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ABSTRACT

A PARTICIPANT OBSERVATION OF TEACHERS'
AFFECTIVE INTERACTION IN RACIALLY AND
CULTURALLY DIVERSE CLASSROOMS

By

Jacquelyn R. Nickerson

The purpose of this qualitative study was to determine
how teachers who were judged by researchers to be especially
capable in the affective domain, interact in the classroom
with pupils from racially and culturally diverse backgrounds
including Black, White and Chicano. The basic question that
was explored was "How do teachers establish and communicate
norms that promote harmony in desegregated classrooms.

Observations were conducted in two classrooms, one a
combination fifth and sixth grade, and the other a sixth-
grade grouping. The pupils in those classrooms came from
four distinct economic and geographical areas which comprised
the school attendance area. The areas were: 1) low income
housing complex, 2) government subsidized housing development,
3) a professional-executive area, and 4) an older "rural" area.

Data for this participant observation study was collected
through two-hour audio-taped interviews with teachers, obser-

vations inside and outside classroom over a two month period,
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note-taking of observations, and charts and maps of class-
room activities. Particular attention was given to verbal
interchanges, movement, posture and positioning, use of space,
and pacing of activities. Outside classroom observations
provided evidence for consistency of interactions observed

in the classroom.

Analysis of the data collected was conducted by review
of the written observation notes and the taped interview
responses of the two teachers. Other data analyzed consisted
of classroom maps, letters from the teachers and pupils,
sketches, and after-observation interviews. These data
were all used to develop a descriptive account of life in
the two classrooms.

To answer the research question, three sub-questions
were used to serve as a basis for the observations. They
were: 1) How does the teacher communicate, verbally or non-
verbally, acceptance of individuals, 2) How does the teacher
help children discriminate between accepting and rejecting
behaviors toward others, and 3) How does the teacher provide
an environment which reflects a valuing of cultural and racial
diversity.

Interpersonal interchanges between the teachers and their
pupils and among the pupils were observed throughout the
various segments of the viewing periods. These segments

were those occasions that occurred during whole-group
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instructional time, small-group instructional time, between
the teacher and individual pupils, during transitional periods,
and during outside classroom activities.

It was found that opportunities for cross-racial inter-
actions were presented in instructional and non-instructional
activities in both classrooms. Although they possessed
different teaching styles and interacted with their pupils
in different ways, the teachers appeared to be successful in
promoting cross-racial harmony. Notable in the differences
in the mode of teacher interaction was that one teacher
tended to interact more in the whole-group context with her
pupils, while the other teacher interacted much of the time

with small groups and individuals.
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CHAPTER I

Introduction

Background of the Study

In urban schools today, the focus of the change brought
about by desegregation has been mainly on the physical mixing
of children from diverse racial and cultural backgrounds.

The physical mixture of students in and of itself does not
assure an educational environment and process conducive to

the growth of learners (Smith, 1974). The nature of the
interaction that takes place between the teacher and the
pupils and among pupils plays the most important role in
determining the value of an integrated educational setting

for the participants. In examining the quality of integrated
education, then, the question that should be asked is, "What
happens in the classroom when brown, white, and black children
are brought together to learn?"

The purpose of this study was to determine how teachers,
who were judged by Institute for Research on Teaching
researchers to be especially capable in the affective domain;
that is, the interpersonal, noncognitive area, interact in
the classroom with children from diverse racial and cultural
backgrounds. More specifically, the intent was to study how
teachers establish and communicate norms that promote inter-
racial harmony among children in desegregated classrooms.
This study is based on an exploration of the context and con-
tent of interactions in classrooms in a desegregated school.

1



Teachers in desegregated classrooms vary in the degree
of awareness of the diversity of backgrounds that exists and
the implications for their own behavior in interacting with
their students. A cursory examination of teacher training
programs in the state of Michigan indicates that teachers
may or may not have gained the preservice or inservice train-
ing, the experience, skills, knowledge, and attitudes necessary
for meeting the affective needs of learners, which include
their beliefs, talents, values, and life styles. The tradi-
tional teacher preparation program has not typically included
courses and/or training which would provide insights into how
to meet the affective needs of children in a desegregated
classroom. How, then, do teachers acquire those skills for
effectively dealing with children who come from diverse cul-
tures? It appears that the determination of goals, selection
of appropriate strategies, and decisions regarding specific
teacher behaviors have been left to those who find themselves
in the midst of the action.

The discussion of teacher affective behaviors related to
interactions with children from diverse backgrounds has pro-
duced questions concerning certain teacher behaviors that
should be explored. Gay (1978) raises the following questions
in her consideration of preparation for teacher effectiveness
in desegregated schools:

1. Does the teacher promote cultural diversity among



the students in a general sense?

2. What kinds of behaviors indicate the presence of
valuing and accepting attitudes on the part of the
teacher toward students of culturally diverse
backgrounds?

3. What are some indications of teacher sensitivity
to the intercultural patterns of human interactions
in the classroom? (p. 152)

Desegregation of classrooms in public schools creates a
resulting mixture of children from cultural backgrounds which
previously would not have existed. Therefore, a multicultural
dimension to the educational scene is introduced. The multi-
cultural population creates the need for identifying specific
teacher behaviors which can be studied in order to improve
the quality of education for all students in desegregated
classrooms. In this study, observations in the classroom
were undertaken in an effort to gain insights, examples, and
information regarding these questions.

The Teachers

The intent of studying classroom events in their actual
context was to gain a description that was as complete as
possible in terms of the interactions that were observed.
The focus was on teacher behaviors which demonstrated ways
of meeting the affective needs of pupils. The two teachers

for this study were selected on the basis of their responses



in an Institute for Research on Teaching study involving
written description of classroom affective occurrences--

what led up to the events and how they dealt with them--

and on the basis of judgments by Institute for Research on
Teaching researchers of overall awareness of the importance
and incorporation of affective needs of pupils in the ongoing
activities of the classroom day in an elementary school set-
ting. The Institute for Research on Teaching was established
in 1976 at Michigan State University through a grant from

the National Institute of Education to conduct research on
teaching, offer research training, and serve as a communica-
tion center for research on teaching.

Two classrooms were observed in this study. One was a
fifth and sixth grade combined group with twenty-one fifth
graders and seven sixth graders. The teacher in that room,
Teacher Evans, was a woman in her early forties who specialized
in the teaching of mathematics. The other classroom observed
was a sixth grade room of twenty-nine children. Teacher Parker
was the teacher in that room. She worked with Teacher Evans
and another teacher in a departmentalized teaching arrangement.
Teacher Parker, a woman in her mid-thirties, specialized in
science teaching.

As indicated, the two subjects were picked from a group
of forty teachers who had taken part in a study of Teachers'

Perceptions of Affect, an Institute for Research on Teaching



project. This project involved the collection of vignettes
describing events with affective aspects that occurred

in the classrooms of eighty-four elementary teachers from
thirty-six different schools. At a later time, further

study was undertaken through taped interviews with forty of
the teachers who demonstrated a particular sensitivity to

the affective domain based on the type of events described

in the context, and mode of teacher intervention as described
in the vignettes in which they occurred. The taped interview
data were analyzed for evidence supporting inferences of
teacher effectiveness in the affective area and insights in
this area as it relates to pupils from diverse backgrounds.
Thus, the two teachers selected for this study were among
those who reflected a high degree of sensitivity in the
affective area as rated by the Teachers' Perceptions of Affect
research team. They agreed to be participants in the study.

Background of the Pupils

The two classroom groups selected for this study included
pupils from four economic and geographical areas which com-
prised the Portair School attendance area. These areas are:

Low income housing complex. This recently built complex

housed black, Chicano, and white families. Many of the families
were on welfare, and many families residing there are headed
by single parents.

Government subsidized housing. This housing development




had been built by a private firm and had been subsidized by
government funds so that families with low incomes, but not
low enough to meet welfare standards, could afford this newer,
more adequate housing.

Professional-executive area. This was an area of large,

new homes which had been built on the fringe of the school
district, and was inhabited by executive and professional-
headed families. Many of the parents in the area had been
active during the early desegregation period in trying to
bring about a smooth, positive transition in the school. A
few minority families resided in this area.

0l1d "rural" area. This was an area of small, older
homes which had been annexed to the city in 1957. The area
was characterized by few sidewalks and cottage-type houses.
Residents of the area were mainly blue-collar workers and
predominately white.

The mix of the backgrounds of the pupils provided an
example of racial, cultural, and economic diversity that
could be found in an urban school.

Research Method

This study used the participant observation method of
research which involved the collection of data through the
following means: (1) two-hour, pre-observation, audio-taped
interviews with teachers, (2) observations of classroom and

other school activities over a two-month period, (3) note



taking of observations, and (4) sketches of classrooms which
delineated positioning of participants and activities.

A copy of the forty-five item questionnaire used in the
taped interviews is found in Appendix D. For purposes of
this study, particular attention was given to responses to
items #38-#45, which focused on racial and cultural diversity
in the classroom. Information related to the racial and
cultural composition of the classroom, particular strategies
employed by the teacher, and teacher ideas regarding attitudes
of pupils were explored by means of examination of these items.

The focus of the study was the affective interactions
between the teacher and the pupils. In addition, affective
interactions among pupils were also noted since it was felt
that these interactions would also be significant in the study
of the classroom context.

The object of this participant observation study was to
describe teachers' and pupils' activities within the contexts
in which they occurred. McDermott (1974) emphasized the degree
of richness which can be achieved through descriptions obtained
by this method. Not only can the interactions be observed, but
the quality of interactions can be explored and their relation
to participants' perceptions of the interactions. Such aspects
of interactions as how individuals position themselves in rela-
tion to others can be examined with respect to the effect on
outcomes observed (Hall, 1966). One value of such an approach

is that the description can have meaning for the reader as well



as the observer. A global account of how things happen, how
individuals react/interact, and what outcomes result can be
presented in the context of "what's happening" in the parti-
cular setting. Another important value is that participant
observation studies aim to capture the meanings of the
participants themselves.

Observations were conducted in the two classrooms over
a two-month period during the spring period of the school
year. Because this study focused on the qualitative aspects
of interactions that occurred in the classrooms, attention
was given to verbal interchanges, movement, posture and
positioning, pacing and activities that were other than
instructional. In addition, observations of the teachers
and their pupils were made in contexts outside the classroom,
such as in the hallway, in the lunchroom, on the playground,
in the gym, and on a field trip. Observing these other con-
texts afforded opportunities to gain deeper insights into the
quality of interaction between the teachers and the students,
and between student and student. Observations outside of the
formal classroom context provided evidence for consistency of
interactions that were viewed in the classroom.

Main Themes Explored in the Study

Three themes served as a basis for observation to guide
the study of affective interactions between the teacher and

the pupils in the classroom. The themes support the overall




question of this study: How do teachers establish and commun-

icate norms that promote harmony among children in racially

and culturally diverse classrooms? The following three themes

were explored in this study:

1.

How does the teacher communicate, verbally or non-

verbally,

ways:

acceptance of individuals in the following

Everyone is unique; e.g., ideas and abilities
are heard and explored.

Everyone has worth; e.g., helping and learn-
ing about individuals.

Everyone is competent; e.g., capabilities

are encouraged and success experiences are
highlighted.

Everyone belongs; e.g., invitations to parti-
cipate, place is provided, ensuring membership

in group.

How does the teacher help children to discriminate

between accepting and rejecting behaviors and how

does the teacher encourage accepting behaviors in

the following ways:

a.

b.

C.

Describe and label accepting behaviors.
Describe and label rejecting behaviors.
Describe consequences of accepting/rejecting

behaviors.
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d. Encourage and reinforce accepting behaviors.
e. Confront and discourage fejecting behaviors.

3. How does the teacher provide an environment which
reflects a valuing of cultural and racial diversity,
such as visual aids, organization of groups, and/or
use of space?

(The three themes listed here are among those included in the
"Teacher Corps Observation Instrument: An Integrated Communi-
cations Curriculum". This instrument was field-tested with
fifteen elementary teachers in three urban schools in the
Lansing, Michigan School District. This instrument was
developed by the Michigan State University 12th Cycle Teacher
Corps team to observe teacher behaviors which reflected basic
assumptions relative to effecting an integrated curriculum
consisting of multicultural education, language arts, and
creative drama in racially and culturally diverse classrooms.
The goal of this Teacher Corps project was to bring about equal
educational programs for urban clientele.)

Limitations of the Study

There are several limitations which must be placed on any
generalization from this study. First is the fact that the
study was undertaken employing a participant observation approach;
two classrooms were selected since this method required long term

involvement of the observer. The involvement included entry
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procedures, familiarization with the site and personnel,
negotiation of observation conditions, observation scheduling
and execution, and exit activities. Field studies yield
qualitative, descriptive data regarding groups of people in
their social context. Such indepth studies do not allow for
large samples of people to be studied by an individual observer
at a given time.

Another limitation is that the teachers selected for
this study had indicated strong commitment to the affective
area by virtue of their willingness to write descriptive
vignettes and participate in the taped interviews which had
been part of earlier research conducted by the Institute for
Research on Teaching Affective Outcomes Research Project team.
The two teachers selected had given considerable attention to
the focus of this study previous to the actual observation
period, and, therefore, may not be typical of teachers in
general.

A feature that is also limiting is that the teachers
selected had taught for a period of ten years or more and
had been part of a stable staff with only one or two changes
in the teaching staff having taken place over that period.
Changing staffs many times characterize the urban school; so
in this case, this school was not typical in that the teachers
were known to families living in the area for a period of time

and were well established in their teaching positions.
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Importance of the Study

The primary focus of this study is teacher affective
interactions in racially and culturally diverse classrooms.
Through qualitative study of how teachers communicate norms
which support harmonious conditions for learning in the
classroom environment, information is obtained which, hope-
fully, will be conducive to providing equal educational
opportunities in a mobile, multi-ethnic, and multicultural
society. That information has implications for educational
practice and for the overall design of programs for teacher
education.

Definition of Terms

1. Affective -- having to do with feelings, emotions,
interests, and values of pupils in a classroom context.

2. Behavior -- way of acting, actions, acts; observable
responses of persons.

3. Context -- a situation which is brought about by the
participants therein, as they interact with each other.

4. Cultural -- belonging to or characteristic of a
social group.

5. Desegregated classroom =-- a classroom which at one
time was characterized as having a racially and culturally
homogeneous pupil population and which, through planned or
legislated effort, now has at least one-quarter of its pupils

coming from culturally and racially different backarounds.
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6. Diverse -- different, unlike in background, life
styles, values, beliefs.

7. Entry procedures ~-- having to do with gaining per-
mission and achieving comfortable acceptance into an established
context of which one is not already a part.

8. Exit procedures -- having to do with disengagement
from a context in which an outsider has been involved; bringing
closure to temporary associations.

9. Interactions =-- interchanges, either verbal or non-
verbal, between teacher and pupil, or pupil and pupil.

10. Movement -- change of individual or group position
from one physical space to another in a given context.

11. Multicultural -- having to do with several social or
ethnic groups in terms of likenesses and differences that exist
therein.

12, Participant observation -- that method of study which
entails a degree of actual involvement by the observer in the
activities of the culture under observation.

13. Portair School -- a fictitious name for the urban
elementary school involved in this study.

14. Posture -- the position of the body; way of holding
the body as observed of individuals in a group or individual
context.

15. Qualitative =-- concerned with the nature of charac-

teristic features involved in interactions.
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16. Space -- that physical area occupied by an individual,
individuals or groups during social interactions in a given
context.

Summary and Overview

In Chapter I, a background has been provided for this
study. The teachers selected and the composition of the
classrooms is described. The research method is defined and
the main themes followed in the observation approach are
described. Finally, the limitations existing and the impor-
tance of the study are discussed to provide for the reader a
perspective of the exploration into classroom interaction.

A discussion of the literature that relates to this study
is presented in two segments in Chapter II: (1) participant
observation method of research in classrooms, and (2) teacher-
pupil interactions in the affective area in racially and
culturally diverse classrooms. In Chapter III, a detailed
discussion of the methodology is presented. The data analysis
and conclusions drawn from the study are discussed in Chapter 1IV.
Implications and recommendations for further study are included

in Chapter V.



CHAPTER 1II

Review of the Literature

Introduction

Urban populations are diverse and mobile and at the

same time, stereotypic and immobile. These popula-

tions vary with respect to their status (ethnicity,

culture, class, sex), and their function (language,
cognitive style, affective response, patterns, etc.).

These differences have important implications for

the ways in which educational opportunities are

designed and delivered. Yet, these various groups

are eventually held to similar mainstream standards

despite the pluralistic nature of their idiosyncratic

reference groups. Those populations seem to be in
constant geographic movement within the city and

into and out of the city; yet, between groups, move-

ment is very limited and upward mobility more a

dream than a reality. (Gordon, 1978, p. 7)

Teachers who work with children from racially and cultur-
ally diverse backgrounds are in situations which could call
for special skills and techniques on their part for maintain-
ing a learning environment which is positive for all pupils.
Differences existing in pupils' social, economic, and cultural
backgrounds are reflected in the day-to-day life in the

15
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classroom. How the teacher deals with these differences can
determine the quality of the interaction that occurs between
the teacher and pupils, and between pupils and other pupils.
This study focuses on those differences that lie in the affec-
tive area, that is to say, differences that exist in values,
beliefs, attitudes, and interests which are reflected in the
classroom behavior of teachers and pupils.
Overview

The literature that pertains to this study is categorized
into two main segments: (1) That literature which is related
to the participant observation study of the classroom, and
(2) that literature which pertains to interactions in the
classroom (i.e., teacher interactions with pupils, with some
attention being given to pupils' interactions with other pupils).

Literature Related to Participant Observation Study of the

Classroom

Jackson (1968) focused on life in elementary school
classrooms. Observations were carried out in four elementary
classrooms for a period of two years. Data were obtained rela-
tive to students' feelings about school and to teachers' per-
spectives of life in classrooms. Jackson reflects on classroom
interaction in this statement, when he says, |

In sum, classrooms are special places. The things

that happen there and the ways in which they happen

combine to make these settings different from all
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others. This is not to say, of course, that there

is no similarity between what goes on in school and

the student's experiences elsewhere. Classrooms

are indeed like homes and churches and hospital

wards in many important respects. But not in all.

(p. 9)

Participant observation study as a method of research
is a process which involves a combination of several approaches.
The researcher who chooses this method must be able to listen
to how individuals communicate within a given context, and must
be able to assimilate what is seen and what is heard in terms
of the individuals within that context. This way of describing
the observed situation reflects the overall "equality" of the
situation from the perspective on an "outsider", but an out-
sider who is attempting to represent the meanings held by the
"insiders".

The day-to-day life in classrooms is an ongoing sequence
of events enacted by teachers and students. From the moment
the actors come together, the drama begins. How those events
occur in terms of what the actors say, how they look, where
they are placed, and how they sound provide the basic cues or
information to the participant observer as to what is going on.
As the observer looks on and begins to draw together the bits
and pieces of information, the meaning of the drama slowly

unfolds. Only by following the participants through the chain
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of occurrences can the observer begin to make sense out of
what is seen (Jackson, 1968).

In classrooms, as in other places, events have a beginning,
a middle, and an end. Transitions from one event to the other
also have starting points and endings. Cues which designate
the points of beginning and ending are shifts in position,
changes in pitch of voice, and movement. These cues give
meaning to what has occurred in a context both to the observer
and to the participants. The observer comes into the context
with no preconceived ideas as to what will happen there; how-
ever, the observer does have questions as to what in the situa-
tion makes things happen there; that is, what some of the
things are that people do and say that bring about an outcome
from an interaction. Thus, the participant observer looks at
individuals in a social context, and how individuals' perspec-
tives are reflected in their actions. In so doing, the
participant observer does not predict the outcomes of events
which are seen, since the subjects are playing out the situation
according to their values, beliefs, and resulting behaviors.
The examination of cause and effect is left to the observer
after the information has been obtained through viewing and
listening.

Entering into a social setting, in this case, the class-
room, involves establishing a relationship between the observer
and the participants on the "scene". Researchers McCall and

Simmons (1969), in relating the complexities of participant
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observer relationship one of acquired rapport combined with
objectivity. They conclude that the observer must determine
how much rapport is necessary to carry out the project study.
Also, they contend that the extent to which the observer becomes
involved in the situation is a sensitive issue. The observer

in the classroom must be cognizant of these areas in order to
bring about a manageable outcome.

Schatzman and Strauss (1973) discussed the sensitivity
with which the researcher must approach the observation site
and the participants therein. They state,

Considering that people's privacies are to be

"invaded", that commitments to their work and even

their identity are called into question, it does

not take much imagination to realize how tactical

error, blunder, or social crudity can complicate

an otherwise worthy project--not to mention the

cost to the researcher of having to find a new

site or to abandon a study altogether. (p. 22)

Overall, several factors are necessary to take into account
when an outsider studies individuals in their own context.
The first thing is the importance of understanding the
characters as they are without employing predetermined
ideas, notions, and attitudes. Second is the realization
that the observer, while part of the scene as far as his or
her presence and some degree of interaction (Wolcott, 1973)

is nevertheless not an insider. That mixture of roles can
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create aspects of loneliness. Third is the necessity for
sensitivity to timing (e.g., when does a transition take
place, when to speak, when to listen, when to enter, and
when to exit. Finally, since human beings move and act
according to their own will and desires, extreme patience
on the part of the observer is vital for obtaining deeper
meaning from day-to-day observations.

Contexts, in terms of events that happen during the
school day, are determined in part by physical properties
such as place and physical space (Hall, 1966), time, activity,
the social identity of the actors present; i.e., the relation-
ship of one to another. Participants' use of space can be an
important index of changes in activity, social identity, and
actors' identities. The observer must decide what to observe
and record of behavioral cues as being the central part of a
given situation. Erickson and Shultz (1977), in discussing
contexts, state that "despite the redundance of cues, it
usually is not possible to determine (in informal occasions
in the United States, at least) an exact moment when the
definition of situation has changed. It is only after the
cues for a change in context have occurred that it is possible
to determine that something has indeed changed" (pp. 5-10).

In consideration of interactions that occur in the
classroom, Florio (1976) discusses the variance in contexts

that is created by the participants. She notes that,
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When we claim that children somehow learn rules of

appropriateness, it is easy then to assume that

language is matched to contexts that are essentially

static. While it is true that the classroom has

many conventions that members and observers alike

can share, describe, and refer to, the classroom is

also comprised of ongoing and novel exchanges that

are essentially created by all of the participants

as the situation unfolds. (p. 32)

Interaction taking place in the classroom can look very
simple to the outsider who happens to witness events from time
to time. However, upon closer examination of day-to-day
occurrences, the observer gradually begins to discern a pattern
in the verbal and nonverbal interactions taking place between
the participants. Although the participants are not aware of
the complexity of the interchanges, analysis of those inter-
changes can yield an abundance of patterns and behaviors. The
participants in the context determine the nature of the context;
that is, those participants who are knowledgeable about the
norms for acceptance and who choose to adhere to those norms
promote the process of the activity.

Bremme and Erickson (1977) studied relations between verbal
and nonverbal ways of acting in a classroom. The study focused
on interactions of students in a kindergarten/first-grade class-
room, and especially on those interactions occurring during

"first-circle", a fifteen-minute segment of time taking place
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early in the morning session in the classroom. Through repre-
sentative videotaping and observations, they examined contexts
or rules for making sense on the part of classroom participants.
This study provided knowledge related to teaching and learning,
supervising, and other work that goes on in classrooms.

The participant observer looking on in a school context
brings into that context certain values, beliefs, and interests
according to the individual's background. The report of the
observer reflects the degree of familiarity with the setting,

a sensitivity to the variation existing in the lives of the
participants, as well as the impact of the presence of the
"outsider". McCutcheon (1978) reflects that,

But there are prices to be paid for attending to

complexity and variety of classrooms. One is that

only a few classrooms can be examined because of

the time comsuming nature of the work. And another

is that the report of the case study reflects the

theories, values, and beliefs of the researcher,

for it is through those perceptual issues that a

researcher views the world. All research reflects

the theories, values, and beliefs of the researcher

to a certain extent. When we choose an inquiry

approach, frame questions, pose hypotheses, select

variables, and interpret our results, our theories,

values, and beliefs enter into the process. (p. 5)



23

In observing humans in a social context, adequate infor-
mation must be obtained in order to present description to
the reader that is meaningful. McDermott, Gospondinoff, and
Aron (1977) formulated criteria for judging the ethnographic
adequacy of any description of concerted behavior. They
applied these criteria to an eleven-minute small group reading
lesson portrayed on film. They suggest that "it is necessary
to determine the adequacy of any description of the form and
content of concerted behavior in terms of whether it is
(1) formulated, (2) posturally positioned, (3) oriented to,
and (4) used to hold members accountable for certain ways
of proceeding" (p. 24).

Erickson, Carrasco, Cazden, and Vera (1978) investigated
social and cultural organization in classrooms of bilingual
children. The purpose of their study was to obtain knowledge
regarding the social and cultural rules of classroom interaction
of bilingual children in first-grade classrooms, and to convey
implications of their findings to bring about what they describe
as "the design and conduct of 'culturally responsive' education
for Chicanos and other bilingual populations". The two-year
research study is ongoing and involves participant observation,
videotaping, and analysis of the two sets of collected data.
Through the fine analysis of the data, the researchers are
gaining useful information regarding responsive bilingual-

bicultural education.
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Literature Related to Teacher Interactions in Racially and

Culturally Diverse Classrooms

Racially and culturally diverse classrooms. Fuchs (1969)

examined the views of beginning teachers who participated in
Project True (Teacher Resources for Urban Education), a research
and development project carried on by the Department of
Education, Hunter College, and City University of New York

in the middle 1960's. She says,

Culture conflict in the classroom can present the

danger of rejection and victimization of children

when those in charge of their education are unable

to understand some of the underlying cultural con-

tact and cultural conflict problems causing children

to engage certain types of behavior. (p. 27)

Fuchs recommended that particular attention be given to
the preparation of teachers in our urban communities, especially
in the area of helping teachers to better understand the social
processes at work in the classroom which effect the children
and the teacher. This study attempts to look at parts of the
social processes in two classrooms of such areas.

Not everyone agrees with the uniqueness of the problem.
Eash and Rasher (1977) content, on the other hand, that many
of the problems that are associated with desegregated class-
rooms are to be found in all schools. They hold that three

of the problems, namely, (1) wide range of ability of pupils,
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(2) organization of materials to accommodate the wide range,
and (3) the necessity for promoting cooperation among the
pupils in order to bring about a positive learning environment
are present in any school context.

However, teacher attitudes toward pupils do determine to
a great extent the outcomes of teacher-pupil interaction. This
may be a problem in ethnically diverse schools. Gay (1977)
discusses personal contact with ethnically different individuals
as it relates to racial understanding. She states,

In other words, just because teachers encounter

different ethnic groups in desegregated schools,

there is no reason to believe that their attitudes

will change, that they will be more sensitive and

responsive to ethnic and cultural differences

than if they were in segregated schools. It seems

more reasonable to expect the reverse to happen.

Teachers do best what they know how to do and are

comfortable doing. (pp. 149-156).

She suggests that lack of understanding of diverse indivi-
duals may cause teachers to interact with those individuals with
caution and hesitation.

The importance of teacher affect in relationship to overall
learning must be considered in viewing classroom enviroﬁment.
Researchers Peng, Ashburn, and Gray (1978) studied the rela-
tionship of positive and negative teacher affect with pupil

achievement. The pupils' own perceptions of teachers were



26

obtained through a questionnaire. The study revealed that
positive behavior on the part of the teacher may not necessar-
ily be conducive to higher achievement, and this inverse rela-
tionship was especially significant for the low socio-economic
status pupils. These findings suggest that there are some
other factors that could provide a better learning environment
for culturally diverse pupils. What follows is an attempt to
discuss some of these factors.

Teacher expectations and attitudes. The processes by

which teachers communicate differential performance expecta-
tions to different children was studied by Brophy and Good
(1970) through observations of dyadic contacts between teachers
and individual pupils in four first-grade classrooms. They
found that there was a demand for better performance for those
children for whom the teachers had higher expectations. The
teachers were also more likely to praise these pupils when they
performed well. The researchers state,

Teacher do, in fact, communicate differential

performance expéctations to different children

through their classroom behavior, and the nature

of this differential treatment is such as to

encourage the children to begin to respond to

ways which would confirm teacher expectations.

(pp. 365-374)

The qualitative study of communication patterns of teachers

in classrooms provides information regarding the kinds of
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statements that could be made and the types of posturing
which could convey these messages to pupils.

Another study which examined whether teachers' attitudes
toward their students was revealed in their classroom behavior
was conducted by Silberman (1969). Teachers and students in
ten third-grade classrooms were interviewed. The teachers
were interviewed to determine which students they had certain
attitudes about, and later observed to record their behavior
toward those students. The attitudes were: attachment,
concern, indifference, and rejection. The students were asked
to predict the frequency of certain behaviors directed at thenm.
The findings of this study, done in suburban Chicago, clearly
shows that teacher attitudes affected the distribution of each
observed teacher behavior, although certain attitudes were
more visibly expressed than others. The predictions of the
pupils and the actual observations resulted in the most signi-
ficant positive correlations. 1In summarizing the findings,
Silberman states,

It is likely that the daily classroom experiences

of recipient students is significantly altered by

teachers' actions which express their attitudes.

These actions not only serve to communicate to

students the regard in which they are held by a

significant adult, but they also guide the per-

ceptions of, and behavior toward these students



28

by their peers. (pp. 402-407)

Rubovits and Maehr (1973) observed teacher attitudes and
behavior in seventh- and eighth-grade classrooms in a small
midwestern city. The subjects were student-teachers in under-
graduate preservice training and were teaching in racially
mixed classrooms. Their study, a follow-up of work done by
Rosenthal and others, involved the manipulation of IQ scores
which had been randomly assigned to pupils. They found that
the teachers gave preferential treatment to "gifted students"
and to some extent, white students. Also, teachers regarded
as highly dogmatic tended to encourage white students more
than the black students. Although this study involved
inexperienced teachers (preservice), it does provide insights
into how attitudes can affect the behaviors of teachers as they
interact with racially and culturally diverse pupils.

In addition to racial, personality, sex, and academic
diversity, pupils in integrated classrooms reflect the diversity
of family life patterns existing in larger communities. One
recent study carried out by Sanford and Tracy (1978) examined
the possibility that teacher ratings of children from divorced
homes and children from intact homes would differ in terms of
how they would be viewed in school situations (e.qg., copés
with stress and popularity) and personality traits (e.g., anxiety,
social deviance, and happiness). Thirty teachers were shown

videotapes of an eight-year-old boy interacting in the classroom.
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Information indicating the boy was from a broken or divorced
home was given to half of the group, while the other half
was informed that he was from an intact (two parents) home.
Results of the study indicated that teachers who believed
the child came from a divorced home rated the boy more
negatively on the variables of happiness, emotional adjust-
ment, and copes with stress. The researcher concluded that
the child from a divorced family is likely to be perceived
more negatively than a child from a two-parent family situa-
tion. Pupils with varying family patterns are certain to be
found in racially and culturally diverse classrooms. Teacher
attitudes toward different family patterns can determine the
quality of relationship with those pupils coming from such
backgrounds.

Teacher behavior. 1In integrated classrooms, the variety

of interactions taking place creates a responsibility for the
teacher to deal with the ongoing interchange of behaviors.
The importance of teacher listening ability as a response to
the various interactions is commented upon by Good, Biddle,
and Brophy (1975).

Other basic ways in which the teacher may communi-

cate interests in and acceptance of students are:

private conversations, solicitation of student

ideas, integrating student ideas into the curri-

culum, explaining why suggestions are rejected or
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delayed, and generally modeling respect for individ-

ual and interest in learning. (p. 205)

The reinforcement practices of black and white teachers
in integrated classrooms were studied by Byalick and Bershof
(1974). They used the Positive Reinforcement Observation
Schedule "in studying sixty female secondary teachers in the
southeastern United States". The sample consisted of thirty
white teachers and thirty black teachers from fifteen different
schools. Data concerning expressed preference for positive
reinforcement were obtained in integrated classroom settings.
The results indicate that black and white teachers have similar
reinforcement patterns, that only thirty-two percent of the
teachers actually were observed to use the reinforcers which
they had stated they preferred, and that the rate of reinforce-
ment occurring in the classroom is relatively low. With regard
to racial and sex groups in the classroom, they concluded that
the opposite-race children were reinforced more frequently by
the teacher than children who were of the same race, and that
male pupils were more frequently reinforced than females; in
the female group, black females were the least reinforced.
The communication of reinforcement by teachers in integrated
classrooms can reflect differences in treatment of diverse
individuals in these situations.

In looking at teacher use of praise and criticism in

relation to race, Brown, Payne, Lankevich, and Cornell (1970)
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studied teachers in de facto segregated areas. The way in which
teachers used praise and criticism as well as the effect on
pupils indicated by their responses was examined in this study.
Twenty-minute tapes were made of discussion periods, and the
responses of pupils in these discussions were categorized.
Results of the study indicated that the amount of praise used

in the classrooms related to the number of responses; in class-
rooms where the teacher and the pupils were of unlike race

there was a greater degree of praise and a lesser degree of
criticism. The researchers concluded that:

In summary, attitudes of .teachers toward biracial

situations seem to be an added variable in the

praise-criticism dimension of teacher behavior.

The study reported here indicates that classes in

which the teacher's race differs from that of the

pupils's have a more positive situation, which aids

in pupil motivation. (pp. 373-377)

Teacher behavior was looked at as a factor in the quality
of educational opportunity afforded students of ethnically
different backgrounds in the schools in southeastern United
States. Jackson and Cosca (1974) assessed teacher behavior
in four hundred-seventy-four classrooms coding verbal behaviors
directed toward students. Ethnicity of student recipients was
noted. The results of this study indicated significant dispar-

ities in the teacher behaviors directed toward Anglo and
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Mexican-American students. Greatest disparities were demon-
strated in the areas of teacher praise or encouragement of
students, teachers' giving of positive feedback, teachers'
acceptance or use of students' ideas, teacher-questioning,
all noncriticizing teacher talk, and all student-speaking.
Communication between teacher and pupils in integrated
classrooms comprised of racially and culturally diverse pupils
also occurs through nonverbal behavior. Feldman and Donohoe
(1978) investigated the relationship between nonverbal behavior
and the composition of teacher-student dyads. The experiment
was conducted in two parts, with Experiment I using thirty-six
high and low prejudiced white subjects (psychology students)
acting as teachers; this experiment focused on the praising
of successful white and black pupils (confederates). Results
of the experiment indicated that high prejudiced teachers
nonverbally discriminated between white and black students.
Indications showed they favored white students more than did
the low prejudiced teachers. 1In Experiment II, forty teachers
(white and black) behaved nonverbally more positively to stu-
dents of their own race than they did to a student of the
other race. However, in this study, it appeared that only
same race judges could determine the difference in the non-
verbal communication of affect demonstrated by the subjects.
In classroom studies, nonverbal communication appears to be

a dimension which involves careful consideration of content
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and context.

Notable in many of these studies is the disparity shown
in teacher behavior toward pupils from different backgrounds.
As mentioned earlier in this study, many teachers who are
interacting with pupils from racially and culturally diverse
backgrounds have little or no preparation for dealing with
the complexity of the day-to-day involvement. Negative
behaviors could take place without the actors realizing the
occurrences.

A teacher's daily interactions extend outside of the
classroom context. He or she is also part of the larger
school setting. Interactions take place with other teachers,
auxiliary personnel, and administrators. These individuals
also possess attitudes and behaviors which could influence what
happens inside a particular classroom between a teacher and
the pupils. Regarding the administrator's view of teachers
in integrated classrooms, Haskins (1977) has this to say:

Principals should have a well developed personal

philosophy of education. They should continually

question the caliber of teachers as a group--their
training and certification requirements. Princi-

pals should encourage scholarship from students

and demand it from teachers. They need good

teachers, and they have some influence over that.

They cannot excuse teachers because the children
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are disadvantaged; they speak another language at
home; the community values are different; there
are no books in the home; a particular child comes
from a broken family; and so forth. (p. 57)

Student to student interaction. Teachers' attitudes and

behaviors in the classroom are demonstrated in situations in
which there is an interchange with the pupils. The pupil
recipients are also interacting with each other. Although
the emphasis of this study is placed on the teacher, the pupil
to pupil relationship must also be considered in terms of what's
happening in the classroom. This view is held by Jackson (1968)
who states,

Strangely enough, not too much is known about how

young children themselves look upon their school

experiences. This fact is particularly surprising

in a day when it has become almost a national

pastime to find out how people feel about things.

We do seem to become mildly interested in learning

about student opinion by the time the students have

reached high school, and on our college campuses,

the pollsters are almost as plentiful as in the

supermarket. But grade school students' sentiment

with regard to classroom life is relatively unexplored.

The notion that the emphasis placed on teacher inter-

actions with pupils far outweighs that placed on the pupil
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actions and interactions is also supported by Lightfoot (1978).
She states,

We will begin to gain a sense of the range and

variability of perceptions, behaviors, and exper-

iences of children in school if we record not only

teacher initiated interactions or teacher respon-

siveness to children, but also the actions and

interactions of children--those that are child

created, initiated, and sustained, and those that

evolve out of social interactions among peers.

(p. 3)
She relates that pupil interactions are extremely complex and,
therefore, difficult to categorize. 1In regard to minority
children from lower class backgrounds, she contends their
actions and interactions may be misinterpreted by researchers.

Singleton and Asher (1977) studied racially integrated
classrooms and children's peer preferences. Their research
was based on children's responses to two sets of sociometric
tests; one which rated preferences of children for play activ-
ities, and another based on peer preferences for work (school)
related tasks. Their findings indicated that children in their
study rated members of their own race higher on the scales,
but that they still tended to give relatively positive ratings
to cross-race classmates.

The outcomes of this research led them to feel that the
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degree of cross-racial acceptance in the integrated school
context was increasing. The research examined cross-race
acceptance rather than "best-friendship". The sixth-grade
children tested had been in integrated classrooms throughout
their school years and were part of a longitudinal sample
examined over a three-year span. For the white children in
the study there was no evidence of greater racial bias in

the sixth grade than in the third grade. However, for the
black children there was more indication of own-race preference
at the sixth-grade level than at the third-grade level. This
study provides information about children's classroom inter-
action and the quality of peer interactions in desegregated
classrooms.

Slavins (1979) investigated biracial learning teams and
cross-racial friendships in desegregated junior high settings.
Studies were undertaken using experimental and control groups
of students. The findings indicated that students who had
interacted in multiracial learning situations improved in race
relations as assessed by increasing cross-race attraction.
This researcher further concluded that the results were not
especially due to teacher characteristics or to the selection
basis of the students. Slavin states,

Teacher expectations may have caused some portion

of the changes in student behavior, but it is

unlikely that this had a major impact on the results,
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as race relations outcomes were mentioned to the

teachers as only one of the many possible outcomes.

(pp. 381-387)
This study suggests that the opportunity for interaction for
racially diverse pupils can play an important part in promoting
harmony in desegregated classrooms.

An examination of the effects of desegregation on the
interethnic attitudes, interethnic contact, and self-esteem
of black, white, and Mexican-American pupils was conducted by
Stephan and Rosenfield (1978). The subjects of the study were
fifth and sixth graders from a segregated school and a naturally
integrated school before desegregation had occurred. Pupils
responded to a questionnaire designed to assess the three areas
after desegregation had taken place. All three groups were
highly ethnocentric according to the attitude and contact data.
Also indicated was the fact that the black students from the
segregated school had more negative attitudes toward both the
white group and Mexican-American group, as well as within their
own group, after desegregation. Neither interethnic contact
or self-esteem were affected significantly by desegregation.
This study supports the opinion of Smith (1974) that the mere
mixing of pupils does not automatically bring about more posi-
tive human relations.

The diversity existing in racially and culturally mixed

classrooms brings with it variations in degrees of self-concept
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held by the students. The self-concept level of the students
can determine the quality of the interaction taking place
between students. Shiffler and Lynch-Sarrer (1977) studied
the relation between self-concept and classroom behaviors in
informal classroom settings. They used an observation scale
in observing fifty-three children in a first through third
grade classroom and fourth through sixth grade classroom. A
self-concept test of three referent forms, self-teacher-peers,
as well as a sociometric questionnaire was administered to
the pupils. Data analysis revealed different patterns of
classroom behavior for differing self-concept levels. The
greatest percentage of task-oriented behaviors were held by
pupils in the highest self-concept group; while pupils in the
lowest self-concept group had the greatest percentage of non-
directed behavior.
Carrithers (1970) carried out an extensive review of
the literature that related to school desegregation and racial
cleavage from 1950 to 1970. A number of patterns emerged from
the review of that literature. They are as follows:
(1) The child as early as three years is aware of
racial differences.
(2) The child holds attitudes that are greatly dependent
upon his perceptions of parents, peer, and school
attitudes, and upon his perceptions of their support

of his attitudes.



39

(3) The demonstrated preference of white for white
and black for white may be changing.

(4) Cleavage starts in elementary school with boy and
boy against girl and girl, but with the onset of
puberty, the cleavage develops racially.

(5) The Negro boy seems better able to adjust, and
is more accepted in interracial associations with
boys and girls than is the Negro girl.

(6) There is no general agreement about the effects
of interracial contacts on attitude change. Some
studies have found heightened tolerance, some
heightened resistance, some no change. There
seems to be, however, a general agreement that
interracial contacts per se will not bring about
increased tolerance of acceptance. (pp. 24-47)

Summary

A review of the literature related to this study is pre-
sented in Chapter II. The review is organized into two
segments. The first segment pertains to the participant obser-
vation method which was used in this study. Major studies of
racially and culturally diverse classrooms have not used this
mode of inquiry. 1In this study, the participant observation
method was used to explore what kind of interactions take
place in these settings. Then, to examine those interactions,

the second segment of the review is related to teacher-pupil
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interactions in the classroom.
In the next section, Chapter III, the research methods
used in this study are discussed and a detailed description

of the research setting is presented.



CHAPTER III

Methods of the Study

Introduction

This study focused on the interactions of teachers with
pupils in the classroom in the affective area, which includes
the emotions, feelings, interests, and values held by children.
Observations were carried out in the classroom over a two-month
period. No preconceived ideas were made as to how the teachers
actually functioned in the classroom, except for information
gained through the taped two-hour interviews. How those inter-
actions appeared in reality remained the prime question of the
study. Foremost in the mind of the observer was the aim of
observing teachers in classrooms comprised of children from
racially and culturally diverse backgrounds in order to find
out what happens in the day-to-day context.

The teachers had been subjects in the interview phase of
the Institute for Research on Teaching "Affective Outcomes
Project" and had been judged by the researchers as particularly
effective in the affective domain, in that they were able to
verbalize awareness of the overall area, professed competencies
in dealing with affect, and appeared able to apply strategies
appropriately. The primary focus was to explore how this
actually worked in the live situation. Effort was made to
capture what was said, how people appeared, where they placed
themselves, and what occurred before, during, and after affective

41
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events that took place between participants in the classroom
setting.

The question that was explored was: How do teachers
go about bringing together a number of pupils from diverse
backgrounds into a harmonious relationship conducive to
the learning situation? The three main themes, as outlined
in Chapter I, p. 9, served as a basis for the exploration.
It is assumed that teaching styles vary from individual to
individual, as do school communities, in their make-up. The
two case studies described here offer examples of how two
particular teachers function in their classrooms.

The Methods

The participant observation method was used in this
study to gain information about how teachers function in
classrooms with their pupils. Through use of this method,
there was an opportunity to gain access into, and to become
part of the context which was being observed. The "partici-
pant" aspect of the role encompassed (1) being physically
on the scene, and (2) being accepted as part of the scene
in a way that did not alter the context greatly over time.
The “observer" facet consisted of noting, recording, listening,
and reviewing.

Observation of the two classrooms was carried out over
a two-month period in late winter and early spring. Time of

observation varied since the two teachers were part of a
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departmentalized program and, therefore, taught pupils other
than those in their classrooms during the day. This study
focused primarily on the teachers working with those pupils
in their homerooms. Such times occurred mainly in the latter
part of the school day; although, some morning observations
were done in both settings. Occasionally, a special program
or event would change the time scheduled for observing the
classrooms.

The first contacts with the teachers had come about
through the taped interview sessions done as part of the
"Affective Outcomes in Education" research project conducted
by the Institute for Research on Teaching at Michigan State
University. Teachers taking part in the interviews had also
been involved in an earlier phase of the project in which
they produced written descriptions of incidents related to
affective outcomes in their classrooms.

The questionnaire used was the "Affective Study Interview
Questionnaire" which was formulated by the research team. It
contained forty-five questions (see Appendix D). For purposes
of this study, particular attention was given to the responses
to items #38-#45, which focused on racial and cultural diversity
in the classroom; although, consideration was given to the
total set of items in making judgments about teacher effective-
ness. Information related to the racial and cultural composition

of the classroom, particular strategies employed which promoted
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positive affective interaction, and ideas regarding attitudes
of pupils was obtained by means of these item probes. 1In
addition, the taped responses of the two teachers served as

a basis for comparison on what was actually seen during the
observational period. The responses of the teachers as
recorded on the tapes were compared with observations of what
was happening in the classrooms of the two teachers.

Upon selection of the two teachers for this study, the
observer approached them regarding the in-classroom observa-
tion and explored with them the various facets of having an
outsider present. They were assured by the observer that
every effort would be made not to interfere with the ongoing
activities of the classroom. It was explained that the
observer would be visibly engaged in note-taking, and that
the observer would be establishing different vantage points
from time to time depending on the situation. Both teachers
noted that their pupils had interacted with student teachers
as well as various auxiliary staff in the building, and that
they regarded most outsiders as "helpers". Comments were
made by the pupils throughout the observation period that
indicated to the observer that they thought the observations
were part of a preservice teacher training program. Evidence
of this idea persisted to the end as attested to by one of
the notes from a pupil which read, "Dear Mrs. Nickerson,

you're the nicest helper in our class we've ever had. I
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think you'll make a good teacher someday--Angela 0." Feedback
such as this indicated to the observer the acknowledgment by
the students that they recognized the presence of someone else
in their context (Field Notes, 5/7/79).

Effort was made to record the affective interactions,
which included the interpersonal and intrapersonal aspects,
between the teachers and pupils and among the pupils, during
transitional periods between activities, and during activities
outside of the classroom context which involved the pupils
in Teacher Evans' and Teacher Parker's rooms. The observer
also observed on the playground, in the gym, and in the halls
to gain further insight into the relationships observed in
the classrooms. One observation was made with Teacher Evans
and her pupils on a field trip to a community-sponsored Youth
Talent Exhibit. The observer was unable to make a similar
field trip with Teacher Parker due to illness.

The note-taking consisted of writing brief narrative
accounts of the observations. Such accounts consisted of
words and dialogue heard, and descriptions of subjects and
activities. Inferences, questions, and/or speculations were
noted as they occurred to the observer; however, they were
written to the side of the factual accounts so that they
remained separated for later reference. Interview sessions
with the teachers following the observations provided a time

for raising questions and gaining additional desired information
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related to the activities viewed. Sketches of group and
classroom arrangements were made by the observer from time

to time to provide a pictorial referent for the interaction
taking place (e.g., see Apendix B, Figure 1). The sketching
of events is a painstaking activity since attention must be
given to many details such as composition of groups, place-
ment of individuals, and, as in this study, race and sex of
the participants. It also means that the observer is engaged
in three activities simultaneously: viewing, recalling,

and recording pictorially on paper. All data were carefully
reviewed by the observer immediately following the observation
sessions and additions were made at this time. These reviews
were vital since the observer was recording in the midst of
occurrences and, therefore, reflection on the overall context
was not reasonable at the time of recording. (Schatzman &
Strauss, 1973, p. 95)

The observations. The procedure for the observations
was described to teachers in this way:

1. Teacher interaction with her pupils was the focus
of the observation.

2. The teacher was observed in several different con-
texts; e.g., during different times of day, interacting in
small and large groups, during activities taking place outside
of the classroom.

3. The observer was viewing ways in which the teacher



47

dealt with intergroup and interpersonal behavior of pupils
from racially and culturally diverse backgrounds.

The observer also indicated that it was necessary to
maintain a vantage point in the classroom away from the on-
going activities and movements of the teacher and pupils.
Usually a position at the back of the room was most advan-
tageous; although at times, the sides or front of the room
provided better viewing locations.

How the observer was to be identified in the classroom
was discussed with the teachers. The teachers felt that
since the pupils previously had contact with student teachers,
student-teacher coordinators, and classroom observers, the
observer would be identified simply as someone from Michigan
State University who had come to see what was happening in
the classroom. The observer maintained a friendly relation-
ship with the pupils, but at the same time made an effort to
stay out of the activities in the classroom.

After-observation interviews were held to obtain the
teacher's own account of attitudes, feelings, and sense of
satisfaction and disappointment that became visible to the
observer only through the individual's reporting (Jackson,
1978). In addition, the observer obtained names, sex, and
race of children in the classroom; however, in reporting,
identification was kept anonymous. Therefore, the names of

all the participants were changed in the reporting of this
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study. Finally, the teachers were able to ask for feedback

as to what was observed in their classrooms. Dialogue between
the teacher and the observer provided a basis for creating a
comfortable relationship.

The School

Selection of the site for the study, Portair School (a
fictitious name), came about as a result of the selection of
the two teachers who were part of the Institute for Research
on Teaching "Affective Outcomes Study" and who both happened
to be teaching in that school. The school did meet the
criteria of the study in that it was in a community area
which could be described as desegregated. 1In addition,
observing the two teachers in one school was advantageous
to the observer in terms of travel time to and from the
site and continuity of observations.

Portair School, located on the fringe area of the
Lansing metropolitan community, has an enrollment of three
hundred and two children. The school is probably unknown
to many residents of the larger community since it is not
at all visible to travelers using one of the area's busiest
thoroughfares only a few blocks away. This main street is
lined on either side with small businesses, eating establish-
ments (one Italian, one Chicano), a neighborhood bar (T-bone
steak, $3.49 and large T.V.), and numerous middle price-

range apartment houses. By driving through the area, the
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observer was able to develop an impression of the community.
The little side street on which the school is located has only
partial sidewalks on one side. Small, older cottage-type
houses, many of which have a pick-up truck or a camper parked
close to the house, surround the school. A few blocks away
newer, larger homes form another area. Further to the west

of the school, there is low-income housing consisting of two
developments. One is obviously newer, more substantially
built, neater looking, and more spacious than the other.

Beyond this area, the larger, single-family homes begin to
appear. The population throughout the school residence area

is fairly mixed racially as reported by the principal and

the teachers; however, the low-income housing development

has a large concentration of Blacks and Hispanics. The housing
patterns and their dramatic contrasts in the area are reflected
in the diverse population of the school.

The school itself is a one-story, light tan brick structure
which was originally a small, four-room "rural school". Later,
a large "L" shaped wing was added to accommodate the expanding
population of the community. A layout of the school is shown
in Figure 1. The original part of the school contained the
classrooms of the two teachers observed. Although the old
and new areas were delineated by only a few steps, the old
area was commonly referred to as the "upper level" by the

staff.
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Figure 1

Layout of Portair School with
designation of Teacher Evans'
and Teacher Parker's classroom.
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A small room adjacent to Teacher Parker's room which
was utilized as a storage space had the distinction of having
been the original principal's office. This was first made
known to the observer by the principal during one of the
early visits. It was reiterated later by several of the
sixth graders who were eager to point out that the room had
once been a principal's office, and that it was so small
that "not very many kids could have sat in there at any one
time."

The Classrooms

Upon entering Teacher Evans' classroom, the observer
had the feeling of being in an old-fashioned schoolroom with
straight rows of desks, black chalkboard, built-in, glass-
front bookcases, and a small sink in one corner. However,
on the back wall was a large, very current, full-color picture
of the Michigan State University Spartan 1979 basketball team
with numerous clippings from the local newspaper sports section
displayed nearby. A number of the pupils wore Michigan State
University tee-shirts with various slogans printed on the
front. Pupils' work was evident around the room which was
filled with desks, work tables, and materials. Plants lined
the window ledge on one side of the room, and in the far
corner, in front of the room, was Teacher Evans' desk with
stacks of papers, books, films, and other materials filling

the entire desk top. The physical aspect of the room itself
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appeared traditional with the desks lined in straight rows

equidistant apart with work areas placed at the back of the

room. There was no visible evidence of such things as

interest centers or other nontraditional patterns of grouping

according to the seating arrangement (see Figure 1, Appendix B).
The layout of Teacher Parker's classroom was essentially

the same as Teacher Evans' except that the arrangement was

reversed since the two classrooms were opposite each other

(see Figure 2, Appendix B). The room was colorful with samples

of pupils' art work displayed on the walls. Several mobile designs

hung from the ceiling. Along the window counters, pots of

healthy-looking plants were lined up forming alrost a hedge-like

appearance. In the back corner of the room, a bushy fern

added a splash of light green. Throughout the rooms there

were brightly colored kites made by the pupils. On the

inside wall was a poster entitled, "Outstanding Pioneer

Civil Rights Leaders". The desks were arranged in straight

rows and the teacher's desk was placed in the far corner of

the room by the windows. As in Teacher Evans' room, the

classroom was filled with desks, tables, materials, and

equipment. An interesting three-column list was written
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