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The stuiy was designed to explore further, and

possibly extend, a conceptual model of teacher~studest classrccm
interaction used initially in uono-llngual, segregated, public
secondary school and college settings. The ‘4 verbal act modes in the®
model were called appraisal, prescriptive, inforsational, and
questioning. This observational study attempted to test verbal
interaction relatlonshlps at the bilingual elementary school level in
classrooms of varying racial/ethnic conp051t10n, intelligence, and

achievenment.

The sample consggted of 36 audio~taped classroom lessons
recorded during a 10 day obseev

ation perlod. Four lessons from each

of the 9 elementary (K, 1-3) bilingual classrooas in the program wvere
selected. The racial/ethnic composition of the classrooms ranged from
35-68% Mexican American, 3-52% black, and 4-55% white. A total cf
2,010 classroom interactions were observed, recorded, and analyzed.
Results showed that teacher expectation \were related significantly.
The Metropolitan Readiness Test and Otisrlennon Mental ARbility Test
scores were not correlated significantly \with pup11 verbal
performance in these bilingual classrooms. Prescriptive ‘standards
vere related specifically to thetinitiated acts of male pupils and
the positive self-referenced acts of fémale pupils in the high
Mexican American classrooms. It was also suggested that considerable
teacher attention, interaction, and emphasis‘on prescrlptive centrol
vas dlrected at Mexican American pupils. (FP)
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Teacher-Pup11 Interaction in Bilingual Elementary
School Classrooms:_

DaQid b.»Johnson
‘Baylor University
The present study wa;'deéigned to explore further,'and'
possibly extena,.a conceptual.model o£~teaéher-student classroom
interaction (Johnson, 1973) used initially in monolingualQ segfe—
gated, publié secondary school and‘college (Johnson, 1974) settings.
In the 1n1t1al\studles 1t was assumed that teachers acquire éﬁ;ecta-
. \ .
tions regarding the occupants of schoq} system positions (principal,
teacher, student) as well as for the behavioral perfo;mances of
persons hol@ihg these positioné. Further, it was assumed that
teacher expectations are enunciated within a set of four, mutually
exclusive verbal act modesr A verbai’;ct mode is the speaﬁer{s
way of expressing some dimension of the charaqteristics of persons
(especially their behavior), objects, placés, and events‘in verbal
interaction; The four verbal act mcdes in the model are called
appraisal, prescriptive, informatiqnal, and questioning, aqd these
modes seem to vary in teacher-student interaction on the dimensions
(See Figure 1.) of conclusiveness, applicability, certitude, and
séqpe respéctively,} Verbal interaction may be viewed then as a
process that occurs.bétween at least two people when the way an

antecedent verbal act is emitted by one speaker affects the subse-

quent verbal behavior of another speaker.
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" effects on pupil performénce.

~ - o ‘ 2,
In the previous studies the four expectational modalities were
found to be'related, according to the model, differentially and

significantly to the quality and quantity of student classroom

1 ; .

- behavior. The present'observational study attempted to replicate

these verbal interaction relationships at the bilingual elementary
school level in classrooms §f varying racial/ethnic¢ composition,
intelligence, éhd achievement. -~

Despite Rosehthal and Jacobson:(l968) and associates’ strSng
suggestion that teacher egpectations regarding pupil performance
are somehowfcaﬁmunicated to pupils in Eﬁe naturalisgic classroom
setting during the course of a school yéar, fe@ studies outside
of the laboratory have focused on the sequential effecté.of~verba1—
ized teacher expectations on pupil verbal perfqrmance. In addition,

Seaver (1973) reported recently some methodological shortcomings

and five different investigative failures to replicate the orig-

"inal Rosenthal and Jacobson findings using similar procedures. He

concluded that the manipulations of teacher expectation have
been too artificial, implausible, psychologically confounding, and

any effects produced have heen trahsitory because of the relative

weakness of the manipulations. Also, it may be that the apparent.

"weaknescses" of these manipulations are due, in part, to an over
1 ' .

generalized conception of a teacher expectation (c.f. Meichenbaum:
and Bowers, 1969 for a similar poinf), its operational distance from

classroom interaction, and its presumed persistent, long-range
L

!

The model used in this study focuses on the immediate, directly

<
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observable effects of four expectational modes of teacher behavior

on subsequent pupil verbal performance. The appraisal mode
represents the teacher's value expectation in the form of a ver-

bali7é5 judgment about something liked or disliked. The prescrip-

tive/mode expresses the teacher's control4expectation in the form

1

of aG%ene;al standard or more'immediate situational demand. The

- informational mode is the ‘teacher's way of indicating her certainty

-

or un:értainty of belief about something. The questioning mode

is the teacher's way of asking for some narrow or broad range of
. , ,

| i

response from pupils.

Traditionally, teacher expectationali“;}fects" have involved
pre and‘post comparigoﬂs of pupil:intelligence and achievement
scores rather than behavioral indicators of pupil verbal perfor-
maﬁce. Tﬁis trgpd has continued despité the many arguments
againét an over-reliance upon or exclusive use ofcsgandard I.Q.

!
and achievement measures. These'arguments have beensmost emphatic

(c.f. Clark, 1963) about rigid teacher ekpectations hindering, if

not preventing.'the.recognition of a broader. range of abiliﬁies,

. skills, and creativity in minorityxpﬁpils.

For purposes of this study, creativity is defined as an un-
expeéted, positive self-referenced or productive verbal act emitted -

spontaneously by a pupil. An unexpected pupil verbal act is

_bounded-usually by some "form and history of communication, and is

embedded within the role relationships and oppprthnities to be

found in a given sequence of intaraction’ (e.g., during a class
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lesson). ;reativity;may be expressed when a pupil is able to
explicitly claim re5p6nsibiii;y for or reference himself in con-
néction with the enunciationf;f unexpected content. Créativify
may be expressed throughiverbal pfoductivity,'i.e., the pupii's
elaboration, hypothetical- construction, or divergent interpreta-
" tion of unexpected édnﬁent;

Within this framework creativi?y as a process may beléxf'
amined in relation tb defined sequential unité of interac£ion,
i.e., between specific antecédent teacher expectational modes_'
‘and subsequent pupil ve;ha}facts. The_greative product may be
jhdged by the quality and‘q;antity of verﬁal contenﬁ expressed.

by a pu§il within a defined unit called an "interact.” An inter-

'éct is a verbal act emitted by the teacher that is followed by at

least one vérbai’act ehitted spontaneously byla pupil in the cléss-

room. In addition to lookiné\at the iﬁteract reiationships'

suggested by this-model.(Figure‘l.), thé pdssible effects Sf.pupil
! \

expectation, race, sex, intelligence, acﬁievement,-and the raéial/_

-ethnic composition of the classroom on pupil performance wefe\

examined.

Methodology

Thé study was coﬁducted aé'part of an overall evaluation of
the bilingual elementary 5chodl p?oject‘by_the Waco Indepehdent
School District (WISD), Waco, Texas;

' Sample:. The sample-consisted bf 36 audio—tapéd ciaséroom lessons

(mean time 30.8 minutes) recordedxduring'a tén day period of
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observation. Four lessons from each of the nine élementary (K, 1-3)
bilingual classrdoms in the program were,selec;ed, but one ﬁn-
translated lesson (predominantly in Spanish) had-to be Omittéd.
The racial/ethnic composition of the classrooms ranged from 35-68%
Mexican-American, 3-52% black, and 4-55% white. A total of 2010
classroom interactions were observed, recorded, and analyzed.
Procedure. 1In October, 1973 all kindergarten and first g?ade
pupils in the bilingual classrooms were éiven the Metropolitan
Readiness Test, and the second and third graders were given -the
Otis-Lennon Mental4Ability Test. Subsequently, a conference was
held with all teachers and 'aids in order to assure their cooperation,
describe éhe procédures to be used, and answer any questions they
might have aboﬁt the study. fhe teachers provided'lessbn schedules,
pupil rosters, and seating charts needed by each classroom observer
to iaentify speakers and speaker targets. No changes:in classroom
lesson or daily procedure were made by the teachers. All teacher-
‘pupil interaction'obserbeévduring the course’of a complete lesson
was recorded on 90 minuté tape with a Roberts 8l deluxe cassetté
tape recorder. These recordérs were available aiready in the
classrooms, and were often used by-the.ﬁeachers.

One obsérvor ﬁonitored each classroom. Each one nbﬁed the
physical condition and composition of the classroom, and coded
séquentially all classroom speakers, speakéf.targets, and shifts in
classroom activity. A typed transcriptién‘was prepared then from
the audio recordings and observor codings for each lesson. Each

. ;
° P
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verbal interaction was identified as iﬁteract units, and coded
according to the rules, systematic procedureé, and expectational
categories deEailed in the Social Interaction Cregtivity Communica-
tion System (SICCS) manual.1 Classroom interactiohs involving
»teacher and'aid verbal acts were coded ‘independently by two
assistants into the expectational mode categories. Classroém
ihtefactidns with pupil verbal acts were coded independently by a
third coder ints the initiated, positive sélf—referencéd, productive,
length, and numger of éct catégories. The SICCS categories have
beén coded with reﬁiability in other studies. For this study
the mean percentages of;intér—coder agreémentfwgrékrespectively
for speaker sex (98.3),ispeaker race.(97.2), Eargét sex (96.8),'
target race (97.5), and the appraisal-(89.1), prescriptive.(91.7),
informational (95.4), éﬁd questioning (96.5) modes. /

Analyses consisted of cross—tébulating‘all oflthe teacher
expectational modes with the éubsequent pupilvverbal act variables.
These interact relationships were then re-examined against the
controls of pupil sex, racé, and dominant racial/ethnic-composition
of the-claésfoom. Also; the predicted teécher—pupil interact:
relationshipé,were compared witﬁ pupil—pﬁpil interactionsr Finall?
Kendall tau rank.cofrelatipns,pétween individual pupil's within- ",

classroom ranks on either intelligence or achievement and their

ranks on each of the interaction variables were computed.

i A limited number of pre-publication research editions of the
SICCS coding manual are available from the writer.




Résults

Y

A total of 1313 or 65.3 p;fcent of all_classroom interactions
cogsistgg;of an antécedent teacher verbal act being Followed by
only‘ggg pu§11 verbal act. Teacher positive rather ﬁhan'negativé
éppraisals. as prgdicted,.were_réiated significantly (é‘<.05) to
longer verbal acts (Téble 1), but not pupil-iniEiated, prodﬁéﬁiﬁe,
positive'self-referenced activity, or the number of succeeding
verbal acts. These results tend to support the earlier f£indings.

Teacher prescriptiveé were not related significantly to one
act pupil productiéity and length, or the number.of succeéding ver-
bal acts. Teacher standards rather than directions (Tabie.Z)

were associated signifiéantly (p<:.601) with pupilQinitiated.activ;;y
and positive self-referenced verbal activity (Table 3}. 'Thése two
findings appear to revérse the pfedicted pattern for ea¥iier findings.

Téacher informationalslwere not'rglated significantié to

ppsifi&e self-referenced pupil acts and the number of succeeding
verbal acts.. Uncertain rather than certain informational acts
(Tgble 4) were assoc%g;eq siénificantly (p<(.01)'with pupil-ipitiaéed
activity and pfoductiviﬁf (Tablé 5). Also, upcertain_informational
acts were associated (Table 6) significan£ly’(p<:.05) in interaétions

*yith longer pupil acts as predicted.
\ ' . ' o
' Teacher questioning acts were not related significantly to

puﬁiléinitiated‘acts. Broad rather than narrow questioning was
associated significantly (p £.001) with pupil proéucti&ity (Table 7)
"and act length (Table 8), and significan%ly (p £.05) with posiijgi,

—

[




8.
‘f”\gself-referenced ;cts (Table 9) and number of succeeding verbal
acts (Table 10) as predicted.

In>139 interactions or orly é.9 percent‘of all classroom
interactions studied were teacher wverbal acts followed by more
than one pupil verbal act. No reversals of change in the pattern
of interact relationships was noted here“except that teacher
prescriptive.standards rather than directions were not rélated‘to

» pupil-initiated and positive self—referenced acts in extended
interactions.

-

The stability of these teacher—pupi; relationships was sustéined
when re-examined.aéainst.the control of the pupil's racial/eﬁhnic
identity.. Howéver. téacherfﬁfgnggptive standards rather than
directiqns were related signifﬁLantly {(p<£ .01) té single pupil-

~initiated (Table 11) and positive Self—reférenced verbal acts
(Table 1?3 when emitted.by Mexican-American pupils. In fact,
Mexican-Ameriéan pupils (who rep¥esent 51.6% of the pupils sampled,

‘ n=116) were specifically tar%eted more frequently (Table 13) by
teachers than either black or white pupils, -and, inturn, Mexican-
American pupils responded more frequently (Table 14) than biack'
or white‘pubils to eachAteacher expectational mode.

Although male pupils represen£ed’49.3 percent (n=11Y) of the
total sample, teachers specifically targetéd male pupils (Table 15}
more often than female pupils or the entire claés;oqm, and, inturn,
male pupils responded twice as frequently as fémaie puapils (Table 16)
to each teacher expectational mode. However, the stability of the

| reported teachér-pupil findings was sustained yhen re-examined

Q : : \

i
I
/




-ed@ by onelqe:bal_aé% from another pupil. In order to assess the

o

against the control of pupil sex with no reversals noted.

i

A total of 243 or only 14.7 percent of the classroom inter-

actions studied consisted of an antecedent pupil verbal act follow-

..

relative strength and generality of the mode-interact relatiohships,

teacher-pupil interactions were compared with pupil—pupil interac-

" tions. The results indicated :that neither pupil appraisals (n=34),

prescriptives (n=31), informationals (n=149), or questions (n=29)

were cross-tabulated significantly with the performance. variables
in the first subsequent pupii act (only’fi?e pupil-pupil interactions

included more than one succeedihg verbal act).’
The individual pupil's classroom #ank on either the Metro-

politan Readiness Test total score or the Otis-Lennon Mental Ability

e - j '

Test scores was'correlated>with_the pupil's classrdom rank on the

pupil-initiafed, positive self-referenced, productivity, length,

. ~ . I.\ - . . ) . ) )
and number of verbal act variables. 1In no case was a significant

’ ‘
rank correlation fourd with a pupil verbal performance variable

1

in dlassroom interaction.

Finally, each teacﬁer-pupil.inﬁeracé relatibnShip was-re-b
ex&minéd against the control df‘preddminant racial/ethnic composition
by.partitioning the»nine bilingual classrooms into high Mexicén—

\

American (3 classrooms with highest préportions of Mexican-Americans

3

. X 65%), high black (3 classrooms with highest proportions of blacks
. \ . . :

| X 43%), and high-White (3 classrooms with'highest'proportions of

S .
whites ¥ 38%): The results indicated thSt teacher negative rather.
. . N . "\ .
than positive appraisals were related to ﬁppil—initiated activity
. ‘.\

” 4
6. _ )

[
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(Tablg f?) significantly (p« .05} in reverse of the predicted pattern

only in the high Mexican-American classrooms. Teacher prescriptive
standards rather than directions were related to pupil-initiated

—_—

activity (Table 18) significantly (p £.05) and in reverse of the

pattern predicted only in the high MexiCaanmerican classrooms.
With the exception of tﬁgsé'later tw§ unegpected findings,.thé/': =
~ipitial teaqﬁer—pupil felati@nships reported_remaihed ééahle aéross
classroo@séof varying faciai/ethniccompp;ition.“ |

; « o~

Summary _:' < P o _ - o . - ;
In accordance with the conceptual model (Figure 1), teacher ,
Iy : ) . -k .

~informational and questioning modes rather,than value and control |
: - ‘ , .

modes of teacher expectation were reléted/significantly and more

consistently with the creative quality and quantity of pupil verbal

bl

. pé;formance in the bilingual classroom. Thé Metropdiitan Readiness

Test and Otis-Lennon Mental Ability Test scores were not correlated

2
™

significantly with pupil verbal performance in these bilingual

classrooms. Also, the mode alternatives aésumed‘in the model to

be influenced more by substantive concerns rather ‘than the value-

f B N

S ' . \
and control expectations of the teacher reS?iVed, with the exception ™.

Y
i

of prescriptiveness, some support.

Teacher prescriptions wére imolicated in almbst us many

teacher-pupil interactions (m=404, 30.8%) asg questipns_(n=53;) 40.4%),
, . . Q ) ] o .

and teacher prescriptions were observed more frequently_(p=4é;,34,5%)
: ! ' T

than any other expecﬁational mode in extended interactions. Teacher



11:.
standards rather than directions were related significantly only
to the firsf, but no£ the extended, positive sclf-referenced and
initiated acté of Mexican-American pupils. Pfescriptive standards

were related specificqllﬁ to the initiated acts o{ male pupils and
the positive self-referenced acts of female pupils in the high

[}
Mexican-American classrooms.

Speculation regarding these findings suggests that considerable

teacher attention, interaction, and emphasis on prescriptive control

1

was directed at Mexican-American'pupils. Since seven of nine female
teachers were white (no-Mexican-Americans) and eight of the nine

female teacber.aids were Méxican-Amefican (no whites), teacher

. . ey _
verbalized standards may have lacked sufficient cultural sex role
legitimacy or salienjy relative to peer diregtives to sufficiently

induce male Mexican-American pupils to comply verbally. Conversely,

-

all female'teachers and Mexicén—Ameriéan female aids working together
in predominantly Mei&can-Americah classrooms may have induced more
compliance and some initial self-idqntification.in female Mexican-
American pupils=withoutvfaéiliyating the;proauctivitQ and quantity

of their over-all verbal performance.

Al

The predicted findings support the éonception of an underlying'
.\ | | e ;

expectational continuum in teacher-pupil iﬁtefaction ﬁedia§ing
/’ ] [N \\
pupil verbal performance. ' T~
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FIGURE 1

AYC6nceptual Model of Teagher-Pupil Classroom Interaction
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“PABLE 1

Antecedent Teacher Appraisal Mode .
By Subsequent Pupil Verbal Act Length -

Length 2
One __Two or more - Total
Appraisal Mode © 1 E L % £ % \ £ %
Positive judgment |46 (45.5) 55 (54.5) 101 (100.0)
Negative judgment 25 (64.1) "14 (35.9) 39, (100 0)
‘Total N 71 (50.7) 69 (43.3) - | - 140 (100.0)
i )

2 \ ‘ ;
X"=3.2 (p<£.05) df=1 /
aLength of verbal act is expressed as a propcrtion of a stgﬂdard_line.

A standard line is any combination of 60 orthographic symbqls and spaces
typéd on a standard elite typewriter. Length one represents codings
within the first quartile range (1- 14) of a standard line, fand two or
more indicates codlngs beyond the first quartlle range. '

-

et




TABLE 2

Antecedent Teacher Prescriptive Mode By Subsequent
" Pupil-Initiated Verbal Activity

Pupil-Initiated Activity

Compliance Initiated® .Total'
Prescriptive Mode | £ % f % £ .%‘
Direction 180 (50.1) 179 (49.9) | 359 (100.0)
Standard 10 (22;2) »— 35 (75.8) 45 (100.0)
_ EL L o
Total 4 . 190 (47.0) 214 (53.0) | 404 (100.0)

x%=11.2 (p&.001) df=1

@lnitiated represents verbal acts of interruption, iedirection, and

volunteering that are emitted by pupils not targeted specifically by

the teacher. : o : '
VA

; ¢
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TABLE 3

Antecedent Teacher Prescriptive Mode By/

\
\

Subsequent
K Self-Referenced Pupil Verbal Activity

A
) i ‘Self-Referenced Verbal Activity )
Positive Nonpositive Total
Prescriptive £ 0% £ % £ %
 pirection | 39 (10.9) 320 (89.1) 359  (100.0)
Standard 14 (31.1) 31 (68.9) 45 (100.0)
Total ‘53 (13.1) 351 (86.9)- 404  (100.9)

x%=12.7 (p€.001) af=1




TABLE 4 \

\

Antecedent Teacher Informational Mode By Subsequént
Pupil-Initiated Verbal Activity AN

. ' \
7 | /\p - P
— = —s - 'Iﬂ:;#
. - 7
v - 1 ~

Pupil-Initiated Activiﬁy

‘ : a //" .
Compliance Initiated Tctal
Informational Mode £ % - £ % - S %
Certain J 42 (24.7) 128\\(15.§). 170 (100.0)
Uncertain { & (8.8) 62 (91.2) 68 (100.0)
Total 48  (20.2) 190 (79.8) | 238 (100.0)

x2=6.7 (p<.0l) daf=1

qInitiated represents verbal acts of 1nterfuptlon, redlrectlon, and
'volunteering that are emitted by pupils not\targeted specxflcally by
“the teacher. .




TABLE 5

Antecedent Teacher Informational Mode By Subsequent
Productive Pupil Verbal Activity

Pupil Verbal Activity

Productive Nonproductive Total
Informational Mode £ % . £ % f %
Certain ' 14 (8.2) 156 . (91.8) : 170. (100.0)
Uncertain 15 (22.1) » 53 (77.9) 68 (100.0)
Total 29 (12.2) 209 (87.8) | 238 (100.0) -

x2=7.4 {p €.01) af=1




'TABLE @

Antecedent Teacher Informatlonal Mode By Subsequent
Pupll Verbal Act Length

v ' | \
\ ‘-Leng;pa
One \JWO of more - Total
j

Informational Mode £ % B % | £ %

Certain |85 (50.0) 85 (50.0) | 170 (100.0)

Uncertain 124 (35.3)| 44 (64.7) 68 (100.0)
Total o 109 (45.8) | 129 “(54.2) 238 (100.0)
%%=3.7 (p<£.05) df=1 - ST ’

o

aLength of verbal act is expressed as a proportion of a standard line.

A standard line is any combination of 60 orthographic symbols and spaces
‘typed on a standard elite:typewriter. Length one represents codings
within the first quartilebrépge (1-14) of a standard line, and two.or .

more indicates codings beyond the first quartile range.

d




Antecedent Teacher Quéétionin& Mode By.Subsequent'

i

TABLE 7 |
\

Productive Pupil Verbil Activity

\

TR

1

\ o
*\Pupil\Verbal Activity

2
X '=65.6 (p<.001) df=1

R

- Ml . - |
Productive | Nonproductive . " . Potal !
— T — _ /
Questioning Mode f % ‘ £ % £ %
Narrow 14  (3.3) 410 (96.7) 424 - (100.0)
. \\ : . | f .
Broad 30 (28.0) K7 (72.0) 107 .-(100.0)
. 1 | v
Total 44 (8.3) - 48; (91.7) 531 (100.0)



‘TABLE 8

Antecedent Teacher Questlonlng Mode By Subsequent
Pupil Verbal Act Length

Léngtha
One . Two or more Total
Questioning Mode | _
Narrow | Res  (67.2) 139 (32.8) | 424 (100.0)
Broad | 37 (34.6) | ~ 70 (65.4) 531 (100.0)
n . - [ ) - :
Total 822 (60.6) 209 (39.4) 531  (100.0)

x%=38.3 (p< .001) df=1

2Length of verbal act is expressed as a proportion of a standard line.

A standard line is any combination of 60 orthographic symbols and spaces
typed on a standard elite typewrlter. Length one represents codings
within the first quartile range (1-14) of a standard line, and two or
more indicates codings beydnd the first quartlle range.




TABLE 9

Antecedent Teacher Ouestioning Mode By Subsequent
Self-Referenced Pupil Verbal Activity

Self-Referenced Verbal Acﬁivity

Positive " Nonpositive ~ mTotal
Quéstidning Mode £ % £ % - £ %
Narrow 44 (10.4) 380" (89.6) . 424 (100.0)
Broad 18 (16.8) 89 (83.2) 107 - (109.0)
Total 62 (11.7) 469 (88.3) | 531 (100.0)

1 1

x%=2.9 (pe.05) ag=1 .




TABLE 10

Antecedent Teacher Questioning Mode By Number of

Succeeding Pupil Verbal Acts

Number of SucceediﬁﬁiACts

One

Two Or more

. Total
Questioning Mode f % - f % £ %
Narrow 421 (93.1)). 31 - (6.9) 452 (100.0)
Broad 105 (86.8) 16 (13.2) 121 (100.0)
Total 526 (91.8) 47  (8.2)

573 (100.0)

x?=4.1 (p<.05) af=1
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TABLE 11 - g oa

Antecedent Teacher Prescriptive Mode By-SubsequeEt
- Mexican-American Pupil-Initiated Verbal Activity..

Pupil-Initiated Activity '
Compliance ‘ Initiated® - _Total
‘Prescriptive Mode £ % « F % £, %
. Direction {7 91 (56.5) 70 (43.5) .| 161 (100.0) -
Standard 5 (21.7) 18 (78.3) | 23 (100.0)
$ R S
Total ‘ 96 (52.2) | 88 .(47.8) | 184 (100.0) -
» - T ; ‘ ' .
5 . i
x2=8.2 (p €.0l) df=l / . | ' -
a » . o . ‘ . s . .
Initiated represents verbal acts of -interruption, reéedirection, and
volunteering that are emitted by'pupils,not'targetgd°specifically‘by
the teacher. : S, . ‘ '
14 ‘ : N
~ Vo




TABLE 12

/

Antecedent Teacher Prescriptive Mode By Subsequent
Self-Referenc d Mexican-American Pupll -Verbal’ Act1v1ty

T

Self-Reference

d Verbal Activity

Nonpositive

Positive Totai 
Prescriptive' £ % £ % £ %
Direction 8 (5.0) 153 (95.0) 161 (100.0).
Standard 5° (21.7) 18, (78.3) 23 (100.0)
| 783 :
Total 13 (7.1) 171 (92.9) 184 (100.0)

x2=6.4 (p £.01) df=1
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TABLE 13

Number of Antecedent Teacher Verbal Acts
By Target Pupil Racial/Ethnic Identification

Target Pﬁpils

w

Classroom Brown Black White | Total

Antecedent £ % £ % | £( % f % f %
Teacher Acts | 432 (32.9)] 422 (32.1) 204 (15.6)| 255 (19.4)] 1313 (1oo.q)
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TABLE' 14

- Antecedent Teacher Expectatibnal Mode By Pupil Racial/Ethnic
~ 7 ""Identification and Frequency of Pupil Verbal Acts :

|

J

|

——

Racial /Ethnic Identity

: e — ———

Brown Black White Total
Expectational Mode £ % £ % £ % £ \ %
Appraisal’ 61 (43.6)| 32 (22.8)] 47 (33.6) 140 (100.0)
Prescriptive 179 (44.3)| 99 (24.5)] 126 (31.2)] 404 (100.0)
Informational 129 ,(éh;z) a6 (19.3)] 63 (26.5) 238 (100.0)
Questioning 248 (46.7)| 110 (22.4)| 164 (30.9)| ‘531 (100.0)
Total 617 (47.0)| 296 (22.5)| 400 (30.5)| 1313 (100.0)
\




TABLE 15.

f

]

/

Number of Antecedent Teacher Verbal

-Acts By Target Pupil Sex :

- /

_ : ‘ /

. - Target Pupils |

T X — . —

Classroom Male " Female Total = |

.. Antecedent £ % £ % £ 7 %, £ %
" Peacher Acts 432 (32.9) 539 (41.0) 432 (26i1) 1313 (100

v !/
[
!1

—_

./b) |



TABLE 16

Teacher Expectational Mode By
Subsequent Pupil Speaker Sex

R - — — _ — N e ———  —————————

Sex

i Male Eemale Total _

Expectational Mode £ % £ % £ %
Aépraisal ~95 (67.9) 45 (32.1) 140 (100.0)
Prescriptive 262 (64.9) 142 (35.1) | 404 (100.0)
Informational ] 153 (68.4) 85 (31.6) 238 (100.0)
" Questioning 356 (67.0) 175 (33.0) 531 (100.0)
Total 866 (66.0) -447.(33.0)' 1,313 (100.0)
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TABLE 17
Antecedent Teacher Appraisal Mode By Subsequent Pupil—Initiéted-

' Verbal Activity in High Mexican-American Classrooms
. I

Pupil-Initiated Activity

v Cdmpiiance 10 -Initiateda | Total
Appraisal Mode ‘ S % £ % | B %
Positive fudgment 23 (43.4) 30 (56.6) 53  (100.0)
Negative judgment 4, (18.2) 18 (s81.8) | 22 (100.0)
Total 1 27 (36.0) 48 (64.0) 75 (100.0)

,
x’=4’3 (pg.05) ag=1

a_ ... ‘ . ‘ . . .
Initiated represents verbal acts of interruption, redirection, and

volunteering that are emitted by pupils not targeted specifically by
the teacher.
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TABLE 18

‘Antecedent Teacher Prescriptive Mode By Subsequent Pupil-Inifiated
Verbal Activity in High Mexican-American Classrooms

p————  —————— = - —

————

Pupil-Initiated Activity

Compliance Initiated® Total
Prescriptive Mode £ % £ % £ %
" Direction 85 (49.1) 88 (50.9) 173 (100.0)
. p o _
Standard 5 (26.3) 14 (73.7) 19 (100.0)
Total 90 (46.9) 102 (53.1) 192 (100.0)

x%=3.6 (p.05) df=l\/ |
tnitiated represents vérbal acts of interruption, redirection, and

volunteering that are emitted by pupils not targeted specifically by

the teacher.




