] x X X X
x x x [|x[| x x x X {x x| x x X X X
x x ox Ix] x x X X Ix x| x  x X
X X X X X X X X X X X
' X X X

Standard “T" Expanded “T” Diagonal “T"
(T)=Teacher

“yposition was in a corner of the room a diagonal
"_’-"T”, similar to the standard T but focusing on
a corner, was used to define the prime seats.
The back row was considered the last row of
occupied seats, If the last row of seats had more
than one seat and at least one occupied seat, its
seats were coded as back row seats. But if the
last row had just one seat and it was occupied,
it was coded as an isolate seat, and the next row
forward with at least one occupied seat was coded
as the back row. Isolate seats also included any

occupied seats with no occupied seats in front,

behind, or on either side of them. In a few cases
where a circular seating arrangement was used,
no students were coded as being in the “T" or in
the back row.

The index was constructed by assigning a value
of 1.0 to prime seats, 3.0 to back row seats, 4.0
to “isolate” seats, and 2.0 to all other seats. The
Mexican American seating index equaled the sum
Df the number Gf Mexu:aﬂ Amerscans in prime

cent of all classroom teacher-pupil interaction,
which is a large percentage considering that prime
seats are defined as being five seats of a ncrmal
20-30 seats.® Consequently, this appeared to be
a potentially important variable when analyzing
interaction data.

Data on the criteria by which students are as-
signed or allowed to choose their seating position
were alsa CD”ECtEd Seatlng cnteria were dlwded
with te_atzher mod:ﬁcatign (taac:her madlflcatlcm
was usually to correct discipline problems), alpha-
betical order, homogeneous “ability” grouping,
and other methods of teacher choice. It was
thought that these criteria would reflect the teach-
er's attitudes toward the students and influence
student expectations, both of which may be mani-
fested in the teacher-pupil interactions.

Data were collected from each school on the
percent of students from each ethnic group who
came from families with an annual income of less

than $3,000 and greater than $10,000, and from

icans in bac:k row seats tlrﬂes 3,(3, plus the number :

of Mexican Americans in isolated seats times 4.0,
plus the number of all other Mexican Americans
times 2, all divided by. the number of Mexican
Americans in the classroom. The Anglo seating

index was constructed in 3 similar manner.

This index is a measure of seatmg priority for.

Mexican Americans and Anglos in a classroom.
Previous research indicates that the students in
~rime seats tend to be involved in about 50 per-

families where the head of the household has had
eight or less years of education, a high school -
education, and a college education, These vari-

- ables were used to construct an index of the socio-

economic status (SES) of the Mexican Americans

~in each school, an index of the SES of Anglos in

each school, an index of the difference between
the Mexican and Anglo SES, and a school average

# R;ymcnd Adame and Bruce Biddle, Realities of Teafhmg,‘
New: York: Holt, Ringhart and Winston, ‘Inc., 1970, pp. 49-51.
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SES index. The average of the percent low educa-
tion and the percent low income was used to
make the SES indices. The school average index
is a weighted average of the Mexican American

“~._and Anglo indices.”” Thue the SES incices are

Teally measures of low SES, (ie., the higher the
index the larger the percentage of families of low
SES). The socioeconomic status of a student’s par-
ents has repeatedly been proven to be the single
characteristic most strongly associated with stu-
dent academic performance in schools as they are
now constituted in this country. Consequently, it

was of interest to deterniine if SES is also associ-
ated with differences in teacher-pupil interactions,

Twelve of the above indicated 22 measures of

school, classroom, and teacher characteristics are

interval measures. For the purpose of most of the
analyses they were converted to categorical meas-
ures. Figure 17 shows the cutoff points used
when this was done,

" Because the schools in the sample had few students of other
ethnic groups this index is a good estimate for the whole school.,

Figure 17

Category Cut-Off Points For Interval Measures of
School, Student, and Classroom Characteristics

Teacher Age:

School Percent Mexican American:
School Percent Anglo:

Mexican American Seating Index:
Anglo Seating Index:

Class Percent Mexican American:
Class Percent Anglo:

Class Size: ..

Ethnic Concentration In School:
School Mexican American SES:
School Anglo SES:

School Average SES:

20-29, 30-39, 40-49, 50-100
0-29.9, 30-49.9, 50-100
0-44.9,45-67.9, 68-100
1-1,92, 1.93-2.09, 2.10-4.0
1-1.92, 1.93-2.09, 2.10-4.0
0-22.1,22.2-36.9, 37-59.9, 60-100
0-32.9, 33-58.9, 59-75.9, 76-100
0-17,18-22, 23-27, 28-41
0-84.9, 85-214.9, 215-1000
0-22.5,22.6-38.8, 38.9-100
0-6.2, 6.3-13.8, 13.9-100
0:11.0, 11.1-30.0, 30.1-100

Difference Between the Mexican American SES and the Anglo SES: 0-14.0,14.1-22.5, 22.5-100




The disparities in the classroom behaviors be-
tween the average individual Anglo and the aver-

age individual Mexican American in each class

were studied with the matched sample t test, The
difference scores were constructed by subtracting
the average Angla per pupil measure of a given

behavior in each classroom from the correspond-

ing Mexican American per pupil measure. There
were '12 such tests, one for ear:h of the 12 per

matzhed Sample t test was E}EPEC ted to prcv;de

a more powerful test than would have been pro-
vided by one- way analysis of variance using stu--

r‘*sﬂf athnicity as the classifying fae:tc;rfa Further-

[mc

Aruntext provided by eric [l

THE ANALYS

S

more, the investigation of the relation of the
teacher, classroom, and school characteristics to
the disparities between students of the two ethnic
groups was made conceptually more simple by

~ the use of the difference scores than it would have

been by testing the interaction eFfex:t in a two-
way analysis of variance model,

¥ The matched sample t test is more powerful than the two

_sample t test nnly when 1here is at Feast maderaté Ecrvarmnge

culatéd Thls 5eemed hkely bécause all studems In a ilgSsrm‘:m
pnar to lhe d,:ta analys:g Therefure all 12 of .the malghed sam-
ple t tests were replicated using the two sample t tests for inde- .
pendent samples; the results indicated that the matehed sample

t test'was in fact the more powerful one for these data.




Significant disparities in teacher behavior ex-
hibited toward Anglo and Chicano pupils were
also studied for possible relationships to the 22
teacher, classroom, and school characteristics. The
research question was whether certain levels or
categories of any of the characteristics might ac-
count for most of the total disparity in a given
classroomt behavior® There is no simple test of
this question. The extent to which the disparity
in any one category or level of a characteistic
can account for the total disparity in a classroom
behavior is dependent on a number of factors.
These include: the mean value of the disparity,
the standard deviation of the disparity, the number
of the cases in that category or level, and the value
of these statistics relative to those of the other
Categories or levels. One possible approach of
analysis is to do independent tests for the signifi-
cance of the disparity in each category or level
of each characteristic and then make deductions
based on the results and the relative number of
Cases in each category or level. This approach
manages to combine the bad features of high
alpha error (because of the large number of tests)
and low power (because of the relatively small
degree of freedom due to making each test on
only a small part of the sample), The alternative
approach of analysis is to test for significant differ-
ences in the magnitude of a disparity within class-

rooms across levels or categories of each. char-
acteristic and then make deductions based on the
results and the relative Ns. The latter approach
was used in this study because it has higher power

and lower alpha error than the former one.
I

The term “overall disparity” will be used 1o refer 1o a
significant difference_between Mexican Americans and ‘Anglos
within classrooms for al| 429 classrooms taken together.

Q

A number of additional analyses were con-
ducted to help interpret the results in the above
outlined tests. First, all the pairwise associations
between the 22 conditions were investigated by
chi-square tests. (See Appendix H, Display 1, p.
67.) Second, all of the analyses of the possible
relations of significant disparities within the class-
room to the 22 teacher, classroom, and school
characteristics, were replicated using Mexican
American per pupil scores as criteria in place of
the Mexican American-Anglo difference scores.
This provided insight into whether discovered
variations in the per pupil difference scores across
categories or levels of a given condition are the
result of variations in the Mexican American per
pupil .measures, the result of variations in the
Anglo per pupil measures, or the result of both
types of variations. Third, the associations between
the classroom coder and the 22 conditions were
tested by chi-square to investigate possible biases
in the assignments of coders to classrooms, Fourth,
each of the 12 difference scores were tested for

differences between coders by one-way analysis

of-variance with coder as the classifying factor
and each behavior measure as a criterion. Fifth,

‘Dunn's pairwise multiple contrast and Scheffe’s
linear trend contrasts were used as post hoc pro-
‘cedures for the analysis of variance tests. Sixth,

all pair-wise correlations between the various
categories of interaction were calculated to show
(See Appendix H-3 on p. 68). All statistical-tests
were conducted at the .01 level %

" The total disparities in interaction were appriori hypothe-
sized to be positive except for. directions and criticism; they
were analyzed with one-tail tests, :



APPENDIX E.
SOURCES OF POSSIBLE BIAS

A bias is a tendency to err in a given manner.
There are three major sources of possible biases
in classroom observation studies: coding biases
of observers, obtrusive biases caused by the ob-
server’s presence, and sampling biases, Both gen-
eral and specific problems of this study concerning
each of these possible sources of bias are dis-
cussed in the following sections. -

F‘QSS!b!e Coding Biases

Codmg biases can be mtentmhal or uninten-

tmnal It is usually presumed that-the researchers

are not intentionally biased, but sometimes such
deceptlons are dlscovered The more common

‘ who wants to drsr:over a certam pattern of bE-A

Q "avior may operate with perceptions biased i

[mc

PAruntext provided by enic [N

favor of Fmdmg that pattern, Or a person with
serious personal problems in handling a a certain
type of interaction may not correctly perceive
instances of that type of interaction. ,

All observers in-a study may be biased in the
same manner, all may be biased in different ways,
or some may be biased and others unbiased, Ob-
servers may be biased in only one dimension of
the coding scheme, in more than one dimension,
or in a compound mannetr,-as-in a-statistical -inter---
action of two or more variables. An example of
the Iatter would be if a coder tended to code -
Category 3 behaviors of the Flanders form as
Category 2 behaviors for Anglo students but did
not code the behavior of Chlr:anc: students in this

" manner,

Observer- biases may-be what shall be ;al_led
specific- or nonspecific' and -reciprocal “or non-
reciprocal. A specific bias is the result of misper-




ceptions in a consistent direction, such as the
tendency to code Category 3 behaviors as Cate-
gm’y 2 It is the diréf:tian that must havé some

DEFEEPHDDS fc:)r a n::ctdmg blas to be SPEE!fIC; A
nonspecific coding bias is one where the coder
marks too few or too many. tallies.in a given cate-
gory, but not as a result of misperceptions in a
consistent manner. For instance, the observer may
not tally as many Category 3 behaviors as he or
she should, but when doing so does not over
tally in just one or two other categories. A recip-
rocal bias is one in which two categories are
incorrectly tallied, but in a manner that tends to
cancel out errors in the sum of the tallies. For
instance, an ‘observer may easily tend to confuse
behaviors in Categories 2 and 3; if so, he will
sometimes code Category 3 behaviors as Category
2 behaviors, but he will also sometimes code Cate-
gory 2 behaviors as Category 3 behaviors. For the
errors to completely cancel the product of. the
frequency of the behavior times the frequency of
the error must be equal for both categories. A
nonreciprocal observer bias is one in which one
behavior is sometimes incorrectly coded as a sec-
ond behavior, but the second behavior is seldom,
if ever, incorrectly coded as the first behavior.

Most cbservatlanal categc:ry systems are ipSI-

ather categ@ry or categcrles have ta be under-
tallied. This creates further complications in the

effects of the above discussed forms of observer -

bias. However, ipsitivity should be thought of in
terms of degree rather than as an absolute, and
the degree is inversely proportional to the number
of options in the bounded set. Consequently,
observational _systems which have a substantial

number of categories do not have serious prcb- '

lems with ipsitivity.

 The last |mpc:rtart characteristic Gf c::bserver'

bias is that biases arncmg observers may com-
pound or éancel out one another. Tizy tend to
cancel out each other when all of the fallcwmg

conditions "are present: ("‘!) Some- Dbservers are
biased in an inverse manner and equal. extent as
some of the other observers; (2) observers are
"o ned to classes at randam and (3¥ ‘each Db- '-

| tc

server codes a substantial number of classes.

Under these circumstances, observer biases may

have little effect on statistics of the collected
data.?!

Coding biases can be controlled in two ways.
Coding systems and training can be designed to
minimize the likelihood of bias, and checks can
be used to detect coding biases during the actual

observations so that biased observations can be

. carrected, eliminated, or taken into account when

interpreting the results. ,
Coding systems which have categﬂrles that are

mutually exclusive, all inclusive, and have explicit

coding conventions will help minimize the likeli-
hood of unintentional coding biases. Thorough
training with constant ‘feedback and analysis of
the source of error also is important for minimiz-
ing coding biases.

Both the category system and training used in_
this study should have been highly conducive to
minimizing coding bias, The Flanders system is a
systematic coding procedure. Its categories are
mutually: exclusive and taken as a whole are all
inclusive. Only a few coding conventions are
needed to code most classroom interactions’ with
this observation system. '

- The person who trained the Commission ob-

servers was an Anglo who had not conducted

any studies on ethnic disparities in the classroom
interactions, and had no reason to think that the
Commission would again in the foreseeable fut-
ure conduct studies which would offer him con-
sulting opportunities. He played no part in the
study other than to train and check the coders’
proficiency. Consequently, there is no apparent

—reason to suspect that he tramed the abservers

to code in a biased fashion.’ ,
The trainer provided substannal feedback to

‘the observers during all phases of their training.

Before starting the data EG”E‘CIIDI"I all test codings
of the five_observers showed a minimum of .85
reliability with the trainer’s coding, except in one
case whlch the tralner thaught mvc::lved a class

'the chanﬁe of fmdmg Sfallsll(;ﬂ“\j sngmfu;anl diFfEi‘E*ﬁiES when

testing- hypmheses



session particularly difficult to code.?? Most test
sessions yielded reliability coefficients exceeding
90. On two occasions during the course of the
actual field work, the five cbservers did additional
test cadiﬁg to calculate their reliabili;y with thé

cients exceeded JBD_, and ,agam,. in that one case
the trainer felt the classroom session to be un-
usually difficult to code.

Reliabilify was measured by chtt’g Pi cneffi—

mine the degree of ccrrespandence between two
coders; a value of 1.0 indicates perfect correspon-
dence and a value of 0.0 Indicates no correspon-
dence. These checks of reliability yielded results
ranging from .8 to .9, which is unusually high for
observers using the Flanders system. These high
results are prt:bably due partly to the intensive
training, and partly to the fact that coder reliability
was calculated between each observer and the
trainer rather than between observers as is usually
the case and which is likely to yield somewhat
lower reliability estimates.

The Scotts Pi reliability coefficient was designed
to calculate intercoder reliability without student
ethnicity distinctions in ‘the coding. When the
~ coder rel;ablhty checks were conducted for this

study, the data for each behavior were summed
across the diFferent student ethnizitieé aﬁd the

lnadequate for testmg the pQSSIblllt’y Gf coder
biases reiated to student ethﬁit:ity It was used

EDdEI’ rehablhty

In each reliability check session the trainer ex-
~.amined the diﬁEFEnCEVbEtWEE_n the number of
._tallies in ea h cell Df his ceding sheet and . the

Dbserver 5 r:cdmg sheet The trainer. reparted that‘
“he did look for biases associated ‘with student -
- ethnicity, but that none were apparent from the.

examination of the coding sheets. Unfortunately,
these coding sheets were lost; therefore, statistics
could not be calculated to confirm the trainer's

report, che_vér, a post hoc analysis of the col-

Q Eéliablllly fnr thlE 5E§5|gn was. ?3

-The best that-can be done is to use a

lected data suggests that there were no serious
coding biases related to student ethnicity. (See
p.62 of this appendix).

The best way to check for coding biases during
actual observations is to have an objective stand-
ard simultaneously code classroom observers,
There are two serious problems with this method.
The first is that it is almost impossible to validly
presume that any observer can be an objective
standard by which to judge the other observers.
a person as
a standard who is thaught Ieast hkely tc: be b:ased
as an DbjEEthE standard c:e::uld ar:r:csmpaﬁy all the
observers during each of their coding sessions it
would be unnecessary to use any observers other
than the objective standard, If the objective stand-
ard only spot checks the observers, it should be
done in such a manner that the observers are not
aware that they are being checked. This must be
done so that they will not sirive to be particularly
sharp or alert when checked, but less attentive
when they know they are .not being checked.
chever’, far a perscm to Campfete such a sth

_chetked is very lefu:uIt It reqmres speclally de-

Slgned Dbservatmﬂ rooms or fhe use of television

Anmher appr@ach to checkmg ror c:t:!ding biases
during actual observations is to put two observers
in a classroom at the same time but in-positions -
so that they cannot see each other's cadings. The
problems with this method are that it-will not

- detect biases which are being inducad in a similar - -
- fashion by both observers and, when there are
-differences between observers,

it is difficult to
determine which one of the two is. biased, or
whether both are biased, but in different ways.

Furtherrﬂc)re two gbservers in a classroom are

more likely to make the teacher and students

-anxious than is one observer, thus increasing the

chance of obtrusive bias. (See pp. 62 & 63 in this
appendix.)
A third approach is to have' dlfferent observers

- code the same class at different times. But 'since

classroom interactions vary a great deal from hour

“to hour, it would be necessary for each observer
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to observe the same class many times. This would
not be feasible except for intensive ar longitudinal
studies. This approach also has the problem that
when differences between observers are indicated,
it is not known which of the observers is biased.
In addition, differences between observers may
be due to differences in the obtrusive effects they
have on the class rather than on coding differ-
ences,

A fourth approach to use in checking for coding
biases among observers in actual classes is to as-
sign observers to classrooms at random and have
each observer code a large number of classes
(hut with each class observed by only ane coder).
Then each observer's average codings are com-
pared with the average codings of other observers,
This approach has problems of interpretation that
arise both from comparing observers to each other
rather than to an objective standard, and from
possible differences caused by the obtrusive ef-
fects of different observers. Also, as with any
random sampling, there is always a small chance
that the random assignment of observers to classes
will not result in each observer getting a com-
parable sample of classes.®?

Despite problems with this approach, it pro-
vided the best check for coding bias that could
be made for this study. Observers were not as-
signed to classrooms in a truly random manner,
.but the method was such that it could be expected

- to have the same effect for the purposes of this
. check, All observers were assigned to classrooms
‘by a team leader not involved in the observing
who tried to assure that all observers were as-
signed an equal proportion of Spanish Surnamed

and Anglo teachers, male and female teachers, an
equal proportion of classrc@ms of varying track

-characteristics (untracked, and low, medium, or
hlgh tracked), and an equal proportion of class-
- rooms at each grade level observed- (4, 8,10, and
12), The only other information known when as-
' signing observers to classes was the time and room
number of the class and the name of the teacher.

-~ Statistical tésts iﬁ'dir:até that the efforts to 'assign'

9 This chance 15 mmlmlzed by hawng each ohserver code a
large number of. ;:lassr::::rns In this study the smallest number.

Q !assrcmms ﬁbsérved by any cuder was 53,

observers equal proportions of the above enumer-
ated characteristics were successful.?*

The difference in tallies regarding the behavior
of Mexican Americans and Angios in each class-
room was compared among coders for each of
the 12 behavior measures. There was a significant
difference among coders on only one behavior—
praise. It existed only between the observer who
coded the difference as being least favorable for
Mexican Americans and the observer who coded
the difference as being most favorable for Mexican
Americans. Probably the hardest distinction to
make in the Flanders Coding System is between
the different categories of positive feedback. As
there was no significant difference between ob-
servers on the compound category of positive

feedback (sum of Categories 1-3), the significant

difference between the observers appears to be
mainly due to reciprocal biases within the three
categories of positive feedback.

The lack of differences between observers in
the coding indicates that if there were coding
biases related to student ethnicity, they had to
have been made in the same direction and to the
same extent by all five observers. This seems quite
unlikely, especially since the observers were from
different ethnic or racial backgrounds and two of
them ‘had no knowledge of or experience with -
the education of Chicanos before bémg assigned
to work on this study

Fi?SSlblE DbtrLISiVE Biases

Obtrusive biases are caused when the presence

“of an observer in the classroom induces the teacher

or students to change their normal interaction
patterns. The nature -of the obtrusive affects are

dependent upon the characteristics of the observer, -

the teacher, and the students. Obtrusive biases

‘may. affect the-teacher’s behavior, the students’

behavior, the béhavior of the teacher in inter-

-~ action with student characteristics (that is, a statis-
tical interaction) the teacher’s behavior in inter-
“action with the teacher’s characteristics, or student

hehavior in interaction with the student’s char--

» acteristics,An éxam;_:}le of the latter would be if

“ Chl square tests at DT level.



Mexican American students, and only students of
this ethnicity, tended to initiate more speaking
“when being observed by a coder. There may also
be an interaction effect between the observers’
characteristics and the characteristics of the teacher
or the students, An example of this would be if
Mexican American students tend to initiate more

speaking when observed by a Mexican American

coder, but not when the observer is of another
ethnicity, while Anglo students do not initiate
more speaking when there is an observer in the
class, regardless of his ethnicity.

Obtrusive biases can be minimized by having
the observer's visit announced in advance, attempt-
ing to insure that the observer is not perceived
by the teacher or students as being biased against

‘them or having power over their welfare, and by
having the observer become familiar to the class
before he starts coding.

The first condition was met; the teachers were
informed by the principal a day or two in advance
that they would be visited by an observer, It was
not possible to meet the other conditions ade-

quately. It would have biezn most difficult to keep
the teachers from knowing that the observers were

from the U.5, Commission on Civil Rights. Further- -

more, the observers were of three different ethnic
groups. The ethnic identity and employment affil-
iation of the observers undoubtedly had the effect

of their being perceived negatively by some of
the teachers, Moreover, the plan to visit a large

number of classrooms precluded préliminary visits
which would have allowed the observer to be:
come fam;harrté the class.

Obtrusive biases are difficult to detect during

- actual classroom observation. This is because, on
the one hand, they are confounded with coding

biases and, on the other hand, checks for them

usually can be expected to induce some obtrusive
effects of their own.

No specific checks were made for obtrusive
biases. However, it is possible to make a reason-

able prediction of the direction of these biases..

The general effect of any ‘classroom observer is
usually to put both the teacher and the students
on good behavior. The teacher tries to fulfill what
is generally considered characteristic of good
teachers: in control of the class, well organized,
involving the students, and supportive of their
efforts, The fact that the Gbseryers in this study
were known to the teacher to be from a civil
rights agency and the fact that some of them were

-obviously minority group members must certainly

have induced some teachers to be' par[lcularly
careful about how they related to minority stu-
dents in the classroom. Consequently the. Dbserved

' unfavorable disparities between Mexican Ameri-
cans and Anglo students are probably sumewhat-

less severe than the disparities that nnrmally\gcc‘iur
in the classroom, \

Possible Sampling Biases | \

There is no way to totally assure against sam-f

pling bias, but adherence to statistically sgund
sampling procedures does allow one to limit the *

probability of a significant sampling bias to a given \ :

%
g

value, The sampling procedure used in this study
has been discussed. (See Appendix A, pp. 45-47.)

These procedures followed or approximated the

sampling procedures necessary for valid statistical

infercnce. The probability of sampling bias in this
sty is one in a hundred for each tested hypoth-

~esi. It should bé noted that this probability of
error s in reference only to inferences about the

specific pcpulatmn from which the sample was

d rawn,



APPENDIX F, TEACHER, STUDENT, AND CLASS-
ROOM CHARACTERISTICS INFORMATION
"FORM
Schgol and Dlstrmt N{J Date

Access No, Interviewers initials

District Name | B School Name

Teacher Namg _ . AG
g’iﬁafssrcmm No. ‘ Grade B Period

1. Use the space on page T.2 as follows: Mexican American child in relation to his
a. On the seating chart on the following page, cultural and linguistic differences? If so, de-
record the seating patterns in the class- scribe.
room. In each block record:
NS—No seat
- NO—Not occupied T ——— —
- M—Mexican American Yes. No
A—Anglo | - —
'B—Black | ]
O—Other —_———
b. Draw the teacher's desk, if one is present.
¢. 1f50% or more of the children face in one
direction, indicate the focal point,
d. Draw any seats occupied by isolated chil-
dren outside the main body, and indicate 4 Ak the teacher the following question. Re-
(M,"A, B, O) the ethnicity of the child in o1 the answers in the grid below:
that seat. ]
e. Draw any windows.
f. 1f any of the items called for in directions
b-eare not |, sent, indicate this fact by
drawing a line through that direction.

Please help me to identify the ethnicity of

the children in the room today, How many

children in the room are Mexican American,

Anglo, Black, or of other ethnic background?

You should use “other” for children of Ori-

2. Ask the teacher: Please tell me what college éntal or American lnﬁ,an backgrcund

" degree or degrees you hold. Record the an- . ,

swer below. ' erurClassmcanm Teachers C lasafu:atu:m

Doctorate | Masters | Bachelors None MA i

._ 3. Ask the teacher; Have ycju had any inesérvirce ' —(—D e —
- courses dealing with the education of the | T o _




Ask the teacher: How do you decide where
each child will sit? Record the answer below:

Indicate the ethnicity of the teacher in the
space below,

- MA

7. Indicate the age of the leacher in the space
below.

D

l' BEZIED

8. Indicate the sex of the teacher in the space
below.

| 4




APPENDIX G. SOCIOECOMOMIC STATUS OF

FORM

U.S. Commission on Civil Rights
Field Study Supplement

© District:

Schoal:

Address:

Contact

Person: ———————r
Address: .

Phone No.:

1. What percent of the Spanish Surnamed pupils
in this school come from families with a total
annual income of: (Estimate.) |
A. Below $3,0002—— B. Over $10,0007——.

2. What percent of the Anglo pupils in this school
come from families with a total annual in-
come of: (Estimate))

A. Below $3,0002—_ B, Over $10,0007—_

3. What percent of Black pupils in this school
come from families with ‘a total annual in-
come of: (Estimate,) '

 A.Below $3000%— B, Over $10000_ 8

4. What percent of the Other pupils in - this
school come from families with a total annual
income of: (Estimate.) L
A, Below $3,0002—— B, Over $10,000%——

5. What percent of the Spanish Surnamed pupils
| © _ in this school come from families in" which
ERIC | n ,

Full Tt Provided by ERIC.

A 0 years?

the highest educational attainment. level of
the head of the household is: (Estimate.)

A. 0-8 years? %
B. High School? — %
C. College? %
D. Total 100 %

5. What percent of the Anglo pupils in this

school come from families in which the high-
est educational attainment level of the head
of the household is: (Estimate,)

A 0-8years? %

B. High School? —o %

C. College? —%
D. Total 100 %

. What percent:éf the Black pupils in this

school come from families in which the high-
est educational attainment level of the head
of the household is: (Estimate,

%
B. Hfgh School? %
C. College? %
D. Total 71_0(:) ,,,%

What percent of the Other pupil in this school
come from families in which the highest edu-
cational attainment level of the head of the
household is: (Estimate.)

A 0-Byearst %

B. High School? — %
C College? @ ——u %
D. Total- 100 %




APPENDIX H. DISPLAY TABLES

H-1 Percent of Total Variance of the Bivariate ;m,,mz_a:m:,__ﬁ *,S. those Pairs of ._.,mm_ﬁ,_amq ngmmmqas__ﬂ__ m__._,_n__ ma_;né_ _n__mqmnnmz_mfam
which had a Statistically Significant zmgas@sm:,_ﬁp 2

1 2 3. 4 5 B 7 8 9 w1 1213 -4 15 16 0 17 18 19 30 .27 -
1. grade ) . ) ' . o B
2. track 2.83 - : B - : s
3. sulbaject 3.57 . ’ :
4. teacher education. 4.54
5. teacher inservice
ng
b teacher ethnicity
7. teacher age 3.5 3.99
8. teacher sex 1000 )
. BT 366 2.0 9.34
0. 3.5 26T 348 275 290
T1. 306 252 453 293 310 B81.32
12.
13, 6.5
14, 4.53 ‘ 2153 : 30.64 33.87
15. 47 3.40 235 3225 399 2A4F hHB.5%
. class shaoe
1. ethnic isolation in 4¥2 BA45 SRt BOF GO 249 55
schood .
18, schoal Wi SES 1184 .5 30 222 463 ] 23.54 2659 - W95 12,28 ) .43
™. schol & SES I Farv 27T 178 2.3 437 2262 2300 B.50 .32 .aw,_.?mf 2073
20, schvool awg. SES T 2 208 Faf 38 4763 4769 18.23  19.07 203 Brh 4460 20559
. stale .24 R3F TFI 0 344 FA0 304 1LER 1B . 1397 1566 494  B.54

! Tested by Chi Sg Test.
* One of the 22 characteristics, the differemce in the Chicano and Anglo aweray e SES, was mot included in this analy

i ;
-RIC"




H-z Standard Eewatmns uf Drspantles in Ee=
haviors Within. Classrooms Between the
“Average Individual Mexican American and
'the Average Indmdual “Anglo

Staﬁda_rd"

Standard -
Deviation - _ Dev:aunn
Teacher acceptance of students’ feelings 048 Teacher giving of directions 420
S oA Teacher criticizing or justifying autht:mty 223
- Teacher praise or encouragement 344 , .

. ) , Student response speaking 1.839
Teacher acceptance or use of students’ Student initiated speaking 2961
ideas R ' 393 Teacher giving of positive feedback = .649
Teacher questioning 955 All noncriticizing teacher talk 2,420
- Teacher lecturing - 1.393 Al student speakmg 3514 .

" H-3 ANl Pairwise chfrélatiﬁns‘fﬁf the Measures :pf Behavior Disparities Within Classrooms!

12 3 4 5 6 7 8 9 10 1M

1. Teacher acceptance of stu-

" dents’ feehng - ' ,
2. Teacher praise or encour- .05

" agement : o

3. Teacher ac:r_EptanEe or use —.01 - .54

.- of students’ ideas o e
' .4.,{_'Teacher questioning . .DS .59 .58 .

-~ 5, Teacher lecturing 100 .21 15 1@9 :
~ 6. Teacher giving of direc-.—.03 .10 .09 15 .21

. tans : _ . . o o
. Teacher criticizing - 01 .01 —04 02 .05 .12.
. Student response speaking .04 .15 19 .30 .16 12 . —.00 |
9. Student initiated speaking .04 .15 14 13 15 .07 .06 .02
- All-positive feedback from ~ 100 .86 .89 .67 21 11 —02 20 A7
 teacher. , - _ : o o
11, “All ncmcratlt::zlng teacher .10 .60 .57 .77 .78 -.38 .05 .28 20 .67
" talk : ' o
. /Al student speaking 05 20 22 27 21 20 05 54 85 24 31

} Reported ‘statistics are Pearson correlation coelficients




