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TEACHERS, CLASSROOMS, AND THE EFFECTS OF SCHOOL DESEGREGATION ON

EFFORT IN SCHOOL: A "SECOND GENERATION" STUDY*

i by . - ST L
Willis D. Hawley" ”
Duke University -

- . Lo _ INTRODUCTION

In the generartion since the Supfeme Court cutlawed public politcies 9, .
‘that separated_blhckAénd white children.ip schools, the hopes of those
seeking an eﬁd to social inegua}ity caused by discrimination and inter-
racial hostility seem to have faded. While pubiic opinion polils sho;
drqmatic reductions in ;nterracial hostility over the last 20 years, and . o
t;vhile‘;be-éo-callec‘l ‘

- fad 3 # i
psychological well-being of blacks cannot be found by researchers, it is

vmark of oppression'- that allegegly'damaged the

not clear what the contriﬁutiéns of scﬂéol desegregation have been to.
these developments. Though the evidence is mixed, it appears that children
whd go to school with substantial (bué, perh?ps, not 6verwhe1ming) numbers
of children of a different race, have somewhat more.sopﬁisticate&'and'

more pésitive images of the other race than do Ehildren with minimal or

no interracial contact. Similarly, those who have seen desegregation °S

xxxxx o R4 '

*The general research upon which this paper is based has been supported by
a grant from the Spencer Foundation. This particular analysis was made -
possible by National Institute of Education. Neither the Spencer Foundation
nor the N.I.E, is responsible for the substaiice of the cqpclusions reached

by the authox.- ) . . . . N
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"a source of improved educational attainment by minorities have found little

B 7 - . -
solace in the available research. .

To be.sure, the research on the effects of school desegregation is by

-

1o means conclusive, but we now‘know enough to dismissﬁghe notion that the
3

simple“mixing of the races in a school will b*lng an end to racial
discrimination and its cbnsequences. Concern has moved therefore! from

school desegregation to "true integration" where students are mixed at

-

the classroom level, opportunity’for interracial interaction is maximized,

i

/

discriminationaagainst students on the basis gi,race"iS”éliminated and the
strengths and weakness of individual ~students are dealt'by teachers without

.

regard to skin coloxr. We are, then, 1nto a "second generation' of/awareness

that what actually happens in the schools and -~ perhaps most importantl
]
J
"in classrooms, determ1nes whether the schools -can play a more significant ~

role in ending the racial bases of social inequality. - .

-

Despite con51derable greement among educators and social sScientists

7

that schools and teacher s1ape the values and attitudes children have, there

\_/’>

is almost no satisfactory empirical rescarch on these matters.r And what little

evidence we do have is not very definitive,

v

This paper seeks to shed some light on how, the character of thildren's
classroom expej}ences affect the interest given and: investment made by

children to Z?ademic performance in desegiegated schools. It is a "first

cut" at a sy stantial body of data much of which allows one to address

some important issues that have not previously been subJected to empirical

'Subseciuen't analyses will examine in more detail than pi'esent

research.

’

objectives and space permits such questions as the effects of classroom

experiences on the acquisition of values related to tolerance of social

[]il(r ;/. ' 6, .
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and, political differences and;,in'geﬁgral, the development of commitment
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to various aspects of the 'democratic creed.” ¢ . .
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SCHOOL DESEGREGATION AND STUDENT ACHIEVEMENT:

HYPOTHESES AND THE ANALYTICAL MODEL

-

[ 4

As I have argued elsewhere, the theoretical basis, for the notion

that school desegregation will contribute to inproved academic achievement

*

among minorities is-not well developed in the llterature.* From extensive
'reading‘hfg;he research and speculation, howeyer, one might der1ve three
.general hypotheses which séem to hav:ﬁsome basis in theory or evidence.

First, racial desegregation brings students with relat1vel§\loy commit-

-

ment to learning and low acadeiiic aspirations 1nto contact with peers w1th
- \ ’ .

_higher aspirations and greater interest in doing well in schgol. The latter

nd/or establish peer ~ group norms that motivate low achievers

e

act as models a

£
L]

. to higher attainment.
| Second, teachers in desegregated schools w1ll hold higher aspirations
for minority students either because they are more likely to avoid '
stereotypes and discriminatory behavior or because thep establish or reinforce

classroom noxrms of high. achievement in response to the perceived model
N - -
capacity of white or middle-class students to achieve.- This hypothesis is,

in effect, a variant of the so-called pygmalion‘theoryf ile. that tcacher

expectations influence student performance, and holds that such'expectations

are usually hlgher in desegregated schools.
- A third-hypothesis concerning the possible link between school

deseETEgation and/academic achievement sees improved race relations as the

source of achievement. The dominant version ‘of this perspective holds that

desegregation reduces the hostility minorities experience and the stigma

- -

*Wi1lis D, Hawley and Ray C. Rist, "on. the Future Implemeritation of School
Desegregation: Some Consideration”, Law and Contemporary Problems 39 (Spring

1975) 412-426. ,

8-
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, increases their a rations.and self-confidence

Ko

they pérceive-whicﬂ, in t

. The focus of this inquiry, theﬁ, i commitment studeﬂﬁs\have to

academlc achievement and as it groceeds, each of these three general
hypotheses on the consequences. of desegregatlon will be .addressed. The model ‘

- .
- ~ .

N upon which ‘this analys1s is based assumes that student effort b b school is

' the product of several factors relating to parental 1nf1ueqces, classroom *

structure, teacher behavior and peer norms and characteristics., It incorporates
. . N\ . ’ ‘ . &
varicus aspects of the following factors: 7 ,

Parental Support of School

\ Parents' Education

) % Racial Mix of the‘Classroom .
o ;jf' \ Classmates’ Achievement Norms’ e : :

. \’ Student Interaction : - ' -

Degree of Teacher Support

Extent of Racial Discrimination by Teachers -

i

j Classmates’ Racial Attitudes :

The intedrreiationships to be examined are summarized in Diagram IL.

ERIC 9 S

Aruitoxt provided by Eic: N
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L | piagram I, C ‘ 7
-/ . . . . I
‘ -/ , Analytical Model forvAssessing the Effects of -,
:.' . / a - School Desegregation on Student Academic Effort, g
;. /‘// . T . ’ R . - ’o b o
: . s ‘ - : -7 - Y
VA
/ . . _ )
/ Peer Parental . )
T Values .
~ Learning’ Education
< . . - - T~ .
4 T~ .
: T Parental
- ) . Support for
Achievement -
- ’ - — ) \
Student 9
: Effort In -
Student . School . : .
Raciat—""{ > : . : “
) . Attitudes ’ | P
: Student — ﬁ
‘Inter- / ‘
action - .
! .
. f . }
- Teacher Teacher - .
.o - : Support :
‘ ‘ . ‘Racial - PP
. Bias . _
L L_/ : ' : :
Classroom } . .
Structure . Classroom )
| (Teacher 1< |- Racial Mix
petermined) | ™ ) .
: {
— “' :
. . : 3 ~
. ‘ l - ®
This model and its assumptions are elaborated as the data are engaged.
3 L .




. ’

vaiously; the model postulated here is complex and does not lend itself
to simple analysis. The ev;dence
‘but much of the justification for thi research is thac.it seeks to bring "ﬂ»;g
attentignuto the complicated relatipnsh ps between severai;grocesses and

conditions whose 1nterahtive and cumulatiye effects

AN _ . :,(‘,‘-""“-.
ciassrooms are to.be places in’ which social obJectives‘are to be attained,

~ -
-~ = - ’

will resolve ggg ’sEVeral issues

uSt bednndexstood if 0w

[ "

Nobinglé study, and certainly not this one,
P oL c
and questions implicit in ‘that imperative.

?

Student Effort in School The Depeuderit Vardiable

“w o= -

v Inm, assessing the possibility of a 11nﬁage betwe

Q school deSegregatibn

{
gng‘achlevement ){ will be 1ooking not at_ test sco;es or other direct

. ‘e

‘measures\of achievement but at a.set of student attitudes which reflect

commitment to learnlng. As I've implieh any’ théoretical-expﬁanation of a ) ) -

PR Y - ; ,\\
relationship between school desegregatlon “and achlevement depenCs on the:

- -

effecte‘theffqrmer has on affective rather than cognitive aspects of the ‘

learning process. If desegregation increases/the achievement oﬁ\minorities .
) i . i

’ . . [ .o .
it is because minority students in desegregated schools develop %ore positive

attitudes toward learning.- 1. AN - \ \ : |
.. «tvw \ \

Indeed, it seems reasonable to nssume‘ﬁhat when standardized teqts are
used to assess student progress, the measured effects of desegregation on

achievement ate influence& by the.intellectual\ability of students. And,

since this factor is difficult to measure, previous studies may have under-

stated the importance of desegregation on achievement.

\

\
\

‘Student‘commitment to learning is measured by a five item scale
which includes likert-~type responses (a five point-range of response) to\

such questions as "Do you do your best in school?" and, "Even though L 5

Aruitoxt provided by Eic: . N -
0 ~
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N
-

z

-

de“*

_.don' t 11ke some subJects, I 5till Work hard to-make a good gra

.

-

T The'black -and white students particmpatlng in the study do differ in

i

- . -

their comhitment to working hard in.school.
L

Ve

Student scores on the/school

effort scale -could range from 5 to 25 and the lower the scale the greater
‘\" N
the effort in school. The overall average score was 9.060.
for blacks, who comprlse about 45 pe;cent of the sample was 10.13 and
|

the .mean score for whites was 9,39, The likelihood that a difference of

in any

*

this magnltude would occur by chance is 1ess than five in 1000.

\

case, student
X

in the sample and from classroom to classroom.
- < f
» LA

rather than the differencesy among all bhacks and agl uhites-—
¥ )

It is these var1atlons\\

that;will be of concern here.

{ ) %

. | .
*The scale items werc developed by the North Carolina State Departmenf
Public Instruction in consulcation with the Reséarch Triangde Instituge.
It is reproduced in Appendix D. ,The scale's reliability in this present

igh (.68 mecasured b Clonbach s alpha’coefficient). ‘
[:R\!:dy is h g (. y | 3
i 12

&

effort in school varies substantially over the 2142 students

of

i

" E]
The mean score;-——;a*




Data and Methodology

* -
» . . .
z . . : g

The central methodological shortcomings cf existing iesearch on the role
1

" of teachers in shaping political values. and attitudes toward learning have to

-

s+ .do with the neglect ox inadequate treatment of key 1ndependent variables, to
wit: teacher behavior and classroom env;ronmentsa The methodology through

-~

whrch.the dataghere are developed and organized was deVeloped as part of a

- larger - study of how children acquire attitudes and values Lhat might ‘have

‘5 " - .
“ -

political consequences. : r A . ' R

L call this methodology the Assessment of Classrooi Political EnV1roﬂménts'

< e ~ -
$

,f(ACPE) * (I propose to d§s$r1be it at some length ‘here because lt lS unique.

1Y

The reader may wish to skip ahead to page 14 where the sample and data are

‘c - LI =

.described.) The system has. six components all of whlch serve to reinforce

- Lo

each,other in parts: (1) a procedure-for "categorical observation

of teacher-student interaction (2) a sociogram—type map of the classroom’ and

student-teacherurelationships (3) a check list-=type assessment by observers ‘

f‘ * - -
" iof various aspects of classroqm structure or climate (4) an eXtensive .

-

“

L

student questionnaire read :to students in the. absence of teachers or. other
H “\- .

f school personnel (5) a teachcr queSbionnaire and (6) content analysms of ™~

f [ /
relevant learning.materials (texts, etc.). Thic paper draws on some aspects
-~ ‘y - ‘

of each element of the Ad?E gystem, but relies most heaV1ly on the questionnaire.

I3

.
———

data. Subsequent reports wzll more fully exploit the full range of data the

-y . . -

. systém yields.

. *

1

. - - -
' Student Teacher Interaction Measure .. Part of the recent progress in

<

-vresearchfrelating to teachlng effectiveness has been "due to developments in

2]

the tech1iques for analyzing classroom interaction. There are now ‘more than .
’ ‘ 4 s \\\'\‘ hd
- 100 instruments for assessmng teacher—étudent . ,x\<§§1
3 - ® ™
, . . . £ L, <.
~ ~ 7 - .. " “ - /

3" dan_Cunningham provided substantial assistance in the deyelopment of

[:RJ!: techniq/ps and supervised the fi%;d work through whichnthe data

’ ETE gatheredy ' - ) ) . ¢ . <,,‘

<, ’ ) ’
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1,of the'wldely used‘classroom‘observation system—developed by Ned Flanders*

..and is -called the "politically RevelanteInteractions Measuré" (PRIM) .

- and igngreigghers: PRI concentrates less on Tormal‘teaching than on

“observer classifies the predom1nant teaching-learnlng behaulor that is

" These numbers can then be entered into a matrix wh1ch w1ll provide summary

~informationnabout'the type,. sequence and amount of verbal behaV1or‘wh1ch

cf
“Pn[ KC {ng Co., 1970) A

. . Page 10.

. N . .
B 3
.

behav1or in classrodms and most. were developeh for research concerned with

- ..

the d1rect effects of teacher behavior on pupil learningﬁ_ The scheme for -
recording - student- teacher interaction used in this study 1s a«modlflcatlon

-

. - s L. . : \‘:\ - . - / . bl
Any classification scheme must focus on certain dimensions of behavior
i S

*
Ve

~

e

}“ :a,:, ~ B - * /
behaviors that reflect the authorlty structure and’ general socippolitical

climate of the classroom. To implement the sy tem, a carerully trained .
!

occurring at any given time in the classroom as being most accurately

/ % :
descr1bed by one of fourtecn poss1ble types of actIV1ty. Observers tally
the ¢oded behavior in a column, preserving their sequence at the rate of //
twenty tallies-per minute. (While this seemsadlfflcult ag first conslderatlon,

.

9
after the1r training period the observers found no d1f£1cu1ty in recordlng

at this rate. The categorles became almost as famlllar to Lhem as colors)

L3

-

~
T -

has been recorded, Specific types of behavior described by th1s procedure

relevant to this -paper. are out11ned in the analytlcal sectlons below.

Thrée observers, all trained'elementary school teachers, observe

e

each classroom on three separate occasions ‘ovéer a TW¥o month period. [ Each

/ . B “
observer work d in the same classroomm.on all three assessments and : ”f;,,ﬁ
~y

- administered the student and teacherjgugstlonnalre on a fourth visit. "

G A Flanders, Analyzing Teachex Behav:or QReaalngs Mass: Addxson-Wesley

mnm \ | | ’ F . 14 . V ."J K . ‘ ‘.' N
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’,' The PRIM system seems characterized by a high degree of rbiiabilitf

among the three obscrvers déscribing the same classroom and for the same
.t

observer describing the same classroom environment at three different points
(] = .
in time\* This jnstrument seems to focus on characteristics of the classroom

. . - \
énvitonment which remain relatively stable over time. Attention was -given

. to assure that the lessons observed dealt with social studies or a closely related

=

topic (such as literature) to minimize variability in -teacher behavior

-due/{o different topics being taught . Presumably some teachers would teach

mazh differently--than social studies and it seems very likely that the

N - . . ° Y

constancy of the interaction patterns we perceived from observat.on to
observation does not chacterize the classroom environment all of the ‘time. .

More observations are desirable and it would be interesting to know what

.
i

factors account for variations in_the dominant interaction pittern. The
1imited t1me we spent in each classroon 's, nevertheless,the most extensive

systematic record of teacher behavior and classroom structure émployed in"a.

large-scale study of‘political socialization«ﬁ*
) - -

Sociogram. In order to better describe the complexity M interaction,

a classroOm .sociogram was developed as the second component in the ACPE

system. The soc10gram focuses on the physical 1ayout of the class, the

S
degree ¥o which members are physically and/or verbally 1solated from the
dominant interaction pattern, the degree of sexual and racial integration
. within the class, the major direction of both teachers' and pupils' direct

u” -y .

verba1 interaction Leachers discipline attempts, and’ the nature of

Ayhysical movement.

-

*See Appendix A for a description of the procedures and criteria used
for establishing reliability. ’ ’

“

‘O e Appendix B for a more détailed description of the PRIM instrument.

ERIC 7
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' , Page 12.
To my knowledge, this proceduJ= is unique. It requires the observer to
drav a phy51ca1 map of the classch; coding the race and sex of the students.
Interact1on patterns between particular subgroups or between teachers and -
partlcular students or groups axe shcwn by arrows . Recurrent 1nteraction in the
same path is-shown b"marklng the arrow accordingly and the content of the
interaction is distinguished- if it involves a disciplinary action or not. In
addltlon seating patterns, ‘special fac111t1es, displays, etc., are noted on

the classroom map. (A more deta11ed description is provided 1n/Append1x c.)

.Observer's. Record A third element of the.ACPE system is 4 chenLllst

completed by observers which seeks to provide a descr1pt10n of domlnant

’

classroon'chafaCteristics. This device is seen as supplementary,tp the others,

‘a way-%f tesolv1ng amblgultles “and of prOV1d1ng information regarding the

] //
/f

degreeétp,whiéh‘certain activities, features or conditions are present. Like

the other 1nstruments, some of the phenomena measured can be conceptualized as either

-

independent or dependent Varlablcs depending on the specific concern of the .

—
- -

researchers. It is completed after the observer has been in the classroom

for at 1ea§t one hour and is-htilizEd on at least three sEpayate occasions.
,Amdng the natters eovered by the instrument are: teacher attention to indivi-
. i
 duals vs. the clas; as a whole; interaction among students of different
-sexes and races; politicaily relevant displays ot symbols; degree and chatacter
|

| ; o
. .of .student interaction and movement; teacher style or mood; dominant student

style or mood‘ phy51ca1 character of classroom; opportunltlcs for student dlrected

3

’ 1nqu1ry and learning (mater;als, student movement; learning centeré, ch11d to
¥
-child*teaching,AetCu). In addition, the observer records such information as

the texts and rclated social studies materials used and non-conventibnal

arrangements such as whether the classroom is mu1t1~aged team teachlng is 4 z%

used, or teacher aides are present.

ERIC - | 16 R
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The Student Questlonnalre The measures;of politically relevant student-

teacher interactiontand classroom climates are augmented and complemented

by student pcrceptiong of teacher behavior and classroom structure. Of course,

" —

1t is what students sée and internalize rather than objective reality that
- affects learning. At the same time, it is possible that student- perceptions

lof such teacher traits as openness, responsiveness, and fairness are likely

X

to be influenced by students' prior levels of cynacism, trust of authority,
- \\
and similar predispositions. Similarly, students with high levels of

efficacy -~ polititélgbr,othérwise - may'weiI be more likely to see class—‘

e

rooms as providing opportunities for open discussion or the presentations
R .
of divergent views. 0ur observers' characterizations of student—-teacher

interaction and the classroom environment prov1de the type of evidence one

.
»

would need to sort out the d1rect10n of ;nfluence. (As noted above,

.

subsequent report$ on this research will -engage such issues in considerable

k2

~<detail.). ™~ , -

.

~ .

Some of the,ltems Utlll&ed in this study were developed by the author.

Others were‘takeg,from a study of some 12,000 North Carolina slxth graders

conducted as partbof the state s assessment of its educational programs-. A

«

numbér of~quest§ons, including many of those wh1ch play a central role.in this

study, were deJeloped By Jhdith Torney and her associates as part of the
yecent muItinalional sttdy conducted under the auspices of the International

-*

Education Assqciation;*

Content. Analysis .of Learning Materials Each of the texts and -supplementary

publications utilized regularly in the clas§room'studied were examined to

}

determine 1f/bhgy treated racial issues differently. Since North Carolina

has state-approved textbooks and curriculum guidelines there was not much

*le are grahefu] to the TE! for permission to utilize several scales from /o
itr quest onnalres. o \
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variation in the materials utilized. Ourx anzlysis indicated that the

quantity and quality (character) of race related matters dealt with does & 7
not vary significantly from classroom. to classroom. This conclusion is

admittedly subjective since no- formal quantificatiﬁn was undertaken.

-

Teacher Questionnaire

I

-

Teachers were asked to complete a quéstionnaire whikg the students

 “completed theirs, but in another room. One hundred percent‘of the teairers ’
- ’ - 8 - ‘
responded. Many questions on the instrument were developed by the authors to

match many those in.the student questionnaire and some items were taken from
P ;}

the International Education Associati:;“s study of political.socializétionu i
kY ] B . :

*
.
——

The Sample C Ay .

We observed and administered questigrnaires in 79 North Carolina fifth

,grade.classroéi§4 We utilized a random -saupling precedure stratified by race,
family income, and "urbanness" of residence. Resource constraints limited

", this inquify to Nofth Carolina schools but to facilitate ifé utility to

policy makers and scholars elsevhere the codstal and mountain regions of

the istate —-— both of which have destinctive cultural traditions and somewhat -

unique socioeconomic characteristics —-- were excluded from the study. Two -

.

cities —- Chapel Hill and Raleigh -~ were consciously. excluded.* Only one -

school to which we sought entry denied us access. There are 2,142 students
- Q’ -

in the sample. Questionnaires were read aloud, withthewteaéher absent, and

were -administered by observers who had been in that classroom at least three

previous times.

* The fifth grade was selected because other rescarch suggests that ages
\ ' ©. .
s “ - \ . - .

*Chapel'Hill is the\home of one of the country's most prestigious state )
universities and Raldigh is not only heavily populated by state employees, “
* but is the §ite of an mber of colleges and umiversities.
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10-12 is an important period in the-develepment of political attitudes and

. because most students have relatively intensive contact with only one

teacher through the sixth grade. (The questionnaires have been administeied

to the sample and their teachers as they tompleted the sixth grade, but those

data are not employed ‘heré.) Once children enter junior‘highAschool, they'

may have_ seven to twelve different'teachers\in a given yearf%nd tracing the

linkages between teacher behavior and studen{ attitudes and beliefs becomes

very difficult iandeed, As I noted, we studle% "open ciassrooms -
multi-agihg and other. variations on the self-éontalned classroom but in-evéry
case students spent the bulk of thelr .day with one profesblonal teacher
who they would 1denL1fy ;; thelr teacher. ’

A1l the school systems studied profess to peISuing the goal of

desegregation, There are no all black classrooms - though.there are two

all white classrooms in the study - and ve were advised that children were

_assigned- to classrooms - witnout regard to their jintelléctual capacity or

i
’

_socioeconomic status., Many classrooms were internally organized by

/

ability at least for some subjects, I do not), however, treat ability

,groupxng as a potential explanatory varlable/because it proved so d1ff1cu1L

/ \
to capture., Some teachers who used abiliuy grouping did so for only v

one subject, some who used it for more than one subject tookX account of
-the fact that student abilities differ from subject to subject, and

in some classrooms where the teachers allowed students considerable freedom,

sLudean seemed to group themselves by ability. Moreover, we had n

obJectJve measure of student ab111ty and taking the teacheti's word for

- -
Iy

N

her or his practice aggeared unwarrented in some ‘cases.

W
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hold., In oxder to understand -the 1mpact that schools, and desegregation in

-inore directly. For tAe students in this study, the relationship between

RARENTAL SUPPORT FOR ACHIEVEﬂENT; THE ANTECEDENT VARIABLE

-

Students bring with them to school many of the values their parents
e P

particular, might have on student motivation to achieve, we need first to
establish the extent to which parents encourage andxsupport achievement and

whether-such encouragement predicts student effort. I measurz such parental

e

influence by assessing each student's perception of the extent to which their
parents care about how well they do and assist them ig bettering their
achievement, Thus, students yere asked a series of questions which I will

call the Parental Suppori of Schoolwork Scales This scale is comprised of
e

eight items ;kQ\EEs'reasonably-good reliability (.59 as measured by Cronbach s - 3

alpha coefficient). 7The scale iﬁcludes questions like: "Do your parents /ﬂ

ask you about how well you did on your assignments?" and "How cften do

your parents help you with your school assignments?" The entire scale is

N

described in Appendix D as étudent Scale Eight. .

There are, of course, ways other than assessments of parental
. N

support for scho6l vork to measure parental impact on achievement. Thesa

include parents' educational level or socioeconomic status. It is mot

clear, however, what these “objective" measures mean. Most often,.researchers

suggest that they reflect the emphasis on and support for student achi.evement
by parents. If so, & seems better to measure such emphasis and support

Y

parental cducation and \parental subport for achievement in school is very

-~ v

weak (r = .11). - , - ' ‘ .
Educational level m . say somtthing about the ability of parents . ’ /
to help their children th ugh Lhe importance of differences of this sort /

.

fof achievement is probably morc'important at junior and senior high schools

than 1t iu,fox the fifth graders in this study. As noted, I cannot measure.
"".f' Yk o AO . '

.
l . L .
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achievement directly but it seems worth noting that once parental support
for student effort is taken into account, paréntal educational background
contributes nothing to our capacity to explain_(prediéc) student scores

on the school effort scale.* Differences in income levels of the family

*

~ * -
may be related to differences in the time parents have to spend with children

and to-participate in school activities. It is By no means clear that this

not uncommon assumption is supported by good evidence, In any case, the
parental support scale includes student perceptions of thé time parents -
spend with the student that is school related as well as items dealing with

parental interest in the school itself. In this studyﬁ’blﬁck‘énd white-
r/ -

students,. even though blaqk,parents,aréAgenerally 1@;5 well edu&ated than.

./ - ;
not differ substantially in their response to specific

Al 4

questions like, "How often do .your parents help zéu with school assighments”,

and "Do-your pafepts visit the.school for-PTA q{ Parents ééy." xk -
Parental sup;ort for schoolwork is c&rreiéted positively with student
N /
effort in school but the relationship is sugﬁrisingly weak.’ The product
moment correlatfon between these two vaiiaﬁaes is .31. Thus, ﬁarental4 -
éuéport for school, at least as I've me;;ired it, accognts for just under

/
/

10 percent-of the variance in stpaentsﬁlreported'interest in achievement.
- / ’ x
It appears, then, that a number of qﬁher factors must influence studéen
N S .- S § ¢
‘motivation in school. The question is: are any of these related to racial

Tar - *

AN -

integration?” \ ' S : .

#The measure of educ;:zéhal attainment of parents utilizdéd here is the students
eport on cach parent from\among five categories of choices of educational Jevel.
This is a weak measure. Students were given a chance to say they did not know.
About 28 percent chose this ébtion. How tepresentative those who responded are
of this sample is not known. )

7 ’ T y
**Jhite parents are most likely td\éisit the school often though more whites than

14

’

I

blacks say their parents almost never do. There is little difference in the
proportion of blacks and whites recciving frequent assistance with schoolwork
though more blacks than whites are likely to experience almost no parental support, ~

7

21
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RACTA-L COMPOSITION OF ‘THE CLASSROOM N ' % / . —

AND STUDENT EFFORT IN SCHOOL

c Much.of the rese"ch on the effects of desegregatlon on achievement

. has treated the,proportion of whites in the school or classroom as the

pqtential determinant of increased school achievement. While I can see™mio— —

-~ .. theoretical reason why racial mix iﬁ_itself would -directly influence

school achieyement, the issue must be addressed. - T
! . .
Looking first at the slmple relatlonshlp between student effort i.

H »
-~

portion of whites in the classroom one sees an insignificant,

7

'school and.the pro

product moment correlation.(r) ~,04, When such correlations are

developed for black and white students separately, the coefficients are

In short, the racial compos1tion of a student's

I4

similarly 1ns1gn1f1cant.
irectly associated with that individual's

. classroom does not appear to be d
n motlvatlon to ach1eve.* But, perhaps the effects of racial mix are not

X

linear.’ And since it was found that parental supporr is related to studenL(

"effort before d1sm1ss1ng the notion that the racial compositlon cf the classroom,

taken _z_ltsel‘, influences student effort in school, it is approproprlate to 2.

\

extend the analys1s so as to control for .parental inflLence. As Table I shows,

even whenth&s consideratlon is taken into account knowing the proportion of whites

. tells us little about srudent effort. There is a pattern to the data that suggests

black students are more motivated in classrooms that ‘are 75 ~ 50 percent wh1te
s ’ - -

. rather than predominately dhlte or majority black settings. But these infexrences

S Axe pxa%lemaci;c‘ given. the swall size of the differencés in student repoxts of

effort in’school.

K #One more piece of evidence on this is that the introduction (fot shown T
) here) of racial composition of thé student's classroom to the multiple
regression equation described in Table II below reduces none of the un-~ N
,explaincd variance in studeuL effort, 2 -

o
. T - - =




Table I

Effects of Racial Composition of Classroom
and Pareiital Support on Student Effort in School
As measured by comparison of means (Low Score

Greatest Effort)

|

Level of Parental
Support

High (top third)

MEdium,

Low (Low

thi;d)'

Student Race

Black

White

Black

White | Black

‘White

Pe;cent £50
White 75-50
in Class >75

7.84,
7.73
804{"

9.78
9.75
10.05

11. 44
10.83
11.27

9.71
10.00
10.25

- . . z
None of the -column differences-are statistically significant,

- s .

Table II looks at the pélatioﬁship between the racial mix of a classroom and
student effort controlling for parental support and student race through multiple

regression procedures. Again, no relationship is found.

rd

Table I

Effects of Racial Composition of Classroom and
Parental Support on Student Effort in School
As Héasuréd’bY'MhItiﬁle'Régresston'Analysis‘

-

RZ Change | B (Standprﬁ Error) T .

Multiple R

Parental Support .3120 0973 o .1489 (.0136) -

Proportion Whites

in classroom .3133 .0065 (.0042)'

.0008 -

prtp—— B P e
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Before leav1ng the data in Table I, . however, three potentiall§ interest ng

phenomena—might be noted. First, when high levels of parental support ex1§t, 4

!
level of effort among black studg@ts may be lowest in. overwhelmingly white

<

the

classrooms. Second, at high levels of pareotal support the black level of

-effort in school -- wvhich is about 95 percent of the whlte.student effort overall --

is actually higher than that of whites. T |

Civen the small number pf black students receiving the highest level

H U
of parental support and the relatively small differences between: the cells,

it would be inappropriate to make too much of these observations. But , taken

gs) that strategies for increasing-

-

together they nay suggest (among -other thin

‘black‘parental support of thelr chlldren s school effort*mlght have real - .

payoffs whether or not school desegregation is possible. .o

A third sgeculatlon that one might make looking at Table I is that vhites
e

]
ey

with low levels of parental -support actually seem to manlfest more effort
the more blacks there are in their classrooms. Again the -differences are

small but there is a suggestion here that whites with lower parental support

-

‘benefit from school -desegregation. If this is so,Aperhaps,it is because vhite teachers
(90% of the teachers are whlte) are more sympathetlc to low achieving whites

in such settings or becausc white students with. low parental support feel less

competitive in the presence of black peers than in the presenge of whites.

. The latter case may be an example of how racial stereotypes. function to
R , p
N ,V

- ; -

/ : ‘benefit the majority.

7 E T

T B The data thus far do not prov1de a basis for dlsmls;;ng,theposslbility'
’ >
that desegregation will pos1L1vely 1nfluence student i;}olt in school.,

They do suggest that simply putting children of different races in the same

N cll, “ i .
classroom will, not affect their interest in learnin{: The data giv~ support

A “ ~

o * 7

to thoseé who dfgue that we need'to be concerned 3Pout what goes on in

[ERJ!:‘ " ¢lassrooms invorder to understand whether .the 9ileged benefits of desegregation

. 24 -/ T A

can bé reslized. = la




' THE INFLUENCE.OF CLASSROOM ACHIEVEMENT NORMS .

1 suggested earlier that if the racial composition of a classroom-
, \

=+ affects attitudcs toward achievement of blacks, one likely reason is ’

e

- because white childrén brlng “1Lh them to the ¢laséroom parental values

-

whlch presumably, they transmit to blacks.

\
Thls possibilify can be

;estedfmorevdirectly by examining @he-;mpact on 1nd1v1duals of the
dispositions of their -classmates, |

e e e = "

a scorevfor peer effort in school baced on -
!

the mean score on Lhe studeut effort scala for his or ‘her class.

Each student is given

Such ’ v
a score is also derived for the student's black and white clasemates

respectively. of course, most students-probably take cues from some

but pot all of their classmates. The group noxms that are most powerful.

H

< A .
in shaping behavior are.those of peers with whom one enjoys regular and

friendly contact and’

‘not all of one's classmates fit this description.

The procedure used here for assess

ing. peer effort is, therefore, 11Pe1y

.

N

when both parental

to result in understating peer influence.

The data in Table ITI 1nd1cate

that peer environdént has a pronounced affect on the effort of individuals

support and racial mix are controlled.
\

S
)
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. Table III-
\ '
Combined Effects of Parental Support, Racial Mix and Peer Motivation
on Student Effort in School -~ All Students
NEw ) : ,
-1 ‘gf?

~. g Regression
Multiple R R Squarc Change Coefficient
Parental Support .3120- .0973 oo 42117
White Percentage in . €.0144)
Class ’ .3133 .0008 .0056
o ¢.0041)
Peer Environment “v4299. .0867 .9204
; . " (,0627)
i : -
\ Table TV ) !

.
-
-~

on Student Lffort-=~ By Radbx

i‘gombined Lffects of Parental Support, Racial Mix and Peer Motivation

Regression

Race of Student Multiple R RZ'Chaé;e"Coefficient
‘Parental Support Black . 3632 <1319 .1698
R o (@ 0245)
White .2799 .0783 ", 1897
) o (.0168)
White Percentage - N o
in Class Bldck .3645 ,0010 . .0061
S T o (,0070) -
. White - .2804.. .0003 . 0105 |
‘. - : J (.0059)
‘Peer Environ- N
ment Black .5045 .1216 .9712
. ) ; 61023)'
White . 3897 0720 - . .8968

"(.0800)
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If scparate :;gression aualy;es argirun for blhckg and whites it is ¢ ::

clear, as T%ble ;V indicates,-that peer enviroﬁmenﬁ plays a Eign@ficamtly
) greatérrgbi; in iﬁf}uenciné-th§§thool‘effort of black; than of wﬁikes. It,
o is not clear why thés is so but_it.;s suggestive. To the extent b{qt racial .

.
#

integration increases the level of:peeg motivation to witich blacks are

¢ - N 1* '

. . - L4

: ézppééd in a givgr school system, it will. lower the mean level of peer effort
- » = . h * > 4

- N | 9 * -~

which whites experience. But blacks z2re more dependgnt on_peer group'
———""f’/

’ N

- L‘_ Ed - T . . ‘ -
. -8 - [ . . rr‘”. . : . « .
: . environment. Perhaps this is one re3§22\2§y thexe is sq.;zttle evidencé

. [ ,

.. that the achievement of whites -- at least as long as they stay in the

-
4

~ majorit§ —— is adversely affectga by racial desééregation.“

S lLet meséxtend this analysis still further by examining the impact of

S
g

. -+ racial peers within ‘the same classroom on the motivation of individuals..

.As Table V‘shbws, for black students, the "quality" of, the motivation of .

‘. their black peers is a substantially gréater centribytor to their own

.

dispositions toward academic achievement than is the motivation of their

white classmates.” This is not surprising. The classmates one is most +likely
: o . - ' o
to model one's behavior on are those one identified .and associates with. .

| et

Blacks are more likely to have friendships w&th othé} blacks than with

. - . vyhites and, we might assume, find it more appfopriaté to emulate other

!

? - =

blacks rather than'thggr white classmates. This is trxué, of course, for

. .

' vwhites aswell, (To say this is not}to impiy that eithexr group of students is :
. R 4 . ) .

- & : ’ ]
- &, intolerant or racist}. R . .

. ‘ . . o ) . ) {:) o
) o . . P ] . . 7 . . e
M - ) . . . .
+' " #Meyer”Weinberg, "The Relationship Between School Descgregation and Academic

" Achievement: A Renew of .the Research," Law_and Contemporary Problems 39

- : (Spring 1975) pp. 240-270; and Nancy St. Johns, School psegregation Qutcomes

’r‘

+ for Children (New York: John Wiley, 1975). - s : L

»

-

- -
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= TABLE V

%

: . -

Regression Coefficiénts Indicating Effects of
The Values of Recial Pecrs on Student Effort
Once Parental Support is taken into Account

After Parental
Support .

v

‘Black Students (N=569) White Students (N=1522)

01874

Parental Support 2325 )
. - (.0249) (.0164)
Mean Effort of Black ¥
Classmates .8821 .0261
(.0690) (.0%32)
Mean .Effort of:White - . ~ . ’ <; P>
Classmates T 4627 9570 - - )
(.0989) P (.0767)
Variance in Effort Change in Change in
Explained by Black T :
Classmates' Effort . RZ.= ,1927 R% = .0004
After Parental oo ) ‘
Support - N
, . ¥
. Variance’ in Effort . Change in Change in /
Explained by White /' o .
Classmates' Effort RZ = /0320 R% = .0854 .
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-

; Table V again confirms the relatively greater importance to the motivation

- ”, i

of blacks as compared to whites, of peer group effort in school. It is

{interesting to note that motivation of their white peers does apparently
- 4
influence the amount of school effort blacks report but that the reverse

. is not true. This may be because whites .dismiss blacks as referents or

because in particular classrooms blacks colleciively seldom exceed

*

the average motivation level of whites. The data do not lend themselves u

X

to testing these altcrnatives. <t

X

Since the racial mix in the classroom has, little relationship in itself

to student motivation to learn -- a point confirmed again by Tables IIT and
- -
W + "IV -- the question remains: does school descgregation have consequences for

the effects of peer group environments?
. - s .
' There are tqqnways to answer that question. The first concerns the

correlation betwee students' dispositions toward working hard in school

and,their race. To the extent that desegregation gives minority children

Eoney

LK

- £
(black or white) greater exposure to students with greater motivation to
]

dchieve, desegregation will increase the effort such minority children

expend. In ‘this sample of children, the relationship between the perceént
: [}

. . ¥ . . .
vhite in a classroom and the average peer group effort is inconsequential,*

But this relationship in other settings may beé more substantial. There is no reason

-

to believe that a person's skin color determines their intetest in school,

.

4 *

Such motivation derives from the culturall traditions of givcn families,

- . -
-« Lo

- parental educatfon or socioetonomic conditions, There is absolutely no

‘ N . R »

evidence that blacks, for example, place less value on acddemic achievement

) than do whites of similar social background. In short, the effects of racial

- > .desegregation on the effort children give to learning seen to depend on

*The product moment correlation bctween the propOrtion of one o'classmates tnat.
is white and one's level of effort in school is .16. And, while the students

in classrooms that are 60 percent ox more , black report less effort than students

in other classes, students in predominateflly white classes report less effort than

) Q@ 7 those whose classmates are between. 40 - (0 percent white.
ERIC T ,
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.the values classmates have, not their race. The recognition that students

K3

are more likely to be influenced by values held by classmates of their own

race has potentigl'consequence for pupiliassigﬂment policies and suggests

hat strict racial "balance" quotas for each school may be inappropriate
and that criteria other than race neoa to be considered in racial desegrggation

pians —— at least if increasing student effort in school is one of the objectives

-desegregation seeks to attain,

-
.

.t

A second response to the question of whether school desegregation

can have consequences for the effects of peer environmenf on learning is

that it depends on what is-done once children with lower motivation are
i . o
placed-in the same schools and classrooms with students with higher

motivation. + Which brings us to the next step in this analysis, namely,

whether classroom structure and milieu aifect the iggggt peers have on

N .
qudent effort. . ' . ~

Patterns of Classroom Interaction - £L~L,4

We would expect classroom achievement norms to have greatest effect //

cwhere s;udents interact most with each other. Not only are studentss in

.
£

' more interactive settlngs more likely to know what their cohorts believe

-

(and thus the norms are more 11ke1y to be understood) but soc1a1 sanctaons

for noncompliance with these norms are bath more possible to invoke and more .

’

costly to the'noncompl&ing individual. ’ . \ N

~

PAruiitex: provided by ERiC " N
-

s - B . B - .
‘ 2 - T R




1 ! )
i S . : Page 27. -

Effects of Racial Composition on Student Interaction
Some critics of desegregation have argued that desegregation complicates

t

~

’

[

the job of the teacher and that in order to- "manage®their classroom

teachers often respond by constraining student initiatives and interaction,

The data from this study, however, show no relationship between the racial

composition of the classroom and students' perceptions of the opportunities

raise
1

_to work with others (see scale seven in Appendix D) or the student's sense

that they can make decisions about how to spend their time and
. : fﬂ,,,\%hl : )
questions about what is going on in class (see scale ten in Apﬁéndix D).

2l

This absence of a relationship between the 1ikelihood of student interaction

and the racial mix'in the classroom holds when the correlations between

these variables'are examined for black and white students separately.
Similarly, direct observations of teacher behavior by the research

13

team show no relationship between teacher efforgs'to control the classroom

lassroom,

A\ ! . " 4nd the racial composition of the c
Finally, teachers' own reports of the extent to' which they allow and

may Le a slight

. . t
_encourage student interaction (see Teacher Scale 8, Appendix D) scem

ey
—

Y

1 . /
unrelated to the racial mix in the classroom though there
more interaction

| ;
tenden;y on the—part of,teagﬁers to qllow or encourage
in predominateiy blaék ‘classrooms. ’
The one type of/student iw¢€Z;::EEnfwe wculd‘prect to be cérfelated "

H N\
o A M
with the racial mix of the classroom i$§ interracial contact. Students were

ck and white students

asked to select from a {ive point measure how often bla

~

ure

in their class (1) 'play together at rccess' and (2) 'work together on
projects the teacher gives us'. The "score" for these two questions, the

7
-

3 ¥ e - ae
answers to which are highly correlated, were sumned to establish a meas

-of rAdcial contact. Note that this measure does not tell us about the pro-
- _ . 7
Instead it deals with_.

NN
portion of students involved in interracial contact.
her members of one racec have contact with at least some

Pty

/ the issue of whet

members of the other.

Y]

. J

, ,

) - .

Q . y ,
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-
-

~ Table VI denonstrates that interracial contact seems.not to be

systematically related to the proportion of blacks in the classroom.

*

Even though the greatest probablilty of such contact exists for classrooms
that are 41-60 percent black, students in these classrooms have slightly

less contact then those in classes with less even mixes of blacks and whltes.

PR

. The differences in the cells of the,table ‘are small but it is interesting to
speculate on why interracial contact,seemé greatest where the proportion of

whites is smallest (though only one classroom jnfthe 0-40 percent weight
. »
cate§ﬁ/y 15 less than 20 percent whlte. We will see that blacks are no more

. tolerant of whites than whites are of blacks. Perhaps blacks fee] frecer when

in the majority to seek out white playmateé and persons with which to work.

- : : Table VI

s

\7

4 »

Percent White in Classroom and Frequency
of Inte;ra01al Contact (Low Scoxrgs = ngh Contact)

Percent Whites in Classroom

- Frequency of | 0~ 40 | 41 - 60 61 - 80 | 81 ~.100 o

Interracial — - . - — ,
Contact . 3.39 3,76 -« 3.67 - 4,07 ) ’

p (192) | (314) _(855) (760)

‘ L4
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The measure of interracial contact utilized here'is not a particularly strong

one, and it would be inappropriate to draw too much from this finding.

In Summary, regardless of the way student interaction is measured’
- b

or whether it is assessed by teachers, students or observers, the volume of

— “ : - ..
interaction is not affected.by the proportion of whites and blacks in a

classroom. This does not mean that another group of teachers will react -
the same way to racial integration* or that the degree of interaction
students experience eannot be manipulated by teachers. Let me turn, then,

to the question of whether interaction of various types enheances the impact

of group norms on a student's motivation to do well in school.

e

Effects of Classroom Interaction on Student Effort

Even though the amount ot student interaction is not shaped by racial

€

mix, cldssrooms do, vary substantially in éhe extent of 1nte1persona1 contact

L3 AN

the students in them have. I have hypothesized that the effects of the

peer environment will vary with the amount of student;interaction. If .

-

the hypothesis is borne out, it would have significant policy implications '

for those-who want to maximize the liklihood that desegregation will

z -

benefit’ blacks.” . . .

When measures of student interaction based on data provided by

teachers or collected by classroom observers are correlated with student

effort in school is examined, no significant increase or decrease in
: ’

the effects of peer environnent on student effort is found,

,/l) o e o

- ~ -

" %*Almost none of the classrooms in the sample were experiencing school

integration for the first time, "It may be that in the initial period of

wl‘,

desegregation “students and teachers experience anxiety and teusion to v¢

BNl

which- they respond by constraining, formally or informally, student interaction,

’ " . N ' "’ 33 ) (‘
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- For example, in ddministering the Politically Relevant Interaction

L4 -
Measure, observers could describe the character of classroom events in -
. . , , .
fourteen different. ways. Six of these involve teacher domipance of classroom ‘
. - . A .

"events (lecturing, asking factual questions, insisting on ‘apthority etc.).
.// ’

) ' 7 N
The amount of time spent.in these six modes of interaction can be summead
- to create .a score for each classroom reflecting the constraint on student
interaction. While classrooms do vary in the extent to which they are

i H

"“constrained, thingariation, as Table VII indicates, is not related to

C o variations in student effort at different levels of peer group effort in
school, - )
Table VIL - K

» . -

. Effects of the Degree to Which Elassrooms are "Constrained"
On Student Effort in Classrooms Controlling for Peer Group Support

- . : Classroom Constraint .
Lo Med. . High
e "’/"’ . =
_Hi 8.42 _ . 8.44 8.51 . .
Peer Group |, (292) . .(249) ' (131) '
Support for / . _
Effort . . . . i
’ Med. 9.53 ‘ 9.69 - - 9.56
(255) T {164) (239)
- Lo 110,67 - i1.37 10.61
' (941). el (225) 1. (221)
- . ,

*, not statistically significant. e : @

Further, the regression cocfficient for the classroom constraint yariable is
|

&
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Turning from.these measures of student interaction to student perceptions
of interactions with mers,a different picture emerges and the hypotheses
- being tested tends to be confirmed. First, censider students reports of

their "opportunity to work with others'. Students were asked five questions

such as, "Are there times your teacher lets you work in small groups?"
- -and, "Does your teacher have you help each other in class." The responses to

. these questions create an interaction score for each student (see Scale 7 in.

*

Appendix D), ) .

ke

Table VIIL shows the»reiationship between different levels of opportunity

>~

to work with others and student erfcrt in school”, -

Table VILX

.. Effects of Opportunity to Work Vith Others on Black and‘White
T : Student Effort at Different Levels of Peer Motivation . .

“oo_E (Low Score = Great Effort)
N .o T ‘ Peer group Effort in School .
' Hi Med Low
gy [Plack ‘ 8.18-(109) |, 10.02 (46) - | 11.86-(36)
Opportunity . 7. ; ‘ Sy
to work o Whltg 1 7.90 (290) 8.49 (126) ‘ 9.77 (77)
with -othersv ' Medl Black - - 9.08 (89) 10.39 (41) 11.39 (36)
Lo = - ) =
White . 8.54 (228)- 10.20 (100) - | 10.40 (86)
Black | 9.83 (76) 10,95 (40) 12.63 (62) .|
Low-, . _ ' . i -
White ’ 9.60 (235) 10.67 (113) | 11.84 (124) |

_As the data show, children in classrooms where more student interaction

takes place work hardest in schoétﬁtéghrq;ass“of the level -of peer motivation.

SO
. | {

This is true for both blaéE and white séudents but blacks seem to benefit
especially from such interactién. Interestingly, the effects of interaction

for whites scem& to be greatest at the lowest level of peex group support
A

- ) - {é_ . .
. for effort. But Table VIII .does not support the hypothesis that interactigp

increases -the impact of peer environments. Interaction seems to foster

~

.cffort regardless of the peer environment. In other WOrd%, the difference

Qétwecn the effort levels at high andiigy levels of intcrpctipn‘remain»»
. : .00 s

b
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constant, from one level of peer motivation to another. If the hypothesis
4 = . N

G

/ was correct we would expect, in the clearest case, students- in classroom§

-

with low effort peer environments to do better than stiudents. in low inter-
action situations than in situations where high contact is experienced.

In any case, the implications for those who seek to maximize the effects

.

: of school integration are clear: create classroom environments in which
Ll P -»' -
student interdction is encouraged. Strictly speaking, the benefits of

such interaction seems to have nothing to do with integration but the '

— . / .

consequences are the same nonetheless. ) . /

If student. 1nteract10n in general increases student effort, does e
. /

. ¥ /i
the amount of interracial contact have any 1mpact? For purposes. liere leﬁ/
(' i - . . - / ot ”
me rely again on student assessments of such contact as my measure. As poted - _ .
1 - i

* i earlier, students were asked to indicate how often children of differeng i

'

races worked ‘together on class projects and played togzether at recess / . a

(see the items in Scale 1, Appendix D). = The levels of interracial contact

[ . among:students: in.a given. class. A /
2 \

As TableIX shows, the greater théggnterracial interaction, the greater

&

o
the academic motivation students report. -

» . . C . ;

= - “ =
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Interracial

Contact,

Relationship Between Interra
School, By Race, Control

TableAIX

“(Low Score Means Greatest Effort)

cial Contact and Student Effort In
ling for Peer ‘Group Environment

”

While the differences between the cells are relatively smali, the

pattern is clear.

in school regardless of the classroom environment.,

_ Average Level of Classmate' s’Effort in échool
i Student: y T T ’
gace HI ~MEFIUM . LOW
HI | Black 8.61 (172) 9,93 (67) 11.17 (144)
White 8.14 (445) 9:19 (235) | 10.25 (292)
Lo | Black. 9.83 (30) 10.73 (26) 12.43 (68)
| white 9.24. (127) 9,85 (107) 11.06 (156)

WY

At h1gher levels of 1nteract10n, students work hdrder

ne,

Thus, as was true for

.student 1nteractlon in general, interracial 1nteract10n seems to increase

effort in school independent of .peer values,

“potential finding",

Why this is so; is not clear.

A careful exaninatipn of Table IX suggests one other interesting

L 4

The differences between the effort 1e;els of black.and,

white students are consistently lower in high interracial contact classxooms

_than in low contact elassrooms.:

The differences are qdite small ‘and are

not statistically sagniflcant but the pattern exists.,

d

‘ were'to sustain this 1nference,

If further research

it would medn that the encouragement “of

interracial intcraction in school might well lead to greater interracial

- equality

import

in schoo1 pexformance.

As might be expected, student opportunity to

\

AE work together and interracial contact are somewhaL related (r = 29)

This is

/

ant in itself because many of the effects of school desegregation




-depend, in theoxy, on ;ntérrécial interaction. ” Teachers that afford .

opportunities for® interaction in general will promote racial integratiion -~

at least that is‘whaﬁ these data imply. . ’ .

’ L]

=While opportunitieé o work together and interracial contact are often  _
found .in the same classrooms, do they each have an independent effect on
° . student acﬂievemeﬂé? As Tabie X shows, a step-wise regrgssion analysis
partig.lling ogt the effects of parent and peeﬁ>support'fot¢§chool effort

- ' Ve .
leaves statistically significant regression coefficients for the effects
. T i . CT T ow
of interracial interaction on individual effort.
. , L

/
) Table X -
- /5'\ .
v Effects of Interaction and Interracial Contact for Black
.. and White Students After the Effects of Parents, Péers,

. 4 ., and Direct Teacher, Support for Bffort are Accounted For
/ . N N

) Interracial Contact : . Opportunity for Interaction
- B Standard Error i B . Standard Errox

Black .1501 (.0747) .0923 ~(.0385)

White .0978. (.0439) 0978 (-0439)

¢

[acs) ‘
f

As can be-seenyubgth“interxacial interaction and interaction in general

) have a positive though not dramatic impact on student effort, ,It is also,
. ) I - . ¥ o &
apparent thatuinterracial interaction has a substantially greater effect for,

_blacks than whites: | ' .
j

- >~
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Summa!z o

As .we have seen, teacher and observer assessrments of conditions

fostering student in;éraction do not seem'related to student effort in school,

/s

" On the other hand, students' owa assessments of the degree of interaction

t

with higher achievement and high interaction would seem to enhance the

interaction are to be believed? It seems sensible to discount teacher

<

of the students' own reports, Bu: what about the objective assessment ’

e ",eventé and I cannot attest to their validity. Various attempts to refifie

-
E]

P these measures are underway. It is possible; of course,.that students in.

the same classroom perceive different levels of student interaction and u_

e . ~ g «

i i T o .
f; ' this will be explored. For the moment, given the clarity of the data and

2

- ’ ! . T
the fit of the data to the theory, it Seems reasonablg to conclude that
levels of student interaction do enhance the impact of peer group

“enviionment on student effort, Indeed, these data suggest that teachers
- -4 - iy : . .

A

"can foster interaction regardless of the "quality" of the peer environment

f .

thaf“interdction with other students gives children more positfve attitudes .,

toward school which in turn motivates efforts to achieve academicafly,

*

- - N -

o

they have with their peers and of interracial interaction ase correlated
effects of peer enviromment on student effort. Which measures of student
reports of the extent to which they encourage student interaction in favor

. H . , " - .
procedures used by the observers? These are new ways of monitoring.classroom

wif@out concern that such interaction will diminish motivation, It may be

:

£

~7
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The Impact of Peer Group Racism .

©

- ) \’\ -7 )
0f course, whe.i student interaction occurs in racially hostile )

o

environments we would not expect interaction to facilitate the

.
-

transmission of values ©f achievement, Peer achievement values could,

however, raise a student's interest in.learning in racially hostile settings

if teachers responded to group norms and encouraged effort .or, especially

’

: if interaction were low, students still emulated’high achievers. In any

- ) case, we can identify peer group %ttltudes toward_persons of other :aces

\
land examine the impact .of these attltgses on effort in school. One might

v P
. »

hypothesize that the influence on black chifldren of peer norms to achieve

_in school is reduced in classrooms where white students are less epen to
- . bidcks. ‘This dimunition of peeﬁ group idfldences would, Sne could surmise;
. 1 .- . .
be most pronounced in classrooms w1th conélderable student 1nteract10n.
In thlS study, racial antlpa;Lyils measured 1n two dlffcrent ways. -
% <

First, there is a four item scale developed by the Internatlonal Education

oy

Association which measures explicit interraci’a'l‘antipathye This scale asks

Y

the stddent's.views on such- things as access to public facilities and public

9 ' P
accormodations, equal employment opportunity, and the attainment of political

-

poyer by other races (see scale 15 in Appendix D). A second measure is the

) ) willingness of students ‘to sit in class next to a person of a dlfferent color,

Students selecting responses, "1 would like it" or "I wouldn't mind it" are T

e

" . consideredcpécially‘unbiased; those who say "it depends,"” or ", would ratier

-

not" or "I wouldn't like it," are considered equivocial or biased.sp L .o
" ‘ . . « - . i 3
: The first thing the data tell us is that overall black and white students

| .

: do not differ significantly in the extent to which they are willing to
o re .- . ~

}. o R o ’

&’ .

&
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L)
>

acknowledge racial intolerance, though blacks ia this sample are slightly

re L
-

more intolerant. There are, however, significant differences within racial
— R a o T
FS

groups with students wiodc parents have graduéfed from high school or had

e

some collegiate education being more tolerant. When educational level of

parents is controlled, the small differénce in the levels of interracial

- -

- antipathy between black and white students ik, eliminated. -

Table XI examines thLe relationmship between ratial antinathy and the

& v -
racial composition of the classroom. Only in classrooms that are more than
. . » . . &
80 pegcent white does thcre appear to be any association. In such predominéte19
. - - N . = z = *
white classrooms, both black and white students are more toleran’ though
‘ H

, this probably nefreéts LhcﬁiactLthat the students in these clas§fooms are

—mnembers of better educated familics rather, than any dynamics of the classroom

- *

-

context itself. Where the chances for interracial contact is greatest,

v £

o 7/  that are more dominantly of one racc.

B s Table XI ‘ , ) ’
* .
’ K Relationship Between the Racial Composition
, . , of the Classroom and Racial Antipathy .
Raci 40 41 - 60 6T, o TN
. acism - ] = | -y
° e =i nmoal gowEEs | ne 77
. i Score = Hi 1 )
. Racism 6.02 6.04 6.14 5.47
N -
- Wwillingness .to or ‘ t Lo -] - -
Sit With Other . . B SRR .
Race* ' .59 .58 ' . +56 .53 .
Iii Score = Lo . . . - 9
Racism .

tplﬂ single qt‘xestion. , ] .

= 4 N 4{ } *

l ] #Percentage here cquals the proportion giving answers reflecting tolerance
|

|

|

the relationships students have are at least as intolerant as those in classrooms -
¥ L




But whether the proportion of whites in a classroom is associated with

*

' racial attitudes turns out to be irrelevant to t@e purposes of this paper.

This is becausé the racial attitudes that characterize one’s classmates appeax

-

i
;to be unrelated to students' effort in school. Using both cross-tabulations

) and regression Qpefficients, controlling for parenmtal cducation énd support,
) and testiﬁgafhe possible interactive eifects of peer env;ronment angd racial
attitudes all yield null findings. -~
One péssible éeason why we do not get very substantial findings from this
inquiry is th;:‘black children in,thg schools studied do not experience much
racism froﬁ their pecrs; The .proportion 6f vhite sqédcnts ﬁho subscribe to
- . l tﬁé mor; clearlf racist positions was quite small -- in the order of tgn percent,
Or, - perhaps the measures of anti-black feelings utilized here are not very ‘
sensitive. There-wére, iqdced, a sqbstanfial number of fence sitters among
white students in response to the question about their Tikely reaction 'to

sitting next to a plack in class, Almost 40 percent of the students indicated

< i <7

K4

"it erends om¥ the person,’ when asked their feelings afbut sittinp®next to R
a person of another race. I have interpreted this res%SPse an an cquivocatioﬁ .
when comparecd with the opﬁion of, "I Qouldn't miéd it." But it is difficult

to ¥?°W- And, of course, sitting next to someoﬁe may not be Qg}y threatening .‘ -

and thus may not test very‘well one's racial antipathy, Tinally, as any

*In a review of more than 20 studies of the correlates of racial prej-
udice, |, N. Stephens and ¢, §,long found a consistent relationship between
. 1levels of cducation and level of prejudice: the higlier.the education the )
lower the prejudice., They conclude however that the evidence is weakened by '/
the.styrong possibility that, *. . . better educated respondents were more likely
to- think that the unprejudiced responses was the proper expected one’, and that
this, jrather than less real prejudice, accounts for (the findings)." Cf. -
William N. Stephens and C, Stephen Long ,"I:ducation and Political Behavior"”;
in James A. Robinson, ed., Political‘scienceAmnual'II(Lpdianaboiis: #ébbs. Mevrill,

1970), pp. 3-33. - . \
. ’ M\ ’
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< ,
casual observer knows, interracial hostility is much more likely to manifest

itself in junior and senior high school than in the fifth grade, For all

these reasons, then, the consequences of peer group racial attitudes on the
- y; -

academic efforts blacks in " interracial classrooms and the condié}ons under

which that is most likely to be found should remain open. It is a potentially

-

important question with which educational policy makers could grapple. These
data, suggest that to the extent I have measured interracial antipathy, such

!
’antipathy does not affect student motivation to achieve academically.

-t .

- - »

a ‘ v ) <
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EFFECTS OF TEACHERS .ON STUDENT EFFORT IN SCIHOOL

R ¥

Thus far, 1 have discussed the impact of parents and peers on academic

achievement. And, insofar as teachers influence student interaction --

~

which they obviously do -- I have begun to explore ways that teachers’

behavior affects student effort in school. This section pursues the

LS
*

matter further. ’ : ///
a3 L .

Despite the recent controversies over the impact{éf schools on academic
rd

; /
achicvement, thexe is reason to believe that what g;échers do makes a

/

s

A A
diffecence for children.* There is also considegable agreement ?ﬁgng those

I

who do research on such matters that most 1argqﬁ§céle studies/ﬁéve probably
understated the impact of what gdés*bnﬂin;classroo%s because Lhe measures
used capture neither the range of experiences students hgve nor the'fpll
variation in those events or interactions that are recozded.?f
The data from this study show significant and potentially iﬁportant
. égiationﬁhips between several aspects of teécher behavior and classrcom
A .
_ gnvironmants on the ‘one hand, and.the amount of effort students'expend in
school on the other. And, a; was noted earlier, teachers éanysignificantly
) determine the rate of interaction students experience. Attention‘here is
focused on three %ypes of considerations: teacher race, discriminatory
behavior, and the empathy and support teachers give to students, With
.resﬁéct to these last two, 1 will look first at‘wbpther'the racial mix of
- the classroom affects teacher behavior and, secondly, whether differencesg

/ .
in teacher behavi.or have a differential effect on children.

*Alexander Mood, ed., Do Teachers Make a Difference? (Washington, D.C,, U.S.
Governemtn Printing Office, 1971). )

) #%Alice Rivlin and P. Michael Timpane, eds., Planned Variation in Education )
(Washington, D.C., The Brookings Institute, 1976); and llarvey Averch, et al, "~
- How Effcetive is Schooling (Santa Monica: The Rand Corporation, 1972)
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Effects of Teacher Race

Nancy St. John, in a 1971 review of)fhe research on school desegregation,

observed th%t despite its "obvious character", the impact of teacher's race
i
< *
on student achievement was not much studied or understood. For various

reasons, inEludingidiscrimination or uneasiness of white teachers when

dealing with minorities, grea;er empaghy or higher aspirations for

minority students on the part of minority teachers, or becéuée minority :

children respond more readily to minority te;chgrs, tliere is some consen;ﬁé

among researchers that minority teachérs are more effective with mino;iéy “

youngsters than are white teachers?* However, this consensus is based on

less than definitivé)data an§ the question, especially as it relates to yodnger

cﬁildren, is very much openf**lf the.eviaence clearly indicated that

black students worked harder wﬁen taught by blacks, the argument for

stressing the integration of téaching staffs when deségregatioﬁ is ;mplemented

would be st%engthened. At the same time, if teacher race is of considerable

iﬁportance Lo thercholastic success of mino;it§ children, then,desegregatigp -
. v \ .

to the extent that it increasés the number of whité\teachers black students

experience —- may actually work to reduce black ac%d mic dchievement.

. V.
The number of black teachers in this sample is on y_seven and nine

~—

percent of the students surveyed are in their classrooms. Thus, the results

N

2

# ’ . . ’
Nancy St. John, "Thirty-six teachers: Their characteristics and Out-
comes for Black and White Pupils," American Educational Research Journal
“8(November 1971) pp.635-648.

**James S. Colemanf et al. Equality of Educational Opportunity, Washington,
D.C.': U.S.Govt. Printing Office, 1966}sD. Gottlieb. "Teaching and students:
the views of Negro and White teachers.", Sociology of Education 37 (Summer
1964) 345-353; P. Rubovits and M. Maehr. ‘'Pygmalion black and white."
Journal. of Personality .and Social Psychology 25 (February 1973} 210-218;

D. Entwisle and H. Webster, Jr. 'Ezpectations in mixed racial groups."
Sociology of Education 47 (Summer 1974):301-318; W. Spady. "The impact
of school resources on students.”" 3In F.N. Kerlinger (ed.), Review of

Research in ¥ducation -- I. (Itasca, I1l.: F.E. Peacock, 1973). pp.135-177;

s

Kk Kk '
Gordon C. Darkenwald, Sociology of Education 48 (¥all 1975), pp. 420-431.

45
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-’

of “this research can add only marginally to answering the question.

’

=

In simply comparing the motiéation of blacks and wbite students
with the race of their teacher, it appears th;t‘black~students with
black teachetrs are likely to make a somewﬁat greater effort in school
than those with white teachers. The academié effort of white children,
- on the other hand, seems unaffected by the race of thei; teacher. . =

However, when, through multifle rcéression analysis, the level of )
_ ¥ N .
parentqi‘ghpport black students experience éi)éontrolled and the relationships ‘
.Petween’tbeir teachers' race and their effé;t in school is examined,

|
. - |
the ffects of teacher race washes out, i.e., teacher race has no |
‘'significant effeeéts. S . .

The data in this study *indicate, then,that the interest students -

<

have in academic achievement is neither- st rengthened or weakened by the . |
. ) . _ ] =
. fact that their teachers are either black or white. And, they suggest’ that

the same is.true for botrh blacks and vhites, But, given the small aumber

of black teachers in tg}s sanple,these conclusions ought not to be given <
* 4
<

much weight,

. P

Tdentifying Discriminatory Behavior by Teachers . o

" One assumption upon which this sfudy is based i& thgf teachers are
- important referents for students. If this is true, it follows that student
- effort in §chooi should be influenced Efgnificaﬁtly by teacher;behavior -
that is raciallxkbiased. The first problem in exp{orihg this.possibility'
is the difficulty of identifying racial bias among teachers. Teachex

questionnaires will not do it, the "right" answers are too well known,

ERIC © .

Aruitoxt provided by Eic:
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One can measure discriminatory behavior by observing it or by asking
those who might be affected by it to'report it, I sought to do both, In .

the Assessment of Classroom Political Environments system for monitoring

teacher behavior, the sociogram might allow the observation of discrimination By

‘1 by, . )
describing whether teacherg direct a disproportionate number of communications to

one race and whether such communications are, in turn, disproportionately

disciplinary in character.

-

Preliminary analysis of the sociogram data suggest that, generally
- . Vs -

speaking, such imbalance is relatively small and well within the variation
that might be explained by Qﬁriations_in students{ ngeds for teacher attention.
Further analysis of student characteristics and the interrelationship of , ' .
- the Qifferent approéches to capturing teacher Behavior.may increcase the
utility of the séﬁiogram for ideﬂtifying_ any discrimination!that does
exist. For the momznt, I wiil pave té conclude that the sociograms ,
indicate thait the teachers studied do not discriminate against blacks and
that this is so regardiess oﬁmthe racial mix of the classroom.

Let me turn to the Studeﬁt questionnaire for evidénce of racial bias
by teqchers: Rather than ask student§ directly whether their teachers

discriminate against them, I've compared black and white perceptions within

each classroom of teacher beﬁav;or that might affect performance. Thus,

- a classrobm is labelled as a biased environment if black and white students

s

in that class report é;ghificantly different treatment by teachers.’

-

The average score received by blacks is substracted from the average
score received by whites and the resulting number (plus or minus) is .

the index of discrimination -- the extent to which teachers are _

"diffarentiating between bldck and white students -- for each classroom.
h ' o B |
I . .

‘ 14
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In this way, measurcs of discrimination were derived for three types of °

teacher behavior (1) the teachers' willingness to listen to student

«

*» _

problems and initiatives -~ which I call "teacher openuness" (see scale six,
_ . .

Appendix D), (2) teacher concern for the individual's achievement —- "teacher
support for effort," (sce scale nine,, Appendix D), and (3) "teacher fairmess"
h

in administering rules, assignments and personal attention (see scale five

in Appendix D.,) -~ N

It appears that the teachers in this study do not discriminate on the

basis of race in the extent to which they encourage students to do their

best, in school. There is some overall racial bias with respect to teacher

-
-

fairness and openness, i.e,, blacks are more likely to view their teachers
as being unfair and less open to them than are whites. There are also

+ U '
substantial differences among cldssrooms in the extent of the racial bias

~

and in some cases the racial biaf im a classroom is in "favor" of blacks.

For example, consider the mattey of teacher fairness, Of the sixty five

: f

classrooms in which there apparéntly ars significant differences in the
perceBtion oﬁ;Leachem fairnesg/by black and white students, teachers are

biased in favor of blacks in 11.* However, the degree of the bias is much
Prey —_ . . - -
L i

¥

L] v * .
Jgreater on the averdge in those classrooms where teachers seem to be unfair

1
to blacks. For example, the largest bias in a '"pro-black" class is

1

3.5 points, in "pro-white" classrooms there are 26 classrooms where the

spread is more than 3.5 and 16 classrooms where it exceeds five points.

it is interesting that blsck teachers generally seem to be perceived by

black students as significantly less fair (and less "open" too)

than white teachers, : . .

- %A significant difference is defined here as one ip which there is more

. " . . &
than one point difference in the mean scores of black and white students
on the teacher fairness scale, :

LN
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teachers. Moreover, there is some suggestion -- though again there are only

Y .

seven blackAteachers in the sample -~ that this discriminatiqn by black .

teachers against black student;\és most likely in predomihately white

S

cldassrooms? (It should be noted that all black teachers have at least a -~
e majority of whites in their classes). Perhaps black teachers feel an - -
obligation to '"bear down" on blaék,sgudents‘in order to encourage them to make

an extra effort to achieve or to compete with their white classmates. As

rd

\\\:oted earlier, black and white students in the same classrooms do not
< febort importantly different levels of teacher support for effort 'regardless T

N

of tﬁq race- of their teachers.

\
A v

" Impact of Racial Mix on Discrimination by Téachers

The simple product moment correlation between the fairness and

\

support for effort aspects of discriminatory behavior respectively and

N

the proportion of whites in the classroom is insignificant. An examination

- x,
N

of cross tabulgtions of thesg$variables and of their regression coefficients

»
& - . o ol

similarly Showscﬁo relationships. At least 8o far as the dimensions of ~9
. teacher-student interaction nqtéﬁ above - including the behavior assessed
‘by the sociogram - are concerned, the racial mix of sfudents,in their class-
rooms»déps not appear no influence teacher behavior. - )
Teacher openness or responsiQéness to students, on the other hand, is

related .to raéiai-compoSition (x = .24). As Table XiI indicates almost

all of tﬂe discrimination against blacks'pccurs‘in classr;oms that are 80

. : -~

pefccnt or more éhite: Perhaps tlie reason‘fax this finding is that blacks

in predominately white classrooms feel 1essvwilling to assert themselves in
ways teachers will. respond to iﬁ an open manner. Negative fesponscs by .

black students to questions on the openness scale may reflect the students'

lack of assertiveriess which could feed teacher expectations that black students

’ will not make very great demands on them.
. <
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Table XII®
Proportion of Whites in the Classroom and
Extent. of Discrimination by Teachers
! With Respect to_"Openness"
Proportion of 0-40% 41-60% -60~-80%
Whites - ’
Degree of _ .
Discrimination .65 .78 .y .76 -
' (171) (315) (858) -~ (771)
- <
< g
]
50
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|
' e » H * -t -
, .

Effgcts of Racial Discrimination by Teachers on Student Effort . .

. Surprisingly, discriminatory‘behavior by teachers toward black studenfs

———

coefficients for teacher discrimination with respect to openness and fairness

. are not significant. There is some indication, as Table XIII suggests, that

: discrimination with respect to openness at its highest levels -is associated

with reduced student effort though the numbers gf students in each cell

-

is relatively small, ‘ .

This apparent invulnerability of black student effort in school to

discrimination by teachers is difficult to explain. I noted earlier that

s ronme o e s A

F . - . . T,
teachers do not seem to discriminate racially with respect to the encourage-

~

s ) pvue s amne

does not seem to affect black student effort in school. The regression

nment they give to students to do their best in school.  Perhaps teachers
who otheruise discriminate .against blacks have sufficient professional -
: e ; N

_self-consciousness to eschew racial bias when their central function is

involved -~ namely, teaching .students academic topics. Students may be-

3
able to set aside inequities of pfcatmenf on other mattefs wheq%;hey <
perceive no differences in the levels of .encouragement blacks and vhites receive
f,h\\\ Table XIII
) Effccts of Anti-Black Discrimination Regarding Openness .
' on Effort in School on the Part of Black Students -
.- . ' - Controlling for Parental Support )
(Low Score = High Effort)
o .
‘ ’ , Discrimination Against Blacks
} & . None Low |\ {  High
:' g,‘ P - < [y o ) \
i Lavental Support |y 8.37 (63) 8.03 (69) | 9.00 (25)
| 4 ) -
- CEfort 3 : ’ ,
] BRforcdn School | yed . 10.14 (73)° . 9.47 (77) 10.75 (48) -
g Low . | 11¢31 (70) 11,24 (75), — 12.22 (68)
- ] - K ¢
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or, perhaps black students are so used to discrimination that they
either accept it as a part of life and dq-hot allow it to affect their

‘behavior, or they do not perceive it when it eXlot§ * .
L4

Discriminatory behev1or on the part of teachers, even if it has no

dixect impact on student effort, may teach lessons to students about the
== - -
appropriateness of racial blas. Even if the degfee of racism in a classroom

does not directly influence performance -- though it is difficult, frankly,

to believe that it would not -- it would obviously be important to

r

eliminate sources of racial intolerance.

d N

<

ieacher Empathy and Support °

Measurxng‘Teacher Empathy and Support 7 . .

v

- Teacher empathy and support are measured here in three ways. First, ’ .

the Polltically Relevant Interaction Measure yields an index of the

»
proportion of a teacher's responses to students that are accepting, supportive,

encouraging or otherwise positive as compared to responses that are o,

- . - L
~ . 4 o

viﬂ " “ » = . —
' disapproving or negatively evaluatjve. I will call this "teacher "9 ~ . 9

-

responsiveness.' Second, I utilize the teacher openness scale discussed
* . in the previous section. Students scoring high on this scale ("high" scores

are actually low numbers) are indicating that their teachers respect their °

. . opinions, 1isten\to their problem, or gives them the opportunity to explore

L. things that 1nterest them. (see Scale 6, Appendix p) Third, I will look

at the teacher's positive support for doing well in school (see Sca]e 9 in

o

% . Appendix D). For bonvenicnce let me refer to the first two of these as

measures of empathy and treat the third as "support.”

1

. #Recall that the measure of discrimination .does not require individual
students to label teacher behavior as discriminatory.

— —-

ERIC B - D2 . ’
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Effects of Racial Mix on Teacher’Empathy and Support

paper, the racial mix of a classroom

d

1

o As I've implied'eérlier in this

does not appear to affect teachér support for studeﬁt effort in important

eaclier support and

ways. The simple product moment correlation betwee% t
i

assroom is an insignificant 015, Table XIV

the proportion of whites in a cl

. . also manifests this findiﬁgl

Table XIV . P

'Relatioﬁ’hip Between Racial Mix and Student Perceptions
of Teachexr Support

(i.ow Scores = Most Support) r , v
St wdent Proportion of Whites in Clagsxoom . )

Race 0 - 40 41 — 60 .61 ~ 80 81 - 100
Black 7.73 Co7ss | 762 7.63
Teacher T ’ )
< - |Support White 7.64 8.01 7.85 7.95
A1l Students|7.67 7.82, 7.80 ) 7.93

* ) (192) (314) 1 (858 (767)

The difference between all the «cells are neither systematic nor stétiﬁtically

<

" gignificant.
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As Table XV shows, there is little relation between racial

) composition and teacher openness. One may 'push" the dath and note that

~

-

there is/a slight tendency for tcachers to be less open to students as the

proportion of black students in a classroom begins to exceed 40 pe*ccnt.

) These differences, while supportive of the conventional wisdom, are not
-, statistically significant,
4*:
Table XV )
‘ B ~
\\\ Rclatlonshxp Between Racial Mix and Student Perceptions

of Teacher Openuness’
(Low Scores = Most Opeqness)

* vob
. . eoe
¥

Student Race Proportion of Whites in Classrooms

\\ ’ 0 - 40 | 4L - 60 61 ~ 80 | 81~ 100
. N Black 26.58 26.12 | 25.05 26.72
‘ (131) (138) | (226) (75)
; Teacher . .
% | Openness White o 25.66 25.02 © 24,18  1724.62 -
‘ ~ - o 1659 - (167)- (616) | (684)
| A11 students | 26.82 25.48 24,40 24.81
\ : (192) (315) (858) | (771)
\ .

\

is grouped with those in waich 20-40 percent of the students aré white.

”

1y, correlation analysis shows no signicdﬂt relationships

between the rac1al compOSLLion of the classroom and studenL perrcptlono

g e . e e e

of teacher openness ( 1= ~.06).

* Only one classroom has less than 20 percent white students. This class’




Finally, as Table ﬁﬁl- shows, teacher responsiveness as measured by'

the classroom observers is not clearly related to the tacial composition.of

the class. The product moment correlation between teachexr responsiveness .

and racial compositioﬁ“bﬁqghe classroom is also insignificant,

s
4 -

* . -

« Table XVI : .

N “

N ,.\-i‘: .
Reléhionship Between Observer's Record of Teacher
Responsiveness andg Racial Composition of the Classroom .

fligh Score = Most Open)

»

" White Proportion

[aY

0-39 - | 40 - 59 l 60 - 79 80 - 100 .
. leas | 10.38 843 -l 10.80 ‘
D e lagy - 1 (315) (858) 7 :
’ 3. . .
) “ , .
C ’ ]
A @
[ & 2 .
X ~ ‘
E ¢
1] ? -
. ¢ ‘ T
» * . -
~ {
1] - - ‘
) |
Y r.o . -‘i

*Note that £pr'this,taple, unlike most of those inethis paper, classrooms are

the unit of analysis and high scores mean high responsiveness,

PN

ot
193
-
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Teacher Support for Student Effort

of all'the popular beliefs about- teacher effectiveness, one ‘that

,.

almoSt everyone agrees with is, that teacher expectations and encouragement
4

of high achievement, at least within the bounds of the student's capacity,
contribute importantly to learning. Not surpricingly, the data in this
study support this proposition. TableXVII shows this relationship

measuring teacher support through a four item scale from the student

’questionnaires, (See Scale 9 in Appendixlf) which_ includes such statements

as: (3) How often does your teacher honcstly praise you for the work

you do well? (2) Does your teacher really want you to learn? ¢

+ TABLE XVII
’ t

-
¥

Regression Coefficients Showing the Relationship Between
Tcacher Support and Studenf Effort in School After
Accounting for Parental Support

" (Low Scores = lligh Lffort)

-~

___Black Students - White Students All Students
Parental Support .1776 : .1338 ,1616
(.0258) . (.01662) (.0139)
. R® = ,183 - % = ,096 R2 = .124
Teacher Support - +2088 4358 »3896 |
(.0560) (.0301) (.0256)
R® = .094 R? = .181 R2 = ,146

£

¢
i

' 1t is interesting that whites scem to be influenced by their teachers
A

substantially more than blacks. Together, parental anfl teacher support

= -~

account for about 20 percent of tne variance in reported student cffort.

& . .
0f course,direct cntouragement is only one way teachers influence cducational

\ . .

motivatign.

¥
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Effects of Teacher Empathy on Student Effort

.

As one might expect, student reports of teacher” openness and teacher support

for student effort in school are related. But they are not the same thing
~ X

(r = .57 for &ﬁite students and .51 for blacks). One teacher may be aloof,
demand deference and allow stud;hts little imitiative and ;nother may
allow students considerable intimacy and be étsx\zgsponsive to student
requests for self-direction while both may be equally supportive of.student
efforts ko achieve academically. In other words, teachers may ‘be demanding

sof students and expect much of them but may do so in different ways.

L4

Both measures of teacher empathy referred to above are positively

"related to student effort. Moreover, the effects of empathy persist even

when teacher support for effort is taken into account.*®

¢ As Table XViI1 shows, the regression coefficient for teacher openness ,
f

. 3 p
is-clearly statistically significant for both blacks and whites but the

. size of the effect is $mall. of course, my méasure of sStudent support for .

/

effort is picking up spme of the "open' behavior of teachers «and reversing
Say . 3
the order in which the ewpathy and support variables are entered in the

P . ~, . . ..
step-vise regression increases the both the size of tha\opcnness'coeff1C1ent
. N “

. ~

and the amount of the variance it explains though teacher support for

effort remains the more dominant of the two variables. In any case, teacher
openness is likely to increase the effort students give tbd school.

Table XVII1 represents the ‘regression coefficients a;ﬁ\the variance

explained by teacher openness (as seen by students) when other: factors
' A\

#ihile I do not present the analysis here, roughly the same"coﬂilbsion can
be derived if teacher empathy is measured by teachel support for the

individuality and discretion of students (see Scale 10, Appendix D). -

—e P




Page 54.

’
¥

already found to be ‘important to student effort are- taken into account.

TABLE XVIII

Effects of Teacher Openness on Student Effort in School
B When the Effects of Parental Support, Peer Values and
Direct Teacher Support are Adcounted For .

&

\ 7 Whites = Blacks i )
B R2 Change B 'RZ'Chénge
Parental .1191 (.0164) 0796 .1570 (.0245) 1340
- Support ’

Peer Effort .6618 (.0766) 0683 .8340 (.0997) .1197
Teacher .2876 (034%) 0846 .1540 Y(.0532) .0283
Support
Teacher .0879 (.0161) 0148 ,07561 (.0255) | 0110
Openness ’
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Let me return to the possibility that the racial mix of the classroom
might be related to studénq effort. It appears from TableXIX'thgt the degree

of openness has a significantly greater consequence for student effort in
classrooms that are predominately black. This is of interest because
o ) . o ’ )
- - *  students in such classrooms do not differ substantially from students in

-

. clasgrooms that are 50-75 percent white in the amount of teacher and parentél

~

- * -
support they experience, In otherwords, teacher openness seems to increase

»

student effort at all levels of racial desegregation but it may be most

1mportant to students in settlnbs we would conclder not desegregaLed in

-

v - e

most éommunities. . .o

e

. — Table XIX

¢

' . Relatlonshlp of Teacher Openness and-Racial Mix to Student Effort N
E (Low. Scores = ngh Effort)

Hi Openness - Lo Openncss

;8 : Black Vhite Black White
( 1- 49 8.39 7.50 . 11.51 10.79
White ! . . . . :
Per— 50 - -74 9.16 - 8,19 10.46 10.53
centage =
in - 75 - 100 8.8, ) 8.49 11.04 10.24
! * |Class~-
- room : _ ] ,

It also seems from Table XIX, that in classrooms where teachers are more

open whites do best when there are sizable number's of blacks in the classroom.

A
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N

1f we put these findings about the sanquine effécts of teacher openness
together with previous.data on the relation between the racial compositioﬁ of
classrooms it can be scen that racial Qesegregation which involves placing
whites in classes where 40 percent or more 6f students are—Slack may
result in'géss openness byzteachers.‘ Less openness!by teaéhers coulh have a small
negative effect on student effort. This is all very speéulative and time
series data are required to test it. The data do argue for encouraging more
open behavior among teachers and'for paying some attention to the possibility
that soﬁe teachers may have trouble éehaving in an open wa? when they have
la;ge'numbers of blacks in their claSses: ‘. - ,

Finally, let me look at. the effec;s of teacher res;dnsiveness (assessed
by the classroom observers) on student effort. As Table ka indicafés,
it ppeurs that teacher respOnslvcness 1n£1uencce student performance

]

only in predominately biack classrooms but Lhele the effe | is very

- A -
substantial. [

Table XX

-
P

Iffects of Teacher Responsiveness on Student Effort
in School at Different Levels of Racial Mix

. . Classroom Racial Composition .
Teacher “ - y
Responsiveness 50 50 - 75 ' l 75
Low " 10.95 1 9.63 9.41
(173) . (424) (531)
High ' $8.66 1 9.m 9.71
(112) , ’ (348) (495)

’

S

*Fan
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Summary. . - -

‘TtThe racial compositign ;f a teacher's classroom does not seem to affect
the degr e of encouragement she gives students to do tlieir best. Teéchers,
overall tend to discriminate against blacks but the effects on student effort
i5 not apparent. It seeﬁs that student effort is éignificaq;ly affected by

“ teacher support for achievement and responsiveness and openness seem to -

contribute, at least marginally, to student motivation.

-

T N o R e s B e
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CONCLUSION

‘ ; When all is said and done, this analysis can be read to argue that
simply mixing stuQents of different races together in the same c1asSroom‘
- will have little effect on the.energy students invest in school., If,
however, peer group values are distributeu in such a way that desegregation

would increase the liklihood that black children will, through integration,

attend schools in which their peers place a higher value on achievement than
.they do , desegregation should lead to greater student effort.

$ -

These data also suggest that what teachers do is important in shaping

1

-

- ~ student motivation both directly through contaet wi.th indiviauals and in-
dlrectly through the structuring of classroom cnv1ronments and the
contributions made to the motivation ‘of the 1nd1vidua1 s classmates. ’

One way to provide an overview of the findings of this study is to
reformulate the model (diagrammed on page six) upon which the analysis
}s based. The data allow us to simplify the model and,-at theksame time,

"to .get some idea of the relative strength of the factors that influemce
school effort, To keep this revised model (see Diagram II) from becoming
too comylicated,ﬁi will differentiate the strcugth of relatibnsuips into

. two classes -~ major anu minor—indicating the former with double 1ines and
the weaker links with a single line. H&potﬁesized relationships this

k3

. research suggests gdo not hold are shown by dotted lines.

This shorthand way of descrlblng the results of this study masks a number
of issues that.I thiok the papen,hasvilluminated. Moreover, as has been
shown, somewhat different pictures would be dravn if effects were differen-

. " tiated by rate, The analysis herein explains about 26 percent of the variance
- I -l 1 .
» }h *

¢
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‘ . Qiagram 11
’ ' ‘_Reviée‘ " Model for Assessing the Effects of . . )
- " School Desegregation on Student Academic Effort -
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. in the white students' professed effort in school and close to 40 percent of
the effort of blacks. At the same time, while the relative importance of

different facters in shaping student motivation may vary by race it is
-~ ”

significant that the things that foster greater effort among blacks are
similar to those that also motivate white students. Indeed, this study

L] - . x

- suggests what seems altogether obvious but is seldom discussed, desegregation
. has its best chances of contributing to student achievement in schools that

have teachers who expect much of students, are respunsive to their needs and

Fi

¢ T . ] : '
encourage sone, médsyre of i?teraction and self-direction. It follows then,
- . G . i .

’ : ] ~ .
that efforts to make a success of desegregation will improve the schools for

all students. At least this is the immplication of these data on the
! Lt

experiences_énd dispositions of fifth graders. . ’ .

It would be inappropriate to claim that this analysis has resolved a

.

number of questions. Research of this sort is useful for questionirg

assumptions, suggestlng/hypotheSLs and confirming conventional wisdom. And,

-though it scems hackneye&’to say so, research such as this suggests the dir-
ection in which future research might go.

) ‘ ;
Oﬁ% of .the major purposes of this study has been to suggest.some ways of

thinking about the conditions which might enhance the effectiveness of school,
.desegregation efforts,
- Throughout the paper I've tried to suggest some policy implications of

many of the findings. This is not to say that policy should be made on the

basis of this cvidence alone. This analysis does provide support to those

. o

who argue that school,desggregatioﬁ plans need to avoid rigid racial quotas
and to employ criteria for pupil assignment other than racial ones -~ at least

1f increasing student motivation to achieve academically is a primary

/
objective. And, school desegregation stratcgics that fail to recognize the
—- 2y v e ) * ’ ’

importance of teacher bchavior will be less successful than they miéht be.

"
PAruitext provided by eric [
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-

.As T noted at the outset, improving the académic achievement of

minorities is not the only reason one might favor school desegregation.

0\

This paper does not speak to these other goals, but the available )

research suggests that with respect to these considerations too,

flexibility and complexity might well characterizc more effective

~

desegregation strategies.*

d

N
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APPENDIX A
RELIABILITY OF THE POLITICALLY RELEVANT

"INTERACTION ‘MEASURE (PRIM)

- R -

s

A Reliability coefficients were prepared using both videotape recordings

of classroom interaction and practice in live classroom settings. The training

sessions reduced the percentage of disagreement between—obserVers from 43.4

percent to 14 percent. Scott's (1955) reliability coefficient was used to

-

determine the reliabillty between observers. Scott s method 1s unaffected |
|
\

by low frequencles, can be adapted to percent figures, and is more sensitive-

at higher levels of reliability. The tra1n1ng sessions 1mproved‘the re11ab111ty

Chi-square analysis.showed that there were not

coefficient from .26 to ,78.
‘signiflcant differences between the way these observers ‘described the same

classioom interaction., The results indicated a consistently high degree of -

. reliability fox all major categories of analysis.

3 ) As noted, each observer observed the same classroom all three times, A
- *."};) ,
en the

comparison was made to see if there were significant differences betwe

way the observers descr:bed the classrooms in their first, second and third

visits, This was done by establishing a 95% confidence interval for the

differences in each category. If the actual differences between tvo observations

was outside this confidence interval, the difference between the two observations

: ‘were considered 'significant.

een

A

There were 51 significant differences between observations 1 and 2, 37 bety

: observations 2 and 3, and 51 between observations 1 and 3. It was expected

that there would be greater differences between observation 1 and either of
1




s
s

ERI
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the other two observations and that we could weight each session -a¢cordingly in
/ /’/
developing our aggregate scores. When the siggifiﬁéﬁi differences were taken as

’

)f“/
' a percentage of the total numbex .of possible differences, 4.6 percent of the

time there are significant differences between observations 1 and 2, and 1 and, 3;

and 3.2 percent of the time there are significant differences between observations

2 and 3.

Coefficients were calculated for the correlations between observatioq% 1,
2 and 3 for each of the 14 categories of the categorical observation system.

Again, the correlationsibetween observation 2 and 3 were the highest.

~ T \
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( APPENDIX B

POLITICALLY RELEVANT.INTERACTIQN MEASURE

. ~

-

The anelys}s of politically relevant interaction between students and’

- teachers is based on a shorthaod form of notation to desctibe verious types
of teacher—student; and student-student interactions. An observer classifies
the interactions that are occurring in the classroom as be;ng’most accurately |
descrioed by one of fourteen oossible‘categot}es of behavior.

Qbservers are’not‘eyaluating.Leaéﬁérsi observers are describiog teacher-

behavior. The categories are concerned primarily with v:rcbal behavior since

" verbal interacting can be observed with'higﬁer reliability than nonverbal

LY -

PN " interaction.. The assumption is that verbal behavior is an adequate sample -
. / ‘ ’ - ] g
d _ .of the characteristics of the dominant interaction patterns within the -
- . Lo .
- * } - —
- classroom. N ) .

The classroom teacher is responsible for establishing and maintaining

interpersonal relations with students so that the obJectlves of the educational t“

- \
program may be most successfully realized. Thus, the acts of teachigg leads
4

to reclprocal contacts between the teacher and the pupil, ang the inter-
change itself is called teaching. This' instrument is concerned with

describing the natire of that interchange,

.

12 addition to describing the types.of verbal interactions that-are

I

) _occurring ir the classroom,‘the "Politically Rélevant Interaction Measure"

“

(PRIM) also allows one to recreate the sequence or chain -of events that
have occurred in the classroom. By recording classroom behavlor on a three
second interval one can determine what preceeded and what followed each
.behavior. Such jinformation should allow one to explain differences in

S

cducational outcomes, since the general outcomes of teaching must be’ affected
AN

473

% by the sequence’of events that preceded the outcome. Thus, PRIM’system o
| i ’ . .
B O ‘ * ’ 68 ‘ : \/_
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allows one to describe general characteristics of the classroom environment

v
along with the sequence of classroom events.

¢
) The PRIM Categories
L]

’

.
K

. L i .
The classroom interactions are categorized as being best described

~ -

by one.of fourteen categories. A category is tallied every time a behavior

* <

changes and every three seconds in any behavior that lasts longer than three
X } .
seconds. The talljies are writtem in a column, preserving their sequence,

-

at the rate of approximately twenty tallies per minute: These numbers

can then be entered jnto a matrix whith will provide summary information
& : ry

-

" about the t&pe,,sequenge, and” amount of verbal behavior which has been

- ,
- *
.

¥

* recorded. ) -

The’;purteen categories used to describe classroom intexactions

are: .
A. Tedcher Response: , .

.

\ . .
1. Teacher accepts student response ~ Teacher indicates by

word or gesture that a student has made a worthwhile contribution

*

or a{corrgct response. Includes approaching a student initiated

Lo - P A) . - .
topic as well as cla;xf§cation, elaboration or repetition of
° & .

child's idea,. statement, or contribution. ™The teacher praises or

-encourages student response or behavior: "I see what you mean"';

"Yes;" *'Right;" "Good;" "Go on;" "That's a éood idea;" ''Now you

’

,are thinking.'" etc. Non-~verbal acceptance such as nodding head

or touching‘ghild. ) - “

L] . .
2. Teacher designates student response unacceptable - Teacher
3 ” . . M - * ’

avoids student initiated topic or designates student response OY
. ’ % .
performance unacceptable; indicates that a student's contributlos is
Foe e - ,

s

" . Y
.g . A

v




P e

R ¢ Page 66.

ha 4

hd .
not worthwhile or gives student a negative feeling about himself.

-

Criticizing and discouraging student response or behavior. Sarcasm
t

‘
-

and rejection or denial of:student's dealings. Includes shaking head.

."No"; as well as saying, ''that is incorrect" or ignoring a studént.

3. Teacher Lxpression of opinion or judgment - A value

statement or cxpression of feeling, -opinion; involves i/g;rsonal

element; includes statements that cannot be objectively documegfed

L4

from text or other authority. JIf teacher is presenting ideas

or opinions of others, it should be considered lecturing. Supports
or disagrééé\with current cvent or national issue. Takes a stand

on an issue being discussed in class. These are statements which

are personal in nature.

. . bl
B. Teacher Initiation: \
U s
3 .
4. Teacher asks a factual question — Question Yequiring a factual

response or a right or wrong answer. Drill type questions are an

-

example. A signal to a student to provide a factual-.responsc; i.e.
calling their names or giving brief cues such ds "next'. Asks a
i

questiorf to which the teacher expects an answer from the pupils.
[N “ .

Questiohs forkmich there seem to be obviously a right and a wrong

anbwer. "What is the capital of France." '"Who knous the answer’t
ne _ p « . o
question three." -"John, what subject m7£ter are e studying toda

-

5. Teacher asks question requiring judgmen* ox opinion -

a question requiring the expression of opinion, idea, .suggestion, or

S

feeling; questions which see$ to be phrazed such thact the answer
could not be classified ‘as right or wrong; -this includes open-

ended questions. _'"What are some of the things the auihor mipht’
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:
haye told us about America." “hat'do you think are the most .

important characteristics which might be used to describe a

\ o
i
|

e

society?"

6. Teacher Lectures - Gives facts about content or proce&ures;

.

an expression of the ideas or opinions of people other than

) teacher or students; a rhetorical question included in the context -
. N e N
~

of the lecture; teacher giving directions for an instructional

purpose or giving directions or commands which a student is expected

S to obey. ‘Explaining, discussing, giving facts or infoxmation.

€. Classroom Management
v

7. Expression of auchofity - Expression of need for students -

<

-~ to comply to a rule or to teacher's authority; designating behavior .

as incorrect or inappropriate. Includes non-verbal expression,

tapping‘of pencil, firm grasp on shoulder,'etc. Statements of

extreme self-reference or those in which the tcacher is ordering

the student to do something because of the teacher's position to

make such a request. A question like, "What are you doing out of

your seat?"

» 1
8. Teacher expression of need for citizenship - Expression of

student responsibility to protéct other students' rights, to considefi

the views of others., Statements referring to practicing good

-

. citizenship; any statement meant to protect the rights of others
. ’ ”~ -
Y - .
_in-the classroom; pointing out to a child the consequences of his

action to others and his own responsibility for it.

+

D. Pupil Response

9. Pupil responds to teacher - Conforms to teacher direction/

- ’

Student contributions ﬁollqw some pre-established

Q 74 . 71 .

answers (uestions,
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11. Pupil-to-Pupil /talk - This can be a statcmént, a quesﬁion .
. or a reply. It can be about the subject matter of the class or about \
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line of thinking. When the student responds verbally to a

direction the teacher has given. Initiation by teacher is the
cue to the student response - limited freedom to express own
ideas. Teache;;initiates the contact- or solicits pupil statement

or structures the situation. Freedom to express own ideas limited.

Appropriaté behaviors range from fact giving and simple recall

c *
to following long and pe{EEEs complicated (but clearly pre-
established) processes in folving problems.

10. Pupil challenges — Student challenges tecacher, classroom -

rocedure class rules,position of presented material, ‘authority or /
z . s /

/

other student. Lxpresses disagreement or contrary opinion to tth ) .

of text material or the teacher. The student brings in a viewpdint

that is contrary Lo the one being discussed in class. The studEEEﬂ’,,;uw:::’fﬂ‘,

quotes a fact which runs contrary to the omne aiscussgd. The student .
questions why it is necessary to follow a procedure or to 1éarn L
abo;t a given subject matter. A student quest;ons why anthef
student was given a speéial privilege or why he cannot be gréntgd

a special privileﬁe. _ : . 3

E. Pupil Initiatives ‘

/ . N

4

something totally unrelated. When there is a conversation between
pupils. Any discussion which is directed by one pupil to another.

12. Pupil initiates talk to teacher ~ The student asks a

question oxr makes a-statement when he has not been prompted to do so

by the ugacher; includes opinions, inferences and personal experiences.

A pupil ‘initiates’a conversation with the teacher: A statement that

-
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.

does not seem to have been cued by the.teacher, and that goes
beyond the pre-established structure.

F. Other Behavior . -

v 3
13. Observes actively -~ Any period of silence when there

+

e § ki . . .
is mno converSWion of teacher or pupils; includes seatwork, silent

t , .
_ reading, use of chalkboard or audio-visual mateérials when no verbal

interchange is takin lace: pauses or short periods of silence or
N b)

(~/ periods of silence intended for thinking; wheﬁvclass is quietly

changing seats, etc., —-
14. Confusion - Irrelevent or disruptive behavior. When noise

level is so high that person speaking cannot be understood; when there
‘is considerable noise and disruption of plannéed activity; periods of

-

confusion. s g ’ , .

?roce&gres for Observation
The'observer enters the classroom as quietly as possible and takes a ‘ .
seat somewhere toward the backxog'ﬁpe cléssroom but in a ;osition to hear
and see the participantéz Iﬁhsgme cnvironmengg the observer must move P
About thé élassroom in close proximity with the teacher. The obsefvér
; decides vhich category bests reﬁrcsents the communication event just

>

completed, .and while writing down the category number, simultaneously :

1

asszesses the continuing communication. Observations are tallied at the

i\fgyc of aéproximately one every three seconds kecpiég the tempo as steady

as possible.

LEKTC’ o | 73 -

Aruitoxt provided by Eic:
.




"\

ERIC

i e

Page 70,

The number of the category which best describes tﬁe interaction that

-

occurred in the three second interval is recorded in columns on the talley

o /

.

sheet. At the end of a recording period, the observer will have several
columns of sequential numbers. It is important to preserve the sequence of!

numbers .that have been recorded.

Ground Rules

Because of the complexities faced by the observer vhen trying to

categorize behavior, several ground rules have been established as an aid

e

in developing consistency among observers. These rules are:-
1. When not sure wiaich of two categories a verbal interaction

belongs always choose the category which has occurred least often.,

2. When two activities are going on at the same time always focus

on the activity which directly involves the teache%,and then on the
. K &t

‘ activity which has occurred least often.
3. Watch very carefully not to increase tempo during interesting
or active périods of interaction and to decrease or. slow tempo du;ing
uninteresting or slower periods of interaction.

4, If any interaction is extcnded for a period of greater than

4+

tﬁree ;econds continue to record that éctivity under the same cagegory
on a three second interval.
. 5. Code a student's response or auswer to a teacher's question as
a category 9, but after the third studgnt has responéed to the éame cue,
code all additional response; under category 12.
6. Watch very carefully for any- forms of a student challenge (category
10). | ‘ N

7. Block off and describe on the talley sheet the times when something

" unusual is happening -~ such as student giving report, debate, student —

~ L

s \ 2

«
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in the role of teacher, or small group projects.

~—

8. fIn a class situation where a student has taken on the role of

-
.

the teacher such as - leading a class discussion; asking the class

questions; directing a class activity - a quiz, a T.V. interview, Or

game - category 11 is used to indicate the student's talk.

9. Vhen the students are responding to a student directed discussion,

question, or activity, that response is designated as a 9 until the student

responds with more than an expected answer and begins expressing his own :
. ideas or opinions which would then be designated by catez:ry 12, )
. " .10. When a student is giving a report requested by the teacher, )
» —

category 9 is used until the student is expressing his own ideas and
. opinions ;f ié obviously expanding ideas based on his research at which
time catego#y 12 is used., ]
11, VWhen the studénts ;n the class ask questions and direct R
. , , Statements to a student who haslgiven a report, category 11 and 12 are
used to indicate not only st deﬁt to student talk but also the initiative
. involved in such discussi?ns.
12. Take special care to distinguish between pupil response (category 9)
andtpupil initiation (category 12). Record”fﬁé§é‘€éﬁegﬁries of beliavior /
as you perceive the behavior of the student.

7

{ Tabulating Data in a Matrix

. .

. sheet into a l4-row by l4-column table, which is called a matrix. All

data from the talley sheet is entered into the matrix using pairs of

. N

numbers. The preceding behavior designates the appropriate row and the

P

) ' Tabulating consists of entering the sequence of numbers from the talley
|

\

\

|

| .

i ' behavior following designates the appropriaﬁc column, the talley is then

entered in the cell of the matrix which is created by the interscction of fe.

)

’ ERIC
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the row and column. This is continued for each pair of behaviors.

Pairs of behaviors from a sequence are as follows:

6
1st pair,6 -

4

. 9 4th pair
5th pair1 L

2nd pair
3rd pair

-

-

Notice that each pair of numbers overlaps with the previous pair, and
each number, except, for the first and the lact is used twice. The first

numper of any .pair designates the matrix row and the second number

designates the matrix column.

Comments

Tﬁeré is nothing inviolate about the categories one uses in the
PRIM System. Different tipés of behavior with different specifications
could be incérporatcd in the categories depending on the theoretical
or policy questions which interest the researchér. The basic system,
as I noted in the texf% has been developed by others, most notably perhﬁﬁé,
Ned Flanders. Twelve to fourteen categories of pupil teacher interactidn,
h;wever, probably defines the upper limit of distinct behaviors observeés

’ ¢
can record.
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_ture of, the classroom. The Sociogram provides a physical description of

- /i(
APPENDIX C

/'CLASSROOH SOCIOGRAM

The social forces at work in a classroom are so complex that they

cannot be adequately portrayed by examining the- dominant interaction

- (3

patterns that exist there.

1+ >

The basic structure of the class- ~

room has an effect on the role that each individual plays in the class-

room setting and the experience of each pupil is not identical. Classroom
- : r

structure consists of the pattern of relationships that exists among the

various nmembeis within the class, including the teacher. The dominant

interaction pattern describes the relationships. between the members of

iy

the class who participate most activeély in the classroom. It tends to

obscure, however, the degree to which different individuals and subgroups

interact with each other and with the .teacher,

The Classroom Sociogram was developed to better describe the struc~
o <. ,

e T
o

» —

S
és.‘“ . . - -
AL - . -

the room,.along with the physical location of each of the members, their
race, sex, direction of verbal interaction, and the direction of their

~.

. \\ y . ; .
physical movement. Such information allows one to determine-the physical

k2

-

layout of the class, the degrec to which members are physitally, and/or

verbally, isolated from the dominant interacion pattern, the degree of

sexual and racial integration within the class, and the identity and

distribution of verbal exchanges between tcachers and pupils and among
students. It also provides inforwmation relaﬁing Lo .the amount and direc-
tion of movement within the classroom. It is believed that this informa-

tion provides an excellent supplement to the description of the substance

!

of the dominant teaché};pupil and pupil-pupil interactions that are dis-
A .

covkred through use of interaction analysés procedures we call pRIM that

e

are described in Apnendix B. - ' ‘ : ’
L /

)

S

-
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The Coding System

The observer uses a blank sheet of paper with two carbons for the ini-

tial development of the Classroom Sociogram. The observer enters the class~

room as quietly as possible and takes a seaf ‘somewhere toward the back of ////K/4

v

the room but in position to hear and see the .participants.’ A freehand draw-

’ N

ing is then made of the classroom showing the location of deskg, chairs,

blackboards, work cenéeré, book ;helves, éames, audio~visual equipment, and

any other ouLstanding features of the classréom. The carpon paﬁér is then

removed and the location of each student along with the teacher is placed

on the sociogram. Each éember of :he class is designated as being mile or .

female and black or white. - a
| The interactions between the merbéz8 of the classroom are then desipnated

’ by gfrows from the individuai talking to the individual being talked to. All

interactions directed toward the entire class are not designated with arrows

¢ _——
but ake/ tallied in a special tally block. Interactions are recorded at the
>

rate Of approximately one every five seconds., These arrows should show N

both pupil-pupil and geacher—pupil interactions, thus showgpg major communica-

? A . B .
tion patterns between all individuals within the ﬁgom. Physical movements of
class members are designated by an arrow crossed by a line at right angles.

-

An arrow whose stem is marked by a "D" indicates a communication ;nfregard\
to discipline. Teachers' remarks to the class, class responses, and spudents'
reports or reading aloud to the class, are all tallied in the special tally

) N .

blo Ck. ‘ B | N . %

The following are the symbols used in the coding system:

‘. s

L4

_ e
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/'/ White male teacher - . ‘ ‘ |
- ’ ol H .’ i ’ )
O White female teacher ‘ -
. ) . '
) : Z Black male teacher . i .
. E ‘Black female teachexr — 77~ T - - ’ .o

Q White male student S . :
. - i . : /
. - - @ White female student . : "
® Black male student

v

@ BlacAk female student

e=====> Students desk . "
» 3 / /*,,
: : . T T //s .
. A - Direction student facing . ‘ o o
.. : b - o
- - —— - - . ,—'/ -
* P - . - e "
A a7 o
o‘-l-[:m-‘ 4 e 4/4""
e {ifdccupied secat . o
- ) ! V’ ;',,-/ ’ \\
: R T
Y. Direction of commumication.~ -
i - "
’// » w
e 3

- =

M Tallies on communication arrow indicate number of
. ) . » » . » .
“ comnunications to same individual :

<oy Direction of communication in regard to discipline

. Dy, Tallies on discipline arrow indicate number of
VgL 7~ communications to same individual

.

———-\(-»)*--Physical movement from one place to another

M 4
The physical description of the room is to be’ drawn as accurately as
P . 3

. B . /\"'; H . ; ‘ R .
- " possible including ‘the actual shapes of all desks and tables other than the
’ o Ll

student's desks. Attachment A is an example of the Classrcom Sociogram. after’

EMC * one seyen minute observation session. . 79 T .
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APPENDIX D

SCALES FROM STUDENT AND TEACHER QUESTIONNALRES

. ———STUDENT SCALES- - -

Racial Contact in Classroom ) -

Student Effort in School

4 -

1. How often do the black and white students in this class
play together at recess?

2. How often do the black arid white students in this class
work together on the projects the te@;hers give us?

-

Reliability = .54 (Cronbach's alpha coefficient) -

~

1. Do you finish your school assignments wvhen they are not
. interesting to you?

2. Do you do your best-in school?

.3, Are you proud of your schoolwctk?

4, VWhen you ma¥e mistakes on a paper, do 'you go back and try

to, figure out what you did wrong?

A

5., Even though I don't like some subjects, I still work hard
to make a good grade. .
Reliability = .68 (Cronbach's alpha coefficient)
J &
Teacher Support of Individuality . ‘

1. Our teacher respects our opinions and encourages us to
express them. g '

2. Does your tcacher let you express an opinidn different from
hers? B .

3. How often does your teacher let you éxplore your ideas and try
out new ways of doing things?




4,

5.

Reliability = .64 (Cronbach's alpha coeff%cient)

Page 78,

My ‘teacher is -inferested in my, ideas.
P .
My teacher gives me things to do that rsally make me think - -
rather than things just to coﬁ§\ux look at.
|
|

Teacher Fairness

.
AY

N

\, . -

~

1.

2.

3.

Reliability = .70 (Cronbach's alpha cocfficient) -

Does your teacher try—to settle things by hearing both sides? ‘ ’i

. N ] .
Is your teacher fair to you in her enforcement of the school
rules? o 4 ’ ——

+

Do you understand the reasons for any punishment you.may
receive from your tecacher? - o

My teacher always gives into the wishes of the same group.
My teacher has "pets' or/éavorites whe can get away with
things that 1 cannot, -

Do your, principal and /teachers run this school
is fair?

in a wa& that

-

My teacher grades mé fairly.
. e /

card that I

If I get a grade on an assighment or my report o
about %E/and . Y

think is not fair, I can talk with the teacher
she will listen carefully.

-~

1

-

Teacher Openness ) . ,

1.

Our teacher respects our opinions and encourages us to
express them,

llow often does yoﬁr'tcacher let you ask questions?
Does, your téacher let you express, an opinion different from hers?”

How often does ycur teacher let you explore your. ideas and a

try out new ways of doing things? .

When something at home or school upsets you, do you know that
Jour tecacher will listen to your problem and help you?

N




7.

T . . . : : -

How ofteg do you get a chance to help decide what you will N
do in class? . ‘o N\

is inter sting to you?

~ *

How ofte; does your teacher let you choose an assignment which

Does your teacher give you a chance to ask questions when you
need help? | o Y

If I don't like something the teacher tells us to do, I can

tell her my feelings and she won't be upset.

If I get a grade on an aSSignment or my reportxcard that I
<jh1nk is not fai¥, I cap‘tdlk with the teacher about” it and

she will listen careful ye.
‘

Reliability = .74 (Cronbach's alpﬂa coefficient),

.t . . . '
> g ) » /j

8 . .

Opportunity to Work With Others
. [ ] .

1.

54

Reliability = .53'(Cro§bagh's alpha coefficient)

\. -
Are there times when your teicher lets you work in small groups?

. How often do different students get to be class cr group
leaders? )

-
-

Does your teacher let yob talk quietly in small groups?

How often do you have time during which you can move about
in your classroom?

L3

Does your teacher have you help each other in class?

Parental Support of Schoolwork . ,

< - ’
Do your parents talk with you abolt what you are doing in
school.? ‘s
b B -
" Do your parents ask yqu about How well you did on your
assignments?

llow cften do your parents help you with youxr school, //—\
assignments? . . J
'ny paronts have talked with me about how important it is to '
finish high school, :

I

When I was ypunger, my parents wanted me to rcad aloud to them.

Most of the adults in my family (parents, aunts, uncles,
grandparents) thihk that education is very important,
. r ¥

: 83 I

N
78
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4
! 7. Do'your parents visit the school for PTA meetings or Parent's
B - Day? . .
. <E? parents don't care about how well I do as long as I pass.
. Reliabllity = ,59 (Cronbach s alpha coefficient) :
s - . t ’ » %\
L 9. Teacher Support for Effort » '
° 1. How often does your teacher honestly praise you for the work
you do well? 8 ’
3 -
2. Does your teacher really want you to learn? . -
3. My teacher knows what kind of work I can do-and shé& helps
me wvhen I need help. . .
' 4. When you start new work, does your teacher explain why’ this
. ‘work is important to you? ’ : /
Réliability = .60 (Cronbach's alpha coefficient) ,
#* l; : ’ ’
15, Racism .
—_— -, ~
1. No matter what a man's color, religion, or nationality, if .
g he is qualified for a Job he should get it. .
‘ . .2. Swimming pools should admlt people of all races and nationalities
. | ro,sw1m togeLh?r in the same pool.
3. Hotels are rlght ty refu31ng to admit people of certain races )
e B - or nationalities. i
4, People of certain races or religions’ should be kept out of '
: . important positiong in our nation. )
i ~ Reliability = .49 (Cronbach's alpha coefficient) ‘
TEACHERS SCALE _ . o : 1
. 8. Encourage Student Interaction o
1, /Students have to get permiszion from the’ teacher to talk to -
o another student. ) : :
. * . >
/ <« 2. Should a teacher let 'students talk quietly in small groups?
, ¢ ( %
- 4 3. How often should students have_time during which they can
_move about in thcii“classroom? .
4 -7 N ; s

| 4.7 A teacher should encourage studénts to help ecach other in class.

H .
Reliaﬁility = 69 (Crpnbach's alpha coef fircient)

-




Response Alternatives for Items in Most Student Scales and Teacher 4

“Scales -are, depending on which is most grammatically correct, as follows:
¢ . . ) 1. Almost Always
£ 2. Often

3. Sometimes

. 4. Seldom _..(;~"‘\~\

- . 5. Almost Never

g

.t

or

1., 1 strongly agree

»

2, I agree
N 3. I azm not certain
N\&. I disagree

A . 5., I strongly disagree

Response Alternative for Student Scale 11 are:

/}\ -1, Less than eighth gfade

2., HMore than eight grade but did not graduate from
* high school :

3. TFinished high scH8q1

4. Attended college

. .
pon't know




