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Research on teacher-student relationships can be characterized by three ‘
majo; approaches. The first one is the lineor variable approach, where selected
teaching.beﬁaviors are studied for their effect on student behavior, primarily
achievement. Those variablés may be teacher attitudes and expectations, (Nash,
1976; Rosenthal & Jacobson, 1968), teaching effectivéness (Brophy & Evertson,
1976), classroom management skills (Epstein, 1979; Kounin, 1970) traching styles
(Flanders; 1965, 1970; Silvernail, 1979), evoluation methods (St. John, 1971),
personality (Walberg, 1768) or rewardosystems (Brophy & Good, 1974). A more
comprehensive review of teaching behaviors can be found in Roseoshine (1976) and
Dunkin & Biddle (19743.

A second approach is the study of olassrooms as self contained social systems
and the interpersonal relatiomships within them. Beginoing with Vallerfs (1932
classic stuoy, researchers have presented holistic descriptions of "classroom
life' (Jackson, 1968} and have analyzed téacher-soudent interaction from a socic-
logical/social-psychological persepctive (Getzels, 1969; Hargreaver, 1972; Martin,
19765 Withall ‘& Lewis. 1963).

The third approach, and ohe one on which the research in this paper is basez,
is to study'classrooms from an anthropological perspective, i.e., each classroom
Tepresents, in effect, a small cultural system, replicating patterns in the iar-
gef cultqfe which subsumes it (Gearing, 1979, Leacock, 1971). 1In Gearing;s mocal,
all'sociol events are jointly created and si:stained throughbthe.participants' in-
teractional behavior. The k.wwledge shared by participants as to the classes of
persons and activities rel,-»»% to specific contexts is displayed through the
patterqs’of behavior, boéh verbal and nonverbal, enocted betwoen teacher and stu-
donts, or bétweon students alone. Unlike most social science reséarchers who
assuﬁevthe relevant classes are known in advance, (e.g., race, sex, SES, etc.),

the ethnographic researcher seeks to discover and describe the patterns of a scene

w



in reference to how various elements are functionally related from the partic .pa
point of view, an "emic'" rather tﬁan "etic'" perspective (Pike, 19553). .Ethno;
.phic stud{es of classrooms contain the most det;iled accounts of teacher-stuc -t
interaction (Smith & Geoffrey, 1968), and have been invaluable in :1luminati:-

the troubled relationship between middle class white teachers and :isadvarcts od

minority children (Gouidner, 1978; Rist, 1970, 1978).

While participantz may jointly crea: . =znd sustain <2 event, -t is cler- :hat
in classroom situation=z, partiéularly whe~= young children are corc:ned, v > T

to control esvents is nu: equally distribuzed. The teach=r has muc: :reate: c: -
trol over s:iructural elements such as the daily schedule. the curric lum cc r
“and thg assignmént of children to groups. Tﬁis control Zs not absol:te; al. .nes:
issues cén, and often are, renegotiated over the school year. Howevar, *the Atiz
organization is the teacher's domain, and the,choices'Kade depend largel- cu ch=
teacher's beliefs about the teaching role. Teachers who believe academi : £ 111s

. e
should be emphasized in a ccmpetitive atmosphere will organize classroon eve s
very differently from teachers who place more emphasis on‘éooperation and &7
socialization skills. The context in which the teacher's grégtest influerwe
exerted is in the instructional lesson, and the classes of pergons'and act-
deemed appropriate here.usually beqomg the norm by which student behavior .-

uated.

- The analysis of the instructional context is one common thread appea: n- ir

{9

all three approaches. Although the ana;ysis may be quahtifiati;e or cual-;
in form, the primary question always seems to be: What do teachers o th. acts
how students learn? This question reflects a cultural bias that schobis

place where children zcquire cognitive skills and inforﬁétion orly. Grarn ._

these outcomes are iﬁpartant, but social outcomes are also critical, part .. vl
in the primary grades ~here chkildren are deveioping their first sustained ==

relations, and may have little interest in academic outcomes. And in the ._as of
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TT¢ even more rare. althouzh r:izer studies have
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-+ ir any classroom, :here are cctszx:s whers the teacher'’'s
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:f the classroom sogial stfucture. C:isgnsus produces
;gﬂclassroomplsince there is agreemen: on the relevant
rtivities which comprise thé'social s:ructure. 1In con-
rgence would indicate not only that children develop'per—
“he teacher's judgement at an earl: age, but also the»
n=, gkven two compefing social stru—cures. In.this type

e for control may never be resolved ‘ven up to the last

* "is - aper, the following questions were addressed:

2 "o rhat extent are the teacher's defipitions of z>~ropriate behavior,

‘isplayed through the labeling of persons and act:- ties by contrasting

ategories in an instructional context, incorporates into childrens'

r=ner interactions in a free play context?
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Class A and B were located side by side, sepéra?;c onl: by a small =-‘-2room
containing a.desk and some supplies. The two classroor ; we= approximatal equal
in size, and contained equal facilities, including a sTove and refrigera:-c-. sink,
and a childrenfs bathroom. The two teachers utilized : team teaching épproach:
they foliowed the same daily schedule of events and coczdinated lesson plans. In
addition, for special events (field trips, auditorium -2ows) the twe classes

usually attended them together. Although children wer: based in either Class A

tween the two rcoms. In realizy, however, childrer ra-z - left their tasz class-

“room after the first few weeks, as they became aware t=: t.2ir teachers did not

sanction each other's methods.

The teaching social structure of the Early Childhtse: Cluster was that one
téacher wgs designated as team coordinatér, and the cotmer two worked under her
directioﬁ. All three teachers were white fémales. - 5. A had been at the school

for three years, had a total of 13 years teaching ex »rience and was a =ember of

. the City's teaching union. Mrs. B, who was on mater ity leave for the first two '

months of thé ohservatioﬁs, had Been with the school for =ight years, >ut for

the pasrt three she had been on leave to work on a spzcia’l college project. She
was a member of the'collegé faculty, and the team coordinztor. During her ab-
sence, Mrs. ‘A had been acting coofdinator. When the obser—-ations = ¢zn in September,
each class contained 16 students. The race, sex, and social class distributiors
are given in Tabla I. A rough estimate of socizl :tlass was made by using the num-
ber of punches on each student’s identification badge. One punch meant the'stu—
dent was entitled to a free lunch; two punches, the student paid a reduced price}
three punches, the student paid the full price. This caste system had not gone
unnoticed; one teacher told me the schocl has been heavily criticized in the media
the year before for using it. The schooi administrators, apparently, were unde-

terred by this criticism.

i




At the begz=:zix. of the second semester in January, eight new students were

admitted tothe i .:.vzarten classes. Because Mrs. B felt her class was 'too
black" and had ":.: naﬁy boysﬁ, she eXercised her perogative as team coordinatbr
to select the chi.: -~ she wanted first. She chose three girls (two-white, one
Puerto Rican) an -~ vhite boy. Mrs. A then took the four remaining boys: two
black, two white. " . new diétributioné are giyen in Tablé II.

In private _=—: - :idiual conversations with me, both Mrs. A and Mrs. B discussed
their philosophr o :-eaching. Mrs. B's affective concerns were revealed in her

comments that it was "more important for children to learn how to be proud of them-
selves" and tha: sic didn't mind "backtalk". She also felt children of this age
should be‘”learn;ng how to work together" and "not wbrry so much about lessons."
Her fegling was’ ~hat Mrs. A imposed a structure too>ear1y and that "five year
old beha?iors show up in the first and second grades." When pre;sed, however,
she admitted her children would encounter more diffiéulty ih.the'later grades,
since her philcsophy varied quite strong1y from other teachers, who expeéted more
compliance with their demands.

In cdﬁtrast, Mrs;'A's"philosophy was moré cognitive oriented; She placed
a greater emphasis on devéioping children’s academic abilities" each to the best
they are capable of doing." She felt'Mrs. B placed too much emphasis on sééiali—
zation skills; and felt her claséroom was "too noisy - I don't see how they learn
anything in there.'" However, she algq'admitted Mrs. B had more "difficult"“(iﬁ-
terpreted to mean more black) chiigréni§o deal with than she had, and.that Mrs. B
had to assume controivfollowing a weak subsgitute two months later in the school
schedule.
Procedure

The observations began the third week in September after school had started,
and continued until the end_of May, when school terminated. During this time,

each classroom was visited once a week on the same day, for a period of two to
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three hours time. From Sepfember until December the morning programé was obsetrved,
ending with naptime around 11:30. After Christmas, fhe observations were switched
to the afternoou program, beginning at naptime and ending Qhen the busses arrived
at 1:45. This switch was made for two reasons. One, during the secoﬁd semester,
students from the college did their observations in the morning, which inéreased
the number of adults in rooms and decreased opportunities for observations of

child-child interactions. Two, the mornings were more often occupied by auditor-

ium shows and field trips, whercas the afternoons rarely were.

During the afternoon program, two events were regularly enacted in each class
g P : y _

between '"storytime'" and "cleanup', the teacher taught a math lesson, and the

children played games of their own choosing. Detailed notes were made of the

behaviors in each context, as well as a total of nine videotépes: four for Cléés A.
(one lesson, three free play), and five for Class B (two lessons, three free play).
Two videotapes (one lesson, one freé play) were selected and shown to the teachers
and two child informants from each class. Transcripts of the interviews were
analyzed in conjunction with the tape transcripts énd notes from the obser?apions
to identify the.classes of persons and acti?ities defining each context. The
identified classes were comparatively contrasted between the two contexts within
each classroom, and then again;between’the two claésrooms. In‘addiﬁion to con-
ducting interviews with the videotapes, the children were also asked. to respond-

to six.sociometric questiong (e.g., Who do you like to play witﬁ the most?) about
the peers. The teachers were asked to rank the children on three dimensions
(academic performaﬂce, social dominance, and déportment)-from high to low at two
times: thé end of December and the end of March. Responses to these measures
were correlated with the names of children identified as members of ‘a particular
class of persons (e.g., "high independents"); the high correlations validated in-

formation'about classes of persons obtained from the other sources.

@



Analysis

Instructional Context - Class A

“abilitie

In the early weeks of school; instruction was indivisible from Gplay."
Ficher Mrs. A informally taught a 1ésson to the whole class, or she set up -
"activity centers" (science table, word puzzles table; etc.) and then moved from
group to group making suggesticns or cdmméhts about the childfen's activities.
Her intent, as sﬁé told me later, was to become acquainted with the childfen's
ies in order to assign themAto specific ability groups later in the semester.

Despite the lack of formal 'work" groups, hef classroom organization was
formalized in other reépects. Right from the beginning o. school, the children
were éiven daily room assignments (piéking up toys, Passing out paper, ringing
the "cleanup” bell), the rules for piay in specific azreas (e.g., only three chil-
dren in the "block cornef"), general classroom behavior ("walking feet, not running
féef") and rules for behaviorvéutside the'ClasstOm (e.g., walking.in.the halls
to the library). These rules espablished véry clearly in the children's minds
what behaviors were expected of them in concordanée with Mrs. A's approval; trans--
gressors were punished by having to sit ih a "sﬁééial chair" (next to the teacher's
desk) or in severe cases, sent'to the officé.

Mrs. A also prepared'the children for taking academic work seriously by her

. pattern of closely questioning children about activiites in or outside the class-

room which she had directéd. She would callAupon children to describe an activity

~in detail, asking such questions as:

ﬁWhy did we go to ’ [

"Wha£ did we do there?"

"Can you tell me what this béok is about?"
"Where can we find (names object)?"

What's the difference between this and this?"



- Although -her questioning made children more conscious of the processes of
compariépns and classificati@n, it had two unintended side effects. One, by
~cbpstant1y subjecting all activities to intense scrutiny, Mrs. A fostered the
bélief'that ali scﬁool activities were "work', that every>experience had to be
analyzed‘r;ther;than just enjoyed for its own sake. Whenever some chi%dren
agtempteé po deviate from the subject at hand by introducing stories éf'a per-
sonal natufe (perhaps thg activity reminded a child of another topic), Mrs. A
either cut their talk short or ignq;ed them during.the.discussiohs.

. Tﬁo, LS A'é style'qadé chiidr;n aware that she preferred "gcod talkéré",
who Qére'tewa;ded with increased at:éntion and praise. In these question and
answer sessions, highly verbal children who complied with Mrs. A's expectations
had the advantage. Since most éf tﬂese-children were white, it alsb made children
conscious of a racial difference, which produced in some-white‘childfen a feeling
of superiority. One of my child info:mants told me that "the black kids dqn't.
like to talk much in group, and that's why they're not good at work. "

Approximaﬁely *wo months into the semester, Mrs. A began selecting children

‘% with her-in a group apart, leaving some children 'free to play" a;d
... %2 others to a project. Tie term "free play," was a ﬁishomer; often Mré. A
.nypélu - uggest' to children whére they ought to play ("go play in the restaurant'),
giﬁing them, in effect, little real 'freedom'. The selection of children for
thénﬁyOYk" group appeared whimisical ("all cﬁildren wearing red toééy"), but in"
realigy Mrs. A'wa; disguising selection by ability. At this point, however, the

grdupskwere only weighted by "bright" or "slow" sfudents, the group was still mixed
1 . . B

by abilityv. My impression was that Mrs. A was experimenting:with different com-
binations: a child of lesser ability who verbalized well might be selected with
"brighter" children; whereas a high ability but taciturn child would be put with

the "slower" students.
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By now the activity structure had coalesced into a definite pattern, even

to the extent of a transition marker between groups. When the first "work"

group was finished, the children ran over to a '"play" group and chanted, 'mext

group, next group.” This chant was the signal for the play group children to
go ”work" with the teacher, leaving the play area open.

Around the beginning of the second semester, Mi's. A divided the children
into two "work" groups and lateled them the '"tens'" (the top ten academic per-
formers) and “diezh (tﬁe bottom ten academic performers). In her private‘con—
veréatiogé, Mrs. A referred té thgm as the "brighter" and "élower” énes. These
two groups remained constant until the énd of school in May. The activity pat-
tern re—ained constant; the only difference was that Mrs. A calléd children to
"work" by asking the '"tens'" to sit in_a circle, instead of selecting childrea
by name or by random variables.

The children were very much aware of the "hidden' meanings of the group ia—'
bels, and among the "tens'", open references were made to the lesser ability of
the "diez'" children. The "tens' were also intensely competitive in their sessions,
VyingAfor Mrsi A's attention, alone by themselves, very critical of each others
work é"you'ré doing it all wrong, you kﬁow"). Competition was not so evident

among the "diez'" children, but it did exist, albeit to a lesser degree. They re-

organized themselves to replicate the class pattern; the 'smartest' child inter-

acted the most frequently with the teacher.

Instructional Context - Class B

The early history of this class was quite different from Class A, because
for the first two months, the teacher was a permanent substitute who taught until

the regular teacher, Mrs. B, returned from maternity leave. The substitute looked

to Mrs. A for guidance, who felt the substitute "needed her help since she wasn't

use to teaching in an urban school." The substitute attempted to emulate the’



pattern set out by Mrs. A, but thére any'simiiarities %etween ﬁhe[two classes
ended. | |

The substitute failed miserabiy at‘dhplicatingvthe same environment Mrs. A
created. She was a gentle soul who by inclination was less interested in the
children's academic perforﬁahce and -more in their feelings and emotional well
being. She was also less task oriented, and if an assignment was not cdmpiéted,
the substitute was willing to "let it go'until tomorrow.". Very often children
took advantage of her easygoing nature, and dawdled over completing "ﬁork", which
meant that each day "work" g;oups were festructured, based on who had or had not’
"finished" the day before. The restruéturing maximized children's exposure to
one another, unlike Class A, where ghe same children tended tb work together.

The substiiute also had to cope with three vefy strdng—ﬁilled boys (one white,
two. black) who required‘constént disciplining, and who quckly perceived the
substitute's inability to contrSi;Ehém. Their:antiéé dqring "free play'" forced
her to leave a "wo;k".groﬁp té discipiﬁne them, at which time those children

1"

promptly stopped "working" and began "fooling around." And as soon.as she returned

to the "work'" group, another one of the boys would create an uproar, and so it went.
| group P

- Whether they were conscious of their actions or not, these boys applied very suc-

cessfully a strategy of divide and couduer; never_did all thrge misbehayé at
once. As a result,.veryzlittle in the way of instruétion wés.accomplished, while
a great deal of socilalizing aﬁong the ghildreﬁ occurred,. both during_"work" and
"free,plgy.ﬂ

When Mré. B returned, her first priority was to.establish her -authority.

‘ In.effeét, she began now what Mrs. A had accomplished two months earlier. However,

Mrs. B had~to\compete with a~soéial order already established by the children,

v

an order based on the boys' dominance hierarchy. Naturally, takigg control in-

{

volved a battle, oné.which Mrs. B never felt she won completely. She told me

3
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{ . .
on the last day of school that "this was the worst class I ever had in eight years

of teachiﬁg.”

| Althougﬁ Mrs. Blestablished/the exact éame set of rules for behvavior as
did Mrs. A, it is impoftant to remember that he; concept of'céntrol was far less
' restrictive than Mrs. A's doncept. Mrs. B limited her struggle for control to
fhose areas over which she felt ought to dominate (most notably group lessons
and class &iscussions), and.granted responsibility for discipline (except fo;
major infractions like fighting) to the children ir their play groups. Unlike
Mrs A, who was called upon to settle disputes, Mrs. B made it clear she did

' and when problems arose, she told the children "work it

not like‘"tattletaiesf
out among yourselves."
Like Mrs. A, Mrs. B first organized different kinds of actfvitﬂes and zar—
culated from group to group. By January, she had formalized thé ciassroqm
dccording go a specific paptern. .She would select a group pf child;en‘foriwqu;
assigning others gé a project. Children not named were "free §p4play," At the
end of th? firsg group';mlesson,\iré. B wouid §e1ect ;nogher gfoup, while the
'ofhefs did;an assignment orgplayed. A;.Ehe end of;the ségond group'sTIesson,'“
. Mrs. B would set‘gb'a Speéial.activity ("making.bféad"); children could either
join her or continhe peer pléy; |
The most noticeaﬁle feature -of her structure was the lack of formal labels
for the firstiénd secénd groubs, eVén thougﬂ%&ﬁ;&iwere compriséd of specifié
classes of pefsonsrdefined by tﬁe teacher. Those ciasseé were "higﬁ.indepeﬁdents,"
"less independent" (of "aﬁerage kiéé"), and "low dépendgnts." The levels referfed
to both deﬁortment (ability to work~without supervision) and academic gbilicy
("ﬁigh," "low').

Everyday Mrs..B formed the groups by employing a highly routiniéed move.

‘After the.story wastread and discussed, she would stand up and announce, "I would



ike to see (names 7-8 chilcren) over by the béard.” When she héa finished a
lesson with thisbgroup, st would call a second group, using the same move. In
each groub ali three classes were represented, although the individual children
varied from day to day. C(-—rer a month's time,.every child worked with every other
child at least once, in a work group, which meant they were exposed to different

levels of ability and competence. Although a careful analysis of the groups'

=

composition over the semester revealed that the first group (which received the

h

most instruction time) was weighted more.by "high independents" and the second

g

by "low dependents," it was never the case that children worked exclusively

with members of their own ability group during math lessons. 1 V/

The ocutcome was that children aid not recognize ability or smarp/dumb as
relevant classes of persons. Not once did I elicit any reference to academic
prowess. The closest I came to it was a class known as "goodeorkers" but even-
then, it was apparent.the behaviors they had in mind were "doing nice work," "not
tearing up people's papers"land‘"liétehing tovthe teacher," all behaviors fefe%ring
more to deportmeﬁt thén ability. inlfesponse to Mrs. B's question'about;choosing
a p;rther for academic work, tﬁe_two most popular choices§ Shawn andlEIaine, were
membérslof the the ?léss iﬁdependéht" class, whéreas, two of the "Bigh independents,f
Richard and Nathalie, are only sglected once 'or twice, both by ffiends anqigirl—.
friend: (Figure‘l)‘ Shawn'and Elaine were also the ﬁost populaf pléymates. (Fig-
ure 2) | |

Mrs. B's mixing of groups produced another interesting outcome; instead of

the children competing for her praise during lessons, they banded together and

Ifor reading andllanguage arts, children did work with their own ability
group. However,'Mrs. B had five levels, not two or three; which were'racially '
mixed at the secdnd; third, and fourth levels, and which again had no formal names

(e.g., bluebirds, red team, etc.).



suppqrted one another, Qa:ticula:ly when one child was pressured by Mrs. B for

a response. When a child answered a question incorrectly, other children either
whispered (or shouted out) the zorrect answer, or tried to chanée the topicf
This behavior frequently anncyed Mrs. B, and contributed to her feeling that
‘instfuction was often a case =f '"them agai&st me."

Free Play Context - Class A

In the beginning, the children had considerable "free play" time, once fhey
finished a task at an "activity center.'" However, after seiecting children for
"work" groups, Mrs. A reduced chiidren's choices ofnplay by telling'them whare
to play, as well as their choice of companions for play. Not surprisingly, their
classes of pérsons feflected the .effects of ability grouping on peer relations.

In the early obseryations, the play groups tended to be segregated by sex,

a not unusual finding'fér this age group. But by the second‘ﬁoqth, it was appargnt
that the childrenbconside;ed'”good talkers'" and "bright" bf Mrs. A began fé domi-:
nate ghe:play‘groups. Two children in particulér; Bfian anthichellé (both white),
cbpied Mrs. A's style df'que§tioning inlexamininé other .children's wbrk ("Why

are you . making that?") and giving praise (”That is exqellentf"),.or coﬁdemnation
("You're not dping it right.“). Their behavior was admired, not resgnted, by

the oﬁher.cﬁildren; énly a fgw described them as "too bossy" or "acting like the
teacher." | |

Once the two main work groups were formed, it was not unusual to he;r the
"tens'" children make references to tﬁé lesser ability of the “diez" children.
While'direcf referénces lik; ”thb” or "stupid" we;e rarely heard (Mrs. A‘strongly
prohibitéd>thesg expressions), compzrisons about work wefe made by such as ex-.

non

pressions as’'''they don : work as hard as we do, they use the baby boéks, and .

"they do the easy stuff." When a "diez" child tried to join a play group of "tens"

children, he or she was told "get out ~ you're not a 'ten'. ;

In "play," as well
as "work," the "téns" were very competitive, frequently remarking, "mine's the best."

N ¥
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- arms like prizefighters. When Nicky. protested that he "won first,

J

While the "diez" children were not as Competitive, one child would éssdme a
dominant role toward the others, telling themxhow to.perform a task. In both

the "tens" and "diez" play groups, a hierachial model of authority was followed,

" compiete with a leader whose followers competed for their attention and favor.

o

Free Play Context - Class B

The spirit of cooperation exemplified during lessons carried over into the
children's'play giroups. The children placed less emphasis on winning or loosing,
and more on having "fun" while playing games. Even in groups where competitiveness

surfaced in some children, other children would make a joke out of "winning," rob-

bing the victor of any sense of real triumph. A good example occurred when a
group of children were putting puzzles together. At first, two children, Nicky

and Trena, pretended to race to see who finished first., Nicky did,.and said he

won. Later, Shawn and Elaine joined the group, and Shawn (faced' égainst Nicky;

Eiaine declared that both Shawn and Nicky were "the champions," and held up their

" the other

cﬁildreﬁ laugﬁed at.him and continued playing, ighoring his,protesté and leaving
%iﬁ alone. This little episode demonstrated”hqw a child who failed to'undersﬁandn
thebnorhs of the group régarding competiﬁion (ﬁicky) Becamé osfracized from the
group. | |

3

The classes of persons important to the children had to do with niceness and

power, the latter especially important among :hé,boys. One very pbpdlar boy, Shawn,

¥
14 .

was perceived as both "nicé" and "the boss:" In his case, his power derived from

verbal, ﬁot physicai«ébility, since he Qasua slighfiy‘built child who couldn't
intimidate anyone. His ability_to achieve'é deéired goal (e.g., getting a toy
away from another chiid) without gettiﬁg that child‘éngry wad éstonishing for a
fivé-year old.‘ I_dubbed him the 'Haim Ginétt"lof fhe classrosm, sihce his tech-

nique was very similar to the one espoused by-Ginoﬁt. Shzwn was also respected

17



by the.blaékiboys for being able to pass their tests of courage without;acting
afraid, eGeh thoqgh.he rarely joined in their games of power.

Phy;ical power was important: being ”fough".was’critical to a boy's suc-
cess in games. One black boy.espeéially‘admifed for his physical prowess, Tyree
(he would take off his shift during naptime and let thé girls feel his muscle),
became the class enforcer. Children would go té him to gettle'diqutes, which
he settled by .louting the ‘'guilty’ pgrty‘overvthé héad. Mrs. B was furious when
she learned her authority was being undercut by Tyree. Her idea of children
handling disputes was thfough discus;ion of the problém - Tyree'é.undemocratic
solutionidid not amuse her at all. While she tried to discourage the practice;
the children continued to see Tyree as a main arbitraFo; of their arguments.

Effect of Race - Class A

- It will not suprise the reader to learn that as the year progressed, black
children sank lower and lower in:the classvhierarchy.b For two ‘black children,

: _ . : , 4 . '
a boy and girl, the loss’ of prestige was especially bitter. In the early weeks

of school, these two were very popular with all the children. " However, oncé zhe

work groups ﬁete‘fofméd, ;nq they werélassiggéd to the "diei",grouﬁ, they,&is~
covefed<tﬁeir ”téns“,fr{énds:were no longer so wiliing to,piay with ﬁhem, or ex-
pected them to conform totfhe ”tehé”‘e%pectations as to the 'right" wéy to do
actiVigies.; A par;icular1y>striking exahple occur;ed when Monique (the black _
girl) was completiﬁg:her aséigﬁmeﬁt at a table Qith three "tens" children (two
white.girls, one white bby). Tﬁe task was to'color.a réindee; Qsing cnlors coded

by numbers; the.nose‘w;s*toded eifhér red or black. Wheﬁ Monique éttempted to

use black, the other tﬁreeibggan a coﬁcér;ed effdrt.ﬁo mager'her’use rea, gelling
her‘thgt "Blapk's an ugly color” and '"he has to havéva red nose because itjé Ruéziph™
(fhe reindeer had: no name listed gpder'it)}_'Their verbal admpnishmeﬁfs égve way

finally to one of the white girlsvleaniﬁg over and recoloring the nose red; saying

3




- with satisfaction, '"there, now it looks right." -At this point, Monique arose

and put her paper away inlher cubby, looking at me with such an expression of

-defeat and sadness in her eyes (she was close to tears throughout  the entire

eplscé= that I broke my rule of noninvolvement and told her '"black is a nice

color. -20." éhe repli=d,. "they didn't‘think so," and walked "way. It was
fascir :ing to later observe her behavior towé;d the two whir “  ‘—en in the
"diez'" group, she bossed them around unmercifully (as did th black
children), treating them as she had been treatéd by the "ten:. dren.

The two boys who were the only black medbérs of fhe "tens re perceived

very differently By the other children. One boy, Ray, was labeled a "trouﬁle-
maker" in the first week by the teacher; the white chi;dren avoided him because
he was "bad'" and "hurt people.'" He was defended by the other black children,

with whom he played wheneyer he could. 'Iis'very real academic ability could

be discounted; herwas not perceived asvcompetition by the "tens" since he was

~alwav® 'n trouble, he did not threaten a structure where power was achieved

thrc....rx displays of verbal ability, a power héld'by the white children.

“he arrival of Sean, the second black boy, in January changed the equatiom.

‘He too was extremely bright and verbally fluent, a chafmingvbby who was anxious

to do well in school, a sharp contrast to Ray, whose personal home problems (as

revealed by the school psychologist) made it neceésary for him to challenge any

- form of‘authority.‘ While:the'uéuél finding iS'that_ﬁhite geachérs-fail to

appreciate bright black children (Brophy &jGood; 1974), it did not occur in this
classroom. Mrs. A clearly doted on Sean-and rewarded -him f;equently with braise
and references to‘his ability_during'group~lessqns.' His arrival, howe'er,:upset

the social structure of the ”tens””blayvgroup, plgcing him in direct competition

_with Brian, who until then had been regarded as the "smartest" boy. Sean's dif-

ficulties in peer relations aré_evident in Figures 3 and 4. While his academic

ability is acknowledged by three "tens" children- (Figure 3), two of them class

>
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leaders (Brian.ahd Michellé), he is not a favored choice as a play compa;ion;
(Figure g) What 1is ihterestin§ about his selection by Nathan is that Brian
considered Nathan his‘"best friend," who in'gurn thought Brian was too “bossy."
In observations of the play groups, however, Nathan usually played with Brian,
who controlled the male "tens" boys.

At the same time, because of his membership :n the |.'tens," Sean was not
fully accepted by the remaining ''diez" boys, alt .ough he was not ostracized by them
if he triéd o join a piay group. He usually wound up doing an-activity alone,
an outcomé which puzzled Mrs A, who cogldn't understand why he wasn't better

liked by the children.

Effect of Racé.- Class B

Like their counterparté in Class A, most of the:black children were in the
fourth and fifth level teading groups, and.the "] ow dependents' were exclusively
black. Noné of the bléék children were members of tﬁe "high'independents." |
_However, becausé3qo special recognition Qaé?given to members of the'"high inde- -
pendents”‘and also beéause children had obpértuﬁities to evaluate each other on.
dimensions other than academic ability, the black children enjoyed a high deg;ee
of prestige. Both thé play and'insgructibnal groups were integraged, (although
_ the{play groups tended to be sexhclly.seg;egated), and oné_unusual finding

“occurred: the white children emulited the lénguage behavior of black children.

t

.The terms "boy" ané'"girl"'replaced names as forms of address, and'one white
boy Became-quite skiiled at playing the "dozens."

Although by the teacher's definitign the'"terrible diséipline p:obleﬁs" were
- all,minbrity children,‘the children did. not associate "badness";with "blacknesé.“ 
One black. boy, Marques, was disliked by the children for being a "sneak" - "hev
steals things" and "tells on yéu wﬁén‘you're'bad." . His low status was couter-
balanced by Tyree, who as roted breviously; was admi;ed by the boys for his

"toughness" énd-sexually attractive to the girls. He was considered the "boyfriend"

s\
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of the most popular. white éirl in the class, Elaine - zhe two often held--hands
or sat next to each other during "storytime" or rest time." 1In addition, one

white boy, Richard, was also perceived‘as "bad" by the children, proving that

"badness" was not the exclusive providence of black children.

Implications of Differences

Despite the use of a team :eaching approach and the sharing of facilities
(gym, music, art) and selected activites (field trips), two radically dif ferent
social’structures evolved in the classrooms over the yealt (Table_3). ‘In Class A,
Mrs. A developed a very tight structure complete with clearl& stated norms of
behavior, and created two specific instructional groups, labeled as '"tens" and
"diez", but interpreted by the children as 'smart/dumb’'. Early in the school
year,'Mrs. A organized activities in such-a way that the children had little time

for "free play," -and their play -ompanions had to be selected from those Mrs. A

- did not take for group work. Because the_children)had little opportunity to create
" .their own structure and define.their own classes of persous,ithey adopted, Mrs. A's

_ definitions within peer interactions. As a result, black children were at a dis~

advantage since most of them were in‘the‘"diez" group; racial integration decreased
over the year. |

In contrast, children in Class B were able to develop their own peer social
structure independent of the teacher,vbecause the substitute teacher was unable
to impose her ownm structure. The‘peer structure‘re?olved around the dimension
of physical ooner, with a dominance hierarchy createdianong the boys ravoring"
the biggest:and the strongest ones. Here, black boys enjoyed a special advantage.‘
Two of them were admired for their ”toughness" and street language use in the
classroom. When‘Mrs. B returned, she imposed her owm strudtore on those contexts

(including the 1esson§ which she dominated but she did not interfere with the

peer'struoture of "free play" activities. The lack of interference was in.keeping'
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with Mrs. B's philosophy that "children odght to learn to settle disputes among

i

. themselves."
. 1

Interestingly enough; the children were aé aware of the aifference between
the t&o kihdefga%tens as were the teachers. At first, cross-cléss viéiting was
quite frequent, espécially aftef childrén had‘finisﬁed their work. However, by
December these visitations had almost disappeared, except for two boys in Class B
(the two "toughest” ones) who felt free to go'anywhere. When I raised this issue

with my child informants, the two from Class A told me that Class B had too many

"bad kids" ih there, or, as one girl put it, "you can get hurt going in there.”

>

My informants in Clagé B disdainfully described children in Class A as "too good"
and declared they had more "fun'" in their classroom because "we bad."

It shoulq not be interpreted from these observations that the coﬁtfast be-
tween the_gwo kindergartens was as clear cut as saying C1ass A was well organized,
érderly, and "good," while Class'Bfwasvdisprganized, cﬁ;otig and "béd."' Mrs. B
-aISO‘had'rulestfor chiléren_fo foilow,_éqq her classes of persgb_depenQed quite

. ’ . ' . ) - . iy . - .
- heavily upon deportment, i.e., the ability to erk alone without supervision.

< L]
e

The major difference between the two teachers lay in“the degree of autonomy Mrs. B

'

:iwas willihg to grant to the children during their owm adfivitieé, an .autonomy

" .

which necessitated the_nged for Eooperation iﬁ order to make play poséible,l Mrs.lB_
did contrci_thg_behavio: of the more aggressive boys so’ that other childreané%é |
not tyranniéed:by éheirfactions;_her'achority made democrécy possible. .Hanﬁah 1'
Arendt.nbtedlqdite rightly that ;he tyranny of one's peers in childhood faf

s

exceeds any authority imposed by adults. . In Mrs. A's class, children competed'“

for her approval since peer group status was based on it, and while children were
never v%ctimized by their peers (a not.infrequent occurrence in Class B)fphey
also had no need. to learn how.td work,together.- When-disputes arose,'they_weré

+

settled by Mrs. A.
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The teachers did share one s;milarity:. in both classes the black childreh
were in the bottom ré;ding and math:groups.i However, in-Class A their status was
overtly recognized; as members of the "diez" group, all the .children kne& they
were less competent academically. In Class B, their stétus was covertly.dis-
guiéed since they werenalways’mixed;with higher ability-white'childréﬁ during
math lessons. Even in cases when the ''second group' consisted nf ail minority
_ children, a group weighted by thei”low dependenfs,” they were not stigmatized:
because the group itself had no recognized name. |

Since the results indicate that the teachers' oéganization qf instruction
éffected children's peer interaction, careful consideration should be gi?en tﬁ the
social outcomes of th; format of instruction. Teachers need to questionlwhéther
it is really nécéssary in the early grades (K-2) to teach children to compete
" academically, without emphasiiing cooperation and other soéiaiizatidn skills.
Ability grouping is especially cr%ticai'in a Qeségfegéted séhéol where chiidfen
_ate Euésed'in'from differeng soéial woflds, aﬁa have noﬁQpportunity.to soc;alizé.
outside the,scﬁool.: If ;h}idren‘from white—middle class ﬁeighborh@ods congistently
find themselves working with their own counterparts, racial intepration will mean °
little more fhan juét:putting biack_ana white bédies in the same school, without

any true- appreciation of each others differences and strengths.

>
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- | : Tabie 1.
. "Sex, Race, and Social Class Distribution of
Clgéses A and B ~ First Semester
Class A.

A ' White Minority

M F M F

lpunch | 5 |0 |1 |3 |n=5

2 punch 2 | 2 0 0 | n=4

3 punch 2 3 2 0 | n=7

n=5 n=5 n=3 n=3

n=10 . n=6

Class B

White Minoritya

1 punch 1 0 4 3 n=8

2 punch . 0 0 1 1 | n=2

i}
o))

-3 punch 3 12 1 0 |n

n=4 n=2 n=6 n=4

a Includes two Puerto Rican Children

. . -

{ERJ}:( | ' | : . | - ‘:’ ; . | 227?




Table é
Sex, Race,land Class Distributionskfor
Classes A'and.B - Second Semester
Class A.

White Minority

M/ .F | M |F
1pPunch:| 2| 0 |-1 | 3 | n=6
2 punch 30 2 1|0 |n=6
3punch +| 2] 3.0 3 |.0 |n=8

n=7 n=5 n=5 n=3
a=12 .. n=8
Class B

. White  Minoritya

M F M | F

: .
1 punch 1. o} 4 i 4 n=9
2punch | O] 0 |1 |1 |n=2
3 punch 4 3 1 1 |n=9

a Includes three Puerto Rican Children



Table 3‘

Two Kindefgartens

Social Organization - Changes Over Time

Context - Time Period 12 Noon - 1:15 p.m.

5

‘Class A

Class B

September - October

k Teacher Directed

Creation of "activity

centers" -~ teacher moves

phazing class discussions

e e s e iy e o A

children "free to play"

Activity

from group to group em-
Children's

upon completing assign-

Activity

ments. -Wide variation in
play activities

September - October

Substitute cannot control
children's behavior - in-
struction constantly dis-
rupted.

children have exténsive
"free play" time - also
socialize during lessons

play marked by fighting

and uproar

Teacher Categories
Of Fersons

Preliminary assessment
of ability - focused -
attention on highly ver-
bal children v <

Primarily concerned with

- deportment - "good" .and

."bad" children - little .

interest in academic
ability

e S ot e e ot e e i A s e G S S e e B

Children Categories
0Of Persons

¥

Play mixed by race -
segregated by sex

no stable friendships -
yet '

Play dominated by three

~boys (one white, two
balck) dominance hierarchy
emerges among boys — cross

racial play extensive -
sex segregated

November - January

Teacher Directed
Acrvivity

Children's
© CActivity

- aa o wn

November - January

. Teacher selects one

work group - assigns
other children to pro~
jects or "free play"

Regular teacher returns -
establishes control with
system of rewards and

punishment - .sets up small

group activities

F T T et tatind

Play now coicentyated
in specific areas (block
corner, day table)

Children still have fre-
quent play periods - boys
begin game of '"spaceships

¢

"

Teécher-Categories
~Of Persons

Work grouﬁ selection
appears random but based
on ability "good talkers"

29

Teacher also concerned with

deportment - focus on
children's ability to be
"independent" less concer
with academic ability

ned




Children's Categories
Of Persons |

Class leaders now emerging
" cross color play decreas-

ing

Boys have established do-
minance hierarchy - "tough-
ness’ prize class leaders
emerging

- February - May

February - May

Teacher Directed
CActivity

—— . ety ety e e e s e e o S Y S Yl S S g g

Children's
Activity

Teacher has two work
groups - teaches one
while other children
do project or play

Play centered primarily
on cognitive activities
puzzles, word games

Teacher has two work groups -

" while one works, other
‘children do assignments or

“free play". Teacher runs
optional activity after
"work" is finished

——— i — ——— -

Established play activities-
puzzles and coloring for

‘girls "spaceships" for boys

Teacher Categoris
Of Persons

Children's Categories
Of Persons

Work groups designated
by name - "tens" (high
ability children) -
"diez" (low ability
children)

-~ —— v g

Children awére of group:

difference by ability -
play groups based on
work groups - racially
segregated

oo

Teacher sorts children by
"high independents’/ "average"
and "low dependents' -

mixes math lesson by three
categories

— -

Children gort by "tough-
ness' and "niceness'' - .

cross-racial play within
the sexes, "boy/girl" dis-

"tinctions
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