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ABSTRACT ) v PETER A, GREEN

of thesis submitted to the University of Durham for the degree of

Doctor of Philosophy, dJune, 1983.

TEACHERS' INFLUENCE CN THE SELF-CONCEPT
OF PUPILS OF DIFFERENT ETHNIC ORTGIMS,

The background of this research is the concern about the lack of
~educational progress amongst pupils of some eivhnic minority groups notably
those of West Indian origin and expressed disquiet about the influence of
their teachers' ethnocentrism. Central to its design is a new form of
muiti;ethnic classroom interaction analysis which identifies the extent to
which Flanders' ten interaction categories are used with the whole class
or with individual boys and girls of European, Asian or Wes{ Indian
origins.f Accepting the influence of pupils' self-concept on acedemic
achievement this research investigates associations between the level of
the pupils' self-concept and the extent teachers use d;fferent forms,
modes, patterns and Styles of teachiﬁg when interacting with boys and
girls of‘European, Asian or West Indian origins and investigates the
influence of the teachers' personal characteristics, their degree of
ethnocentrism and the types of attitudes held about education. The
sample consists of 70 teachers and their 1,814 pupils in 6 schools of 2
Local Education Authorities. The results show that men and women
teachers give strong preference to individual teaching and differ in the
emphases_they give to the use of different modes of teaching with boys and
girls of different ethnic origins. The evidence presented shows some
associations between certain modes of teaching as uscd by men and women
teachers and the self-concepts of their pupils, “Ithnoceniricm amongst
the teachers is used as a major variable and the use of the ten rodes of
teaching is analysed in respect of two extreme tclerance groups. The
research provides empirical evidence which suggests that teachers'
ethnocentrism may be an influential factor in the multi-ethnic classroom and
indicates that highly tolerant and highly intolerant teachers give very
different emphases to certain modes of teaching some of which are associated
with the self-concept level of their ethnically different pupils. ‘ After
presenting evidence to show that tééchers' aftitudes_tbwards education tend
to foster certain teaching styles, which appear to bte associated with the
pupils' self-concepts, the implications of the research are discussed and

new areas of research propesed.
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THE PROBLEM TO BE INVESTIGATED

Throughout the nineteen-fifties and nineteen-sixties Britain,
with its expanding economy and the~resuiting material wealth and
prosperity of it$ people, stood in vivid contrast to some other countries
of the British Commonwealth where, in the less industrially developed’
nations, unemployment and poverty were widespread. This disparity
between the rich leader of the Commonwealth and its poorer associates was
further accentuated by the substential social éhanges which took place in
post-war Britain. Developments; particularly in the provision of
social services, medicine and education, brought rapid benefits to many
people in Britain buthmost especially to those with meagre resources of
their own. To those indigenous peoples of India, Pakistan and the
Caribbean, struggling to escape the trap of poverty so as to achieve in
reality their concept of é better life, the apparent free provision in
Britain of resources thch could bring about this change did not go
unnoticed. Furthermore, as they were members of the British
‘Commonwealth holding British citizenship, strong claims were made to a
share of the benefits which Britain was then énjdying. Such claims
were difficult for any Government to refute with integrity aﬁd S0 seen.
from afar, often influenced by recommendations from fellow-countrymen
already established in the country, Britain seemed to offer to the masses

the Utopian solution to their almost intractzble problems.

Those who were well informed about the means and the
possibilities of cuigration and who had the nécessﬁry initiative, finance
and family support undertook the formidable.journay to Britain in large
- numbers. ks & result of this sudden influx there was a very rapid

increase in the nuphers of children from cther Commonwealth countries

o



ettending Schools.in England ahd Wales. During the seven year period
from 1966 to 1972, when figures based on the ethnic origiﬁ of pupils were
collected; the numbers of immigrant pupils rose from lh8,000 fo 279,872
(Appendix i). Of these, children of West Indian origin consistently
constituted the largest group representing; in 1972, 35.4% of all
immigrant pupils in schools (Appendix 2). Children of Indian origin
- were the next largest category representing, in 1972, 20.1% of all
immigrant pupils whilst, in the same year; those of Pakistani origin.were
10.9% of all immigrant children thus constituting an Asian group of 31% :
in the maintaiﬁed schools of England and Wales (Appendix 3).
Following much public disquiet about the use tc which information based
on children's ethnié origins might be put the collection of these-data
was discontinued after the 1972.returns té the Department of Zducation
and Scilence and this has resulted in a lack of reliable information on
vhich to base any estimate of the present numbers of children of Asian
and West Indian origin in schools. This obscurity has brought its
ovm difficulties which are recognised in the report of the Rampton
Committee whiéh has now recommended that, as from lst. September, 1982,
"The D.E.S. should reincorporate the collection of information on the
ethnic origin of all pupils in schools into its annual statistical

exercise and should introduce ethnic classifications into its school

leaverS'survey"(l). ' Until accurate information is again available the
best estimates suggest that, although the policies of successive
Governments and the declining economic attraction of Britain brought a
considerable slowing down of immigraticn during the nineteen~seventies;

the numbers of children from Asian and West Indian families admitted to

1. Rampton, Anthony, "West Indian children in our schools,
(Chairman), H.M.S5.0. Cmna. 8273, 1/th June, 1981, p.8k.




schools, according to reports from Local Educatiocn Authorities and
teachers, shows little sign of declining. Numbers aréAbeing
maintained lérgely because schools are admitting those children born in
Britain tO'parehts who themselves had emigrated and are by now established
residents, Twenty years of large-scale icmigration introduced a
whole generation aecd so it is reasonéble fo assume that the presenée of
 children of Asian and West Indian descent in the schools of Britaiﬁ vill

be perpetuated.

The number of children entering schools‘in Eritain as a result
of immigfation, substantial though it was;.constituted only a very shall
proportion of the total number of children in schools (Appendix 1).
However, those who emigrated from Ihdia, Pakistan and the Caribgean tended
to séttle in a very limited number of large toﬁns and cities and within
these towns and cities they found accommodation available only in severely
restricted areas, ' This residential concentration incvitably led to a
situation where schools serving these areas hed to admit large numbers of
immigrant children who then‘formed-a substantial proportion of the pupiis
in any one school. | Although in subsequent years there was some
movement of immigrant popu;gtions the pattern of‘settiementﬁﬁas tended to
remain fairly static and so those schools affected by early multi-ethnic
settlement have continued to admit a high proportioﬁ of pupils of Asian

and VWest Indian origins.

Confronted with large classes composed of children from many
different ethnic backgrounds teachers soon began to experience severe

difficulties. = Very little indeed was known about educating immigrant



mlnor1t1es( ) (which, in some classes, wefe imni grant majorities)
alongside indigenous children for whom the educaticn system was
developed end within which methods and practices had evolved relevant to
English society. Even as late as 1969 Vernon(z) was drawing atiention
to the fact that little research had been undertaken to invesfigate
difficulties relating to the education of West Indian children in England.
He alsoigave expression to the climate of opinidn prevailing at thét.time
when he Wr&te of immigrant pupils that "it is widely recognised that
children of school age have considerable difficulties in adjusting to the
unfamiliar conditions of English schooling", Black children were

expected to fit into white schools and educational difficulties were

almost invariably identified as immigrant problems.

Not surprisingly teachers were primarily concerned with what
they saw as the immediate problems and focused atteﬁtion upon{£he
iﬁadequate conmand of.Enélish of many immigfant pupils, .Projects
designed to provide teachars with materials to facilitate the teaching of

English to those pupils of'Asian and West Indian desgent werc conducted st

(3) (%)

the Universities of Leeds

and Birmingham' ", Locally many
1. Goldman, R.J. & Coloured immigrant children: a survey of
Taylor, F.,' research studies and literature on their

education and problems in Britain,
Educational Research, Vol.8; Iio.3; June 1965;
pp 0163"1830

2. Vernon, P.E., Intelligence & cultural env1”onment.
Methuen, 1969, p.163.

3. Derricx, June, Teaching Enclish to Imnigrants.
Longmans, 1966,
ke Vight, James, Concept 7—2

VWorsley, F.J., & Arnold for Schools Counﬂll 1972,
Norris, R.A., :
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Educatién Authorities established reéeption centres where'mucb of the work
vas céncentrated upon language develophent but despite these and similar
efforts the Community Relations Commissién in its.evidence in 1976 to the
Select Committee on Race Relations and Immigration stated,'"So far
research and development projects on the language needs of immigrant
pupils have not taken us very far"(l). The very obvious and immediate
difficulties created by language‘bf the classroom tended to conceal qther
concerns which'preocdupied teachers of multi-ethnic classes and in
research undertakgn-in schools with large numbers of children of West
Indian origin Green(z) reports that his sample of teachers were
particularly concerned about discipline,.personél behaviour, social
4 behaviouf, low leveis of intelligence, racial prejudice’and a reluctance
to adjust to acceptable formal classroom behaviour, Such an emphasis
on problems attributable to children may indicate that teachers were
feeling very insecure in.their changing pattern of work and pérhaps even

saw immigrant children as a threat to their professionel ccmpetence and

perconal security.

The voice of a.wider society was heard through politicians,
administrators, social-workers, churchmen and parents many of whom were,
ﬁby the,mid-ninetééh:se§enties, commentihg about theAapparéif_iack of
educational‘progress particdlarly amongst those pupils of West Indian

origin, The House of Commons Select Committce on Race Relations and

l., Compunity Relations Evidence from the Community Reldtions
Coxnission, Commission to the Zelect Cornittee on Race
CRelations ana dmsiiration. 1870, p.lo.
2. Green, P.A., Attitudes of Teachers of VWest Indian

Immigrant Children.
Unpub. M.FPhil, thesis, Univ. of Nottingham.
1972, p.67.
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Immigration, in their report dated 17th February, 1977, drew attention to
", ....the relative under-achievement of West Indian children.,...." and
reconmended that ".....as a matter of urgency, the Governmeht institute a
high level and independent inguiry into.the causes of the under-~achievement
of children of West Indian origin in maintained schools and the remedial
action required"(l). The urgency of the situation seems to have been
disregarded by civil servants and Governmeat as it was fourteen months
later, in April 1978, before the publication of a White Paper(z) in which
there was a commitment to set up the enquiry recommended by the Select
Committee, It took a further sixteen months to put that commitment
into practice: in July 1979 the Committee of Inquiry into the Education of
Children from Etﬁnie Minorify Groups, under the chairmanship of Mr.
Anthony Rampton, was constituted. Within its terms of reference the
Connittee was instructed to "...{.give early and particular attention to
the educational needs and attainments of pupils of West Indiaﬁ origin and
to make interim recommendations as soon as possible.....ﬁ(B). Almost
" four years after the House of Commons Select Committgf had recoumended
urgent action the educatioﬁal press, in Janvary 1981, was commenting that
"eeesothe Rampton Committee (is) to produce ah interim report on West

Indian children soon"(h). "Soon" was to be five months later when, on

1. ‘ : Select Committee on Race Relations and
Immigration: Session 1976-7. H.C. 18C-1.
H.M.S.0. 1977, Vol.l, paragraph 57, p.xx.

2. The West Indian Community. Observations on
the Report of the Select Committee on Race
‘Relations and Immigration. Cmnd. 7186.
April 1978, p.7, para.2k.

' 3. Anderson, I.G., Councils, Committees and Boards.
CBD Research Ltd, Edition 4, 1980, p.80.

L., Doe, Bob, West Indian testing runs into storm,
The Times Educational Supvnlemént., 16th
January, 1981, No. 3369, p.9.
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17th June, 1931, the interim reporf, 'West Indian children in our
schools'(l), was published following a troubled period for the Committee
during which the Secretary of State for Education and Science, Mr., Mark
Carlisle, dismissed Mr. Rampton as the Committee's chairman replacing him
with Lord Svann, an action which brought in its wake resignations from
Committes members(z). It was, perhaps with some prophetic wisdom, the
vBlack Peoples Progressive Association and Redbridge Community Relati?ns
Council that saw fit, three years earlier, to entitle their joint report
on the under-achievement of West Indian pupils tCause for Concérn'(j):

neither time nor Rampton have alleviated that concern which continues to

find wide expression in a variety of ways.

Concern about the low leVél of scholastic achievemenf by
children of West Indian origin, and to a lesser extent children of Asien
origin, has been widespread for many years but, as the continﬁing concern
indicates, little effecﬁi#é progress has been made foﬁards resolving the
difficulties, Ever since the sensitive contents of a supposedly
confidential report compiled by the education officials of Haringey
Borough Council in 1969 alleging that English children had a higher level
of intelligence than West Indian children and recﬁmmeﬁding tﬁe dispersal

of immigrants "to ensure that varying ability ranges were more evenly

1. Rampton, Anthony, West Indien children in our schools. Interim
(Chairman), Report of the Comnittee of Inguiry into the
Education of Children from Ethnic Minority

Groups.

H.M.S.0. Cmnd. 8273, 17th June, 1981.

2, Geddes, Diana, Chairman's dismissal brings resignations.
The limes, p.4, No. 60,933, 21lst May, 1981.:

3. - Cause for Concern: Vest Indian Pupils in
Redbridee.
Black Peoples Progressive Association and
Redbridge Community Relations Council, 1978.
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distributed among the schools"(l)

(2,3)

, were givern prominence in the national

, two major factors in the debate can be observedg. Firstly,

()

press
the seriousness of the situation and the need for urgent action has
directed attention to the macroproblem of scholastic under-achievement in
multi-ethnié schools focusing mainiy upon children of West Indian origin
and this has overshadowed such attempts as have been mede to distinguish
the éomﬁonent parts of the major problem. The search for a rapid and
comprehensive solution appears to have overlooked some of the distinctive
features of multi-ethnic education and, furthermore, it also seems to have
detracted from the advantages of identifying and investigating contributory
problems inherent in the multi-ethnic situation, Sécondly, the

.problem has generally, althéugh not exglusively, been seen as one solely
related to, and centred upon, the child's weaknesses, inabilitiés and
failures, This has frequently resulted in children of Asian and West
Indien descent being perceived as the sole cause of the diffi;ulties_
confronting the teacﬂér in the multi-ethnic classroom one consequeﬁce of

- which has been a restriction on the scope of the enqﬁiries undertaken;into.
nulti-ethnic education. | Despite the resources which have been made .
available since the observation was first madé "What we (still) do not

know is what actually happens in the multi-racial claésroom between the

1. ) Council c¢lash over child intelligence.
The Times, No. 57,535, 15th April, 1969, pok.

2. Mixed-up children,
: The Times, No. 57,540, 21st April, 1969, p.9.

3 ' Plea to M.P's in school race dispute.
The Times, 21st April, 1969.

L, Townsend, H.E.R., School organisation & the need for research &
development, Report on paper given to
conference on Training Teachers for a
Hulti-cultural Society. ,
Community Relations Coumission, Sept. 1972.
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toacher and the children of the many racial groups"(l),

Teaching and lea;ning, to be erffective in the multi-ethnic
classroom, both require a measure of confidence which is unlikely to be
automatically present especially since the rapidly imposed changes have
themselves threatened established practices in education and have, in.
their train, introduced feelings of insecurity. . The development of
confidence in the classroom relies to a large extent upon the quality of
the mutual trust ﬂhich is built up between the teachér and the child.

As the teacher is the dominant person in the relationship its nature will
depend to a large extent upon the teacher's attitude towards the child and
towards the activit& in which they are both engaged. In any .- .
multi-ethnic relationship the white teachef‘s attitude towards the black
child of West Indian or Asian descent and towards the white child of
European descent is likely to be influenced by the teacher's Iével of
ethnocentrism and we may also expect this to bear upon the interaction
which develops between then. Since "“any successful classroom has to
be based upon a dialogue between students and teachers"(z) and because "in
many respects a child is taught what he is by being told what his actions
'*mean', by their ‘'effect' on the others"(z), the relationship between pupil

and teacher in the multl—ethnlc classroom is a maJor factor whlch w1ll

strongly influence the ch}ld's-awareness of himself, This awareness,

l. Green, P.A., Attitudes of Teachers of West Indian
Immigrant Children.
Unpub. M.Phil. thesis Univ, of Nottlngham,
1972, p.155.

2. Kohl, Herbert, 36 Children.
' Penguin Books Ltd., 1973, pelll.

39 Lairlg’ R.D., Self and OtherS.
Penguin Books, 1975, p.156.
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once essimilated into the child's concept of himself, becomes an

influential element in learning(l) and may be alsignificaht factor in the
‘ low level of academic-aéhiévement of some children of Asian and West

Indian origin.

The research presented in this study investigates the
interaction which takes place in the multi-ethnic classroom between the
teacher and pupils of'Europeah; Asian and West Indian origins. If
seeks to reveal any associations which may exist between the extent to
which different modes of teaching are utilized and the level of the
children's concept of themselves as learners, Additionally the study
also indicates wheré possible associations exist between some personal
characteristics of the teachers in the sample, their level of ethnocentrism,
their types of attitudes towards education and their use of different
teaching modes. - The cross-sectional design of the study, which is
fully described in chapter three, will inevitably impose certain cautionary
constraints in data interpretation althdugh, advantageously, the same
research design enables the existing pattern of differences to be accurately
described thus revealiné something of the dynamics of the multi-ethnic
classroom and providing some of the much-needed empirical evidence with
which to consider the question, 'Do teachers who are highly tolerant of other
ethnic groups teach in a way which is significantly different from those
who are.highly intolerant?’ Furthermore, becausé of the proven
significance of the self-concept to learning eny consideration of
relative under~achievement also needs to take into account those

associations which may exist between the behaviour of the teacher and the

1, Purkey, W.W., Inviting School Success: a self-concept
Approach to Teaching and Learning. _
Vadsworth Publishing Co. Inc., 1978, pp.22-33.
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self—concept in children of the three ethnic catogories identified.

Such information from empirical research will enable us more accurately
to assess the éossible infiuences of different teaching styles and to
suggest whether or not children who hold poéitive self-concepts are to be
found more often in classes whose teachers feach in a significantly
differént way to those teachers who have more children in their classes

holding negative self-concepts.

The pa?ticular problem of the relationship between the teacher
aﬁd the pupils in A multi-ethnic class is of special interest because, as
wo have argued, the interaction between them is likely to be strongly
influential in the Aevelopment of the child's self-concept which,'in'turn,
is a significant component in any consideration of learning. 4_ What
goes on in the multi-ethnic classroom justifies rigorous and detailed
study since the teacher not only teaches subject matter but ié also
continually transmitting information about the children to themselves.

It is not only what the teacher séys, or does not say, which is important
in the development of the seif-concept but also what the teacher does, or
does not do. In the sfress of classroom activity few teachers make
equal demands on, or give equal support to, all the children. This
inequality of attention, both in amount and type, if very different
between the children, is not'likely to go unperceived by them and may beA
interpréted according to ethnic differences. Even small variations in
the distribution of the various modes of teaching, whilst not so obvicus
and therefore less likely to be perceived either by the teacher or the
children, are likely to‘have an accumilative effect which, because the
discrepancies remain.undstected'consciously, may produce influences no
less important to under-achievement than those resulting from more

excessive iwbalances in teaching easily recognised in classroom.
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interaction, It is not difficult to come to the conclusion that
professional discrimination will have reéercussions on the Qevélopment of
the self-conceét of those childrenvinvolved. Do children in
mdlti—ethﬁic classes learn something about themselves if they are ignored,
or atteaded to in a particular fashion, more often than their
contemporaries? What is the relationship, if any, between the‘extent
- and itype of attention given to boys and girls of different ethnic origins

é

and thé quality of the child's self-concept?

The Rampton Report 'West Indian children in our'schools’(l) has -
been criticized for being "long on allegations and short on evidence and
confincihg analysis"(z). . The educaiional bress, in its reviews of the
Report, has emphasized the need for research'to provide some of fhe missing
evidence through the presentation of "empirical instead of anecdotal
evidence of the effect of teachers' racial attitudes on pupils' image of

(3).

themselves" To prbvide empirical'evidence is useful to our
accurate understanding of the extremely complek factors involved in the
relative under-achievement amongst children of different ethnic origins .
but the fullvpotential of this research lies in the possibility, presented
by the disclosure of the interaction prevailing in the multi-ethnic

classroom, of teachers modifying their classroom behaviour so as to assist

the enhancement of the self-concept of children of different ethnic

groups.
l. Rampton, Anthony, West Indian children in our schools.
(Chairman), H.M.S.0., Cmnd. 8273, 17th June, 1981..
2. Berliner, Wendy, The Guardian,
' '29th June, 1981, p.k.
3«  Spencer, Diane, The Times Educational Supplement.

" No.3592, 26th June, 1961, p.10.
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In edditicon to this educational impact of our study there are
also important implications for future research in this field. The
description of the interaction which actﬁally takes place in the
milti-ethnic classroom and the-positive‘assqciations that are discoveréd
between the variables distinguished provids a detailed map of those areas
where further detailed research would most likely prove to be fruitful.

It helps to distinguish those elements of the major probleam which appear

to be most influential in the under-achievement of children of_diffe;ent
ethnic origins in!the multi~ethnic classroom. However, any reéearcher
reporting associations discovered between variables, and any interpretation
of the findings, has to avoid any extrazpolation which might imply a direct
causal relationship; | This cautioﬁs‘approach in no way limits-the
value- of research designed to discover associations: on the_contrany it is
a neCessary first step the results of which point to the way through some

of the complexities to the next phaée of investigation,

We recognise the difficulties any researcher in this field
encounters whzn attempting to define‘precisely the categories European;
Asian and West Indian, However, for the purposes of this study any
attempt to define precise categories on the basis of ethnic
characteristics Qould be ofwiittle value as the distinéfiéﬁs-éetweeﬂ
pupils of different ethnic origins with which this research is conéerned.
are thoée ethnic distinctions which are readily perceived by the class
téacher. As there is little opportﬁnity to employ sophisticated and
refined categorisation in the average school classroom it is appropriate
for this study to use the three major groups European, Asian'and VWest
Indian, This form of categorisation also avcids any nationalistic

connotations since it relies upon geographical deScriptions which extend

beyond the boundaries of individual countries, A1l 'white' ckinned
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children have been designated European and, following enqp}ries with
head-feachers, there is no reasonvto suppose that this is;no£ an accurate
description, Within the category designated Asian arq those children
of Indian, Pakistani and Bangladeshi origin including a small number who
emigrated to Britain from East Africa. Differences may also, of
course, be found between the peoples of the variou§ islands which
conétitute the Wesf Indies but these differences'gre not readily perceived
by teachers and are not, therefore, of any major conseguence to this‘study
so all children of West Indian origin are designated as such. In the
classroon colour,ﬂfacial étructure and type of hair provide permanent, :

easily and immediately recognisable features-and it is these distinctions

that form the basis of pupil categorisation for this research.

With the benefit of hindsight, accumﬁlated experience and a
slowly increasing body of empirical research it is not difficult to assess
early efforts to find solutions to under-achievement ﬁy children of Asian
and West Indian origin as being too naive. Progress has, nevertheless,
been made in recent years mainly through the independent work of
individuals conducting small-scale research. . This present study into
the teachers' influence on the self-cohcept of purils of Eurdbean, Asian
and West Indian origins contribufes a further dimension to our knowledge
of multi-ethnic education in Britain, Recognising the sensitive field
of study in which ﬁe are engaged assurances of anonymity have been given 
at every stage of the research and this has been strictly observed in
respect of individueal teachers, children, groubs, schools and authorities

none of which are in any way identifiable in this work.




A SURVEY OF RELATED LITERATURE AND RESEARCH

During the carly days of mass imaigration to Britain there was
clearly a myopic lack of critical perception amongst scme cbservers of the
difficulties which children from overseas were facing in their education
in British schools. It was written of ¥West Indian children that they
"present no real problems to the educational authorities. They fpeak
English naturally and fluently as their mother tongue, and they are
normal children with a var&ing range of intelliéence and educational
ability, in exactly the same way as local English children“(l).

Th.ese "normal children" qdickl& found thems.elves in some very abnormal
situations the inflﬁence ofvwhich seems to have been overlooked for Glass
and Pollins commented that "most important, there is of course no language
barrier® and they go on to say that "as West Indians can establish
cdmmunication immediately, they have the advantage that they £re not

(2).

categorised as outsiders® Time and experiehce was to prove
otherwise and as the difficulties of the multi-ethnic¢ classroom became
increasingly apparent reseéfchers began to investigate problems of

language(3), intelligence testing(h), child rearing(5) and cultural

1. Hil1l, Clifford, How Colour Prejudiced is Britain?
Gollancz, 1965, p.20k.

2. Glass, Re & . The Newcomers: The West Indian in London.

Pollins, H., Centre for Urban Studies and Allen Unwin,
1960, pp.6h=65.
3¢ Wight, J. & Teaching of Englich to West Indian Children,
Norris, R.A., Schools Council Project; Report 23

University of Birmingham, April, 1969.

L. Houghten, V.P., Intelligence T@qtlnv of Yest Indian and
: English Children.
Race, Vol.8; No.2; 1966; pp.lL7=156,

5. Hood, Catricona, Children of West Tndion Inmiprants: a study of
Oppe, T.IZ., ocne-veav-olde in Paddington.
‘Fless, I.B. & Insiitute of DNace Relations, 1970.

Lpte, BEvelyn,
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differenceé(l). Studies into the deyelopment of the sglf»concept of
children of different ethnic origins attendlng Qchools in Britain found no
place in these early enquiries and it was not until after Hlll(z), in
1970, had reported the results of his study of adolescent English and West
Indian children in the West Midlands that any keen and persistent interest
in the self-=concept of children of different ethnic descent was seen
amongst researchers. Some doZeﬂ studies in Britair were reportéd
during the nineteen~seventies and the fact that little substantive, ;nd
even less conclusive, evidence has emerged has not been helped by the

(3)

doubts which have been expressed about the quality and rigour of some
of the studies(efg’h;B) some of which employed methods of enquiry which
involved children in subtle distinctions qf language. What is also to
be regretted in some of these studies, and guarded against, is the

tendency of some investigators to couch their findings in evaluative

terms, We find reports containing statements that some subjects

"display a disappointingly low level of knowledge“;(6) that "West Indian

1. Bhatnagar, Joti K., A study of adjustment of immigrant children in
a London School.
Unpub, Ph.D. thesis; Univ. of London, 1969.

2, Hili, D., The attitudes of West Indlan and Engllsh '
) K : ' Adolescents in Britain,
Race 11, 1970.

3, Stone, M., A The Education of the Black Child in Britain,
Fontana, 1981, p.52 and p.60.
L. Bagley, C. & Cultural Knowledge & Rejection of Ethnic
, Coard, B., Identity in West Indian Children in London.

Race and Education Across Cultures (Verma, G.
& Bagley, C. Eds. ), Heinemann, 1975,
pp.322-331.

5.. Milner, D., Children and Race.
Penguin Books, 1975.

6. Bagley, C., & Op. cit. -
Coard, B., p.328.
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girls have significantl& 5etter self-esteem than West Indian boys“(l) and
yet another researcher writes of a measured self'-concept aé‘being
‘"222335"(2) than a contrasting one. The researcher ought to report
his findings objectively and in this field it would, quite clearly, be
‘possible simply to record higher or lower %elf«esteem and to ignoré one's
own feelings about the levels of knoﬁledge demonstrated in a given test.
However, in spite of the apparent lack of coherence in the findings from
these studies, and the criticism which has been levelled at some, théy
have served to di;gct the attention of educators and researchers to an
importantAaréa of investigation, They also indicate methodological
problems and distinguish further associated areas of study and they may |

encourage some replication in order to substantiate or refute earlier

findings,

The survey which follows is limited to an introduction to
literature and research which has a direct bearing on this present study
into the teachers' influence on the self-concepts of pupils of different
ethnic origins, Where the results of studies not mentioned here can
be more directly compared and contrasted with our own work this is done in
those chapters reporting the results of this present researcﬁ. For

the sake of'clafiéy“this survé& éfrrelated literature and résearéh iﬁ

1. Bagley, C., Pupil Self-esteem: A study of Black and White
Kallick, X. & Teenagers.
Verma, G., Race, Education and Identity.

(Verma G. and Bagley, C. Eds.)
Macmillan, 1979. p.187.

2. Jones, P., An Evaluation of the Effect of Sport on the
Integration of West Indian Schocl Children.
Unpub. Ph.D. thesis. University of Surrey 1977.
The Education of the Black Child in
ritain,
Stone, Maureen, Fontana, 1981, p.57.
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presented in four sections covering the self-concept, classroom

interaction, ethnocentrism and teachers' opinions about eduction,

The Self-concept:

The notion of the 'self' has a long and chequered histony‘inA
psychological stﬁdiesland has, throughout the past ninety years or so,
attracted a variety of definitions and refinements. In the latter
years of the nineteenth century and the early part of the twentieth
century the salience of the self, both as a theoretical and an empirical
construct, might have been dlsregarded but for the work of James( )
Cooley( ) and Mead(B),. The early explorations of these_psychological
pioneers ternded to emphasize the social basis of the self-concept but as
psychology emerged from the eébrace of phiiosophy what has foﬁﬁd a meésure
of acceptance amongst'psychologists is a two component formulétion vhich
distinguishes the conscious and the unconscious elements of the
self-concept, The consﬁious.or phenomenological(h) self, the"I’, is

described by Argyle as "the conscious subject and active agent in

(5)

behaviour" whereas the unconscious or non-phenomenological(h) self{ the
1. James, W., : Principles in Psychology.
Holt, 1890.
2. Cooley, C.H., Human Nature and the Social Order.
- : Scribuers, 1902.
3¢  Mead, G.H., Mind, Self and Society.
University of Chicago Press, 1934.
L. Lewis, T., The Self-concepts of adolescent educationally
subnormal boys.
Educablonal Research, 15, 1, Nov.1972, p.l6,
5. Argyle, U, ' Social Interaction,

Methuen, 1569, pp. 356-393.
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‘me', is that which "is reacted to by others" and given a "degree of

(1) (2)

esteen" Such an analysis is not without its critics and other

distinctions are postulated such as the differentiation between a

(3}

developmental and & social self made by Webster and Sbﬁieszekv vho,

whilst adopting an interactionist view of the self thus making it "social
in origin", accept the developmental self as a constellation of personal

characteristics which are a product of maturation,. For thenm the

self-concept is "who an individual thinks he is and the unique traits he
believes himself to possess"(h) which is not far removed from Jersild's

"composite of thoughts and feelings which constitute a person's awareness

(5)

of his individual existence and his conception of vho and what he is" .

Other'attempts to clarifly the notion of the self emphasize its affinity

n(6)

", relate it closely, though not

(7

"with the concept of identity

precisely, to the Freudian ego

(8)

ignore the product: /. As there is no universally acceptéd definition

whilst others stress the process and

1, Argyle, Mo, - Social Interaction,
Methuen, 1969, pp.356~393.

2. Kerlinger, F.W., Foundations of Behavioural Research.
Holt, 1966,

3. Webster,Jnr.,Hurray & Sources of Self Evaluation.
Sobieszek, Barbara, \Villey, 19Y/4. p.vii.

Lo Webster,Jnr. ,Murray & Op. cite. p.7.
Sobieszek, Barbara,

5. Jersild, Arthur T., In Search of Self,
” Teachers College Press, Columbia University,

1952, p.9.

6. Stevens, Richard, Integration and the Concept of Self.
The Open University, 1976, p.k9.

7. Hamachek, Don =, Encounters with the Self.
Holt, Rinehart & Winston, 1971, p.7.

8. Shrauger, J.S. & Symbolic Interactionist View of Self-concept:
Schoeneman, T.d., Through the Looking Glass Darkly.
Psycholcgical Pull, 86, 3, 1979, pp.549~573.
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of the self-concept which can be utilized for the purposes of this present
study the view ic taken that the self-concept is a mental‘image which has
beaen established as the result of the kmowledge a child has of himself and

which is subject to modification through further learning.

The view that "research in psychiatry and psychology would seem
" to indicate that much of the learner's ability to use his power to learn

(1) :

is determined by his concept of self" has been vigorously attacked by

Stone(z) but there is, nevertheless, a consistency in the results of~

(3)

empirical studies linking the self-concept and achievement so a vital
questicen for those engaged in education is, ‘What are the major
determinants of the self?! If these determinants can be clearly

identified and influenced then a powerful element in the educative

process would become available to both teachers and parents, The

teacher, however, has to take over what has been earlier established but

(&)

as a dynamic and evolving structure' ‘', which is constantly being modified
through the processes of perceptioﬁ, interpretation, evaluation and
internalization, the child'é self develops as his world expands, For .
any child a major element in this process of expansion of his world is the
school where, for pupils of different ethnic origins, the multi-ethniec

classrooh pfovideé_ah influential context in which the development of the -

1. Yamamoto, Kaoru, The Child and His Image.
Houghton lifflin, 1972, p.55.

2. Stone, M., The Education of the Black Child in Britain.
: Fontana, 1981, p.26.

3+  Brewnfain, John J., tability of the Sz2lf-cconcept as a Dimension
' of Personality.
Jnl, Ab, & Scc. Psychol., 47, July 1952,
PP.597-606. '

k. Rogers, Carl, On Becomingz a Person.,
‘Houghton Nifilin, 1961,
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child's image of himself as a learner takes place, For the development
of a positive self-concept as a learner an emotional security bbrn of a
sound relationship with the teacher, as a very significant person, is of

crucial importance to boys and girls of different ethnic origins.

There is, though, some evidence which suggests that the
domestic stability regquired for such relationships to mature is often
absent from the homes of those of West Indian origin(l). .Furthe;more,-
& number of studigs(z’j) have indicated that West Indian fathers éxercisg
a very strict code of harsh discipline in respect of their children which,

(1)

Washburn cleims, is dotrinental to the development of a positive

solf~concept. As far as pupils df Asian origin are concerned:
Jeffcoate(s) maintainsAthat "a derocgatory personal identity is less easily
inposed on Asian children, whosé firmer and clearer cultural foundation
acts as a protective bulwark®, In fhis he is supported by Little(6)
viho considérs that they "bring to school a positive sense of their own

worth® and this he contrasts to the "West Indians; whose cultural

1. ' Bhatnagar, Joti K., Tmmigrants at School.
Cornnarket Press, 1970, p.l0l.

2. Dlake, Judith, Family Structurs in Jomeica.
Free Press of Glencoe, 1961,

3. Clarke, Edith, My Mother who Fathered me,
' Allen end Unwin, 1957.

L. Washburn, W.C., Patterns of protective ettitudes in relation
: to differences in self-evaluation and
. ' anxiety level amongst high-school students.
' Calif. Jnl. Educ. Res.,13, 2, pp.84-94.1962.

5. Jeffcoate, Rob,, Curing a Social Disease.
The Times Educational Supplement, 5th Dec.
1975. pe23.

6. Little, A.N., Zducational Policies for Multi-racial Areas.
Goldsmith's College Inaugural Lecture,
1978. P0170
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background is essentially e variant of the dominant culture which to no
small extent disparages &nd even rejects his colour"o\ \Despite the
attention which has been directed towards the pressures on families of

(1)

Asian and West Indian origin scant consideration has beén given to

their influence upon the development of the self-concept in their children.

Although there is little, if any,'diéagreement about the
importance of early childhood experiences in the development of the self-
concept the permaqenconf such influences on the self-concept of black
children has been questioned by Tedeschi and Lindskold(z). They drew
attention to the changes which have brought to black Americans "a new sense
of pride and positive evaluation" and suggest that because of fhe~rapidity
of the change "child rearing may not have as permanent an effect on the
development of the self-concept as many psychologists have supposed”.
Whether or not such a suggestion can bevjustified on the evidénce
available is questionable but what may be observed is that Tedeschi and
Lindskold are not alone in accepting the malleable nature of the self-
concept, V The vocabulary is extensive: Plaget writes.of "progressive
construction"(B); Maslow ofv"self—actualization"(u); Nash comuents that

(5),

"children are continually engaged in formirg a concept of themselves" 3

l, VWedge, P. & Born to Fail?
Prosser, H., Arrow Books, 1973.

2., Tedeschi, J.T. & Social psychology, interdependence,
Lindskold, S., interaction and intluence,

John Viley, 1976.

3 Piaget; Jean, The Origin of Intelligence in the Child.
' Penguin Books, 197/. pp.lh7-L158,

L. Maslow, A.H., . Motivation and Personality.
' Herper and Row, 1954. pp.203-228.

5. Nash, Roy, Classrooms Observed,
Routliledge and Regan Paul, 1973, pp.101-102




Rogers talks of “becoming“(l) and Erikson deals "with a prpcess"(z).
Such flexibility, surrounding the relatively stable éore gf thezself(B),
places a formidable burden of responsibility upon the professional
shoulders of the school-teacher especiaily when it is recognised that "the
school 1s second only to the home in determining an individual's attitudes

(1)

of self-acceptance and self rejection™* "/,
- i
By the time the child arrives in school the self-concept,
learned through e;periences centred mainly inAthe farily, is established.
The child has assessedAhis worth within a confined valué structure and a
restricted social world in which he -has discovered himself mainly through
the related eyes of his parents and'siblings. School suddenly
'expands-hiS‘world with a consequent diminishing of the family influence
and a wider and more confusing range of antecedents of the self, In
the classroom and the playground children of different ethnic groups.will
"become aware of things about themselves that previously they had teken
for granted“(s) and will gradually come to use'"the values by which

_individuals in (their) position are 5udeean{®) to assess their own worth.

1. Rogers, C. On Becoming a Person.
e Hougaton iiirlin, 1561; pp.163-198s-

2, Erikson, E.H., Childhood and Society.
_ Penguin Books, 1965. p.22.
3.  Brehm, J.W.& Explorations in Cornitive Disscnance.
Cohen, A.R., Wiley, 1962,
Lo Mistry, Z.Do, A study of the self-picture as neld by

groups of adolescent girls, prior to, and
after school leaving age.
Unpub. M.A. thesis, Univ. of London, 1960,

5. Banton, M., The Idea of Race.
Tavistock Publications, 1977, p.lihs

6. TDavey, A., Racial Awareness in Children and Teacher
Education,
Education for Teaching, 1975, No.97. p.28.
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That the classroom teacher is "instrumental during the years most critical

(1)

in the formulation of the self~-concept” "is a view stroﬁgly surported by
nn(z) who stresses the importance of the quality of the relationship
between the teacher and individual children. Headteachers also "not

only serve to enhance or diminish the child's evaluation of himself but

will also 1mpart to the puplls in their charge a self-image which reflects -

(3) (%)

[

(their) highly subjective evaluation of the pupils" Staines
i)rovides empirical evidence to show that pupils' self-concept can be
reshaped by the c;assroom teacher and iﬁ this he is supported by the
findings‘of Zahren(s).A Undoubtedly the teacher in the classroon is a
highly significant source of influence on the pupils'! self-concept
especially sincebit is the teacher who will, to a very large extent,
initiate and control the interaction which takes place. Deépite the
development of new strategies in recent years the processes of education
and social control in the classroom are still orally dominatednby the
teacher and the language of interaction becomes a means of appraisal by the.
teacher znd a guide for self-evaluation by the child: in the words of

Laing, "identity is reached and sustained two-dimensionaily, it requires

recognition of_dneself by others as well as the simple recognition cne

1. Yamamoto, Kaoru, The Child and His Image.
Houghton Miftlin, 1972, p.ll7.

2. Lunn, J., - Streaming in the Primary School.
NFER Publishing Co. 1970,

3« Palfrey, C.F., Headteachers' Ixpectations and their Pupils®
- Self-concepts,
Educational Research, Vol.l5, No.2, Feb. 1973,
p.127.

4. Staines, J.V., The self~-picture as a factor in the Classroom.
Brit. Jnl, Educ. Psychol, 28; 1958, pp.97-11l.

5. Zahran, H,A.S., The Self-concept in the psychological
guidance of adolescents,
Brit. Jnl. Educ. Psvchol. 37, 2, June 1967.
Pp.225-239.




accords oﬁeself”(l)o

Children of Asi&n and West Indian origins, living for some
twenty-five hours a week in_multi—ethnic (but, nevertheless, *English')
schools, may face some severe difficulties in establishigg a viable
identity. Many black people, both immigrants and their children,
shared "their deep uncertainty about their answer’to the question, 'ﬁhﬁ
am I?*'" with the authors of 'The New Black Presence in Britain = A
Christian Scrutlny and parents posed the question, "How should we
encourage our chlldren to see themselves -~ as Jamaicans, West Indians,
Blacks, or British, or what?"(z). Such questions recognise the
confusion which exists and the difficulty in establishing a coherent
self-concept especially when established models are not available to the
child. What should take preference, ethnic origin, nationality or
colouf? In the multi-ethnic classroom the visual perception of colour
is constantly erphasized as it contrasts with other skin-colours and where
it emerges in a "social context which assigns values to the perception of

(3)

colour" Seward's clalm is supported by evidence from a number of

5)

studies 1ncluding those of Clark and Clark(u) and of Goodman( in Arerica

Fv mrmrm mr = s g e ———— e s e s w o o e e e e e o e e . [N e e U

1. Laing, R.D., " The Divided Self.
' Penguin Books, 1965, p.138.
2. | Tho New Black Presence in Britain - A

Christian Scrutiny,
The British Council of Churches, April, 1976

‘ pP.21.
3. Seward, G, - ~ Psychotherapy and Culture Conflict.
: Ronald Press, 1956, p.129.
L. Clark, K.B. & Recial Identification & preferences in Negro
Clark, M.P., Children,

Readinps in Social Psychology, (Eds: Newcomb,
ToM. & Hartley, E.L.) Holt, 1947,

5. Goodman, M.E., Race Awareness in Young Children,
Colliexr=-iacmillan, 1904,
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and of Miiner(l) and’Jahoda et.-al.(z) in Britain all of which suggegf
that black children negatively identify with_their ovn etﬁnic group on tho
basis of colour distinctions, Henriques, working with children in
Trinidad and Jamaica, concluded that "the self-image of thé individual is
still largely determined by colour" and.that there was a {endency "to
denigrate everything which is thought to be black or Negroid"(B).
However, as it is widely agreed that the self-concept is a learmed .
structure it must follow that, to some exten%, it is taught by those
people who are doqinant in the life of the child. Few people can be
more dominant than the child's teacher who, with an aura of authority,
projects appraisals based. on persénally selected criteria which ére
affected by the white teacher's attitude towards the black child and
tcwards.thé educational task in which they are mutually engaged;
Furthermore, in ths course of this interaction the child himself will
engage in making couwparative appraisals comparing his own skills,
attributes and performances with those of his.peers and assessing his
degfee of success or failure. "~ The inferaction which takes place in
the multi-ethnic classroom between the teacher and individual children of
Buropean, Asien and West Indian origins is, therefore; crucially important

in the development of the self-concept and it is to an examination of

previous work in classroom interaction analysis that we now turnm,

l, Milner, D., Prejudice and the immigrant child.
New Society, 18. 469, 1971.
2. Jahoda, G., Ethnic identity and preferences among Asian
Thomson, S.S. & immigrant children in Glasgow: a replicated
Bhatt, S. study. »

Euro, Jrnl, Soc. Psychol., 1972,

3 Henriques,'F., Contemporary Racial Problenms,
: Racial Variation in Man., (Ed. Ebling, FoJ.)
The Institute of Biology, 1975, p.229.
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Classroom interaction analysiss

During the fort&-two years since Anderson(l) first generated
active interest in codifying the geherél behaviour observable in the
classroom only slow érogress has been made towards developing any
sophisticated research technique designed to record accurately classiooh
interaction, Further studies in the eérly nineteen—-forties with
colleagues at Stanfofd University of teachers' classroom personalities ied
to an increase of .interest in the possibilities of classroom interaction.
analysis which resﬁlted in Withall(z) devising a cétegorisation of verbal
’behaviour. Somg fiftéen years later Flanders(j) developed the
ten~category schedule of verbal communication which has been modified for
use in this present fesearch.' In more recent years interesf in
clessroom interaction anaiysis has spread east across the Atlantic and
Wﬁagg(h) has advocated its use as a feedback system for student teachers

(5)

and Nash has used classroom interaction analysis to study the bhehaviour

of teachers and children in classrooms, A number of categorisations

l. Anderson, H.H., The Measurement of Domination and of Socially
Integrative Behaviour in Teachsrs! Contacts

with Children. _ . ' .

Child Development, 10, 1939, pp.73~89

2, VWithall, J., The Development of a Technigue for the
: Measurement of Social-Enotional Climate .
in Classrooms.
Jnl. of Experimental Education, 17, 1949.

3+  Flanders, Ned, | Teacher Influence, Pupil Attitudes and
Achievement. .
U.S. Government Printing Office, 1965.

L. Wragg, EoCe, Interaction Analysis as a Feedback System
for Student Teachers, ‘
Education for Teaching, Spring 1970, 81,
PP. 38"'1{-7 °

5. Nash, Roy, Classrooms Observed,
Routledgs & Kegan Paul, 1973.




have been developed over the years by those working in this field(l’z) and
Westbury and Bellack(B) provide a coﬁprehensive survey of the work
accomplished in-America but until this present stﬁdy there appears to have
been no attempt to distinguish the ethnic and sex componenfs of

interaction in the multi-ethnic classroom in Britain.

Why it is important to study multi-ethnic classroom interaction

in the Primary School in relation to the development of the self-concept

is clearly demons@rated by an analysis of the findings of many studids,

I¢ hes been shown by Davidson and Lang(%) that during the Primary School

years there is a positive correlation between the child's self-ccncept and
the child's perception of his teacher's feelings towards him, ~+ Other
studies clearly indicate that the perception of the behaviour surrounding
s child is interpreted and internalized to become part of the child's
(5,6)

evaluation of himself so whilst still in its very formative state the

1. Amidén, Bode & | Interaction Analysis: Theory, Research and
Hough, J.B., Application.

Addison-Wesley, 1967.

2. Bales, R.F., ‘teraction Process Analysis: A Method for
the Study of Small Groups.
Addison~iiesley, 195C.

3.  Westbury, Ian & Research into Classroom Processes: recent

Bellack, Arno A., developments & next steps.
Teachers College Press, Columbia Un1vers;tj,
1971.
L. Davidson, Helen & Children's perceptions of their Teachers!
Lang, Gerhard, Feelings Toward Them Related to Self

Perception, School Achievement and Behaviour.
Jnl, Exper. Educ., 29; 1960, pp.107-118.

5« Wylie, Ruth, The Self-Concept.
University of Nebraska Press, 1962, p.121.

6. Mead, G.H., - 18elf', Georpe Herbert Mead on Social
PuVChO]OFL, ed, Strauss, A,
University of Chicago Press, 196k, p.246.
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self is partially a product of formgi education and as a learned structure
becomes ﬁa condition of subsequent learning"(l). - The child learns fo
be who he is and.who he may become and so the seriousness of the
allegation. that "the black child's true-identity is denied dail& in the
classrcom (and) in so far as he is given an identity, it is a false
one“(z), becomes apparent. Although some care must, of course, be
exercised when translating to the British scene the results of research
conducted in other countries it is not without interest to note that.in |
America Rubovits and Maehr observed from their research that "in gené}al,
black students were treated less positively than whites"(3) and "were
giveﬁ less attention, ignored more, praised less and'criticized more"(u).
The effect of such interaction which contains excessive criticism-and

(5)

re jection is, suggests Kegan‘~’, the development of derogatory self-
evaluations whereas praise, respect and undersfanding promote positive
self-evaluations. As awareness of the self emerges "the importance

of a preponderance of favourable Jjudgements covering many dimensions of

1. Staines, J.W., The Self-picture as a Factor in the
: Classroom.
Brit. Jnl., Educ. Psychol, 28 1958
Pp.97-111.
2. Coard, Bernard, How the Viest Irdian Child is made

Educationally Sub-normzl in the British
School Systen,
New Beacon Books Ltd., 1971, p. 28

3. Rubovits, Pamela & Pygmalion Black and Vhite.
Maehr, Martin L., Jnl, of Pers. & Soc. Psychol. 25, 2, 1973,
P.210, .

4s Rubovits, Parela & Op. cit. p.217.
¥aehr, Martin L.,

5. Kagan, J., . On the need for relativism.
The FEcolozy of Human Intelligence,
Hudson, Liam, Penguin Books, 1967,
pp.l;h—156
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self for healthy personality development is almost axlomatlc“(l)
especially when the child is develeping attitude constelldtlons which are .
likely to be consistent with those observed by him in people significant
to hin, - However, as approval and diéapproval'can be communicated
through the conscious and unconscious activity of the teacher it is
pertinent to recognise the relevance of Webster's énd Sobieszek's report
that "the importance of others has been shown %o be in some sense a direct
function of the freéuency of interaction with those others and an inverse
function of the extensity of interactiion with alternative others"(z).
Tizard<3) in her study found no significant differences in the amount
staff spoke "but there were significant differences in the quality of the
talk" and Kohl, whose radical approach to teaching black twelve-year olds
gave a practical application to the development of the self—ccnéept5
"realized that any successful classroom has to be based upon a dialogue

(&)

betveen students and teachers" °

The classroom interaction analysis devised fox this study
identifies the extent of class and individual teaching which taskes place

and distinguishes the ethnic and sex compornents of interaction between the

1. Proshansky, Harold & The Nature and Meaning of Negro Self-Identity,
Newton, Peggy, Social Class, Race, and Psychclogical
: Develoonent;
Ed. Deutsch, M., Irwin K., Jensen, A.,
Holt, Rinehart and Winston, Inc. 1968, p.182,

2. VWebster Jnr, Murray & Sources of Sclf-evaluation: A formal. theory of
Sobieszek, Barbara, significant others & social irnfluence.
John Wiley & Sons, 1974. p.28.

e Tizard, Barbara, The Environment & Iatellectual Functions,
Racizl Variation in Man (ed. Ebling, F.J.),
The Institute cof Biology, 1975, pp.116-117,

L. KXohl, Herbert, 36 _Children, _
Penguin Books, 1973, p.11l.
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teacher and individual children because a number of studies(l’z) reveal

the crucial importance of the relationship established betwéen~the

classroom teacher and the individual child especially in a multi-ethnic

setting.

Brittan implies that ethnic origin is an important factor in

" classroom relationships since "teachers perceive 'West Indian' pupils as

of low ability and &as creating disciplinary problems"(B) and Searle

believes that "the West Indian probably has a greater problem of identity

than most other people"(h) to which Dennett would add that West Indian

"boys, on the whole, seem mors beset-by the crisis of identity"(B) which

may indicate a possible cause of the academic and social difficulties

experlenced by West Indian boys as reported by Lederman( )' Support

for the view that girls of West Indian origin have a more p031t1ve self-

concept than boys of West Indian origin comes from the findings of Bagley,

Mallick and Verma(7) who measured self-esteem in a sample of fourieen to

2.

3.

kL.

5.

I

Emmett, Robert G,

Lunn, J.,

Brittan, Elaine,

Searle, Chris.,

Dennett, Margaret,

Ledernman, S.,

Bagley, C.,
Mallick, K. &
Verna, G.,

A psychological study of the self-concept

amongst. a group of pupils in a secondary
modern school,

>‘Unpub. M.A. thesis, Univ. of London, 1359.

Streaming in the Primary School,
NFER Publishing Co., 1970.

Multiracial Education (Part 2 Puplls &
Teachers).
Educaticnal Research, 18, 3, June 1976, p.190.\

The Forsaken Lover: White words & Black People.

Penguin Books, 1973, p.lb.

We're all the same....but a new Culture Grows,
anti~home, non-white.

~ The_Teacher. 12th July, 1974.

The Social Acceptance of Immigrants.
Race Today, 1, 2, 1969.

Pupil Seif-esteem: A study of black and white
Teenagers.

Race, Education and Identity, (Verma G. &
Bapginy C. oUs.) Hacmillan, 1979,
PP ‘-{6" 910
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sixteen year olds, What must not be overlooked is the possibility
that some children may adopt what Bettelheim calls a "decision to fail"(l)
through selected behaviour such as remaining as inconspicuous as possible,
ignoring questions, passive reaction to stimuli, fake ignorance or

deliberate withdrawal but, as Goldman observes, "it is one thing to

contract out from personal conviction and another to be forced out"(z)

" To consciously or unconsciously opt out or to be deliberately 1gnored by

the teacher may influence the way in whlch the child views himself so the
extent to which boys and girls of European, Asian and West Indian origins
engage in classroom interaction and the type of contributions they make,

or are called upon to make, will be reported in the results of this studj
as they relate to each ethnic group and to the variables dlstlngulshed in

the sample of teachers.

Although the self-concept may be modified through learning
acquired from direct experience of the physical world without any'sd¢ial
intervention in the school socially generated experiences, with of without
the use of language, predominate and for this reason "the student of
identity must necessarily be deeply interested in inferaction_for itlis
in, and because of, face-to~-face interaction that so much apﬁraisal - of

(3), ciom s

‘self and others = occurs" If Strauss' view is acceptable it is

surprising that so little work has been done in Britain to try and

l., Bettelheim, Bruno, The Decision to Fa11
Conflict in the Classroom, (Eds: Long, N;
Morse, W; Newman, K.)
Wadsworth Publishing Co., 1965, pp.hk35-4L6.

2, Goldman, Ronald, Education and Immigrants.‘
Psychology and Race (Ed. Watson, Peter),
Penguin Books, 1973, p.349.

3. .Stirauss, Anseln, Mirrors and Wasks: The Search for Identity.
Martin Robertison & Co, Ltd. 1977, P.4be.
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identify, through an analysis of interaction, the major influences on the

self'-concept during the social interplay which takes place in the school.

Anmerican researchers have developed a substantial body of theoretical and
| (1)

practical knowledge which is comprehensively reported’ “: unfortunately

there is no equivalent British contribution,

In addition to providing objective data about the extent to
which teachers use different modes of teaching with pupils of different
ethnic origins the analysis may also provide a means to assist teachers in

the modification of their classroom behaviour. Wragg used classroom

interaction analysis as a feedback system for student teachers working in

the conventional classroom and reports that "interaction analysis provides

@)

a tool which helps them gain insights into their own teaching"

(3)

Sirmilarly when Gage et. al, showed teachers the ratings of their
performance as assessed by their pupils there was a marked change in
teachers'! behaviour in ten of the twelve categories used in the study and

it is not inconceivable that interaction analysis could be utilized to

assist the teacher in the multi-ethnic classroom in a sirilar fashion.

Each day both children and teachers take into the classroom

some permanent features of their individual self-concept which canmot

l., VWestbury, Ian & Research into Classroom Processes: recent
Bellack, Arno A., developments and next steos. ’ _
Teachers College Press, Columbia University,
1971. :
2, VWragg, E.C., ' Interaction Analysis as a feedback systen

for student teachers,
Education for Teaching, Spring, 1970, p.46.

3. Gege, N.L. & Equilibrium Theory end Behaviour Change: an
Runkel, P.J. & experiment in feedback from pupils to
Chatterjee, B.B., teachers,

Bureau of Educational Research, 1960.
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naturally be changed such as their sex, age, ethnic origin; colour,
physique, nétionality, parentage and family, previous envirénments and
experiences, The strong influence on the self-concept of these
permanent features has been given some brominence by James Baldwin for "as
a black he is rejected because his hair‘is too kinky, his lips ‘too thick,
his skin too dérk, and his nose too flat, none of which he could
change"(l), So the importance in the multi-ethnic classroom of these
durablé elements which constitute the stable nucleus of the self-concept
is axiomafic and sex and ethnic origin have therefore been used in this
study as variables in the analysis of classroom interaction. Around
the nucleus of the self-concept lie those attitudes which the subject has
towards its durable elements and fhoseaxtitudes, together with th&se~the
subject has towards the nuclear self in others, are carried into the multi-
ethnic classroom by the teacher and the chiidren. As a variety of
ethnic origins is peculiar to the multi-ethnic classroom the teacher's'

- attitude towards this easily perceived element of the nuclear self is
likely %o be a‘signifiéant factor in the classroom particularly as, being
dominant, the teacher largely controls the interaction which takes place.
Given the possible influence of the teachers' attitudeF towards diffeerent
~ethnic groups if_is appropriate to investigate further whether or no;”'
there is any association between ethnocentrism and the other variables
distinguished in this study for as Banton comments, "the procésses by
which children are taught that certain qualities are masculine or

A fehinine, or that people of a particular appearance are socially inferior,
nay not featﬁre in any school curriculumn; parenfs and teachers may not be

aware that they transmit such ideas, but they do so none the less

1. Tedeschi, J.T. & Social psychology & interdespendence,
Lindskold, Svenn, interaction and inf'luence.

Wiley, 1576, p.272.
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(2)

effectively because the process is unacknowledged”

Ethnocentrism:

Adorno and his co-workers used the concent of ethnocentrism in
Atheir work as "an ideological system pertaining to group and group

(2),

relations” Tﬁey drew a distinction between those.groubs with
which the individual identifies (ingroups which attract positive
reactions) and those with which the individual recognises no affinity
(outgroups attracting negative reactions). - Warr et, al;(3) use the
same conceptual framework in the construction of 'A British Ethnocéntrism
Scale' which was revised and modified for use in this present stﬁ&y
duriﬂg which we have conceived of ethnocentrism as being the tendency

to consider the characteristics and attributes of ethnic group$ other ,
than one's own fo be inferior. " Ethnocentrism is derived from a basis
of the individual's knowledge, or assumed knowledge, énd, therefore,

avoids the more emotive connotations associated with notions such as

raciel prejudice and racism which tend to be based on predominéntly

negative and subjective beliefs, Although these distinctions are

generally recognised and widely acéepted in social-psychological research

some common elements in ethnocentrism and related concepts, which are not

1. Banton, Michael, Race Relations., : .
Tavistock Publications, 1967, p.60

2. Adorno, T.V., ' The Authoritarien Personality.
Frenkel-Brunswick, E., Harper and Row, 1950, p.l0L.
Levinson, ‘D.J. &.

Sanford, R.N.,

3. Varr, Peter, B., A British Ethnocentrism Scale.
Feust, Judith & " “Brit. Inl. soc. clin, Psychol. 6. 1967,
Harrison, Godfrey J., PP.267-277. ‘
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always cleafly distinguished in the research literature, neced to be taken
into account in any compréhensive survey associated with ethnocentrism in
education, For this reason work involving such coancepts &s racial

prejudice, racism and authoritarianism have been examined.,

A large number of studies into ethnocentrism and related
concepts have been undertaken but the empirical study of the phenomenon in
education in Britain ‘has been largély neglected. = When it has beén
investigated teachers qua teachers have tended to be ignored as subjects
and those studieslinto ethnocentrism in education that have been made aré
almost invariably limited to the use of children as subjects(l’z);

This reluctance to Study what many commentators consider to be an.
influential constellation of attitudes, aﬁd for schoolteachers to
co~operate in its study may be due, in part, to the acute sensitivity
surrounding its investigation engendered by the knowledge that high levels
of ethnocentrism are ‘socially and professionally undesirable. In the
absence of any substantial evidence it has sometimes.been difficult to
conment authoritatively on some vigorous assertions which maintain "that
there are.many openly prejudiced teachers in Britain"(B) a view which

gained credence following the strong emphasis given to "racism" among

1. Kawwa, Tayéir, A survey of Ethnic Attitudes of Some British
- Secondary School Pupils.
Brit. Jnl, soc, clin. Psychol. 1968, 7,

Pp.161-168.
2. Richardson, S.A. & When is Black Beautiful? Coloured & White
Green, A., Children's Reactions to Skin Colour,
Brit. Jnl. Fduc. Psychol. Feb. 1971, 41,
PPe52-69
3« Coard, Bernard, How the VWest Indian Child is made

Educaticnally Sub-normal in the British
School Systen, ‘
New Beacon Books Ltd., 1971, p.18.
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teachqrs in the interim report of the Committee of Inquify;into the
Education of Children from Ethnic Minority Groups(l). There is some
eyidence though which suggésts that therpattern of ethﬁocentrism in
teachers, whilst showing a level lower than that of the population as 'a
-wihole, "followé the general pattern with regard to age and sex which has -

@)

been observed (in) heterogeneous populations" In any study of the

self~concept of children in the multi-ethnic classroom the investigation
of ethihocentrism amongst teachers assumes an added importance for, a;
Banton observes, fbecause racial definitions are based upon immediatély
observable featureé of people's appearance and imply that members of
different categories differ in their essential nature, they are easily
incorporated into psychological processes and racial prejudice is-often
nore deep-rooted and resistant to change than other kinds of

(3)

prejudice" ° Moreover, "ethnocentrism cdnnot be easily dissociated

(1)

from a prejudice" so it is reasonable to suppese that, on the basis of
Banton's observation, ethnocenfrism is likely to be a mejor influence on
tﬁe behaviour a teacher exhibits in the multi-ethnic classroom and may be '
an influential factor in féaching the numerous professional decisions
reqﬁired of a teacher during the course of a working day.

Rosc and his associates, in their study 'Colour and

1, Rampton, Anthony, West Indian children in our schools.

(Chairman), H.14,8.0. Cmnd.8273, 17th June, 1981, pp.l2-1k,
2. Green, P.A., Attitudes of Teachers of West Indian Immigrant
. Children.

Unpub. i.Phil, thesis, Univ. of Nottingham,
1972, p.131.

3, Banton, Michael, The Ydea of Race.
: Tavistock Publications, 1977, p.1l58.

4., Lanternari, V., Ethnocentrism and Ideology.
Ethuic and Racial Studies, 3, 1, Jan, 1980,
PH2.




Citizenship', come close to récognising the possibility of ethnocentrism
in schbolteachers when he suggests that "problems are oftéh'defined
exclusively from the point of view of the'teaéher, who may not be free

(1)

from bias" and later draws attention to the "problems which West Indian
pupils have which derive directly from their teachers and the school
system in Britain", They go on to say, "there is the problem of"
prejudice....expressions (of which) in the wider society must inevitably

affect the relationships which can be formed in the classroom....between
teacher and pupilﬁ(z); Harding et. al.(B) have made a comprehensive_
Survey of the many.studies which have been conducted in America and they
indicate the significant influence of age and education on ethnocentrism
and Allport(h), in Support, discusses the éffect of extended education
observing that_subjects with longer formal education are generally more
tolerant than those with a bare mininmum. The reasons for this are
obscure but one suggestion, especially relevant to schoolteacher samples,
is that those with higher education feel less threatened by minority
ethnic groups, However, contrary to this suggéstion, with respect to

(5)

schoolteachers, is the finding which emerges from Adorno's study of

l. Rose, E.B.J. & Colour & Citizenship: A report on British
© Issociatés, TRace Helations. o T T
Oxford Univ, Press for Institute of Race

Relations. 1969, p.282,

2. Rose, E.B.J. & Op. cit. pp.284-285.
Associates,

3+« Harding, J; Kutner, B; Prejudice and ethnic Relations.

Proshansky, H. & Handbook of Social Psychology. (Lindzey, G.
Chein, I., ed.) Addison-Wesley, 195)4; pp.1021-1061.
L. Allport, G.VW., The Naturs of Precjudice.

Addison-Wesley, 1906; pp.l432-43k.

5. Adorno, T.W., ' "~ The Authoritarian Personality.
Frenkel-Brunswick, E., Harper and Row, 1950.
Levinson, D.J. &

Sanford, R.N.




authoritarianism namely, that persons such as schoolteachers accepting -
positions of éuthority expressed intolerance of minority.groups. As
the concept of authoritarianism has elements in cgmmon with thé concept
of ethnocentrism notice should be taken of Adorno's finding‘especially'
as it has been recorded that "hostility was particularly noticeable in
the field of education"(l). After‘recording her admiration for some
teachers who "were wonderful, dedicated, hard-working, caring peopleﬂ(z)
Ann Dummett, in her 'Portrait of English Racism', goes on in contrast

to state that “children.with black faces are not expected to do well in
our society., The highly preJudlced teacher will expect them to be
failures because as black people they are sure to be stupid or lazy"(3).

()

Parker* "™, and later, Jeffcoate(s)'were both expressing similar concerns
in the educational press so it was not surpfising to find the géneral'

climate reflected ig the evidence of the Community Relafions Commission
to the Parliamentary Select Committee on Race Relatioﬁs and Immigration:

"{he belief that schools were free of racial éttitudes, both between

children themselves and between teachers and children, had, in the opinion

1. Deakin, Nicholas, . Race, the Politicians, and Public Opinion.:
Explorations in Sociology - Race & Raclallqm,

(4upaiaa, Sawi, ed.) '
Tavistock Publications, 1970, p.128,

2. Dummett, Ann, A Portrait of English Racism.

Penguin Books, 1973, p.l06.
3, Dummett, Ann, Op. cit. pp.142-143.
- 4o Parker, Bob, Will it happen here?

Times Educational Supvlement, 3145, 12th Sept.'-
1975, p.23.

5« Jeffcoate, Robert, Curing a Social Disease.
The Times Educational Sunplement 5th Deco
1975, P23,
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of the Commission, always been a fallacy"(l)c VWhatever the "belief™
the fact remains that-there‘have been very few investigatibns iﬁ British
schools into either fhe extent or the effect of ethnocentrism amongst
teachers tims the present lack of-objective evidence from empirical
studies forces us to rely heavily upon subjective comment from a number of
observers of the nulti-ethnic scene who, themselves, will not be

completely immune from the effects of the phenomenon,

The claim of an Indian educationalist that "the teacher is the
most important factor in any educational process"(z) might be difficult to
substentiate but few would doubt his asserfion that "it is his attitude
that will ultimately decide thg kind of atmosphere that prevails in ther

(2)

classroom” The importance of that classroom atmosphere is_
referred to by Davey when he asks: "If self-esteem is dependent on the
appraisal of other; will-not the prejudice of the dominant grbup enter into
the stigmatised group member's perception of himself?"(s) What comes
through quite ¢lear1y from a number of studies is that it is the quality'
of the contacts which is most influential in the development of the

child's self-concept especially in a multi-ethnic classroom dcminated by

the authority of a white teacher. - Parker warns against "those
1, Select Committee on Race Relations and
’ Irmipgration,

The VJest Indian Communitve.
Session l976~7, Vol.3, i7th February, 1977.
HCQlBO‘-iii, H.MoScOu, p0525¢ ’ -

2. Sundaravadivelu, N.D., Some suggestions for educational programmes at
local & national levels to ccmbat racial &
other grouv presjudices.

UNESCC~ Meeting of experts of FRducational
Methods Designed to Combat Racial Prejudice.
UNESCO, 1968, p.&7.

Racial Awareness in Children & Teacher
Education.
Education for Teaching. Summer 1975, 97, p.29.




46

attitudes in us which reduce the members of certain racial or ethnic
groups o sterecotypes which include the conviction that‘thé nembers of
this group are not cepable now of full, responsible intellectual,

(@)

imaginative social or political functioning® The message for the

teacher in the multi~ethnic c¢lassroom is very clear,

This review of literature pertaining to_ethnocentriﬁm hés
illustrated how the study of this phenomenon in teachers in British ‘
schools has been qeglected despite indications which suggest that as “the
teacher is the dominant personality in the multi-ethnic classroom the
level of his ethnocentrism is most likely to influence his professional
behaviour which, in turn, will affect the socio~psychologicél clinate
within which the child perceives those reactions to himself which impinge
upon his developing self-~-concept. For these reasons the study of

teachers' ethnocentrism has been included as an integral partfof'this

research.

Any manifoétation of ethnocentrism in the multi-ethnic
classroom fakes place in the context of the teacher's profesgional
activity and as the teacher's opinion of that activity will also influence
the classroom climate & consideration of literature related tdrﬁhis'aSpect

of our study concludes this review,

Teachers' Opinions about Education:

Over the years studies of teachers' behaviour in the classroom

1. Parker, Bob., Will it happen here?
The Times Educational Suvnplement, 3145.

12th September, 1975, p.23.
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have consistently indicated the strong influence which teachers' attitudes

(1)

can have on the educative process conclusions which, in §he past
decade, have been supported by thosé working in the area of multi-ethnic
education, Goldman, when emphasizing the long-term consequences of
certain défects in multi-ethnic education, comments that "the attitudes of
teachers and educational administrators are important formative influences
on héw the ethnically different child generates his self—image"(z) and
from the Aﬁerican scene Yamamoto expresses a similar view when writiég
about the,teécherfs role in the nurture of the self-concept in children of
Primary School age(3). Official enquiries produce similar
observations: in their search for some understanding of the
undéerachievement of children of West Indian origin members of thq.
Committee of Inqﬁiny into the Education of Children from Ethnic'Minority
Groups "identified no single causé....but rather a network of widely
differing attitudes and expectations on the part of teachers.;;.which lead
the West Ihdian'child to have perticular difficulties and face particular
hurdles in achieving his or her fuil potential"(h). That the
attitudes held by teachers are influential in the multi-ethnic classroom.

is rarely, if ever, disputed but confusion does emerge to the detriment

of our understanding when there is little or no indication as to either

the stréngﬁh éf the attitude held or to what it relates. The use by -
l. lMorrison, A. & Teachers and teaching,

McIntyre, D., Penguin Books, 1969.
2. Goldman, Ronald, Education and Immigrants,

Psychology and Race,
(Watson, Peter, Ed.)
Penguin Books, 1973, p.350.

3. Yamamoto, K., " The Child and His Image,
: Houghton Mifflin, 1972, p.60.

4. Rampton, Anthony, West Indian children in our schools.
(Chairman), H.l£.S.0. 1581, Cund.8273, p.72.
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some writers(e'g‘;’z)

of the notion of & homogenepus and upified aftitude
apparently capable of general application in the classroom'is of very

restricted value in multi-ethnic studieé ﬁhich has prompted us to draw the
distinction between teachers' ethnocentrism and, because ethnocentrism is
manifested in the cbntext of multi-ethnic classroom activity, the type of

attitudes teachers hold about the professional task in which fhey are

engaged.

In this present study our concern rests not in the teachers'
opinions about education as such but ir the type of attitude those
opinions illustrate, a constraint which tends to restrict the amount of
previous literature.available. That which is of direct relevgnce
relates to the work of Oliver(B) whose 'Sﬁrvey of Opinions about
Education' has been used in this present research to distinguish the
presénce of toughminded-tenderminded, idealistic~naturalistic and
conservative-radical dimensions., In his discussion on the
toughninded-tenderminded dimension Olivér sﬁggests that this is essentially
one which distinguishes degrees of authoritarianism indiéating the type of
attitudes teachers hold towards the methods used to bring about desirable
chénges, or to prevent undesirable changes, through the processes of
education. Oliver goes on to comment that "the authowritarian irposes

his purposses on'another; the individualist (which is equated with the

l. Nash, Roy, Classrooms Observed.
: Routledge & Kegan Paul, 1973, p.l0.

2. Edwards, V.K., Effects of dialect on the comprechension
of Vlest Indian children.
Educational Research, 18. 2. February, 1976,
PP. 811-"85 .

3 Oliver, R.A.C., Attitudes to Education.
. Brit. Jnl. Educ. Studies., 2,1, Nov, 1953.
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tendermlnded person) recognises the right of each person to exercise
ch01ce"( ) Eysenck makes the further observation that a
characteristic of toughmindedness is thatAof the ﬁractical extrovert type
whereas "the theoretical attitude is that of the 'tenderminded®
introvert"(z), a suggestion shared by Oliver and Butcher in their comment
that the toughminded-tenderminded dimension is sensitive to practical as
against theoretical viewpoints. In their study they found that

¢
"students of educational theory are more tenderminded than practising

(3) (%)

teachers" and McIntyre and Morrison's interpretation of the results
of their study in%o the educational opinions of teachers in training als§
lends fgrther empirical weight to the practical-theoretical description of
this dimension. " Where the teacher stands along this dimension will
have important consequences for the way in which interpersonal - |
relationships develop between the teacher and the child and hqw those
relationships are handled in the multi-ethnic classroom and this, coupled
vwith the apparent influence of the teacher's lengfh of experience in the
toughening of their attitudes to educational issues, may have significant

implications for our understanding of what takes place during interaction

between pupils and the teacher in the multi-ethnic classroon.

1. Oliver, R.A.C., Attitudes to education,

Brit. Jnl. Educ. Studies. 2. 1. Nov. 1953,
P.36.
2. Eysenck, H.J., General social attitudes.
Jnl. soc. Psychol. 19, 1944, p.21k.
3. Oliver, R.A.C. & Teachers' attitudes to education -~ the
Butcher, H.J., structure of educational attitudes.

Brit, Jnl. zoc. & clin, Psychol, 1, 1. Feb,
1962, p.6c.

4L McIntyre, D. & The educational opinions of teachers in
Morrison, A., ' training.
' Brit, Jnl. soc. & clin, Psychol 6 1967,
PPe32=3]10
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To the idealist education is an activity through which children
are encouraged to reach a high level of excellence in the ébquisition of
knowledge which is seen as'the prerequisite to an understandihg of values,
To achieve this the idealistic teacher emphasizes the need for a high
level of aspiration and a positive effort by the learner to master the
subject matter presented. Idealistic teachers do not, however, limit
their aims to academic excellence sincevchafacter training and personalify
development are essential features of their concept of educetion the
demonstration of which is best described by Oliver when he says that the
idealistic teacher.“looks on his task as the transmission and augmentation

(1),

of our cultural heritage"

This epproach which teachers holding»idealistic'attiéudes avout
education have towards their professional activity raises some important
issues when that task is exercised in a multi-ethnic classrooé where, it
might reasonably be anticipated, they would use a distinctive style of-
teaching as they emphasize the importance of mastering the content of
lessons. These teachefg are also likely to exert a fufther influence
on interaction and the child's self-concept in their selection of the

values they uphold especially if those values are not understood or are

not acceptable to the different ethnic groups in the multi-ethnic class.
Also, would there be a willingness on the part of idealistic teachers not
only to transmit "our cultural heritage" but also that of the areas fron

which the different ethnic groups in the class originate?

At the other end of the idealistic-naturalistic continuum the

1, Oliver, R.A.C., Attitudes to education.
Brit. Jnl. Educ., Studies, 2. l. Nov. 1953,

P+35. _
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naturalistic teacher favours the relative freedom of a child-centred
apéroach to educaticn within which:xif—expression is encoufaged as a means
of helping the child adjust to his environment; | Within the classroom
atmosphere w#ich develops from this approach the naturalistic teaéher pays
particular attention to the child's own interests and uses them to
motivate the child in his learning activities which will tend to emphasize
the importance of sensory experiences. | Education for the idealiﬁtic
teacher performs an instilling function; for the naturalistic teacher, at

the other end of the continuum, this becomes a "guiding function“(l).

The third dimension which Oliver and Butcher(Z) distinguish is
that of conservative-~-radical attitudes towards education. Whereas the
toughminded~tenderminded dimension indicates the teachers' attifude
towards the methods employed in promoting or inhibiting changée the
conservative-radical continuum indicates the subjects’ attitudé towards
the Qhange or conservation itself, As changeAaway from the‘.
traditional and conventional is initiated the teacher holding conservative
attitudes towards educatioﬁ:is likely to find greater difficulty in
accepting those changes than thebteacher holding more radical attitudes

towards education. " This could have serious implications in the field

of multi-ethnic education especially when changes in classroom teaching
are encouraged in order to bring about the opportunity for a more

equitable level of scholastic achievement amongst differing ethnic

groups.
1. Peters, R.S., Ethics and Education.
‘ Allen and Unwin, 1965. p.100.
2. Oliver, R.A.C. & Teachers' attitudes to education - the
Butcher, H.J., structure of educational attitudes.

Brit, Jnl. soc. & c¢lin, Psychol, 1. l.
Febo 1962' pp.56"69.




These distinctions can be summarized: the toughminded-
tenderminded dimension indicates the teachers' attitudes towards the
methods used to achieve edﬂcational objectives; the idealistic-
naturalistic dimension distinguishes the advocates of teacher-controlled
education from those preferringvchild~centred education; and the
conservative-radical dimension shows the teachers' attitudes towards
-conservation or change in education. - These different types of _
attitudes teachers hé&e tovards some fundamental aspects of learning.and
teaching are likely to influence their professional activity in the
multi-ethnic classfoom.including their style of teaching and the type of
pupil-teacher relationship which is encouraged'thus affecting the pattern
of interacticn which takes place and the way in which children of .
different ethnic groups perceive their role iﬁ that interaction with the

consequent influence upon their self-concept,

As we have discussed earlier teachers carry with them their own
degree of ethnocentrism which will find accentuated or diminished
expression within the context of their teaching in the multi-ethnic
classroom teaching which itsélf will not be unaffected by the type of
attitudes the teachers have towards education. The activity which
takes place in the forh-éfriﬁferaction will, as_magi—ébsérveré have“
commented, influence the development of the children's self-concept so
the adiantage of using these four major variables is that their study
brings a coherence to our undersfanding of the teachers' influence on

the self-concept of pupils of different ethnic origins which the research

aescribed in the next chapter is designed to investigate.



DESIGN OF THE RESEARCH

This research starts from the premise that the child's self-
concept has a bearing on the level of scholastic achievement and that
since the self-concept is largely formed through perceiving and interpreting
the communications of others the teacher, as a significant person in the
classroom, is likely Fo exercise an important influence on the development
of the pupil's self-concept. It is probable thatAinformatiqn will be
fransmitted to puﬁils of different ethnic origins about themselves during -
teacher-pupil interaction when differing emphases may be given, perhaps
unconsciously, to different modes of teaching, Furthermore, the use of
different teaching modes is unlikely to be immune from the type qf attitudes
the teacher holds towards education nor, in the ﬁulti—ethnic classroom, to |
remain unaffected by his level of ethnocentrism. It was ngéessary,
therefore, to investigate the professional behaviour of teacher; during
interaction with.pupils in multi-ethnic classrooms so, for each class in the
sample, a classroom interaction analysis was conducted from which it was
possible to calculate the frequency with which each of ten teaching modes
was used with the whole class and with individual boys and girls of Bureopean,
Asian and West Indian origins. In the interests of reliability tb?, ’
nature of the research was noti revealed to the teachers and neither they nor
thgir pupils wefe aware of the type of observations made in the classroom..
After the interaction analysis each teacher completed instruments to measure
ethnocentrism and the types of attitudes they held towards education and
their pupils completed self-concept scales. The research design has
provided data from which may be drawn some tentative indications as to
possible associations between pupils! self—cdngept levels and the extent to
which teachers with certain characteristics use different teaching modes in

multi-ethnic classrooms.




To assist the reader it may be helpful if the siructure of

the research is presented diagrammatically:

Multi~ethnic schools

Multi-ethnic classrooms

| ,

‘Teacher Pupils
European | BEuropean Asian West Indian
[ | | I
Age Sex T.exp., M-e.exp. Status _ Age Sex
L1 l | | l l
Attitudes ‘ Concept
towards of
Eduthion ethnic groups themselves

Intéracting during

.| educational activity:|
7 EE relationships between ig

variables identifié&I}

Bach aspect of the research field work is now-considered in
dotail starting with the pilot study which was used, following preliminary
trials of some materials, to test the design of the research apd the
various possible techniques appropriate to this perticular study. e
then consider the selection of the sample, the data collection instruments
includiqg their administration and sqoring, and the processing of the

resultant data,
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THE PILOT STUDY:

A small pilot study was conducted in order to eiémihe various
approaches to the_investigatioh, to test a number of measuring techniques
and instruments and to assess different-data processing methods. Six
schools all located in one Local Education.Anthority Area many miles from
where the field work for the main study was i» berconducted, were visited
end the project discussed with heédteachers. It became increasingly
clear that the most sensitive issue was the enquiry into teachers'
ethnocentrism and-it was apparent that certain changes would have to‘£e
made to the instrument being used. The pilot study also‘demonstrated
the value of completing the classrooﬁ interaction analysis before the
instruments to measure ethnocentrism and opinions about educatiqn.were
introduceé»to the teachers. ' Thé delay in introducing these
instruments served two purposes both crucial t; the reliability of the
data collected. ?irstly, it was iﬁportant that the class teacher_
should not be aware of the actual hatpre of the observations which were
being made in the classroom\so that no speéial emphases were introduced into
the teaching and therefore the interaction. " éecondly, the delay
allowed £ime for the teachers to get to know the researcher and to develop
a rapport and confidence which helped to smooth the passage of the uore
sensitive elements of the reéearch field work. The pilot study also
séfved to reveai cortain minor difficulties in the scales used to measure

different elements of the self-concepi: these difficulties were corrected

and the revised scales tested for internal consistency.

Finally, the pilot study provided sufficient data with which
to test a variety of scoring procedures and data processing methods: these
are described in the following sections. The main purpose of the

trial was to provide some early indication of any weaknesses in design and



some idea of what might be involved in the executipn of the resQarch,
Since, in the light of the experience gained, changes were\mada to the
design and modifications to instruments, none of the data which were
collected from the pilot study are included in the results of the main

research,

THE SAMPLE:

‘
Schools ffgm different Education Authdrity‘areas were used for
the field work for this study in order to lessen any possible bias in the
data arising from the influence of geographical and ofganisational factors
which might otherwise be present in the sample, Permission for the
research field work to be conducted in their schools was given py.two .
Local Education Authorities each wifh large multi~ethnic populations.
Both Authorities supplied lists of all the schools in their areas in which
tﬁere were children from minority ethnic groups. Each school was
visited and the broad outline of the project was discussed with
headteachers who were aske@ not to divulge the naturé of the research to
members of staff. During this preliminary visit general information
about thé school, its size and catchment area and the number of children

of different ethnic origins was elicited,

The sampling criterion adopted for the selection of schools was
that children of West Indian and Asian origins should constitufe at lsast
one quarter of the total school population. . Using this sfandard it
seems reasonable to claim that the subjects in the sample, both teachers
and pupils, worked in a genuinely multi-e@hnic environment, Table 1
shows that in thé evénﬁ children of West Indian and Asian origins were
considefably in excess of the sampling criterion. Of the seven

schools in the two Local Education Authority areas which met the sampling
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TABLE 1
Anélysis of sample by school, sex énd ethnic origin:
School | Teachers Pupils European Asian West Indian
M F B G B G B G B iG
132 114 81 77 2 5 - 49 32
A 3 6 | : »
246 6Le27%% 35.77%
183 170 86 65 |53 60 e 45
B 6 7 ' i
353 42.78% 57.22%
171 154 93 77 |43 47 | 35 30
c |5 7
325 52.31% 47.6%%
122 121 75 68 |20 28 27 25
D L 7 '
24,3 58.85% 41.15%
l185 175 | 96 82 |u6 47 W3 46 |
E 5 9
: 360 L9405 50.56%
158 125 81 59 55 L3 22 - 27 .
F 5 | 6 ' .
287 L8.78% 51.22%
28 4z 951 863 | 512 428 (219 230 220 205
TOTALS '
| 70 1,81 51.,827% 48.18%
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criterion one was éxcluded from the sample as the headteacher, who had
severe difficulties in the schocl of a non-educational ﬁatﬁre,_declined to
take part in the project. Of the reméining sii schools which
constituted the sample fhree were organised as Middle Schools and threeAas
Junior Schools thus giving an age range for the children from seven to
thirteen years. | Within these six schools, three from each of the two-
Local Educatiqn Authority afeas, five teachers refpééd to take part in one
or more elements of the ;tudy making an effective sample of seventy ‘

teachers.,

As the successful completidn of the field work depended to a
large extent upon the goodwill and co-operation of the headteachers of the
sample schools great care was taken‘to enlist their full support. The
establishmeat of confidence was crucial and at each stage of the reSéérch
field‘work assurances were given that all data collected would remain
strictly confidential to the researcher and quite anonymous. The
field work for the main study was carried out during the latter half of
the school yéar so that teachers and children had been in leﬁgthy contact

with each other'by the time the data was collected.

A1l the schools in the sample were ‘co-educational end were
situated three in a city and three in a town both of which were medium-
sized, Two schools served the.central districts of their Authority's‘

"area the children largely living in older type privately owned property.
Away from the central districts two schools had4catchment areas which |
included modern council and owneréoccupied housing in roughiy equal
proportions., - The remaining two schools ﬁene situated in older council

estates with predominately poof housing conditions.



The teachers in the sample were all full-time qualifigd
teachers and all were white British nationals, | No headteachers are
included in the sample because of their séverely festricted teaching
comnitment and also because it was necessary to have'early‘and full
discussions with them about the project in order to gain their
co-operétion. Table 2 analyses the sample of teachers by age.and sex

showing the predominance of teachers in their thirties.
TABLE 2

Sample of teachers by age groups and sexs

N. of teachers
Age group % of sample
M F N ~
20 = 29 7 |15 22 31.43
-3 | 9 |17 |26 37.14
-1 | 6| 6 |12 17,1
50 = 59 6 L 10 14029
beAps | 28 42 | 70 100,000
X age 37.8 |34.6 |35.9

" This age pattern differs from that obtained in studies carried out in the

late 1960's and early 1970's ( ) vhen the general pattern in multl-ethnlc

1. Green,.P.A., Attitudes of Teachers of West Indian Immigrant
Chiliven.
Unpub. M.Phil. the sis, Univ, of Nottlngham,
1972, p.48.
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schools was for the highest percentage of étaff to be between the ages of
twenty and thirty, This increase in the ‘age level of ;e.t_aff in
rulti-ethnic schools may be an eafly signAof the contraction in the number
of teaching appointments generally available which had just begun at the
time of the research fieldwork and which led to less professional mobility
aﬁongst teachers, There is no reason to suppose that this staffing
stability affects teachers in multi-ethnic schools any differently than
staff in other types of schools and we can find nofhing which might i
suggest the pfesence of a self-selecting factor amongst the teachers _

in the sample. ) The increase in age of staff in multi-ethnic schools_
may have important iwplications when related to ethnocentrism which
tends to increase with age. ~ Despite this upward movement in age

structure the sample is still largely under the age of 45 years:

(Table 3).

TABLE 3

Sample of teachers under and over L5 vears of age:

N. of teachers
Age group % of sample
- U M F R N ’ . - .-,,_,, —
45 & under 21 36 Y4 81l.43
45 & over 7 6 |13 18,57
TOTALS 28 L2 70 100,00

The age patterﬁ of the sample is naturally reflected in the

length of teaching experience (Table 4):
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TABLE ' A : !

Length of teaching experience in sample:

Years N % of sample
1 5 Tolk
2 5 7.1
3 8 11.43 . ‘
W 6 8.57
5 4 5.7
6 - 10 16 . 22,86
1-10 I 62,85 .
11 - 20 17 | 21,29
21 - 30 7 10,00
31 - 40 2 2,86
TOTAL 70 100,00

(X 1ength of teaching experience is 9.99

years with a standard deviation of 8.03)

vwhich, in turn, influences the length of experience of teaching multi-

ethnic classes (Table 5).

The evidence indicates that 42.86% of the teachers in the sample
have five or more years teaching experience 1n multi-ethnic classrooms
which further suggests e more static staffing pattern contrasted'to the
mobile situation existing some ten years earlier. Particularly

inmportant to this present study is the fact that the sample represents some
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Subjects! leneth of experience teaching multi-ethnic classes:

Years N % of sample
1 - 12 17.14
2 9 12.86
* . ]
3 1 1571
L 8 11.43
5 L 5.71
1-5 L 62.86
6 - 10 18 25.71
11 - 15 7 10,00
16 - 20 1 1.43
TOTAL 70 100,00

(X 1length of experience teaching multi-ethnic

classes is 5.21 years with a S.D. of 4.11)
substantial experience of multi-ethnic education.

The numbers of children involved in the study are analysed in
Tgble 6 by age, sex and ethnic origins. They were self-selected
in the sense that they ﬁere all in classes of those teachers in the
sample schools who had agreed to take part in the project and they had

no alternative to participation,
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TABLE 6

Children in the study by age, sex and ethnic originé:h

X European Asian West Ind, Totals % of

ages B ¢ B ¢ B G B ¢ N | sewple
7+ 33 26 | 21 26| 20 2| 7% 76 | 150 8,27
8+ 76 70 35 39 L7 37 |158 146 30L. 16.76

S99+ |178 111 | K1 45 | 39 34 [258 190 | 448 | 24,70 |
10+ 125 127 | 68 76 | 6, 65 |257 268 | 525 | 28.93

11+ 61 76 | 38 20 | 18 28 (117 124 | 241 | 13.29
12+ 31 11 9 22| 25 15 | 65 4B | 113 6.23
13+ 8 7 7 2| 7 212 n 33 | 1,82

TOTALS 512 428 219 230 [220 205 |[951 863 | 1814 | 100.00

% sample | 28.2 23,6 [12.1 12,7 |12.1 11.3|52.4 47.6|200,0

DATA COLLECTION INSTRUMENTS: (their description, administration & scoring).

Classroom interaction analysis:

(1)

- o . The ten-category- schedule -devised by-FianderSV' ; and reproduced-
here on page 6#, was used for the analysis of classroom interaction,
The criticism which has been directed at the instrument as a record of
interaction is of little consequence to this research since the schedule ié
used only as a means of recording the frequency with which the categories
are utilized. It also has the advantage of a relatively simple

categorisation which can be conveniently used in conjunction with the added

1. Flanders, N.A., " Analyzing Teaching Behavior.
Addison-iiesley, 1970, p.3i.
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Flanders' Interaction Analysis Categoriesf

‘Response

1. Accepts feeling, Accepts and clarifies an attitude or the
feeling tone of a pupil in a nonthreatening manner. Feelings
may be positive or negative, Predicting and recalling
feelings are included,

2, Praises or encourages. Praises or encourages pupil action
or behavior. Jokes that release tension, but not at the
expense of another individual; nodd1ng head, or saying "Um
hm?" or "go on" are included. :

3. Accents or uses ideas of nupils, Clarifying, building, or
developing ideas suggested by a pupil. Teacher extensions of
pupil ideas are included but as the teacher brings more of
his own ideas into play, shift to category five.

Teacher Talk

. Initiation

L., Asks gquestions., Asking a question about content or
procedure, based on teacher ideas, with the intent that a pupil
will answer.

5. Lecturing., Giving facts or opinions about content or
procedures; expressing his ovm ideas, giving his own
explanation, or citing an authority other than a pupil.

6. Giving directions. Directions, commands, or orders to

" .which a pupil is expected to comply.

7. Criticizing or justifying suthority. Statements intended to
change pupil behavior from nonacceptable to acceptable pattern;
bawllng someone out; stating why the teacher is doing what he
is doing; extreme self-reference.

8. Pupil-talk - response. Talk by pupils in response to
teacher., Teacher initiates the contact or solicits pupil
statement or structures - -the situation, Freedom to express own-
ideas is limited.

Pupil Talk
Initiation | Response

9. Pupil-talk - initiation. Talk by pupils which they
initiate, Expressing owvm ideas; initiating a new topic;
frecdom to develop opinions and & linz of thought, like asking
thoughtful questions; going beyond the existing structure,

Silence

10, Silence or confusion, Pauses, short periods of silence and
periods of confusion in which communication cannot be
understood by the observer,

*There is nc scale implied by these numbers. Each number is
classificatory; it designates a particular kind of communication

event.

To write these numbers down during observation is to enumerate,

not to judge a position on a scals,
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complications of ethnic and gender categorisation of individual pupils.
Any more sophisticated schedule would have unnecessarily cdmplicated the
analysis and might have led to a lower reliability and a less clear picture

.of the extent to which teachers use different modes of teaching.

Central té this study is the need to accurately observe and
record what actually takes place in the multi-~ethnic classroom between the
teacher and the children of different ethnic groups. This requi;ement
has necessitated the develépment of a new approach to c¢lassroom interaction
analysis in which‘éthnic origin is taken into account as the interaction is
" recorded, To provide the information required a variety of recording
methods were used during preliminary trials before the pilot study.

The most useful of these methods was a scdring sheet (Appendix L) which
enabled the observer to check the speed of recording every half minute and
on which, at the same time, the interaction was recorded according to the
categories in the schedule, and the sex and ethnic origin of the child
involved, When interaction took place with the whole class or a group
of children there is provision for this to be recorded sepafately. The
recording method devised al$§ allows thevsequence of the interaction to be
clearly distinguished in relation to different ethnic groups. A wealth
of ihfé%méfion, which would have been 1ost”with the use_bf ;‘Simpleblinear
record of interaction, has therefore become readily available in respect of
the whole class ana for boys and girls of West Indian, Asiah and European
-origins. Teachers were asked to make no special concessions to- the
presence of the researcher and were not told abéut any of the variables the
project was investigating. The work was simply preseﬁted as an

exercise in classréom observation for the purposes of a higher degree study.

During the field work recordihg‘took place with a single class
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durihg a whole day in which there were a minimum of activiﬁies outside the
classroom, There was no attempt to record interaction during the
first quarter of an hour of the observer's presence in the classroom But
thereafter when interaction was taking place the three-second interval
recomménded by Flanders was used. All observations were recorded by
one researcher, who was highly experienced in classroom interactipn
analysis, so no problems of reliability between observers arose,

Recording sheets were used in a loose-~leaf file and no major difficulties

-were encountered in moving around with teachers and children when that

proved necessary in the less formal type of lesson.

From thé data which the interaction analysis produced it has
been possible to calculate the amouﬁt of fime each teacher engaged in
interaction with boys and girls in the class as a whole and with individual
boys and girls of Buropean, Asian and West Indian descent. It has also
been possible to calculate the amount of time in which each teachér,vor
each category of children, was éngéged in using different types-of
interaction as distihguishéd in the schedule. This infofmation when
relafed to the sex and ethnié composition of each class, provides an
indication of the emphasis given to categoriés of interaction, and to
ethnic grbupé, By‘eéciﬂéiaéé féééher. The method employéd to rééord
the classroom interaction has also enabled us to identify patterns and

sequences of classroom behavicur as they relate to the variables used .in

this study.

Because it was important for our purposes to differentiate

between thé interaction involving different ethnic groups in each multi-

ethnic class it has not been appfopriate to use Flanders' method of

calculation based on a simple linecar record of interéction and presented
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as matrices of the scores for each teacher.’ Our quantifications and
calculations are based on the total number of three-second time units
recorded in each class for each interaction category as relzted to boys

and girls in each ethnic group or the class as a whole.

A British Ethnocentrism Scale:

To distinguish the extent to which ethﬁocentrism was pres;nt
in the sample of teachers modifications were made to 'A British
ﬁthnocentrism Scale' devised by Warr et.val.(l). For the purposes
of this present research this scale has the merit of standardization uéing
a sample drawn from a large English industrial city not dissimilar from
the areas in ﬁhich the field work for the study was undertaken.. It
also has the advantage of being easily and quickly completed which.is not
an unimportant influence upon reliability when the scale is being
completed in school by teachers who may have limited time available.

(2,3)

Furthermore, its previous use in other studies drawing samples from
British populations allows useful comparison of results with those
obtained from a professionally homogenous sample such as schoolteachers

- thus enabling us to ask whether or not'teachers, as a profession, are more

or less ethnocentric than-the population as a whole. ' o -

1. VWarr, P.B., A British Ethnocentrism Scale.
Faust, J. & Brit. Jnl. soc, clin. Psychol. 6, 1967,
Harrison, G.J., Pp+267~277. A
2. Lee, R,E. III, The development and standardization of a

balanced F-scale.
Jnl., Gen. Zsvekol, 81, 1969, pp.109-129.

3« Burns, Robert B., Attitudes to Self and to Three Categories of
' Others in a Student Group. .
Educational Studies, Vol,l, No.3, Oct. 1975,
r.l83.
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The construction of a comparatively short ethnocentrism scale
causes a concentration of topic within the items and tends to produce a
transparency which can expose the purpose of the instrument £o respondents
to the detriment of its reliability. ™ -~ During the pilot study this caused
some subject resistence as teachers were conscious of the social and
professional undesirability of any suggestion of the presence gf
ethnocentrisme, To lessen this transparency twenty-four additibﬁal
items based on educational topics were randomly included in the scale
which was then presented in the main study as an invitation to respomd to
"social and educational" topics. As teachers fhe subjects were
femiliar with the content of the new items and quickly grasped their
import thus their inclusion did not excessively increase the time required
to complete the instrument, More impértantly the familiarity of the
topics in the new itenms provided some psychological security which helped
the subjects to respond to the emotive and sensitive issues in ‘the original
scale, As little resistence to the revised scale was encountered
during the main study, only five 6ut of seventy-five leachers refusing, it
appears reasonable to claim that the inclusion of the additional items
.(which are not scored) successfully calmed the concerns of thése who might

otherwise have objected to this elément of the study.’

One further modification was undertaken. As the validity
of any e-scale relies, to some extent, upon the relevance of the items to
the experiences of' the subjects»it was decided to reword eight of the
items to reduce-the heavy relisnce that the original scale places upon
‘negroes’ és representaﬁives of out-groups. Neither this minor
rewording hor the additional items disrupts the negative and pésitive
phrasing used by the authors of the original scale in an attempt to reduce

any acqniesiénce which might accrue from the use of unidirectionally
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worded items. As a further safeguard against acquiescent bias
thirteen items are worded as absolute statements and eleven asAprdbable
statements and none of the wording in the revised form of the scale

(Appendix 5) undermines this structure of the original scale,

As the scale had undergone some revision for this research the
internal consistency of the revised instrument was investigated, ~ The
split-half method was used to calculate the reliability coefficient so
each guestionnaire was scored in equivalent helves (Appendix 6) on the
basis of the divisions shown in Table 7. Applying the Spearman-Brown
formula the‘sﬁlit—half coefficient of reliability for the full-length
e-scale is 40,88 which is sufficient to allow the data obtained from the

revised scale to be used with confidence in its reliability.

TABLE
Division of e-scale into equivalent halves:
x items item numbers | y items item numbers | TOTALS
Negative N . 3 7
absolutes 18020033:&-69 14-07014-7
Negative 2 ﬁ 3 | 5
probables L0.L8, 2.3.35.
Positive 3 3 76,
absolutes 521414, _ 19.22.36,
Positive 3 3 6
probables 132,42, 29.320.38,
TOTALS 12 12 2l
X 46,31 L0.67
1983 . 70 69

Pearson'’s product moment correlation: r = 40,78

Items in the scale not recorded above are not scored,
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After the completionvof the classroon interactiph analysig
teachérs were requesfed to complete the e-scale without discussing it with
their colleagues. - Responses were madé on a Likert—type seven-point
scale which was écored using a weighting of '7' for the highest and '1°
for the lowest levelé of ethnocentrism. ‘Item scores for equivalént
halves and fér negative and positive items (Table 7) were then added to
give a total e—score.for each subject, The seventy subjects weré then
placed in rank order of their tendency towards ethnocentrism and four
tolerance groups were distinguished which are designéted respectively as
~ highly intolerant; intélerant, tolerant and highly tolerant (Appendix 6).
The number of subjects in each tolerance group was determined by a
division of the rank order of e-scores in such a way which allowed
borderline subjects with the same e—scoreé to be included in the same
tolerance groups whilst retéining the same number of teachers in each of
the two extreme groupé and each of the two moderate groups. " The two
extreme groups, each representing 17.1% of the sample, cénsist of those
teachers retﬁrning the twelve highést and twelve lowest e-scores with the
moderate grogps eéch contdining twenty-three teachers, | The difference
between the mean e-scores of each tolerance group is very highly

significant (Table 8),

TABLE 8
Ethnocentric tolerance groupihg;:
c X s.0. | v|s.e.| ae| ¥ |significance
Toups e~score s o value gn .
Highly intolerant [107 | 6.15 [12]1.8
33| 8.2 p< 0.001
Intolerant 9 3,29 {23 | 0.7
. 4 10,92 | p<0.001 -
Tolerant 82.43 3.87 23] 0.8 -
T 331 8,68 p< 0.001
Hightly tolerant 62.25 9,90 {12 | 2.9
N 86.99 |15.14 (70
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As we later discuss in detail men and women teachers in the
sample have a significantly lower level of ethnocentrism than that which

has been identified in the general population as a whole.

Teachers' Opinions about Education:

The interaction which takes place in any classroom may,.of
course, be initiated by either the teacher or the children, Once
initiafed it then largely comes under the control of the teacher who
brings to the situation certain opinions ébout education, As such
opinions are likely to‘act as predeterminants of behaviour patterns
employed in teaching it is evident that their measurement in this study is
'of considerable importance. Bearing in mind the constraints'Qnder.
which any school-based empirical study has to be conducted a simple and
quickly completed instrument was required which would distinguish the sort
of opinions the teachers in the sample held about education, Such an
instrument is the 'Survey of Opinions about Education' which, after ome
minor modification in §ne question (Appendix 7) enabled the dimeﬁsions of
tender-toughmindedness, radicalism~conservatism and naturalism-idealism to
be identified™,  Although it has been claimed(z). that these
dimensions may be-used-—-as indicators of personality-type their use in.
this study is limited to describe the type of attitudes teachers in the

sample hold about education.

l. Oliver, R.A.C. & Teachers' attitudes to education. The
Butcher, H.J, ~ structure of Educational Attitudes.
Brit. Jnl. soc, clin, Psvchol. 1, 1952,
PP.56-59.
2. Eysenck; HoJ., The Structure of Human Personality.

Methuen, 1970, pp.350-395.
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No.objections about fhis instrument were raised:by_any teacher
in thé sample and each_compléted the queétionnaire énswer éheet
(Appendix 8). The fhree scales embodied in the instrument were scored
on a Likert-type five-point scale (Appendix 9) to indicate the three
dimensions, - The numbers of men and wonen teachers holding toughminded-
tenderminded, conservative~radical and ideglistic-naturalistic attitudes
- towards education (Table 9) shows that women in the sample are
predominately idealistic—toughminded-radicalé whilst men, who are also

idealistic-radicals, display a tendency towards tendermindedness.

TABLE 9

¥en and women teachers holding tough-tenderminded, conservative-

radical and idealistic-naturalistic attitudes towards education:

- _ | - 5
Sex | oush=  Tender—|p ica1 1 COPeTV= | 1aca1isn ! Naturalism| N
minded ! minded , ative :
T L T
o 1 R |
Female | 37 ! 5 2 10 28, 1 |ue
7 ) ] '
Male 12§ 16 22 V6 17 ¢ 1 |28
t K I H
TOTAL b9 o2 | 53 17 | W 25 |70
2 - | ‘
% 16037 0021 . 0.26
Signif-|  5<0.001 ~ N.S. M.S. |
roarnee :

As these dimensions may influence each other the position of each subject .
has been plotted aiong two different dimensions within three separate |
co~ordinations (Appendices 10,11 and 12) all of which show that the
Scatter of the sample within each co-ordination supports the above
distinctions between men and women teachers, Translating these
theoretical constfucts into the behaviour of teachers in the multi—ethnig'
classroom we would expect both men and women in the sample to accept

changes in education whilst seeking, from all the children, a high level
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of performance emphesizing the importance of subject matter. The
significanﬁ difference between men end women teachers in the sample is
most likely te be evident in the manner ih which4fhey accepf the changes
and strive for excellence. ~ Vlomen are likely to be more authoritarian
establishing a fairly inflexible classroom routine and probably using a
didactic style of feaching. In contrast the tendency will be for men
to allow children a greater.degree of freedom imposing their ideas less

frequently than women teachers in a more relaxed classroom atmosphere.

SELF-CONCEPT SCALES:

. Scales to measure the self-concept, in one form‘or another,
abound but it is sometimes difficult to find apﬁropriate instruments which
can be used with confidence for a seecialized investigation andﬂthe
researcher has to choose between modifying ey1st1ng scales or developing
new ones thus adding to the already substantial collection. E For this
investigation the former course has been chosen and three existing scales
have been slightly modified since;they approximate to our requirements and
have all been rigorously developed to provide relioble and valid measures
‘which were‘unlikely te be seriously affected By the slight modificatione-

rade for our purposes, Pearson correlation coefficients have been

computed for the scores from each of the three scales as returned by boys
and girls in each of the three ethnic groups and was in no case lower than

r=+0.87.

Reliability can, of course, be adversely affected if subjects
fail to fully comprehend the items in the scale and although all the
children in the sample from the different ethnic groups spoke English it
was thought advisable, in the iight of experience gained in the pilot

study, to read the directions, explanations and itcms of each scale to the
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children, In doing this the suggestion of Bledsoe(l), the compiler

of cne of the scales used, wés followed., Also,.this"m;thod of
administration made it poséible to use a standard form of illustration and
explanation for those items which the pilot study had shown to be

difficult for some children to understand (Appendices 13,14,15).

All the children in the class of each teacher in the sample

. completed the three scales during normal school time. The class

teacher was not present when the scales were administered and the children
were told during éﬁe introduction that the researcher was the only persoﬁ
who would see their responses, During a short informal introduction
the researcher spoke to the children about how we see ourselves and
gradually moved the discussion which followed from a consideration of ‘
objective elements to those of a subjective nature, Using lired paper
the children recorded their naﬁe, age and sex and listed serial numbers
for the items of each scale, In the light of earliér‘assurances of
confidentiality consideration had been given to the advisability of asking
for the names of subjects, - However, 5ecéuse it was important for
subjects to recognise personal responsibility for their responses and
because their own name would help them to focus their attention upon
thewselves as individuals it was decided that the inclusion of names was
beneficial to the study. Furthermore, confidentiality was being
strongly supported‘by reading out the.contents of the scales as one majofi
advantage in this type of administration is that the resulting responses,

in the form of ticks and crosses (Appendices 13,14,15), have a visual

l. Bledsoe, J,, Self-concepts of children and their
' intelligence, achievement, interests and
anxiety.

Jnl. of Individual Psychology, 20, 1964,
- Pp.55-58.
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anonymity and are meaningless until related, by the researpher, to the
content of the scales, Although we felt justified‘in'asking fof
children's names we were vény careful to avoid any suggestiod of
categorisation on the basis of the subjects' ethnic origin so no
information was recorded about ethnic descent but as the papers were
collected by the researcher they weré sorted unobtrusively into ethniec
groups. The children were given the oppoftunity to ask questiohs if
they were in doubt about what was expected of thenm before a standard form

of introduction was used for each scalse.,

Rledsoe Self-Concent Scale:

Developed by Joseph Bledsoe(l?g) thié scale, the first to bev
gi#en, utilizes thirty adjectives wﬁich subjects are askea to a;cept as
describing their perception.of themselves on the frequency scale "nearly
aiways?, "about half the time" and "just now and then". ﬁuring tfials
some ;hildrén found difficulty with the frequency descriptions and it did
not take long for some to ask how.they should respond if they wanted to
indicate that the word was\not descriptive of themselves at any time,
Further trials using the same adjectives but which diépensed with the
frequency scale and»éoughﬁ a simple straightforward acceptance or °

rejection of each adjective created no difficulties for the children and

was sufficiently reliable (Spearman-Brown split-hélf +0.89) to permit the

1. Bledsoe, J.C., Self-concepts of children and their
intelligence, achievement, interests and
anxiety.

Jnl. of Individual Psycholory, 20, 1964,
Pp. 55"58 °

2. Bledsoe, J.C., Self-concept of children and their
intelligence, achievement, interests, and
anxiety.

Childhood Education, 43, 1967, p.L36.
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change to be incorporated in the modified version of the scale

(Appendix 13).

Each adjective, when read to the children, was prefixed with
the words "I am......"; for example, "I am friendly"; "I am obedient";
"I am honest" and so on. " This provided a constant reminder to the
subjects of fhe nature of the response required and, together with the
further reminder given at every fifth item: "Is that true of you or not?"
or "Is that like you or not?" or "Does that describe you?", it is liKely
that more accurafe.responses were recorded than would have been achievea
| using a list of adjectives which had to be read by the child and which
relied upon the single introduction in the heading "This is the way I am",
To assist understanding of the items some-were illustrated by the addition
of simple statementé as shown in the modified version which was

administered without variation on each occasion.

| The revised scale is séored by crediting 'l' to each response
which agrees with the posiéive or negative nature qf the characteristics
described by the adjectives fhus-giving a total score for each pupil
related to the maximum of 30 from the 25 positive and’'5 negative items,

(numbers 8, 9, 15, 20 and 28).

Self-Esteem Tnventory: (Coopersmith):

For research he conducted in the 1960's Stanley Coopersmith

(1)

deVeloped a scale of fifty-eight items to measure self-esteem in his

sample, A shorter form derived from an item analysis undertaken at

1. Coopersmith, S., The Anteccedents of Self-esteem,
V. H. Freeman and Co. 1967, pp.265-6.
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(1)

the Open University . was given as the second scale in this research
after.some winor modifications had been made consequent upbn experience
gained in the pilot study. BecauSe much of the field work took place
in areas where children came from one-parent faﬁilies or where some were
in foster homes it was thought appropriate to alter the wording of the
three items which referred to "My parents......” substituting "Adults

- (older people)eeceess™s - In the revised scale (Appendix 14) the other
twenty-two items remain as in‘the original. ‘ The split-half ‘

reliability obtained for the reviséd scale was +0.87 using the

Spearman-Brown formula for the full length scale.

As with the other scales given to children each item was read
out and every fifth item was followed by fhe question "Is that like yoﬁ or
not?" or, "Does that describe you or not?" Some items in the revised
scale were illustrated by the additional statemenﬁs shown in brackets,

(Appendix 14).

The revision of the shortened scale in no way confuses the
distinctions between high and low self-esteem as identified in the items
by five psychologists working with Coopersmith(z), Respdnses which
were indicative of high self-esteem were credited with a score of 'l' so
the total score for fhe revised scale for each pupil relates to a maximum
score of 25 from eight positive items (numbers 4,5,8,9,1&,19,20'and 24) ..

and seventeen negative items (1,2,3,6,7,10,11,12,13,15,16,17,18,21,22,

23, and 25),
1. ' - Social Relationships (E281).

The Open University Press, 1972, p.163.
2. Coopersmith, 8., The Antecedents of Self-esteen.

W. H. Yreeman and Co. 1967, p.l10.



78

Self-Concept as a Learner Scala:

The final ﬁcale to be given was develogped by Waiier Waetjen in
,1963(1): the Self-Concept as a Learner Scale consists of fifty items
within which factor analysis feveals‘foﬁr components namely, motivation,
task orientation, problem solving and class membership. In
© preliminary trials the Likert type scale of r3sponses demanded by the
| original scale pfesented some difficulty to many children. To
overcome this difficulty and to sharpen up the response without loss of
useful informatién each subject wasvasked'whether_or not they thought the
statements describead themselves. They simply had either to accept or
to reject the statement in respect of themselves. The simplicity of
this method was also helpful in responding t§ wﬁat is a 16ng,scalé of
fifty items, After the change ﬁas incorporated into the re;iSEd scale
(Appendix 15) the only obvious difficulties related to the subjects!
comprehension of the meaning of some items. As with the.Ather Scales
used with childrenvin this researgh additional illustrative statements (és
shown in brackets) were used each time the scale was'administered.

The internal consistency calculated by the Spearman-Brown formula was

+0.88 for the full length scale.

Each response in the‘revisedvscale whidh irdicates a positive
self-concept as a learner (Table 10) is assigned a score of 'l' with the
sub~total for each component part being separately recorded. The
totai score is, therefore, the number of responses marked in a positive -

. direction related to the possible maximum of fifty.

1.  Waetjen, Walter, (Self-concept as a Learner Scale, University
of Maryland, 1963).
Quoted in 'Social Relationshins' (E281).
The Open University Press, 1972, pp.165-167.
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TABLE 10

Positive and negative items of components in Self-Concept

as a Learner Scale:

Component Positive Items : Negative Items

Motivation 1,3,6,7,10,12,13, 2,4,5,8,9,11.
. ‘ {

Task : "

orientation - 15,16,17,20,22, 14,18,19,21,23,2},25,26,
Problenm " 08,30 6 78 ' 27 2 1. 70

solving . ’3 ;33,3 ’37,J ,39' . 7, 9’3 ,3 ,3’1‘,35‘
Class 4O, 51,452,043, 104,45, 46.  47,48,49,50

membership TS Ty TR Ty T e ’ .»+ s Ve

Pearson correlation coefficients computed between the scores
returned by boys and girls in each ethnic group for each of the three
self-concept scales reveal high correlations (from 0.87 to 0.97) at a very
highly significant level (p <0.001) which permits strdng confidence in the
construcf validity of the separate instruments as measures of the self in

the setting of the multi-~ethnic school,

PROCTSSING THE DATA: - - - S P - -

Univefsity computer .facilities were made available for the
processing of the data and the codebook is reproduced (Appendix 16) to
record the variables, codes and locations in the data. All data were
also entered, together with factual information about the schools, teachers ‘
and pupils, on copechat punch—cards.- Where it has been necessary to
establish statistical signifiicance the level accepted is indicated in the
text and the accompanying tableé. Unless otherwise stated to the

contrary for scme specific purpose the minimum level accepted is p<0.05.
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SUMMARY :

]
i

Accepting that a chiid's self-concept has a direct béaring on
the level of scholastic achievement our main aim is to discover what
influences, if any, the teacher of a multi-ethnic class may have on the
self=-concept of children of different ethnic origins during classroom |
activity. The teachers in the sample, most of whom are below the age
of 45 years, hold attitudes about education which are predominantly radical
and idealistic with men showing more tendermindedness than women, Had
it been possible to follow the sample of 28 men and 42 women teachers with
their 1,814 pupils over a longer period of time than was available to this
single~handed small-scale investigation some advantages might have accruedb
to the study, If resources had permitted the conduct of a lQnger—term
cohort study it might have been possible to draw conclusions in terms more

definitive than the necessarily tentative interpretations uSedg

Nevertheless the cross~sectional nature of the research design has advantages

in this particular study especially since the limited demands it made upon
teachers' time was no small factor in gaining their co-operation and in
reducing the possibility of unexpected intervening variables, The
relatively rapid accumulation of data from each of the 70 multi-ethnic
classes in six schools has lessened any 'measurement effect' which might
have occurred during protracted fieldwork and has prevented problems of
subject=loss in what was a larger sample than would have been practicable
in a single-handed cohoxrt study. | However, given the cross-sectional
design it is prudent to exercise some caution in interpretation since what
has been fecorded is but a2 moment in time and whilst revealing something of
the immediate dynémics of'thé,multi-ethnic classroom it does exert some
constraint on any prognosticationse‘ The description of what was, and

the prediction of what may be, demands the verification of further empirical

research to which, it is hoped, this study may be a stimulus,




THE SELF-CONCEPT AND THE STRUCTURE OF TEACHING IN THE

MULTI-ETHNIC CLASSROOM

if we accept that the projeqted appraisals and attitudes of

other people, particularly those who are dominant, are influential in
establishing and modifying the self-concept then accurate informétion on
the structure of the teachers' activity is of particular importance since
it is the teacher who largely controls and regulates the extent of tge
interaction withip which such projection takes place. Furthermore,
there is, for the éhild, little legitimate opporfunity to physically
escape from an experience which may have little meaning for him except for
the interpretation he makes of his perception of the teacher's activity in
. the multi-ethnic classroom, To receife more or less praise, criticism,
information, questiéns or any other form of the teacher's individual-
attention, may, when perceived by the child, convey to him as much about
himself as the language used during the interaction. To be ignored by
the teacher may be interpreted as being worth less than others who occupy
more of the teacher's attention and, with no available means of changing
the situation, there may be.é consequent deflation of the self-concept.
When such pon@itiohs are accompanied b& féelings of helplessness the
sélf-concgbéubéh be fu;fgefveroded aﬁa'should any>saeﬁrdiffere£§é;iih
attention be trénslated as ethnic distinctions generalised noﬁions of a

low level of ethnic worth may be established to the detriment of the

personal evaluations made by individual group members about themselves.

A positive sélf-concept requires the support of a strong sense
of identity which develops through contact with other people who. are
significant to the child. For children of Asian and West Indian

"origins in the multi-ethnic classroom the search for identity may be
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particﬁlarly frustrating since the teacher, who as the dominant model is
in very close relationship with the children, is clearly dﬁfferent from
themselves, For these.childreﬁ their sex is the only permanent
element of their nuclear self which hay‘be identical to that of their
teacher énd is the only fleature which provides a personal relationship
between themselves and their teacher. For this reason the data ofv
this research is analysed. in this section in relation to this variab}e.
Moreover the teacher's influence on the self-concept is likely
to be at its stronéest during the élose relationship which develops when
the teacher is working with the children-individually as distinct from
teaching the class as a whole. Therefore, 5ecause of the importance
of individual teaching to the development of the self-concept tﬁe main4
focus of this study‘is directed towards the individual interaction which
takes place between the teacher and individual children of different
ethnic groups, By individual teaching ﬁe mean that interaction which
involves onlj the teacher and one ;hild. If, for example, during a
period when the teacher i§ ﬁorking with the class as avwhole group, he
asks a question of an individual child, and, after receiying an
appropriate answer; responds with praise to the child then, although the
interaéfiog_;ook;plaée in‘the contei£ §f a clasé iés;on,-we ;a£;é;f{5e
thaﬁ specific inte:action as individual teaching. If the question had
been asked generally of the whole class that interaction would bé_recorded
as whole class teaching and would be recorded as such until an individual
child was either selected to respond or did so sbontanésusly at which time
recording would be svitched to individual teaching, ir a$yvsubsequent
praise was directed collectively to the whole class that would be
categorised as whole class intéraction although it related to the response

made by an individual. Individual teaching therefore, is that which
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involves only the teacher and one child in interaction at any one time.

Class teaching and individual teeching are considered here in
order to distinguish the structure of the teachers' work in the multi-
ethnic classroom, = An inspection of the data (Appendix 17) shows that
teaching the class as a whole accounts for one third of the total teaching
time in the multi-ethnic classroom. Men teachers in the sample spent
thirty-seven percent of their timé using this form of teaching and W;men
teachers used jus? over thirty-one percgnt of their total teachiﬁg time
but since the statistical significance of this difference is not at an

acceptable level we conclude that the extent to which men and women

teachers use class teaching does not differ (Apbendix 18).

Teaching‘children individually is, of course, a much more tirme
consuming activity and takes up the remainihg two thirds of tﬁe total
teaching time in the hulti—ethnic classroom. Women tecchers give a
much greater preference to this fo}m of teaching spehdiﬁg almost sixtyé '
nine percent of their totalAteaching time usihg:this more personal
' approach. Men also give a substantial allocation of timeAto

individual teaching but at sixty-three percent of their total teaching

time it is at avéignificantiy iower level thén ﬁomen teacheés
(Appendix 19). This strong preference which both men and women -
toachefs give to iﬁdividual teaching ought not to conceal the fact that,
given an average of twenty-six children in each class in the sample, each
child, in fact, gets very little individual attention during which a close
relationship can be established and developed. It is élear that,
despite the teachers' efforts to work individually with children, a
considerable amount of the child's time in the multi-~ethnic classroom is

spent anonymously within a large group with which he has tc i&entiﬁy
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positively if he is to achieve any degree of psychological:security.to,

support the development and modification of his self-concept.

As_men and women teachers spend significantly different
proportions bf-their_total teaching time with individual children the
question arises &s to whether there is any association between the sex of
the teacher and the sex of fhe children who receive individual attention,
Analysis reveals that women teachers give girls a much greater ambun; of

individual attention than men teachers (Appendix 20) and that there is no

real difference between men and women in the amount of individual teaching.

they give to boys (Appendix 21).

What is likely to be more noticeable thén differences betweén
multi-ethnic classes to children of all ethnic groups, and therefore more
influential on the development of their self-concept, are those
differences which exist within the class of which they are members.

This area of the multi-ethnic'scené seems to be clear. Male teachers
give 62.3%% of the time they spend iith individual children to boys who
constitute 54e7% of the children they teach.b The remaining 37.7% of
the time men Spend on individual teaching goes, of course, to the girls
they teach who make up the remaining 45.3% of the children in classes
taught by men. - This excess of time given by male teéchers to boys in
their classes, in ﬁrcference to girls, is very highly significant |
(Appendix 22) and allows a confident rejection of the null hypothesis that
there is no real difference between the amount of time men teachers spend
in teaching boys individﬁally and the amount of tire spent in teaching
girls individually in multi-ethnic classses, Women teachers, in sharp
contrast to men; achieve a relétively even distribution of their

individual teaching time. They give L8.8% of their individual
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attention to boys in their classes who constitute 50.9% of the children
they teach and to girls, making up the remaining 49.1% of their pupils,
they give 51.2% of the time allocated to individusdl teaching. This

small difference in the distribution of individual teaching time to boys

and girls by women teachers is of no real significance (Appendix 23).

It is against this background of the distribution of teachers'
time that we now investigate in more detail the distribution of indiéidual
teaching time in respect of ethnic groups. In the light of the
evidence presenteé above it is not surprising to find that boys of the
thrée ethnic groups take a disproportionate amount of the male teachers'
individual teaching time (Appendix 24) with boys of Asian and West Indian
origins receiving very considerably more fime‘than their.numbers.would--
Justify (Appendix 25). Asian boys, who receive 26,14% extra time, and
West Indian boys, who gain 24.79%% additional time do so at the expeﬁse of
girls particularly those of Asian origin who lose 25.97% of individual
teaching time which, in an even distribution, they would attract from male
teachers. However, they are not the sole losers in attracting
individual teaching from male teachers as girls of West Indian origin
receive 19.84% less time than their numbers would justify and girls of-
European origin lose 10.19% of their individual attention.  During
individual teaching the orientation of male teachers in the sample is
towards boys especiélly those of AsianAand of West Indian origins who gain 

time at the expense of the girls of the same ethnic groups (Appendix 25).

In multi-ethnic classes taught by femalé teachers in the sample
boys of West Indian origin and girls of Asian origin attracted more then
their fair share of‘individual attention, Boys of Vest Indian origin

received 20,78% more individual attention than their number warranted

¥
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and girls of Asian origin 18.9%% more, the time coming from that which, in
an equitable distribution, would have gone mainly to boys of European and

boys of Asian origins (Appendix 26). Boys of.European origin received

least individual attention in multi-ethnic classes taught by women.

The major difference in the use of individual teaching time by
men and women teachers lies.in their work with children of Asian origin.,
Girls in this ethnic group gain considerable additional attention ‘
(+18.94%) when taught by women but lose considerably (-25.97%) when taught
by men.b -For boys of the same ethnic group the revefse is the case;
they lose individual teaching time when taught by women (-8.52%) but gain
it when they are taught by men (+26,14%). The main similarity is in
the use of individual teaching time with qus of West Indian origin who
are given more of this form of teaching than their numbers would warrant

from both men and women teachers teking an extra 20.82% when taught by

women and an extra 24,79% when taught by men.

. The 'average' class in the sample consists of 26 §hildren 14 of
vwhom are of European 6riéin-(8 boys and 6 girls), 6 are of Asian origin
(3 boys and 3 girls) and 6 of West Indian origin (3 boys and 3 girls).
It tﬁé’findingsto far described afé felated t& the strﬁéé;re foﬁha<3n the
‘average' class apd expressed in terms appropriate to one hour of
interaction we find that the male teacher spends about 22 minutes working
with the class as a whole. O0f the remaining 38 minutes some 23
minutes will be spent individually with boys and 15 minutes individually
. with girls. | The distribution of the the 23 minutes given to.the
individual teaching of boys will involve the teacher with the eight boys

of European origin for about 11 minutes; with the three boys of Asian

.origin for about 6 minutes and for slightly less time with the three boys
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of West Indian origin, Of the 15 minutes individual gttentioﬁ given
to girls the six who are of European ofigin will receive 8 minutes, the
three of Asian origin about 4 minutes and, least 6f all, the three girls
of West Indian origin will receive almost 3 minutes, The exact
distribution of individual teaching time between boys and girls of
different ethnic gfoups by male and female teachers during a one-hour
period of interaction in an"average' multi-ethnic class of twenty-six

i

pupils is tabulated for ease of comparison (Appendix 27).

.The evi&ence-of this study suggests that it isAlikely thaf pupils
in multi-ethnic classes who are taught by a man can anticipate some méle
orientation in the interaction which takes placé and girls of We;t Indian
and Asian descent can expect a very detaéhed relationship with their |
teacher. Why this should be so can only be a matter of speculation
but two factors ought, at this stage, to be borne in mind. . VWest
Indian family life is still predominately matriarchal in struciure and,
@lthough residence in England may in time modify this social organisation
in families of West Indian descent, attitudes of adults which are
transmitted to children are.unlikely to respond quickly to pressures which

may be seen as weakening a long established pattern of authority in the

family, The girl of West Indian origin from a feminine dominated
family structure may, therefore, experience some difficulty in relating to
the male~teacher aﬁthority figure in the multi-ethnic classroom especially
when the interaction, which he largely controls, is also male orientated.
Unlike her 'West Indian' counterpart the girl of Asian descent is likely
to come from a family in which the male is the dominant figure. Her
’early up-bringing wili almost certainly have emphasized reticence in
.approaching male members of the community and she is likely to experience

some diffiidence during classroom interaction with the male teacher.
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Thé male dominance she experiences in her family life?may also lead her

to consider herself as warranting less attention in the cléss than that
given to boys and this, coupled with'inculcated feminine passiveness, will
tend to make it difficult for the girl'éf Asian descent to take any form
of initiative in the multi-ethnic classroom. As these are str@ngly—
rooted factors they may well be influential in the male teacher's
multi-ethnic classroom and useful comparisons and contrasts may be f?und

in the female teacher's classroom into which we now move,

The woman téacher of the 'average' multi-ethnic class uses only
19 minutes of a one-~hour period of interaction working with the class as a
whole. Unlike her male counterpart the reﬁaining time, in the woman's
- class 41 minutes, is very evenly distributed»between boys and girls.
Boys-can expect to share 20 minutes and girls 21 minutes of the time given
to individual teaching by women, Boys of West Indian oriéin will
occupy her for 1onge£ than either boys of European or Asian ofigins‘thev
three of West Indian origin taking some 6 minutes of individual attention.
This is in contrast to the-k minutes given to the three boys éf Asian
origin and the 10 minutes to the eight boys of European origin who, as
individuals, receive less attention from women teachers thanhthe children
Qé any other etﬁéie group. Afﬁe siéiéirls of European origin aﬁd>the
three of West Indian origin receive, individually, almost the same amount
of individual attention occupying the woman teacher in the multi-ethnic -
classroon for just over 10 and_just under-S minutes respectively.
This is less individual teaching time than tﬁat given to the three girls
of Asian origin who receive, as a group, élightly over 6 minutes of the

woman teacher's ‘attention (Appendix 27).

Children in the multi-ethnic class taught by a woman teacher
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can expect a fairly evenly balanced distribution of individual teaching
time betweén boys and girls but the extra time given to girls of Asian
origin and to boys of West Indian.origin is like1y to>be obvious

to boys of European origin who are denied over {welve percent of thé
individual attention wﬁich they would have received in an'equitablé
distribution. The extrg time thevwbman teacher is occupied in the-
individual teaching of girls of Asian origin gives further strength to the
speculative suggestion made earlier that girls of Asian descent may find

it difficult to respond to a male teacher: there appears to be no such

reserve between girls of Asian origin and female teachers,

It is wifhin this structure of teaching in the multi-ethnic
class that we investigate whether thefe is any discernable association
between the extent individual teaching is used and the level of pupils'
self-concept. Correlation coefficients (Appendix 28) reveal that in
multi-ethnic classes taught by male teachers there is no significant
association between the self—concept level of those children of European
and West Indian origins and the amount of individual teaéhing time they
are given, However, the situation with children of Asian origin is
different since a relationship between the amount of individual attention
and the séif:;bnceptmof girls iérrevealea at a Qéé;rhighly significé;f
level (p<0.001) whilst analysis shows that at an acceptably lower level
(p<<0.65) a relatiénship also exists beiween the self-concept of the boys
of Asian origin and the amount of individual teaching time they receive
from wmale teachers. Although boys of Asian origin réceiva
considerahly more, and girls of the same ethnic group donsiderably iess,
individual teaching time from male teachers than their numbers would
Justify it appears from our evidence that the level of self-concept in

children of Asian origin, as measured in the multi-ethnic classroom, may
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poss1b1y reséond to the ind1v1dual attentlon they receive from male
teachers, It seems as though the female teacher is 11Pe1y to be
rather more successful in supportlng the self-concept of the children in
her class during her use of individual téaching time as this appears to
sustain the self-concept of boys and girls in all ethnic groups with the

exception of girls of Furopean origin (Appendix 28).

However, individual attention is not, of course, just a
question of the agount of time given to children in each ethnic group
important though tﬂis, in.itself, might be, To the teacher with a
concern for the enhancement of the children's self-concept the activity
which takes place during individual teaching is of special interest
because of the influence different modes éf teaching may have on the self-
concept of their pupils. Table 11 shows how male and female teachers
of multi-ethnic classes distribute individual teaching time between the
categories of interaction and illustrates a remarkable similarity between
the perpehtage amount of time givén by men and women to each mode of
teaching. Within thoéé classes taught by male teachers boys of West
Indian origin have a s;gnifiéantly lower level of self-concept than boys
and girls bf European origin (Appendix 29) and in thode classes taught
by female teachers boys of Weéiniga;an orlgln and glrls of Asian orlgln ;
have a significantly lower level of self-concept than boys and girls of
European origin ana girls of West Indian origin (Appendix 30). For
the teacher of the multi-ethnic dlass, however, the situation becomes more
complex as consideration has to be given to the allocation of individual
teaching time to each mode of teaching and the distribution of each mode

amongst boys and girls of ecach ethnic group.

In order to complete the scene the observed frequency of each
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TABLE 11:

Percentage distribution of individual teaching time by -

male and fempale teachers between categories of interaction

in multi-ethnic classrooms:

CATS. MALES FEMALES
Accepts feelings 1. 0.19 0.15 °
Praise 2. | 2.65 2,91
Uses ideas” o 3, 4..68 4,70
Questions : L, 11.78 12,01
Direct teaching 5. 25.10 | 25.50
Directions | 6. 11.96 1,75
Criticism | 7. 7.68 8.10
Pupil response 8. 19.55 18.92
Pupil initiation 9. 8.06 8.90
Silence 10, . 8.35 ' 7.06

TOTAL 100.00 100,00

(1)

mede and its expected frequency' ‘, with their percentage differences,
have been calculated for male teachers (Appendix 31) and female teachers
(Appendix 32). These data illustrate where imbalances appear to
.exist iﬁ the use of the different modes of teaching and their distribution
amongst boys and girls of each ethnic group. Inspection reveals some
wide disparities in the extent to which some modes are used with'boys and
girls of certain ethnic groups. For example, in the class taught by

the male teacher the girl of West Indian origin can expect to receive 11%

1. See footnote to Appendix 25 on page 279.
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less praise, and a boy of Asian crigin 11% more praise, than theif numbexs
vould warrant whilst the boy of Asian origin also gains }2% extra time as
his ideas and contributioﬁé are accepted and used by the malé teacher,

The differences in the use of some modes are very wide indeed as in the
use of criticism and the time épent by the male teacher in justifying his -
euthority. He Spends over twice as much time doing this with boys-of
West Indian origin than the numbers of boys in thi§ ethnic group woﬁld
justify but girls of European origin take 41% less time than their n;mbers
would attract in an equal distribution of criticism. In clagses ~
{aught by women tﬁé disparities are not quite so marked but they do,
nevertheless, range from an additional 98% given to criticizing boys of
West Indian origin to 32% less timé spent doing the same thing with girls

of Asian origin (Appendix 32).

To show which ethnic groupé are given priority when different
modes of teaching are being used by male and female teachers their_rank
order i; tabulated in Table 12, There is sbme measure of agreement
between men and women teachers over the order of priority which they
give to different ethnic groups when using criticism, when accepting
the children's feelings and when making use of direct teaching but
.pé}hépé the most noticeable feature of this particular enalysis is that in
only two instances (categories.l and 3) does the boy of West Indian origin
fall below third piace in the rank order of priority. This seems to
suggest that both men and women teachers tend to focus their attention,

whichever mode of teaching they are using, except categories one and

three, towards boys of West Indian origin.

Whether or not these different emphases on particular modes of

teaching might be associated ﬁith the level of the self-concepts of the
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TABLE 12:=

Rank order of priority given to ethnic groups in respect of

ten modes of teaching used by male and female teachers:

‘0 0 o
o 0 [+ (=] o
w & 3 8 & = 3 o b o
4+ 0 ] od ~r4 + '-5 + (o] o [} . 0O
o 0 L o 0 o o 9 —t ot bl
O~ -g n 0 QO [1)] 4+ 2y ot .o
w1 88 % a 3 e o [ | 882 |.4
rg ¢ G4 [o W D > [Pt [= (&3 ci’ 1N Ay ot [75]
| 9
% 1 2 3 L 5 6 7 8 9 10
& f M P |M F|M F|MF|MPF|MFPIMNTPF MFM’FMF'
1. | =8 AB AB WB AB WB WB AB AB AB
. EG AG EG AG AG WB VB AG B AG
o | AG WB EB AB EB AB AB WB EC | wB
. AG EG AG WB WB| AG EB AB EG EB
5. | B AG EG EB WB WG EB EB WB e
. AB WB EB WG EG AB AB B EB WB
A EG [ EG EG EB VG EG EB EB
. WG AB| - WwB AB [ WG we EG e AB
5. | AB EB WB (e AG EG AG WG AG EG
. WB VG AB EG EB EG EG e AG WG
6 |2 VG AG  |ac WG AG 6 lae |we - |ac
. EB EB we | EB AB EB| AG EB AB EG
rho{ +0.66 | +0.43 | +0.23 | +0.26 |+0.60 |+0.37 | +0.89 | +0.03 | +0.03 | +0.26

children who take part in the interaction is, as yet, unknown, To
reveal what relatidnship$ there may be between the extent to which
teachers use the different modes of teaching and the self-concepts of
fheir pupils correlation coefficients have been calculated between the
self~concept Scores returned by boys and giris of each ethnic group in
each class and the amount of individual teaching time they received in
respect of each mode of teaching used by male teachers (Appendix 33) and

female teachers (Appendix 34).




»

94

From those classes taught by nale teachérs‘one of the most
striking features to emerge is the. very weak association which exists
between the self-concept lévels of children of European and Asian origins
and the extent to which they receive praise and encouragement (category 2)
from their teachers. Traditionally teachers have used praise and
encouragement to convey their approval and to promote a feeling of success
in their pupils but whether this approach, when teaching children of
European or Asian origins, actuwally enhances the self-concept in any‘
lasting fashion is now brought into question. Without suggesting the
presence of any caﬁsal relationship it does appear that when using praisé
and encouragement with children of these two ethnic groups the male teacher

gives little, if an&, support to the self-concept. What the male.

teacher's praise and encouragement actually means to these children must

remain uncertain but there appears to be Some doubt about its effectivehess

as a means of enhancing the children's self-concept. A very different
picturé emerges from the male teacher's use of praise and endouragement
with children of West Indian origin where a highly significant
relationship (p<10.01) is evident, Although it is correct to adopt a
cautious approach to the interpretation of ail correlations such prudence
ought not to preclude at least an indication of possible reasons for
outstandiﬁéwaifferehces so the tentative suéé;stion is made that the very
strong association between the,self—concept of the child of West Indian
origin'and the amoﬁnt of praise and encouragement they receive from male'.
teachers may possibly indicate that this particularly influential mode of
teaching subatifutes for a lack of praise and encpurégement from other
significant male figures. Such an explénation may be especially
apposite if these children receive only minimal praise and encouragement
from their fathers who are genérally described as being strictly

authoritarian in their relationship with their children, Furthermore,
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if there is a lack of praise and encouragerent from significant male
adults in the homes of those of Vest Indian origin, this will tend to give
an inten31ty to the praise and encouragement whlch the children of this
ethnic group receive in school thus making it particularly stimulating to
the self—c&ncept. The significance of the adult male in the
relationship, both at home and at school, is highlighted by the further
discovery that when children of West Indian origin are taught by a woman
teacher no significant relationship between the self-concept of the .

children and the amount of praise and encouragement they receive is

apparent (Appendix 34).

In our sample pupils of Asian origin are the only children.
taught by male teachers to show a significant relationship (p<:0.05) between
their level of self-concept and the amount of individual direct teaching
(category 5) they receive (Appendix 33). This association leads us to
speculate on the possibility that the didactic nature of this mode of
teaching, when given by a male teacher, is particularly influential with
children of Asian origin Bébause of its close similarity to the form of
religious instruction which.many of these children receive outside of the
multi-ethnic school from male authorlty flgures who have been dominant in
thelr l;;es from ém§ery young age. N Some ofm;he respect which is 7
extended to their religious leaders, all of whom are male, and to other
significant adult ﬁales, ray be projected by children ovasian origin, onb
to the male teacher in the multi~ethnic school especiall& when he is using
a mode of teaching recognised as similar to that employed by their
religious leaders, The importance and significance of these
associations to the self-concept of the child makiﬁg them is likely to be

accentuated when the male teacher selects & child of Asian origin for

individual direct teaching, In contrast and support of the foregoing
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discussion when direct teaching is used by fémale teachers with boys and
girls of Asian origin no significant relationship between the level of
self-concept and the amount of direct teaching they receive is revealgd

(Appendii 3h).

The self-concept levels of girls of Asian origin in the sémple
show a significant association to six of the ten teaching modes used in the
analysis: a more extensive range than for any other ethnic group taught by
male teacheré. 0f these relationships those giving the girls the
opportunity té speak iﬁ the class ih fesponse to questions posed by the
teacher (category 8) and the chance to initiate interaction (category 9)
both relate to the girls' self-concept at a very highly significaht level
(p<o0.001). As these same pelatioﬁships are also present, albeit at a
léwer level (p<0.02), in classes taught by female teachers the sex of the
teacher does not appear‘to be a significant factor although as no such
relationships are fcund with boys of Asian origin the sex of the pupil may
be influential, These findingé and considerations prompt thev
tentative suggestipn that'girls of Asian origin may find in the opportunity
to engage in and to initiate interaction in the relative freedoh of fhe
multi-ethnic classroom some relief from the more repressive climate of the
home environment to whichrgirls-d% Asian origin, more so than>béys,‘éfej
subjected. The self-concept of girls of Asian origin also show a
significant relatidnship to the amount of time they are given to make
responses (category 10) in those classes taught by male and female -

teachers (Appendices 33 and 3i).

Another feature in the male teacher's multi-ethnic classroom
which is common to girls of Asian end of West Indian origins is the

relationship of their self-coricepts to the extent to which the teacher
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uses directives (category 6). 0f a1l the children taught by male
teachérs these are the only ones in whom this relationship:is present at a
significaht level although correlationé related to boys of Agian and of
West Indian origins only Jjust fall outside an acceptable level of
significance, In contrast there is virtually no relationship between
the time male teachers spend giving directions to children of Eﬁropean
origin and the level of their selffconcept. - In any consideration of
the findings in respect of the teacher's directions and the pupils sélfc
concept the size order of the correlations may not be unimportant: girls
of Asian origing; éirls of West Indian origin; boys of Asian origin; boys
of West Indian origin; boys of European origin; girls of European origin,

" Such an order may possibly suggest the presence of some support for the
self=concept through an understanding and écceptance by the qhildren of

the relative roles of male teacher and boy or girl pupil which may arise
from the social structure to be found in the differing home environments
where there are likely to be correspondingly different levels of hale
dominance. It would be useful to our further understanding of multi-
ethnic education if future research were to investigate whether girls, apd
to a lesser extent boys, of Asian and of West Indian origins find some

security in the close teacher control which tends to accompany the giving

of directions which may enhance the self-concept.

The last feature from the correlations obtained between the
self-concept scores and the categories of classroom interaction used by
male teachers to which we draw particular attention concerns boys of West
Indian origin; The evidence presented (Appendix 33) shows an
association (p<0.02) between the level of the boys' self-concept and the
amount of individual attention they are given when the teache; is asking

questions (category 4). However, this firm relationship is not
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reflected, as might be expected, in a statistically significént
carreiation between the selféﬁoncept and the time given to!the boys'!
responses (cafegony 8) which is, in fact, the weakest of all the
correlations for boys of West Indian origin. . To be asked a queétioﬁ
is to be givenya priority over‘;théré ﬁhich can carry with it a sense of
value which ray, if internalized, be influential on the development of the
self-concept. ‘No such association is évident in the more uncertain
climate of intefaction when the boy's strengths ana weaknesses are i
exposed in the responses which are expected from him by the teacher.
.There appears to,ﬁé some'support for the self—coﬁcepﬁ whén éﬂe reéponses
the boy of West Indian origin does make are accepted and used by the male
teacher in the subsequent interaction (category 3; p<0.02) with

additional support for the self-concept coming from the praise received

(category 2; p<0.01).

In multi-ethnic classes taught by female teachers a signifipant
feature is the apparent relationship between the two modes of teaching
which emphasize the teacher's authority (categories 6 and 7) and the self-
concept of all children except girls of West Indian origin (Appendix 34).
During this use of directions (category 6) and criticism (category 7) the
female teacher employs comment designed not ohly fo direct the children's
activity but also to change their behaviour into more acceptable patterns.,
The female teacher's use of these modes of teaching appears to be more
supportive of the children's self-concept than when the same approach is
used by men since their use of criticism does not relate sigﬁificantly to
the self-concept of any group of children in their classes and their
directives support the self-concept only of girls of Asian and West Indian
origins (Appendix 33). The evidence (Appendix 34) also suggests that

women teachers use direct teaching with individual children of European
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_origin and with boys of West Indian origin in a manner which tends to
support the self-concept of these children, It seems that those modes

of teaching which emphasize the female teacher's control of the

interaction tend to'stimulate a climate within the multi-ethnic classroom
which may be conducive to the development of the children's self-

éoncept. Conversely the acceptance of the feelings of children
(category 1) and the acceptance and use of their ideas_(category 3) is, on
the basis of our evidence, unlikely to provide any support for the sélf-

concept of any group of children in multi-ethnic classes taught by women.

The second major feature of the female teacher's work in the
multi-ethnic class relates to girls of Asian origin. Thé relationship
that the woman teacher has with these giris appears as though it could be
particularly supportive of the self-concept since seven of the ten
different categories of interaction show a statistically significant
'relationship to these children's self-concept. Of these seven the
time given to the child's responses (category 8), and the teachér's use
of pfaisé and encouragement (categony 2) are of significance to the self-
concept only in girls qf Asian origin. The use by the fgmale teacher
working with.girls of Asian origin of the separate elements of tﬁe
question, answer and praise sequencéi(éategories L -8 =~ 2) appeéré to
be particularly supportive of the self-concept of these girls especially
when used in the rélatively authoritarian atmosphere indicated by the

significance of the use of directives and criticism (categories 6 and 7).

Turning, lastly, to boys of West Indian origin taught by women
it appears as if the individual attention these boys receive through
direct teaching (category 5), coupled with statements upholding the

authority of the female teacher (categories 6 and 7), may sustain the
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level of the boys' self-concept, However, the support the self-
concept seems to receive (p<(0.02) from the female teacher'; use of
questions (category 4) with boys of West Indian origin appearé fb desert
them when they are making their responses (category 8). This follows
the pattern found in thé male teacher's work with boys of the same ethnic
group. Nevertheless, when the boy of West Indian origin has the
relative freedom in which to initiate his own contributions (category 9)
in the'female teacher's multi—ethnid class there apbears'to be some

support for his self-concept (Appendix 34).

The structure which comes into focus from the kaleidoscope of
teaching in the seventy multi-ethnic classrooms observed for this study is
one in which men taachersAgive significantly less time to teaching children
individually than their female counterparts. In any consideration of
this broad structure caution dictates the need to take into account the age
of the pupils since the general practice in primary education is for men to
teach older pupils who tend to attract rather less individual teaching than
younger children. 4This‘element shows an almost identical mean age for
pupils taught by men (x 10,02 years) and for those taught by women
(i 10,13 years). Within this general framework boys in the twenty-eight
classes taught by men attracted significantly more individual teaching than
girls with this emphasis spreading across all three ethnic groups with boyé
of Asian origin gaining some 26%, and boys of West Indian origin some 25%,
more individual teaching time than would be expected in an equitable
distribution. The predominant modes of teaching used by men during
these prolonged periods were, for boys of Asian origin, silence during
teaching and raéponse sequences; the acceptance and use of the boys'
contributions; directions and the contributions of the pupils. For boys

of West Indian origin the tenor seems to be rather less positive with excess
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time being given ﬁo criticism; asking questions and giving @irectidns.
Turning to those classes téught by women teachers it was f;und that the
greater emphases given to individual teaching shows no significant
difference between the amount given to boys and that given to girls
although there are some imbalances in the distribution between boys and
girls of different ethnic groups most notably girls of Asian origin who
received 19%, and boys of West Indian origin some 21%, additional
individual teaching time, Girls of Asian origin gained time from
periods of silence during teaching and response sequences; the acceptance
of their feelings and their responses to the teacher whereas, inAa more
negative vein, boys of West Indian origin received excess criticism and
directives, Whilst the evidéﬁce suggests that there may be an
association between the individual teaching time given by male teachers to
boys and girls of Asian origin and the level of their self-concepts those
of other ethnic groups taught by men do not appear to gain any support from
the amount of individual attention received. A different picture
emerges from the female teachers use of individual teaching time which seems
to give some support to the self-concept of all children except girls of

European origin,

This analysis hgsﬂdescribed the use by men and women teachers in
the sample of the ten modes of teaching as employed with boys and girls of
each ethnic group. . That the observed differeﬁces might have their
origination in some factor other than gender is an ever present possibility
which must constrain any unqualifiéd generalization of these results'but,'
for those teachers who recognise the influence of the self-concept on
rlearning, they brovide some indication of those modes which appear to
support the self-concept of boys and girls of different ethnic origins when

used by men or women teachers in the multi-ethnic classroom,




ETHNOCENTRISM, THE TEACHER AND THY SELF-CCNCEPT.

The behaviocur of the teaﬁher in the multi-ethnic classroonm,
unless it is consciously modified to‘pfbduce a spurioué tehavioural
pattern for some particular reason, is likely to reflect those attitudes
which are most strongly held. Amongst'these attitudes those directed
towards ethnic factoré, in varying degrees of ihtensity, will tend to be
most active when working with cﬁildren of diffeerent ethnic origins a;d
will hold a place.of some prominence in the attitudinal constellétioﬁ ofv
~any teacher of a multi-ethnic class. ~ From the numerous attempts that
. have been made fo define whaf an attitude.is one thread of égreément can
be teased namely, that an atfitude predisposes "one.td respond iﬁ.some

(1)

preferentiai mannexr" which, as a consensus of authoritative épinion,

- is of major importance to this study since it means that the level of -
teachers' ethnocentrism may prove to be a strong predetermina&t
influencing their behaviour and, consequentialiy, thei; possible effecf on
the children's self;cohcept. ’As we have already discussed we mean by
ethnocentrism the tendenqy\to consider the characteristics and attributes
of ethnic groups other than one's own to be ihferiqr and the extent to
which this was present in the sample-of teachers wasrégasurea,_as fglly

reported earlier, by a revised form of 'A British Ethnocentrism Scale'

(Appendix 5).

The use of the concept of ethnocentrism has the advantage of

avoiding the more active conhotations associated with the notion of

1. Rokeach, Milton, The Nature of Attitudes. _
: International encyclovedia of the Social
Sciences. _
Macmillan and Free Press, 1968, p.449.
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"pracism” which the Committee of Inguiry into the Educatioq!of Ethnic
Kinority Groups used to describe "a set of attitudes and béhaviour towards
people of another race based on the belief that races are distinct and can
be graded as 'superior! or 'iﬁferior;"(l). Not surprisingly any
official indictment-of teachers accusing them of "raéism" finds immediate

2

and wide publicity most of which gives little, if any, serious

considération to the subjective nature of the evidence on which the )
charge.s are based. Crude descriptions and emotive a.ccusa‘t::i.ons(3 ) do
nothing to improve what may be a real source of>teacher influence although
the wide expression of disquiet does give some indication of the extent of
the concern which surrounds this seﬁsitive aspect of multi—ethnic{
educatioﬁ. The importance of the possible influence of the teacher's
ethnocentrism in the multi-ethnic classroom is rarely dispﬁted and it,
would seem appropriate, in any consideratibn of the teacher's influence on
the pupil's self-concept, to give particular attention to a detéiled study
of the data in respect of this major variable. The following énalysis
illustrates the differing emphases in the teachers' work as it was observed
and indicates those teaching modes which may have some association with the
development of the pupils' self-concept thus identifying areas which may
repgy further research and allow the possibility of some modification in

teaching practices,

l. Rampton, Anthony, West Indian Children in our Schools.

- (Chairman), H.M.S.0., 1981, Cmnd.8273, p.l2.

2. Geddes, Diana, Racism blamed for West Indian pupils'
: failures.

. The Times, 22nd May, 1981, No.60934, p.3.

3. Coard, Bernard, - How the West Indian Child is made
: Educationzlly Sub-normal in the British
Schcol .System.
New Beacon Books Ltd., 1971, p.18.
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The public spotlight on teachers working in multi-ethnic
classrooms almost invariably focuées upon their ethnocentfic tendencies
with a frequency and pungency which may ﬁake thesé teachers appear more
ethnocentric than the population at\lafge. Whether or:not teachers
are more or less ethnocentric than the general population‘has>been
investigated by comparing our data with that obtained by Warr from_his

(1)

standarization group' ’, which was drawn from a wide socially mixed .

population, and we find that both men and women teachers in multi-ef;nic
schools have a significantly lower level of ethnocentrism than that which
has been‘idgntified in the population as a whole (Appendix 35), This
is what might have been reasonably anticipated because, as qualified
teachers, the subjecté in our sample would have received an exfepded ;
education whicﬁ, it is generally accepted, "has a marked effecfh(z) on
reducing negative attitudes. - However, this significantly lower level
of ethnocentrism in teachers working in multi-ethnic schools,;important
though it is to'ourlknowledgé, oﬁght not to detract from the very real
differences in classroom behaviour which have been observed in those
teachers who hold very neéétive, as distinct from very pbsitive, ethnic -

attitudes.,

These differences in teachers' behaviour in the multi-ethnic
-classroom, and fheir possible association with the self-concept of their
pupils, is investigated in the detailed consideration which follows.

The data have been analysed according-to the frequency with which the ten

l. Warr, P.B., A British Ethnocentrism Scale.
Faust, J. & Brit, Jnl. soc. clin. Psychol. 6, 1967,
Harrison; GoJ., Pe275. :

2. Allport, G.W., The Nature of Prejudice.

Addison-Wesley, 1966, p.433.
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different modes of teaching used for the classroom interaq%ion analysis
are used with boys and girls of European, Asian aha West Iﬁdiah origins by
those teachers who have been ideﬁtified as highly tolerant end those
identified as highly intoleran (1).‘ -“These observed freguencies are
compared and contrasted with expected frequencies which have been
calculated on the expectation that the proportion pf any mode of teaching
received by boys or girls of any one ethnic group should be the same as
the pfeportional size of that grﬁup. We would, for example, expect
that boys of European origin, who constitute 32,6&% of all the Child;en_
taught by highly tolerant teachers, to receive 32.64% of the time given to
each mode of teaching by these teachers. =  Any discrepancy between the
observed and expecfed ffequéncies provides an indication of the extent to
which teachers in the two extreme ethnocentric groups "respond in some

(2) |

preferential manner" when using the different modes of teaching which

follow in the order of their category classification,

The positive acceptance of children's feelings (C1):

Comments by teachers in which they accept children's feelings .

(3)

"are relatively rare and infreaquent" -but they are of no less importanée'

because of that particularly in the multi-ethnic classroom where

1. The selection of these categories is explained on p. 70.

2. Rokeach, Milton, The Nature of Attitudes.
International Encyclovedia of the Socizl
Sciences,
Macmillan and Free Press, 1968, p.449.

3. Flanders, N.A., Analyzing Teaching Behavior,
Addison-ilesley Publishing Co. Inc.
1970, p.40.

-
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inappropriate and insensitive handling of children's emotibns ﬁay be more
readily open to critiqism than they are when they occur invé mo;e
conventiénal classroom. The approach and reaction of the teacher to
the children's emotional behaviour is ﬁést likely to be influenced by the
values the teacher holds most firmly the expression of which will be uséd
to exercise some degree of emotional control in the classroom.

Emotional harmony between teacher and childrenAis'one of the strongest
and mdst cohesive of all interpersonal relationships and where children
of different ethnic origins experience an ungrudging and genuine )
acceptance of their feelings by the teacher they are likely to feel.
acceptable as persons in their own right which, in itself, provides a
major strengthening of the bositive elements of the self-condept.' In
spite of the fairly substantial period of time which most families of
Asian and West Indian descent have now spent iA Britain the tgacher in the
_multi—ethnic classroom will almost certainly be aware of some cultural -
influences, characteristic of different ethnic origins, which exert their
dominance upon the emofiongl behaviour of children of whatever ethnic
descent, For the teacher of the multi-ethnic class it is the apparent.
incompatibility of much emotiohal expression which presents most
difficulty especially ﬁhere the extent of the child's.self-régu;ateq
control of the emotional behaviour does not equate with the teacher's

" demands whéreupon externally imposed controls are enforced.

Restrictive control of children's feelings is not included in the
obsgrvations within this category of interaction so the data may be
interpreted as indicating acceptance of children's emotional behaviour in
a way which supﬁorts and enhances a positive self-concept.  TFor this
reason, despite the small number of recorded obéervations in this
category, it is important to look in some detail at the extent to which

highly tolerant and highly intolerant teachers accept the feelings of
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children of different ethnic origins.

Altﬁough highly tolerantAteachérs give twice as much of their
total teaching time to the positive acceptance of children'é4feelings than
highly intolerantvtgachers (Appendices'39 and LQ) tye qpqasions when this a
is done by both groups éf teachers afe few and far between.

Nevertheless, this proportioﬁal difference may be indicativé of a hore |
relaxed climate in the classroom of the highly toieraﬁt teacher whicﬂ
pérmits of a freer expression of children's feelings and which, therefore,
take up a‘greater amount of the total teaching time than'in the class of

- the highly intolerant teacher. As we are concerned in this category
with the positive acceptance of the children's feelings it is reagonable}

‘ tos;uppose that children taught by a'highly tolerant teacher ﬁaj—attract
more sympathy for their emotional behaviour than children taught by a
highly intolerant tgacher. : It is fhe highly tolerant teacﬁer who
appears to attach most importance to giving positive responses to children
as they express their feelings and who, unlike the more ethnocentric

teacher, also responds positively to the collective emotional behaviour of

the class as a whole,

The distfibution of éhe time giveh to accepting the feeliggs of
individual childfenlin classes taught by.highly intoleran£ teachers
favours.girls of Asian origin who receive three times as much attention as
would be expected in relation to theif numbers., This is far in excess
of any other group of children (Table 13) and may suggest that the

- observed péssivity of girls of Asian descent'points to a calm and orderly
expression of their feelings which finds favour with those teachers who

are highly intolerant, There is a slight indication of the possibility

of some association between the level of the self-concept of girls of
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Asian origin and the attention their feelings receive from highly
intolerant teachers (Appendix 37.1)9 It appears that éhe adéitional
time gi#en by these teachers to fhe interaction involved when positively
reacting to the feelings of girls of Asian origin may be associated with
theAdevelopment of their self-concept. These ethnically intolerant
teachers also spend an excessive amount of time dealing positively with

- the feelings of girls of European origin and to a lesser extent ﬁith their
male counterparts. Boys of Asian descent, and both boys and girl; of
West Indian descent, all receive less attention than their numbers would._
warrant from the teachers who are highlyAintblerant. In those clésses
taught by highly tolerant teachers boys of European descent attract
considerably less of the time spent in thi; form of interéction than would
be expected in an equitable dist;i_bution of time together with, to a
lesser extent, girls of Asi:.an.origin° The time which might have been
given to these two groups forms the excess time given by higﬁl& tolerant
teachers to girls of Européan and West Indian origin and ioys of Asian
origin all of whom receive more poéifive attention of their feelings.than
their numbers would warrant; Apart from the slight posSibility of an

association between this mode of teaching when used by highly intolerant

teachers and the self-concept of girls of Asian origin no other

significant relationships are evident.

When the sex variable is controlled and the data is analysed in
respect of the three ethnic groups there is a sharp cbntrast between the
 patterns of attention given by highly tolerant and highly intolefant

teachers, Those teachérs who are highly tolerant give more time to
'children df West. Indian origin taking that time from children of European
origin whereas highly intolerant teachers, who give fer more time to |

children of both European and Asian origins, take time from children of
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West Indian origin (Appendix 36.1). When this analysis is correlated
with the self-concept scores the results show a slight association with
the self-concept of children of Asian origin (Appendix 37.2) which

reflects the association already described related to girls of this ethnic

group.

When dealing with children's feelings in the multi-ethniec
classroom these differences are again reflected in the preference sho;n by
highly tolerant teachers to black children and by highly intolerant
teachers to whité children (Appendix 36.2) and'by the slight asséciétion
between the self-concept and this mode of teaching when used by highly-

intolerant teachers with black children (Appendix 37.3).

Although there are differences ih the extent to which bofh
groups of teachers respond positively to the feelings of girls Af different
ethnic_origins (Table 13) the general tendency for these feachers is to
respond positively to girls more than boys (Appendix 36.3). It is also
interesting to note that gifls of European origin are the only group to
receive more than their fair share of attention from both highly tolerant

and highly intolerant teachers when they are dealing with pupils' feelings.

Furthermore, this is the only category of interaction from the ten which
have been used for this study in which girls of European origin gain any
preference from both highly tolerant and highly intclerant teachers.

What this orientation suggests must be a matter of conjecture but it might
‘possibly indicate that both groups of teachers feel more competeﬁt in
handling the less boisterous expression of girls' feelings and are more
able to control girls' behaviour following the positive acceptance of
theirifeelings. - There are not, hcwever, any significant relationships

between the self-concept and the acceptance of the feelings of boys and
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girls by highly tolerant or highly iﬁtolerant teachers when ethnic and

colour factors are controlled (Aprendix 37.4).

The observations reported‘in-this section refer fo the positive
accebtance by the teacher of the expressedvfeelings of children in multi-
ethnic classes. Despite the infrequent examples in the classroom,
and the consequent low number of oﬁservations, there is some evidence
which suggests that differences do exist in the responses made to the

expression of children's emotions by highly tolerant and highly intoierant
teachers; Since rejection, either actively or passively, threatens
the coherence of the self-concept of children of all ethnic groups and
produces learning problems for them the importance of the distinctions
discovered among teachers of different levels of ethnocentrism ought not
to be ignored especially where girls of Asian origin are involyed witﬁ

highly intolerant teachers,

The praise or encouragement of children's contributions (€2):

?he recognition of worth and its reward hes long been geg§rded
by teachers as a powerful stimulant to incréased effort and is used, in
British education, as a major motivating influence. Praise is a
vrecognition of worth which, when given orally in the multi-ethnic
classroom, is likely to géin in attraction to the child receiving if by
its immediate publicity to other children. This positive external
appraisal by the teacher demonstrates to everyone an acceptance by
authority, not only of the child's contribution, but also of the child.
Any approval of a2 personal contribution serves as & measure for the -

valuation a child makes of himself and acts as an indicator to others of
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‘the esteem which is attributed to the child, However the converse is

. )
also very highly influential: if a child consistently makes contributions -

which are ignored or undervalued it is but a short psychological siep to
the devaluation of the self with the possibility of a consequent decline
in academic performance which, in turn, mekes it more difficult for the
child to produce acceptable work and behaviour,. In these circumstances
the teacher not infrequently resorts to a variety of punitive measures

which introduce their own peculiar difficulties. It would seem; ‘

therefore, appropriate for teéchers of multi—éthnic classes ﬁho might wiéh
to use praise and encouragement as a form of positive reinforcement to |
recognise where imbalances in its distribution might possibly prevail so

that, with attentioh to the emphases given, all pupils might receivg whatever -

benefit this partciular mode of teaching pight, in practice, prbvide.

The giving of praise and encouragement to children in the
multi~ethnic classrooms of highly tolerant and‘highly intolerant teachers
takes up less of their time than aimost any other form of interaction save
for that given to the acceﬁfance of.children's feelings and responding
positively to them (Appendiées 39 and 40). ' In our sample.highly.<

tolerant téachers spent just over three percent of their total teaching

time using some fofm of praiée and direcé encoufégémént cﬁmparéd with juét
over one percent by highly intglerant teachers. = This fact, in itself;
is of little iméorténce to the child in the multi-ethnic class except in
so far as praise and eﬁcpuragement become a more significant part of the'
genéral atmosphere of the class taught by the highly tolefant teacher and
children's expectations of receiving positive reinfofcement‘for their
efforts are likely to be higher than those children taught by the teacher

who is more ethnocentric,
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_Praise can, of course, be given to a groué of childfen or it
can be directed to ihdividual childfen. Qf all the-pr;iSe and
encouragement whlch was observed in classes taught by highly tolerant and
highly intolerant teachers most was glven direct to 1nd1v1dual children
(HTT 91.45%; HIT 87. 647) with teachers of both ethnocentric levels
praising the class as a whole at fairly infrequent intervals (HIT 8. BﬂV,A
HIT 12.36%). This is one instance which illustrates a major ‘
difference noticeaBle in the teaching styles of highly tolerant and highly
intolefant teachérs namely that/the highly.tolerant teacher inferacts with
indifiduél children more often than the highly intolerant teacher who

concentrates more time on working with the class as a whole (Appendices

39 and 40). B o

In the eyes of children it may well be that it is the
proportion of the total time ﬁsed in praise which they attract which is of
ﬁost importance to them and to the image‘thqy develop of themselves as
individuals, if this is so then boys of European origin ﬁill feel
themselves to be relatively ignored when praise is used by teachers
who are ethnically highly tolerant as they attract almost fourteen aﬁd #
half percent less of the time given to this activity than their numbers
would justify in an equal distribution. This is one of the largest
discrepancies discovered in this sfudy and indicates a serious imbalance
in the distribution of praise by highly tolerant teachers; They
diStribute this time, together with five percent from that which shéuld
have been allocated to girls of European origin,vmainly amongst boys and
girls of Asian origin and boys of West Indian origin (Table 1k4). - None
of the praise and encouragement used by highly tolerant teachers appears
to be associated with the self-concept of toys or girls of any ethnic

_group (Appendix 37.5). - In those classes taught by highly intolerant
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TABLE 14:

i
Distribution of individual teachinsa time given to praise and

encouragement (catesory 2) by ethniecally hishly tolerant (HTT)

and ethnically highly intolerant teachers (ﬁIIl:
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teachers the major discrepancy in fhe distribution of praise is the loss
by girls of West Indian origin of f{ractionally over nine pe;éent of the
time the teacher gives to.praise and encouragement. This time, with
over two percent from boys of West Iﬁdiaﬁ descent, goes to children of
European and girls of Asian origins, - This latter group is the only
one to gain more praise from both highly tolerant and highly intolerant
teachers and is the only group in which the pfesence_of a slight
association between the praise and encouragement given by highly

intolerant teachers and the self-concept can be detected (Appendix 37.5).

When the data are analysed on the basis of ethnic group only it
is discoveredlthat children of Asian origin gain more praise anq o
. encouragement time than their numbers would warrant whether they are
taught by teachers who are highly tolerant or highly intolerant bﬁt it is
oﬁly in the latter that a significant association between the use of
praise and encouragemént4and the self—concept of children of Asian origin
is present (Appendix 37;6)._ As far as praise and encouragement are
concerned the children of Europeanlérigin stand to gain in those classes
taught by highly intolerant teachers but lose in those classes taught by
highly tolerant teachers with the rgferse b&ing.tfue for thosé children of
West Indian origin (Appendix 36.4). The differences in the use of
praise which have appeared between teachers of different levels of
ethnocentrism are again vividly illustrated when skin colouf forms the
tasis of the analysis (Appendix 36.5). Black children gain
consideréble additional praise in the class of the highly tolerant teacher
and this shows a slight assoéiation with the children's self-concept.
White children, to a lesser extgnt, gain additional praise in the class of
the highly intolerant teacher where the self-concept of black children‘

shows a very significant association with the limited ahognt of praise and
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encouragenent thay‘receive (appendix 37.7). _ _ /

VWhen praise and encouragement is beiné.given orally in the
multi-ethnic classroom no preference\is>showﬁ to either boys of girls by
either highly tolerant or highly intolerant teachers (Appendix 36.6) but
when praise and encouragement is used by highly intolerant teachers there
appears to bé a highly significant association with the self-concept .of

their girl pupils (Appendix 37.8).

The observations recorded in this category are fhose responses
made by the teacher‘in praise of those contributions made by children
which the teacher evaluates as béing worthy of recognition, ?he
criteria against which such judgements are made will, inevitablj; differ
from teacher to teacher and also, on éccasions, in reséecf of individual

. children, Such distinctions, whilst not unimportant, are(not
recorded in this analysis since the primary concern here is to identify
the teacher's contributions to the overt interaction because it is these
outward signs of approvél, given in praise, which the chiid perceives and

"internalizes and which may influence the imagé he develops of himself,

The child is as much an observer of praise and encouragement as is the

researcher,

Praise is given in the multi~-ethnic classroom irrespective of
the sex of the child but appears to be greatly influenced by the level of
the teacher's ethnocentrism and the child's ethnic descent, The
evidence shows that highly tolerant teachers favour children of Asian and
of West Indian origins when using praise and severely restrict its use
with children of Xuropean descent, Children of European end of Asian ‘

origins gain preference in the classes of highly intolerant teachers who
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Agive only minimal praise to children of West Indian descent. In
those multi-ethnic classes taught by teachers of extreme 15#@15 of

ethnocentrism there appeérs to be some imbalance in the use of praise o

and encouragement between the children of different ethnic origins.”.

| The acceptance and use of children's ideas (C3):

) |

‘There is substantial evidence to suggest with confidence
that a child's view of himself as a learner is likely to be very strongly
influenced by the manner in which his contributions ‘o the activity of the
classroom are handled by the teacher as this behaviour, on the part of a
very significant person, will tell the child something about hié ability
to understand and to be understood. The acceptance and use of |
children's ideas by the teacher may be_of considerable importénce to the
child since it aéts asra stamp of professional approﬁal in a rather more
definitive manner than a simple oral acknowledgement given'in a comment of
praise,. If acceptance of ideas ana their use b& the teacher is a

measure of success which can lead to an enhancement of the self-concept

then the rejection of ideas is an indication of failure which will lead to

a deflation of the child'Svconcept of ﬁimself_aﬂd a lowering of confidence
in the classroom, | VWhere the teacher in the multi-ethnic classroom
consistently overlooks,.eithér by design or chance, the contributions of
any particular child or group of children failure will rapidly be learned,
iﬁferiority established and frustration generated, This category of
interaction nay be of significéncé in the development of the self-concept

because ideas are essentially personal constructs produced by individuals

1., Lecky, Prescott, Self-consistency: A Theory of Personality.
Island Press, 1945.
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so their acceptance or'rejec£ion by the teacher is'likely to have strong
- personal implications: to accept or reject an idea of a chiid is
tantamount to accepting-or‘rejecéing the chila. | When éngaged in
accepting and using children's jdeas the heavy responsibility of the
teacher in the multi-ethnic school is clear and the importance of the

following analysis is unambiguous.

Ieachers in the sample who are ethnically highly tolerant spent
almost five percent of their total teaching time accepting and using the
ideas contributed by children which is only slightly higher than their
highly intolerant colleagues (HIT L.54%; HIT 3.36%). or thi$ £i;é
highly tolerant teachers spend just under eighty-six percent using
children'’s ideas in the course of individual teaching, This is
. generally, although not exclusively, by developlng the idea with the child
who made the contribution in the first place° The remaining fourteen
percent of the time spent in this mode of teaching is used by accepting
individual children's ideas and then developing them with the class as a
whole, - Of the time they give to this mode of teaching highly
intolerant teachers spend'muéh more of it working with the class as a

whole acceptlng children's 1deas from individuals and then sw1tch1ng

falrlj rapidly from the contributor to the development of the idea w1th
the whole class (HTT 14.3%; HIT 23.55%). One conséquence of this way
of handling children's idéas is a fairly rapid change by the highly
intolerant teacher from using the children's ideas as such and moving into
direct teaching which results in thesé teaéhers giving over nine percent
less attention to the ideas of individual children (HTT 85.7%; HIT 76.45%)
and is a contributory cause of the lower proportion of total‘teaching time

given by highly intolerant teachers to this activity.
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~ When the distribution wﬁich takes place between .the teacher
:and the boy; and giris of the three ethnic groups is angly;éd it is found
that highly tolerant teachéré give preferential éttenti;n to the ideas
contributed by boys and girls of Asién and of West Indian origins drawing
the extra time from that which would,Ain an even distribution, have gone
to the children of European origin, espécially the boys who receive_almos£
eight percent less than their fair share of this form of teachiﬁg.
Highly intolerant teachers favour boys and girls of European origin t;king
time which ﬁould otherwise have gone to children of West Indian origiﬁ
especially girls wﬁo, in the process, lose over seven percent of what
would §therwise have been a fair allocation of time to the acceptance and
use of their ideas (Table 15). The ideas of Asian boys are given
preferential attention whether they are in classes taught by teéchers who
~are highly toleran£ or those who are highly intolerant. In this
analysis there are no significant associations between the userf
children's ideas by either highly tolerant or highly intolerant teachers

and the. self-concept of boys and girls of the three ethnic gfoups

(aAppendix 37.9).

The pattern of interaction between the teachers and the

chiidren i£volving this category is sé distinct that when the sex vafiable‘
is contfolled little which was unforseen in the earlier analysis emerges.
Children of Asian and of West Indian origins gain at the expense of
children of European descent in classes taught by highly tolerant teachers
and in classes taught by highly intolerant teachers we find that the ideés
of children of European origin are given preference with children of Wecst
Indian origin losing almost twelve percent of their fair share of
attention (appendix 36.7). Children of Asian origin benefit from

either group of teachers in that when they are taught by highly tolerant
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Distribution of individual teaching time given to the accépténce'

and use of children's ideas (category 3) by ethnically highly tolerant

(HTT) and ethnically highly intolerant teachers (HIT):

E.B.

AG.

TOTALS

C3HTT E.G. A.B. WIB. WIG.
£ o 507 454 238 - 538 239 - 268 2044

. o i
£, 667 529 168 222 - 229 229 2044
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'x,§ = 145:8T;  p < 0001 |
C3HIT E.B. E.G. A.B.”  AG. WIB. wiG,  TOTALS
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teachers they gain nine perceqt extra attention to their ideas and when
‘taught by highly intolerant teachers fhey virtually achiev;ntheir correct
share of the time given to this element, Tﬁere is a slight suggestion
of some association between the use By highly tolerant teachers of the

ideas of children of Asian origin and their self-concept {Appendix 37.10).

The colour variable analysi§ shows nothing which, given the
findings above, would.not be expected: white children lose to black
children over eleven percent of an equal distribution of the highly
tolerant teacher's attention to ideés and gain from’bladk children an
almost equal amount in the class of the highly intolerant teacher
(appendix 36.8). There is é significant association between the self-
concept of black children and the use that highly tolerant teachers make'
of the ideas these black pupiis contribute to the interaction of the |
muiti-ethnic.class (appendix 37.11). | |

As far as the use and acceptance of children's ideas in the
multi-ethnic classroom is concerﬂed 1little advanfage in terms of time is
gained by eitherAboys or girls with the possible exception of a very
s;ight_bfnefit to girls taught by highly.tolergpt teachers (Aéggndix §§:9L
However, there is a very highly significant association between the use
which highly intﬁlerant teachers make of the contributions of girls and

their self-concept (appendix 37.12). .

In ths multi-ethnic classroom the educational importance of
accepting and using children's ideas-is likely to extend beyond the direct
influence such an activity has upon the self-concept of individual
children of whatever ethnic origin. . This is because the psychological.

processes of identification and imitation will almost certainly not remain
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dormant duriﬁg_consistent rejection by the teacher and will influence the
responses wﬁicﬁ the children themselVes meke to the téache;}s own ideéé.
In the class where any iﬁdividual‘child, ér where'any group of child;en,
receives only minimal acceptance and\usé of their ideas as,'for example,
when children of West Indian origin are taught by a highly intolerant
teacher, those children, assuming the éharacteristics of the dominant.
figure in their experience of handling ideas, may theﬁselves find sémé
difficulty in acceptiﬁg and using those ideas introduced by the teacher.
Such a psychological constraint is likelj to influence not oniy the
child's concept of himself, particularly as a learner,_but also the
perception others hgve of him or his ethni§ groﬁp. _ Re jecting,
ignoring or giving less than adequafe acceptance and use to children's
ideas is an efficient method of causing frustration and teaching failure

in the multi—ethnic classroom. On the basis of the evidence from our
small sample those who appear to be at most risk when this mode of teaching
is being used are probably those boys of European origin in classes taught
by highly tolerant teachers and girls of West Indian origin who are taught

by teachers who are highly intolerant.

Questions asked by the teacher (Ch):

Oral questions, as part of any teacher's 'stock-in-trade', are
used in the ﬁulti—ethnic classroom, as in any other, in a variety of ways
and for a number Qf very Aifferent purposes, Thé questions coded in
this category are "invitations to participate"(l) but as the invitation

may be an embarrassment to some children and as it is the teacher who

l. Flanders, Ned 4., Analyzing Teaching Behavior.
- Addison-Wesley Publishing Co. Inc. 1970, p.45.



decides on the purpose of the questioning, controls the nature of the
questlons and, to a large extent, regulates who shall resp01d and
therefore participate, a detailed study of our observations of this.elemént
of interaction in the multi-ethnic ciaséfoom is_clearly appropriate. -
Provided that the child wishes to participate, and has the necessary
confidence to dé so, then to be selected is likely to boost the self-
concept with the possibility of further enhancement if the response which
is given is acceptable to the teacher and attracts some form of praise.
On the other hand to want to take part but to be ignored is almost
certainly to lead to 2 deflation of the self especially where enthusiasm
is accompanied by a confidence in one's ability to contribute something |
worthwhile, Moreover, children of different ethnic origins are not
likely to be completely unaffected by the preferencés, if any, given by
the teacher, either consciously or unconsciously, to those selected to

(1)

respond to the "invitation to participate" The "invitations" can
be issued either gene}ally to the whole class, thus providing at least an
impressidn of giving eveny‘child the 6pportunity to respoﬁd, or

specifically to individual children. The more specifip the invitation

the more control the teacher exercises over the interaction whereas the

more general invitation, involving all the class, is less restrictive.

Qur observations show that after diréct teaching questions take
up most of the time in the class taught by the hiéhly intolerant teacher
who spends almost seventeen percent of the total teaching time u;iné this
mode of teaching. Highly tolerant teachers spend rather less time at

about thirteen and a half percent of the total teaching time in

l. Flanders, Ned A., Analyzing Teaching Behavior.
Addlson-Weslcy Publishing Co, Inc. 1970, p.h5.




questioning children, In each of the three ethnic grouﬁs both boys
and girls are questioned by highly intolerant teachers for a slightly
longer proportion of the total teaching time than their counterparts who

are taught by highly tolerant teachers (Table 16).

TABLE 16:

Interaction time spent on questioning children in three ethnic

groups as a percentage of the total interaction time spent with'

each groun by highly tolerant and highly intolerant teachers:

Ethnic/sex Highly intolerant Highly tolerant Difference
groups. teachers (HIT). | teachers (HTT) (HIT- HTT)
E.B. 15.07 12,59 +2.48
E.G. 14.2L 10.43 +3.81
A.B. 18.47 - 14,20 +h.27
A.G. 19.36 12.89 +6.47
WIB. 17.37 15.05 - 42,32
vIIG. 18.07 15.82 | +2.25

Of the time given to questions both highly tolerant and highly intolerant
teachers give more to individual children (HTT 65.26%; HIT 58.54%) than
they do to the class as a whole (HTT 34.74%; HIT 41.46%) which, in the
light of the discussion above, seems to suggest that both groups of
teachers may use the techniques of questioning as a control mechanism

since gquestioning is very much a teacher-centred activity even when working

with individual children,

How do teachers of different levels of ethnocentrism distribute
the time they spend in giving questions between children of the different

ethnic groups? In classes taught by highly intolerant teachers there
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is a remarkably even distribution of question time apart from the greatefA |
amount given to boys of Asian origin., The additional k.6 tiiey ‘gain
comes mostly from girls of European origin who, at the lower end of the
scale, find themselves relatively ighoréd. This is a situation which
they could not avoid even if they were to move to a class taught by a
highly tolerant teacher as once égain they would find themselves attracting
- far less question time_(-SfZQ%) than boys of Asian origin (+5.21%) and

very conside:ably lesé than bdys of West Indian origin who command mo;t
attention durihg question time (+8.51%) in these classés. ~ However,
when it comes to questions it is boysvof European origin in the classes of
highly tolerant teachers who lose more time than any other group (-8.32%);
(Table 17). None of these distributions of questions by highly .
tolerant and highly intolerant tgachers are associated with the éelf-

concept of boys or girls of European, Asian or West Indian origins at a

statistically significant level (Appendix 37.13).

Of the three ethnic groups which this study distinguishes it is
the children of European origin who receive the least amount of time when
questioning takes place in classes of both the highly tolerant and highly
intolerant teachers,- The largest discrepancies arise in the classes
of highly tolerant teachers where children of Eurocpean descent attraét
over sixteen peréent less of the time these teachers give to asking
questioﬁs, and children of West Indian descent over ten percent more, than
their numbers would justify. .There is a slight indication that this
excessive time given to asking questions of childrén of West Indian origin
is associated with their self-concept (Appendix 37.14). During
questions from highly intolerant teache:s it is children of Asian origin
who receive the greatest amount of attention and they also gain additional

attention in classes taught by less ethnocentric teachers'(Appendix 36.10).
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P
TABLE 17:

Distribution of individual teaching time given to asking questions

(category 4) by ethnically highly tolerant (HTT) and ethnically highly

intolerant teachers (HIT):

C4HTT E.B. E.G. . A.B. AG. - WIB. WIiG. TOTALS

£, 1126 815 622 539 911 615 4628
£, 1511 1198 381 504 517 517 4628
(f-£) . =385 =383 4241 +35 4394 98

% of total =832 ~8¢28 45021 4076 4851 42412

%2 = 694:26; p <0001

. 5 .

C4HIT E.B.  E.G.  AB.” AG.,  WIB.,  WIG., TOTALS
£ 1350 877 825 631 608 596 4887
£ 1317 1087 598 598 674 613 4887

(£~ £.) 433 =210 4227 +33 66 -17

% of total 4068 ~4+30 +e64 40468 -1435 ~0+¢35

X = 136¢32; p <0001 mh

Observed ) . L _
£ O‘_\ ’ .

freauency —
exceeds ¥ - . ;7
expected

frequency: : jj

AB AG WIB WIG o

ﬂ a
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frequency
less than
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frequency: -
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teachers (HIT):
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Given this situation in which the children of European orlgln‘
find themselves receiving less attent1on dur1ng question tlme than the .
children of either Asian or Wést Indian descent it may be anticipated
that the analysis on the basis of the coiour variable would show that most
of the time taken up by questioning, in both the highly tolerant and»the
highly intolerant teachers' classes, goes to black children. In the
case of those black children taught by highly tolerant teachers they
receive 16,.6% more question time than their numbers would warrant and‘this
is positively correlated at a significant level with their self-conéept
(Appendix 37.15). In classes taught by highly intolerant teachers fhe
distribution of question time is relatively even with a discrepancy of
only 3,8% in favour of‘the black child (Appendix 36.11): no association

with the'self-concept is evident,

As far as the distribution of question time betweeﬂiboys and
girls is concerned there is'a tendency, by both groups of teachers, to
favour boys (Appendix 36.12) whose}self—concept appears to be associated
with the amount of question time they recéive from highly tolerant and

highly intolerant teachers (Appendix 37.16).

The prominence given to the use of questlons in the
professional activity of all teachers is very evident in the multl—ethnlc
setting. We find highly intolerant teacher§ using more of their
teaching time questioning children than their mcre tolerant colleagues
and spreading that time so that all children in each ethnic group are
questioned more frequently than those cﬁildren being taught by highly
tolerant teachers. There are, of course, many reasons why teachers
use questions, other than the most obvious one of testing, some of which

may be pertinent to this. analysis. Questioning, for example, enables
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teachers to assert their authority by their acceptance or rejection of tﬂe
puplls' responses and through a dlsplay of their superlor know’edge._
Furthermore, teachers are also in a position to use questioning to promote
an atmosphere of conformity accepting and reinforcing only those responses
which equate with their preconceptions. .In the light of these
possibilities it does seem pfobable that the preference over othef modes
of teaching given to questioning by'those teachers who are ethnically

highly intolerant may be the result of such considerations.

It vill hot escape attention however that highly tolerant
teachers spend considerably more of the time they use for questioning
directing their‘questions to children of Asian and West Indian origin
particularly boys. If questioning is also used by these teeehers as a
form of control the evidence suggests that boys of Asian and West Indian
origins may present more discipline difficulties to highly telerant
teachers than other children, » Alternatively, highly tolerant
teachers, with their lower overall use of questions, may have estzblished
some other form of classroom control (fer example categories six and
seven) which, whilst relyinglless on questioning as a means of controi,
permits the use of questions, with some children, in a positive manner to

establish a rapport, to activate participation or to stimulate interest.

Observation”indicates that highly tolerant teachets tend to ask
questions of the whole class and then to select individual children to
respend developing the interaction with the use of frequent supplementary
questions, In these classrooms this approach led to relatively long
periods of interaction during which children were encouraged to express
their own ideas (category nine) and during which the highly tolerant

teacher gave substantial time for children's respcnses to questions.
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- Questions used by highly intolerant teachers, whilst more frequent, tended
to take less time in each sequence as the 'closed' type of qﬁestion was

used most freguently.

Direct teaching (C5):

{
The professional teacher's traditional responsibility is to

dispense information passing on accumulated knowledge to a younger
generation and altﬁough this somewhat restricted view of the teacher;s
role in British education has undergone some far-reaching changes since
the implementation of the provisions contained in the 1944 Education Act
there, nevertheless, remains a widely and firmly held opinion that this
.continues to be the major task of the professional teacher, There

can be liftle doubt that this is also the view of teachers in multi-ethnic
schools: teachers who are ethnically ﬁighly tolerant and those who are
highly intolerant_all employ the direct teaching mode far more extensively
than any of the other approaches to teaching identified in the analysis
which was used. These two exfreme ethnocentric groups differ by only
one percept_in the amount pf direct teaching in which they engage wi#h_w
highly tolerant teachers using 30.6% and highly intolerant teachers 31.6%
of their total teaching time for this 'lecture' type teaching. There
the similarities in the use of this mode stop: of the direct teaching in

- which highly tolerant teachers engage they use a very much greater_'
proportion with individual childrén than highly intolerant teachers

(HTT 55.867; HIT 36.95%) which highlights the more individualistic
approach to teaching adopted by highly tolerant teachers as distinct from
the more collective emphasis given by highly intolerant teachers.

This latter group use just over sixty-three percent of their direct
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teaching working with the class as a whole,

Of the time associated with the direct teaching of individual
children in those classes taught by the highly intolerant teachers in the
sample most goes to boys of European origin and the least time to girls of
West‘Ihdian origin ﬁhiéh contrasts sharply with the situation in thoﬁé
classes taught by the highly tolerant teachers who give most of their
direct teaching time to boys of West Indian origin and least time to.boys
onyuropeaﬁ origin (Table 18). Despite this less than expected amount
of direct teaching received by boys of European origin it is they whose
self~concept appears to be associated with the direct teaching given them
since a very highly signifiéant felationship has been discoveréd.-
(Appendix 37.17). In classes taught By highly intolerant téachers it
~is the self-concept of girls of European origin which appears to be most
closely associated with the amount of direct teachingrthey rec?ive
(p £0.05). The least inconsistency in the distribution of direct
teaching by teachers of the two levels of ethnocentrism occurs with girls
of Asian origin and, rather more so, with boys of the same ethnic group.

When the sex variable is controlled we discover thétvas fgr as
direct-;éaching is concerned children of European origin gain most .J
attention if they aie taught by a teacher who is ethnically highly
intolerant (+6.8%). This group uses time which more correctly should
have been given to those children of Asian origin (-1.8%) and, mqre..
extensively, to those of West Indian origin (-5.0%). The exact reverse
of this progression is discovered in those classes taught by teachers who
are ethnically highly tolerant with children of West Indian origin
commanding most time (+5.6%), with those of Asian origin next (+0.6%) and

those of European origin réceiving least time of all (-6.%%). " The

7.
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,
/

Distribution of individual teaching time given to direct teaching _

(category 5) by ethnically hishly tolerant (HTT) and ethnically -

highly intolerant teachers (HIT):

freguencz: |

C5HTT E.B.  E.G. AB.  AG.  WIB.  WIG.  TOTALS
£, 2433 2280 837 934 1438 1080 - 9002
£, - 2938 2330 742 980 1006 1006 9002
(£~ f,) =505 ~50 95 -46 4432 +74
% of total =5¢61 =056  +1+06 =051 #4480 40482
%g = 293.15;  p < 0001 |
CSHIT E.B. - E.G. A.B, AG. WIB.  VIG. TOTALS
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pictﬁre which emerge$ is one in which children of Asian origin éomqand
practically equal attention from either highly tolerant or‘highly
intolerant teachers; children of nuropean descent 1031ng direct teaching
to children of West Indian descent in the class of the hlghly tolerant
teacher but revealing an association between their self-concept and the
direct teaching they receive and in the class of the highly intolerant
children of West Indian descent losing direct teachlnv to those of

European descent (Appendix 36,13),

| Following the evidence given above the excessive amount of
direct teaching given to white childrén at the expense of black children
by highly intolerant teachers and the greater preference during direct

teaching given to black children at the expense of white children by

highly tolerant teachers will not be uneipected; (Appendix 36.1%4).

When the data are analysed solely on the basis of the sex variable there
are no significant differences in the distribution of direct teaching.

It appears that in this classroom activity, as far as the allocation of
time is concerned, there afé no real advantages to be gained by either
boys dr girls in the classes of those teachers holding strongly negative
or strongly p051t1ve ethnlc v1ewp01nts, (Appendlx 36. 15)

Neverthless, the use of direct teaching by the highly intolerant teacher -
appears to be associated with the self-concept of their girl pupils at a

highly significant'level whereas in classes taught by highly tolerant

teachers the association is very slight (Appendix 37.20).

The results of our analysis of the wéy in which highly tolerant
and highly intolerant teachers use the direct teaching mode point to some
interesting characferistics of their respective multi-ethnic classrooms.

Both the highly tolerant and highly intolerant teachers eppear to give
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eépél importance, in practicé, to the teacher's role as a d}sbeﬁser of
information but it seéms that the highly intolerant teachéf; with a strong
Vemphasis on class teaching, is more likely to use direct teaching as a
regulator of classroom behaviour. "~ As direct feaching_is;'in itself,
a teacher-originated and teacher-orienteted activity it is one way in
which the teacher can exert a large degree of control in the multi-ethnic

. classroom. Such control is most effectivé when direct teaching is
use& vith the class a$ a whole and tends to become less so as the teacher
works with individpal children. This may indicate why highly

. intolerant teachers spend a.veﬁy'considerable améunt of their teaching

time using the direct teaching mode with their clasées as a whole,

They appeaf to want.to control the interaction in their classrooms to a
muich greater extent fhan those teachers who are more ethnically télerant
and who attach more importance t; their direct teaching of individual

children thus developing a more child-centred approach to their work.

The extensive use whidh is made of didactic teaching by both
highly tolerant and highly-intolerant teachers may be a critical factor in
the development of the child's self-concept if a real relationship between
the two exists, However, we find that this type of teaching appears

-fo be significahtij-aséociat;a with the self—cbécépt only.iﬁ children of
Eufopean origin. All correlations calculated for boys and girls of
Asian ahd of West Iﬁdian origins in classes taught by highly tolerant and
highly intolerant teachers are at a very low level (Appendices

37.17/18/19).

However these data are analysed there is a persistent indication
that those teachers who are ethnically highly intolerant, when engaged in

direct teaching, have a tendency to give preferential attention to pupils of
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European origin. Likewlse we cannot a§oid the observation that their
colleagues, who. are considerably less ethnocentrically incliﬁed, seem to
give preferential attention to children of West Indian origin when direct
feaching is taking place. There éppears to be some relationship
.between the childrén's ethnic origin and the teacher's behaviour when
engaged in direct teaching and it is not difficult to appreciate how
perplexing it must be for cﬁildren'of some‘ethnic groups to achievé the
significance and the "place in another person's world"(l) essential ég

the develophent of a coherent self-concept especially when direct teaching
is taking place in the multi-ethnic classroom as it does for almost one

third of the time the child spends there,

Teachers' directions to the children (C6):

As thé physical authority in the classroom teachers use
directions in order to exercise control-over children's behaviour which
implies that such instructiéns are accompanied by the expectation that the
child will cobply'with the command., The excessive reliance on -
directed activity by the teacher, which is observed in some classrooms,
reflects an authoritarianism which, in time, will tend to lessen the
child's ability to become a self-functioning pefson confident in the
acceptability of his oﬁn actions. This weakening of the capacity for
self-initiated activity by the dominance of extrinsic demands encoufages
the child to abdicate from a personal responsibility for his actions

which, in extreme cases, makes serious inroads into his level of

1. Laing, R.D., Self and Others.
Penguin Books, 1973, p.1l36.




135

confidence and undermines the stability of the self-céncepti In the
multi-ethnic classroom such considerations are no less impo;tant and,

bedause of the visual disti£ctions which are so clearly apparent to the
teacher and the children, may be moré iﬁfluential especially where boys
and girls of any particular ethnic origins #ttract'more or less directives

which will then become part of the‘adopted steredtype of an ethnic group.

Highly intolerant teachers utilize directions slightly more
than highly tolerant teachers taking over twelve percent of their total
teaching time in this mode of teaching in contrast to Jjust over ten
percent by those who are less ethnocentric, Of the time spentvgiving
directions the highly tolerant teacher uses slightly more collectlve
commands to the class as a whole than the highly intolerant teacher who
gives directives in more individual terms (Appendices 39 andvAO),

Both groups of teachers however use virtually the same proportion of the
. time they spend in whole class teaching giving directions to the class
en masse (HTT 13.63%; HIT 13.00%) so there is ﬁo significant difference in

their use of directions when they are class teaching.

The major differences lie in the extent to which teachers of
these extreme ethnocentric levels use directions with boys and girls of
the different ethnic gro;ps in their classes. The first apparent
feature is the less than expected time used in giving directions to boys
and to girls of European origin by both groups of teachers. | This is
the only mode of teaching in our analysis in which we find teachers of
both levels of ethnocentrism treating both boys and girls of European
origin in the same mannervalthough at different levels.(boys: HTT -7.92%;
HIT -4.,5% and girls: HPT -4.33%; HIT -1.61%). Boys and girls of

European origin receive, and may possibly require, rather less oral
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direction of their activity in the multi-ethnic classroom in order to meet
thé requirements of the teacher of European origin however\folerant or
intole:ant of ethnic differences the teacﬁer may bé. The second
outétanding feature is the exfra amount of time spent in giving directions
to boys of West Indian origin by highly tolerant teachers (+§.6?%) and to
girls of the same ethnic group by highly.intolerant teachers (+8,34%).

The extra time spent by highiy tolerant teachers in giving directions. to
boys of West Indian origin (as distinct from the even balance maintai;led
by more intolerant teachérs) suggests that this‘group of boys find it more
difficult to be acceptably self-functioning within the relétivel& less
‘structured organisation of‘the-highly tolerant teacher's classroom,

It appears that girls of West Indian ofiéin mayrbe able to cope with the
more relaxed atmosphére encouraged by highly tolerant teachers but do not
appear to be_amenable to the more rigid and formalised organisation within
those cl#sses taught by highly intolerant teachers (Table 19) and as a
consequence attract more directives. The'éelf-concept of girls of
West Indian origin taught by highly tolerant teachers shows a highly
significant association with the amount of time their teachers spend
giving them directions. This time amounted to just under thirty
percent less than what these girls‘would have received_?p apvequal
;istribution of the time highly tolerant teachers spent giving direcéions.
All other correlétions are at a very low 1ével and are not statistically
signifiéant which is also the case in those classes taught by highly
intolerant %teachers except for boys of West Indian origin. These boys
receive virtually tﬁe expected amount of the time highly intolerant

teachers use in giving directions and this appears to be slightly

associated with the boys' self-concept (Appendix 37521).

As an ethnic group éhildren of West Indian origin attract more
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TABLE 19:

Distribution of individuval teaching time spent in giving directions

(category 6) by ethnically highly tolerant (HTT) and ethnically

highly intolerant teachers (HIT):

C6HTT E.B. EOG. AQBO AoG‘o . wIBe WIGO : TOTALS

£, 736 642 . 413 332 621 234 2978
£ 972 m 245 324 335 333 2978
(£ - £) -236 =129 68 48 +268 -99

% of totai:’]‘92 ~4233 45064 40926 49467 =332

| WE = 472:80;  p 0e001 '
CEHIT E.B. EoGo AB. - AG.  WIB,  WIG.,  TOTALS
£, 799 733 513 283 481 741 3550
N 957 790 434 434 490 45 3550
(fo- £,) =158 =57 479 =151 =9 296
% of total-4edS  ~1e61 42022  —4e25  -0+25 48034
: 2 — [ ] o »
'Jps = 294.17 p < 0001 r
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directions from.both highly tolerant (+6.4%) and highly intolerant .
teachers (+8.1%) than any other ethnic category. With-éhiid;en of
Asian descent also receiving more directions from highly tolerant teachers
than from those who are highly intolerant it seems that they also may
experience some difficulty in functioning acceptably in what appears to be
the more relaxed and more child-centredvactivity of the highly tolerant
teacher's class (Appendix 36.16). From the analysis of ethnic group
nembership the correlations obtained between the self-concept and the‘use

of directions by highly tolerant and highly intolerant teachers are all

very low and statistically insignificant (Appendix 37.22).

The less than expécted time spent in giving directions_to
children of European descent already identified above leads to the
inevitable observation that black children attract more than their fair
share of directions from both highly tolerant and highly intolérant
teachers but whatrwili not be so obvious from the earlier sections of this
report on this particular category of interaction is that highly tolerant
teachers spend twice as much time giving directions to black children as
highly intolerant teé.chers (Appendix 36.17). .Ymereibiack children are
concerned the teacher-centred approach of the ethnically highiy iptolg?gnt
_teacher does not éeém to necéésitafe such a high level of overt teécﬁer-
direction as the more child-centred approach of the ethnically highly

tolerant teacher. No association between this mode of teaching, the

self-concept and skin colour is apparent (Appendix 37.23).

When we compare boys with girls we find that boys, especially
those of Asian and of West Indian descent, take up more of the time highly
tolerant teachers spend in giving directions than girls but in classes

taught by highly intolerant teachers it is girls who take up most of this
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time due, exciusively, to the extra time given to giris of West Indian
descent (Appendix 36.18). Boys show a sigﬁificant asso;iationbbgtween
the level of their self-concept and the aﬁount of fime highly intolerant
teachers spend giving them directions'and a weak association is also

evident in boys taught by highly tolerant teachers (Appendix 37.24).

. 4
Criticism of children and justification of the teachers' authority (C7):

| Negative criticiém, which is the concern of this catégo:y, is,
when given orally in the multi-ethnic classroom, a'public'indicator of
failure which, when given excessively, can be détrimental to the self-
concept of the individual child. " Where the teacher has an over-riding
concern to improve standards éf work and behaviour children, who may find
the perfection sought difficult, if not impossible, to achieve, will tend
to become demoralized and will develop increasing feelings of their
inadequacy as learners. Feeling a failure the child in the multi-
ethnic class.is likely to become one if he is subjected fo undue negative
criticism and fﬁe opinion that he holds of his personal worth is likely
-to diminish as the criticism increases, If a teacher accentuates the
_child's apparent deficiencies the level of work will deteriorate thus
augmenting the child's fleelings of inferiority and resentfulness towards
the over critical autherity figure. Moreover the avoidance of any
gross imbalance in giving criticism in the multi-ethnic classroom iS also’
important because where oral negative criticism of members of a particular
ethnic_group is eitensive, and when it is publicly announced, the imagé of
that group, held by other children, will tend to become debased as the
perceived criticism ofiindividual representatives is generalised to the

group. Negative criticism is also contained in the use of extreme
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self—feference by the teécher so those occésions when teachers justify
their authority in this way are included in this category. - This
negative form of coercivene;s, initiated by some teachers to enforce the
compliance of children, may also convéy io the child a sense of failure no
less influential in the development of the child's self-concept than other
excessively authoritarian approaches of the teacher and certainly no 1ess‘

obvious to all members of the multi-ethnic class.

Eihnically highly tolerant teachers in our sample spenf only
fractionally more of their total teaching time using criticism than their
highly intolerant colleagues (HIT 5.48%; HIT 4.68%).. It might
reasonably have been expected that such a similarity in the overail use
of negative reinforcement would be unlikely to occur between sucﬁ extreme
tolerance groups but the greater use of criticism with individual children
observed invhighlyAtolerant teachers tends fo reduce the numbe;s of
children actively affected at any one time and may, therefore, lead to a
more time consuming use of criticism. Of the time highly tolerant
teachers spend in using crificism 76.45% is directed towards individual
dhildren, slightly more than the 73.1% highly intolerant teachers use from‘
the fime they spend in criticizing children's work apd behaviour, The
time remaining to each group of teachers is used in the collective "

criticism of the whole class.

Béys of West Indian origin attract more criticism than any
other gréup of children receiving more then their fair share in the
classes of both highly tolerant and highly intolerant teachers (Table 20).
From highly tolerant teachers they receivé over ele?en percent more of the
tiﬁe these teachers spent in criticism, than they would have done given an

equitable distribution, compared to the extra two and a half percent of



TABLE 202

141

Distribution of individual 'teaching time spent criticizing pupils or

given to justifying the teacher's authority (category 7) by ethnically

highly tolerant (HTT) and ethnically highly intolerant teachers (HIT):

f requency:

CTHTT E.B. E.G.  A.B. A.G. WIB. WIG., . TOTALS
£ 742 533 208 121 490 90 2204
£, 720 570 182 240 246 246 2204
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the highlyiinfolerant teachers!' time. In the highly tolerant teacher's
class the excess time comes mainly from that which would, iﬁ'an equitable
distribution, have gone to girls of Asian and of West Indian origin and in
the class of thé highly intolerant teacher the extra time cbmes from girls
of European origin»(Table 20). These girls of European origin receive,
from highlyrintolerant teachers, almost 37% less criticism than would be
expected in an equitable dis£ribution and this appears to be assoéiatgd
with their self-concept (p<0.05). In classes taught by highly ‘
tolerant teachers boys of Asian origin receive just over 25% more

criticism than would be expected and this is also positively correlated at

a significant level with their self-concept (Appendix 37.25).

Control of the sex variabie highlights the extra time'éiven by
highly tolerant and highly intolerant teachers to the criticism of
children of West Indian origin. ' It is ihteresting to note’that of the
ten interaction cétegories this and category six, in which the giving of
directions by the‘teacher is recorded, are the only two in which highly
tolerant and highly intolerqnt teachers are in accord when interacting
: with{children of West Indian origin and both categories record interaction

()

which is "intendedZto produce compliance" Both groups of teachers
shoﬁ a unif;rmity in their use.of criticism with children of differéﬂt
‘groups and in this analysis children of European and of Asian origins
receive less criticism than their numbers would warrant. Negative
critical appraisal is given excessively to children of West Indian descent
(Appendix 36ﬂ}9) but it is only when it.is used by teachers who are‘highly

tolerant that we find any significant association with the self-concept of

these children (Appendix 37.26).

1. Flenders, N.A., . Analyzins Teaching Behavior.
: Addison-iiesley Publishing Co. Inc. 1970, p.47.
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The uniformity in approach to the disfribdtion of criticism by
highly tolerant and hlghly intolerant teachers continues t;.show in the
analysis when related to white and black chlldren. The extent to
which criticism is directed towards children of West Indianborigin is
sufficient to give some promiﬁence to the éxcess of criticism given to
black, as distinct from.white, children (Appendix 36.30). In this
analysis a highly“significant relationship is éetected between the self—-
concept of black children and the criticism the& receive from highly .

tolerent teachers (Appendix 37.27).

A1l the evidence indicates that boys undoubtedly attract, from
both tolerance groups of teachers, much more of the time given to - ‘
criticism than do girls with highly tolerant teachers giving exaétly twice
es much extra time to criticizing boys than highly intolerant teachers.
Highly tolerant teachers give extra time to criticizing boys iﬁ each of
the three ethnic groups taking the time in éach case from the girls in
each ethnic group. It appears that teachers with extreme ethnocentriec
views find some cause to direct most criticism towards boys and, in
the caée of the highly toleranf teacher, éspecially.towards boys of.Wéét
Indian origin (Appendix 36.21). The sex of the child appears to be an
influential fa;tor in any association there mayibe between the self—w
concept of boys and girls and the use made of criticism by both highly

" tolerant and highly intolerant teachers (Appendix 37.28). The nost
prominent feature is the very highly §ignificant association detected
between the>self concept of girls and the criticism directed towards them

by highly tolerant teachers.

These analyses have dealt with negative criticism designed to

alter the responses and behaviour of childrer from that which teachers
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find unacceptable, Wﬁere this form of nggative criticigm is excessive
(as defined by mcre time being spent with a group than theirAnuﬁbérs would
warrant in an equitable distribution) we may anticipate some adverse
effects on the development of the self-concept. There is a weight of
research evidence which suggests "that strong criticism had significan£
negative relationships with achiévement"(l) and, although there are some
inconsistencies in the results of research, there is an indication th?t a
positive correlationiexists between mild criticism and academic

(2)

aéhievement In our stﬁdy the criticism used by highly intolerant:
teachers appears to be associated with the self-concept of girls
particularly those of European origin who, as a group, received
substantially less criticism than would have been expected whereas' the -
criticism used by highly tolerant teachers seems to be most closely
assoéiated with the self;concept of black children especially girls.

Ouf observations in hulti—ethnic classrooms lead to the tentative suggestion
that what is important is not so much the strength of criticism but the
positive-negative nature of the-commeht, its relationship to expliﬁit

- standards (which, for the critical comment to be fully effective, must be

understood and accepted by the child) and the manner in which the

criticism is made by the teacher.

Childrsn's oral responses to teachers!' initiatives (C8):

Flanders' description of this category of interaction as "talk

l, Vestbury, Ian & Research into Classroom Processes: recent
Bellack, Arno A., developments and next steps.
: Teachers College Press, 1971, p.75.

2. Perkins, H.V., Classroom behavior & under-ackievement.
Amer, educe. Res., Jnl, 1965, 2, pp.l-12,
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by pupils in resﬁonse to teacher" overlooks one important feature which
mzy have a greater Aegree of significance in the multi-ethnid classroom
than in one which is more conventional. | After.the teacher has
initiated the interaction he usualiy.then has to choose who'shallirespond‘
and it is this process of selection and non-selection within the multi-
ethnic class which may tend to impinge upon the self-concept of children
of different ethnic origins who may, for their part, interpret selection

A ) i
as personal acceptance and non-selection as personal rejection. The
iﬁportance of a balanced application of professional discrimination is
especiallj pertinent since choice, as an exercise of the teacher's
authority, gives permission for the child to become actively and visibly
involved if he so wishes. On the other hand it is open to the teacher
- to make a seleétion which is unsolicited and unwelcomed by the child who
is chosen to respond and may, in these circﬁmstances, reinforce negative
eléments of the self-concept. However this latter type of intepaction
is not included in this category and the data'presented here may be
interpreted as being those responses willingly made by children in multi-
ethnic classes after initiation and genuine selection by.the teacher,
The initiation employed by the teacher relies to a large extent in the
_observatiqps included here upon relatively closed questions which seek to
stimulate a response which conforhs to the teacher's preselected ans%er.
It is very much.a 'right or wrong' convergent approach which limits the
expression of the child's own ideas (which are included in category nine

of this analysis).

In those classes taught by highly tolerant teachers Jjust over

1, Flanders, Ned A., Analyzing Teaching Behavior.
Addison-liesley Publishing Co. Inc.
1970, p.45.
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thirteen and a half percent of the total teaching time is given to the
children;s responses compared with slightly over sixfeen pefqent in
classes taught by highly iétolerant teachers (HTT 13.5%; HIT 16.19%).

A reason for this small difference might emerge if the total time given to
children's talking in response and initiation is considered. When the
observations in catego:y eight (:esponse) and category nine (initiation)
are put together we discover a remarkable simiiarity in the proportions of
time given to children's talking by both groups of teachers in that highly
tolerant teachers. give 20.92% of their total teaching time 4o pupil's.
talking compared with 20.81% given by highly intolerant teachérs.

Given this very precise balance in the time given to children's talking,
by both sets of teachers, the minor differences in the time given by each |
tdlerance gfoup to children's responses and initiatives is a matter of
emphasis. Highly intolerant teachers, in gi?ing more time (+2.66%)
than their more ethhically tolerant colleagues to children's responses,
encourage an atmosphere of conformity in which they inititate contact with
" the children whereas the additional time given to children's initiatives by
highly tolerant teachers (+2.72%) indicates the development of a less
restrictive climate in which the child finds encouragement to expand his
early ipitiativeg'in a creayive.manner. ~ Highly tolerant teachers have
a tendency to promote divergence (which may account, in séme measure, far
their slightly greater use of eriticism); highly intolerant teachers seem to

encourage convergence.

Children's comments made in response to teachers' initiatives
may be made'collectively particularly in small group work in Junior and
Middle Schools., The technique was used more by highly tolerant
teachers, who used in this way 6.11% of all the time given to children's

reéponses, compared with 3.72% used by highly intolerant teachers.,
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The time remaining (HTT 93.89%; HIT 96.28%) is used wiih individual
children with boys of Asian origin receiving more than their fair share
of the time given to this mode of teaching by both highly tolerént and
highly intolerant teachers. This concentration of cétegory eight
time (+14.0Z%) with boys of Asian origin reflects, in some measure, the:
additional time given, by both groups of teachers, to asking them questiohs
(category 4). It also suggests that boys of Asian origin may tend to
respond readily to questioning which then provides poéi%i&e feedback }or
‘their teachers encouraging further interaction. No significanf
relétionships between the time givén to children's responses by highly
tolerant and highly intolerant teachers and the self-concept of their

pupils is present (appendix 37.29).

The pattern of distribution presents a confused picture
.(Table 21)>until the sex variable is controlled when it can be“seen that
highly tolerant teachers give a veny.cleaf preference to children of Asién
origin and, to a lesser extent, to‘children of West Indian origin,.
Children of Asian origin‘aiéo gain extra time from teachers who are highly
intolerant together with children of European origin (appendix 36.22).
Analysis by ethnic group only reveals a(slight association between this
mode of teaching and the Seif—concept of éhildren éf Europeén originf

taught by highly intolerant teachers (appendix 37.30).

i‘he patterns of‘ distribution already reported are reflected in
the analysis of the data when they aré related to children's skin colour
(Appendix 36.23). The additional time given to black children by
highly tolerant teachers in every other category of intefaction is
replicated in the twelve percent extra time given by thése teachers to the

responsive talk of black children. Highly intolerant teachers have a



TABLE 21:

148

Distribution of individual teaching time given to children's

responses to teachers' initiatives (category 8) by ethnically

highlvy tolerant (HTT) and ethnically highly intolerant teachers (HIT):

CSHTT

TOTALS

freguencx:

O

E.B. E.G. A.B. AG.  WIB. WIG.
£, 1631 1466 - 1082 833 1043 627 6682
£, 2181 1729 551 127 147 T47 6682
(£~ £,) ~550 - =263 4531 +06 296 -120
% of totel =823 3094 47495 4159 4443 —1¢80
x,g = 842045  p<< 0001
CSHIT E.B. E.G. ALB. AG, WIB. WIG,  TOTALS
£ 2312 1552 1412 37 - 859 823 7695
fe 2074 1713 91 o911 1061 965 7695
'(fo- fe)» +238 ~161 +4T1 ~204 =202 . =142
% of total 4309  =2009  +6e12 =2:65  =2:62  ~1+85
'x,g = 38177 — p < 04001
| /
/ - ;
Observed : / | ]
freouency /
exceeds 7 /
exnecied / / ]
frequency: / _ /
EB | EG AB AG WIB WIG
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very slight tendency to give white children extra time for their responses
but the data do not allow any further generalizatibn to be nmade. In
neither case is there any significant association with the self-concept

of black children (appendix 37.31).

High;y tolerant and highly intolerant-teachers give_boys_more
time for this form of interaction than they give to girls (Appendix 36.24).
The smail amount of extra time given to boys by highly tolerant teachers
(+4.2%) goes to those of Asian and of West Indian origins and the )
addifional 6.6% given by highly intolerant teachers goes to boys of
European and of Asian origins. Any advantage to be gained from this
mode of teaching willvpfobably adcrue to boys of Asian descent since, as
far as they are concernsd, the level of their teacher's ethnocentrism appears
to make no aignificant.difference:when this acti;ity is tzking place in the
multi-ethnic classroom. - It appears from our evidence that the sex of
- the children may be a crucial factor in any aésociation which may be
present between the use.of thisvmode of teaching and the self-concept of
the pupils. . In classes taught by highly intolerant teachers the self-
concept of boys (p<0.05) and of girls (p<0.02) appears to be strongly
associated withléheir responses to the teacher's initiatives. In the
class taught byihighly tolerant teachers an association is detected at a
significant level only in girls (Appendix 37.32).

That.there are some imbalances between ethnic groups in the
time given to children's oral responses to the initiatives of teachers
of different extreme levels of ethnocentrism is suggested by this analysis
and that they effect, most prominently, boys of all three ethnic groups

distinguished in this study.
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The initiation by children of their own contributions (c9):

The teacher's involvement-in the interactiorn recorded in this
category is one of subtle gncouragement and bold acceptance, .Within
a relatively relaxed educational atmosphere the teacher will generate
children's opinions prompting them to expand their contributions ana
encouraging them to be independent in their thinkiﬁgo Such quest?ons
as may be used by the teacher will be comparatively open allowing the
opportunity for children to develop their responses along lires which have
not been prescribed by the teacher. For their part the children will
actively seek to make contact with the teacher and will feel free to
elicit comment without oppressive constraints. In those classes
where the teacher actively promotes children's initiatives it is likely
that'they will be encouraged to engage in creative‘activity invelving a

degree of divergence absent from the more formal classroom interactions.

Where opportunities are given for children to express their
own ideas and ihterpretations and to introduce their opinion and comment
. they afe>able to exercise some influence on the work of the class and are
likely to achievéwin the process a feeling cf their-own worth; The
opportunity for such development will be withheld from those who do not
receive equal stimulation and an equal chance to introduce their own
contributions and exert their ovm influence. Wﬁere imbalances in this
type'of interaction are introduced»by the teacher in the multi-ethnic
class, albeit unintentionally, a decline in conf'idence may result as those
children who are neglected perceive that others are allowed a degree of
independence and responsibility denied themselves. To restriﬁt the
opportunities that a child in any one ethnic group has to demonstrate

what he himse1f>has created in the fcrm of ideas and opinjons is to limit
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 the acceptance of that child's uniqueness as a person and ?b inhibit the
development>of his identity and the positive elements of hi;nself-concept.»
Acceptlng the importance of this particular mode of teaching we
turn to the analyses of the emplrlcal data. A Of their total teaching
time highly tolerant teachers give 7.39% to children's talk which the
pupils themselves initiate which is in contrast to'thé 4.62% given hx
teachers who are highiy intolerant, V. With the exception of boys of
Asian origin all children in classes taught by highly tolerant teachers
are allocated, for this activity, a greater proportion of the teaching
time spent with boys ahd girls of their ethnic group than dhildren taught

by highly intolerant teachers (Table 22). . As far as this particular

TABLE 22:

Interaction time used for the initiation of children's contributions

as a percentage of the interaction time spent with each ethnic group

by highly tolerant (HTT) and highly intolerant teachers (HIT):

pesdaalll e M i 3l oot o Skl I o)
E.B. 11.22 9.22 + 2,00
E.G. 11.08 8.9k + 2,1
A.B. 8.95 9.31 - 0,36
A.G. 11.2Y4 6.32 + 4,92
WIB. 10.21 5.97 + 4,2
WIG. 13.8 202 +11,72

activity is concerned it seems to be of some>advantage for a girl of West
Indian origin to be in a class tavght by a highly tolerant teacher from

whom she will get the most'support for any creative enterprise she
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initiates,

The distribution of the timergiven by highly tolerant teachers -
to the initiation of children's contributions shows that boys of European
origin fare the worst since they are given 6.82% less time than they would
receive in an equal distribution with girls_of the same ethnic group also
receiviﬁg less time tpan their numbers would warrant.  The time which
accrues as a result of this imbalance in the multi-ethnic class taught by
a‘highly tolerant teacher is disiributed between boys and girls of Asian
and of West Indian origins all of vhom receive more time in which to
express their own ideas and opinions than their numbers would otherwise
Jjustify. The largest imbalance occurs in the class of the'highlyA
intolerant teacher where boys of European descent gain an additional 9.31%
of the time given to the initiation of pupil's talk and girls of West
Indian descent lose 9.44%. In the same class girls of European origin
apd boys of Asian origin also gain extra time for this activity with losses
by girls of Asian and boys of West Indian origins. It seems that
highly intolerant teachers may elither fail to stimulate initiatives
from boyé and giris of West Indian origin (and t§ a lesser extent girls of
Asian origin) or they simply deprive them of this form of interactioﬁ
which provides fhe necessary conditions in which to develop initiatives.
Boys of Asian descent gain extra tihe for the initiaﬁion of their
contributions whether they are taught by highly tolerant or highly
intolerant teachers (Table 23) but it is only when this mode of teaching
is used by highly tolerant teachers that any assbciation with the self-
concept of these boys becomes apparent at a significant level. In -
classes taught b& highly intolerant teachers it is only the self-concept
of girls of Asian origin which appears to be associated with the

opportunites given for pupils to initiate their own contributions to the



TABLE 23:

155

Distribution of individual teaching time given to the initiation

of children's contributions (category 9) by ethnically highly

tolerant (HTT) and ethnically highly intolerant teachers (HIT):

AG.

WIB.

WIG,

COHTT E.B. E.C. A.B. TOTALS
£ 1003 866 392 470 618 538 3887
£, 1268 1006 320 423 435 435 3887
(f6~ fe) =265 =140 +72 +47 4183 +103

% of total =682 =3+60  +1¢85 1021 4471 42465

'x,§ = 197.66. p < 04001

COHIT E.B.  EG.  AB.  AG.  WIB.  WIG.  TOTALS
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£, 614 507 219 219 314 285 2218
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interaction in the multi-ethnic classroom (Appendix 37.33). .

As it could reasonably be anticipatéd from the above analysis
when the sex variable is controlled we discover children of Asian and of
Wés£ Indian origins gaining time at the expense of children of European
origin in classas taught by highly tolerant teachers, In these
classes the only appa?ent association between the self-concept and th?s
mode of teaching at a significant level is in children of Asian origin
(Appendix 37.34). =  In the highly intolerant teacher's class childreﬁ ‘
of European and of Asian origins gain timé at the expense of children of
West Indian érigin (Appendix 36.25). It is no surprise, therefore,
to find highly tolerant teachers giving a more favourable.allocatibﬁ of
time for initiation to black childreh than to white in contrast to the
additional time given to white children by highly intolerant teachers at

the expense of black children (Appendix 36.26).

In those classes taught by highly tolerant teachers there is a
remarkably even balance in the time given to boys and to girls for their
initiatives which appear to be significantly associated with their self-
concepts. A similar association is revealed (Appendix 37.36) in boys
and girls in those classes taught by teachers who ére highly intolerant
where there is a tendency to give additional time for initiatives to boys

at the expense of girls (Appendix 36.27).

The tendency for highly tolerant teachers to give more time to
children's initiatives provides further evidence to suppoft»the earlier
suggestion that these teachers are less dominant in the multi-ethnic
classroom developing a much more personal approach to teaching,

emphasizing the place of the individual in the process, than those
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teachers who are ethnically highly intolerant., The geﬁeral pattern
of the distribution of individual teaching time observed inxéthé¥
categories of interaction in which exfra time is given to black children
by highly tolerant teachers and to wﬁité children by highly intolerant
teachers is repeated in respect of time allocated to children's
initiatives, The imbalances revealed in those classes taught by
highly intolerant teachers may, it is anticipated, have some serious

implications for the education of girls of West Indian descent.

Periods of silence during teaching sequehces (ClO):

The silence which is recorded in these observatiogs isAthat
which occurred during teaching sequences and which could genuinely be‘
considered to be an integral part of the teaching and learning process.
The periods of silencé in this'pategory include, for example, the time
allowed for children to expréss themselves as they hesitate in their
responses,- the pauses used by some.teachers when engaged in the direct
teaching'mode and the time Spent waiting for children to respond to
directions or rqugsts. ‘The‘ggiterion that was used was_ghat teacher
and child, cr éhildren, should be interacting with an expectahcy of oral

interchange recommencing which is akin to Flanders' "productive silence®.

The teacher who accepts, and even encourages, periods of
silence and is prepared to wait for children whilst they consider their
responses with some deliberation is likely to have a relaxed atmosphere
in the classroom with children feeling able to reflect without beingo
constantly under external preésure. - Insistence from the teacher for

immediate responses, or consistent intensive direct teaching which allows
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no time for assimilation, can lead to.a tension in the claSsrpom which
not only hiﬁ&ers learning but whiﬁh also generates a high i;§el'of
inhibitory anxiety. The anxiety of the teacher manifested in the
intensity of his teaching becomes thé aﬁxiety of the child manifested in

his behaviour and internalized in his self-concept.

What then is the situation in the multi-ethnic clasérocm?;

We find that highly tolerant teachers allow almo§t twelve percent of all
tﬁeir teaching time for silence compared with nearly nine percent given by
highly intolerant teachers. This very slight tendency for mofe silence
in the class of the highly tolerant teacher may suggest that they encourage
a more relaxed atmosphere than their more ethnocentric colleagues, an
observation supported by the greater proportion of class teaching time (as
distinct from that time spent teaching individuals) given to silent periods

by highly tolerant teachers (HPT 21.84%; HIT 12.65%).

What is of paramount imporéance to the child in the mu;ti-
ethnic class and to his self-concept howéver, is the way-in which teachers
use silence with each ethnic group when they are teaching individual
children.'. _of thé time gi?en to~§ilence highly tolerant teachers“spend
Jjust over thirty-six percent of it when working with individual children
giving most of it to boys and girls of Asian origin and boys of West ’
Indien origin. Boys of European origin lose 11.11% of their fair
share of silénce and the girls of the same éthnic group lose 7.77% which
may indicate thaf there is a greater pressure upon these fwo groups by the
more tolerant teachers. Girls of West Indian descent in classes of
these highly tolerant teachers receive a very balanced allocation of time
for silence. Moving into a ciass taught by a highly intolerant

teacher we would find that of the time given by them to silence a greater
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proportion was being used with individual cﬁildren than was the case with.
highly tolerant teachers (HTT 37.27%; HIT 43.78%). Théée teachers who
are highly ethnocentric givé to boys of Etropean aﬁd'of Asian.origins far
more than their fair shére of the time allocated to silencé‘with the
Europeans getting over twice as much extra time (+8.7%) than the Asians
(+4.01%) at the expense of glris of European descent and of bqys and girls

of West Indian orlgln (Table 2&)

The pattern of distribution becomes more distinct, and

~ familiar, when the data is analysed in respect of ethnic groups only.
Again we discover that children of Asian origin gain additional time in
whichever class they may find themselves as both highly tolerant and
highly intolerant teachers give them more time in silence than their
numbers Jjustify. Other children who also gain are thosé of Viest
Indian origin in the highly tolerant teacherfs class and childfen of
European origin in the class of the highly intolerant teacher.
Children'of European descent (;18.&%) appear to be put under pressure, or
relatively ignored, by highly tolerant teachers with the same fate
befaliing thoée children of West Inai§n descent (-6.2%) taught by highly'
intolerant teachers (Appendix 36.28). There is a sllght suggegtlon
that the self-concept of children of European origin may be 335001ated

with the use of silence by highly tolerant teachers (Append1x‘37.38).

Biack children gain time for silence very subétantially in

_ classes taught by highly tolerant teacters but in those classes taught by
highly intolerant teachers the colour factor makes only marginal and
insignificant diffeerence in fatour of white children (Abpendix 36;29) anﬁ
does not seem to be iﬁfluential in'the association of the self-concept and

the use of silence by either group of teachers (Appendix 37.39). The



TABLE - 24:

158

\\

Distribution of individual teaching time given io periods of

silence (category 10) by ethnically highly tolerant (HTT) and

ethnically highly intolerant teachers (HIT):
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very slight tendency highly tolerant teachers have to favour boys is also
of nc real significance bﬁt highly intolerant teachers givé\éimo;t nine
percent extra time for silence to boys (Appendix 35.30) and thi; is
positively correlated, at a significént>ievel,.with the boys;-self-concept

(Appendix 37.40).

Where this analysis has focused upon the'distribution of thé
time given to silence in the course of teaching individual children t;at
silence allows time for thinking and reflection and, presumably, a mo;e‘
carefully considered response from the children, Where a teacher is
prepared to accept a slowness of response there is, in most cases, a
lowering of the tension which is evident in some sequences of intgraction
with some children, To maintain silence during interaction requires
a measure of confidence in both the teacher and the child. Highly
tolerant teachers appear to exercise that confidence more readiiy with
black ratﬁer than with white children and more frequently than highly
intolerant teachers who tend to fina a greater confidence in silence when
teaching boys whose self-conéept appears to be fairly strongly*asSociatea -
with the silence which occurs during sequences of interaction in which
they are involved. The obverse should not be overléoked: black pupils
seem to exercise their ;Qééiéence'more-extensively with highly tolérané
than with highly intolerant teachers, The teﬁtative conclusion may be
drawn that the benefits of periods of silence during teaching and response
sequences, not being distributed equitably amongst boys and girls of
different ethnic origins, accrue disproportionately to different groups of
children prébably in relation to their teacher's level of ethnocentrism and

resulting in a concealed educational inequality and a camouflaged partiality

which may be influential in the pfocess of developing the self-concept.

L0 oy i e R a2
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Having identified the emphases given by highly tqlerant and
highly intoierant teachers in their use and control of'separéﬁe modes of
teaching and revealed where their use appears to be associated with the
level of the children's self-concept {Apbendix 38) attention is now focused
on the total pattern of individual teaching received by boys and girls of
European, Asian and West Indian origins, Children in the multi-ethnic
classroom are, like children in other more conventional classrooms, subjected
to an amalgam of teacﬁing modes and this investigation into the work of
highly tolerant and highly intolerant teachers now analyses their composite
profiles aﬁd their use during the individual teaching received by boys and
girls of each ethnic group and examines any possible association there may

be with the level of the children's self-concept..

Boys of European origin:

The teaching profile of highly tolerant teachers working with
individual boys of European origin, giving the ﬁost frequent category

first, is: o -
() 7/5-9-3-6-8-4-10-2-1 (-)

which shows, within the limited time.given to these boys, an emphasis on
direct teaching supported by the opportunity for them to initiate their
contribﬁtions to the interaction which find acceptance and are used by the
highly tolerant teacher within a structure of criticism and direction
where praise and encouragement find little place. A very distinctive
feature is the additional time given to the negative criticism of the

boys! work and behaviour éoupled with frequent statements of
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gelf-reference (cat;gony 7) in support of the highly toleraht‘teaﬁher's
authority,. This particular mode of teaching is also uséa ekcessively
by these teachers with boys of Asian‘and of West Indian origins both
groups receiving more criticish than boys of European origin (EB +1.0%;
AB +2,1%; WIB +11.1%). In the case of boys of Asian aﬁd of Vlest
Indian origins there may be some alleviation of any negative effects of
excessive criticism By the additional use which is made of praise And
encouragement (category 2) which is used only very rarely by highly
tolerént teachers’Wofking with boys of European origin but fairly
extensively with boys of Asien and of West Indian origins (EB -ih.m%;

AB +7.8%; WIB +6.9%). The overall picture is one of tight control by
highly tolerant teachers who, neverthéless, allow some freedom for the
boys to initiate their own ideaé bufibnly within a severely restricted

allocation of time,

The teaching of boys of European origin by highly tolerant
teachers presents a vi§id contrast to that of highly intolerant teachers
(Table 25). These two groups of teachers are in accord ohly when they
are criticizing these boys, which is done excessively,.and when they are
giving them directions, which is done less than would be expected.

With the one exception of the additional time spent in criticism and in
Justifying their own authority teachers who are highly toleraht give less
time than would be expected to every mode of teaching used with these boys
who must fgel relatively ignored in multi-ethnic classes taught by-
highly tolerant teachers. The situation is somewhat different when
controlled bjihighiy intoleranf teachers because, apart from the
diminished time spent in giving directions, they allocate to every other
mode of teaching used with boys of European origin more time than their

numbers would warrant in an equitable distribution between ethnic groups,
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Distribution of classroom interaction used in the individual teaching of

boys of Furopean origin by ﬁi:-thly tolerant and highly intolerant teachers:
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These disparities produce a very low correlation between the emphases
given to the ten modes of teaching by highly tolerant and highly

intolerant teachers (Appendix 41).

The boy of European origin in a multi-ethnic class taught bjla
highly intolerant teacher is clearly going to receive a different balance

of teaching resulting from the following profile:
(+) 9-10-7-3-2-5-8-1-4/6 (-)

This indicates a positive approach which gives additional time to the boy
to initiate his own ideas and which provides substantial extra time for
silence during periods of interaction suggesting a fairly relaxéa-
atmosphere with boys of European origin. The boys' initiatives find
ready acceptance and are reinforced by praise and encouragemen£-but they
are not, however, isolated from some criticism which is used by highly
intolerant teachers fairly extensively. The positive approach to the
individual teaching of boys 'of European arigin by highly intolerant teachers ‘
is further illustrated by the prominent lack of directives which, in the
rank order of usage, §s the least utilized mode of teaching (Table 25 and

Appendix 41).

The low positive correlation of the precedence given to the
various categories of interaction by highly tolerant and highly intdlerant
teachers suggests some divergence in the approach of these teachers
to their work when they are engaged in the individuai teaching of boyé of
European origin," Why sﬁch emphases are used by these teachérs with
boys of European origin is a matter, in the absence of any sound empirical

evidence, for future research and present speculation, . From our
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fieldwork observations, for example, it is not unreasonable}to sgggest
that highly intolerant teachers tend to conduct a fairly ofdefed classroon
in which most children, except those of West Indian origin, appear to have
an understanding of the esteblished working roufine and follow a pattern
of behaviour acceptable to the highly intolerant teacher. When
children have a clear understanding of simple routine practices in the
classroom then they are not so 1ikely_to attract as many directives as

i
those who find difficulty in accepting the purposes and the constraints of
such arrangements or those who are giveﬁ the freedom in which to err.
It is also possible that the excessive overall attention that we noted
earlier which is given to boys of European origin by hignhly intolerant
teachers provides a sense of classroom superiority so they come tpelook
upon themselves as a rather special and select group with a close identity
'with'the teacher which would tend to generate positive support for the
classroom regime, | Such an affinity is likelyAto reduce thewﬁeed
for the highly intolerant teacher to give directives designed to control

children's behaviour,

The more black-child-centred and generally less formal
atmosphere of the highly toierant teacher's classroom may,.soﬁewhat
paradoxlcali&, result in an authoritarian stance being adopted towards
boys of European origin (and, to a lesser extent, towards glrls of the
same ethnic group). The excessive time which these teachers give to
individual children of other ethnic ~groups means that children of European
origln are relatively ignored whlch when perceived by them, nay qplckly
lead to a resentment which is likely to stlmula e attention seeklng
behaviour from the children and critical comment from the teacher.

4
This heavy concentration by highly tolerant teachers on work with children

of Asian and West Indian origin, especially when much of that work is
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carried out individually, may tend to influence the white child's
perception of himself as being of less importance in the’muiti-ethnic

classroom with a consequent deflation of the self-cohcept;

Our evidence indicates that these are reasonable propositions
since boys of European origin taught by highly tolerant teachers have a
significantly (p<0.05) lower level of self-concept than boys of the 'same
ethnic group taught b& highly intolerant teachers (Table 26 and Appendix
¥2). Furthermore, within those classes taught by highly intolerant
teachers Boyé of European origin-have a level of Selfaconcept which is
very significantly higher (p<0.001) than those of boys and girls of Asian
and of West Indian origins but whiéh is not significantly different from
that of girls of European origin (Table 27 and Appendix 43). However,
within those classés taught by highly tolerant feachers there are no
stétistically significapt differences between the self-concept levels of
boys and girls of any of the three ethnic groups (Table 27 and Appendix
Lh).

Toisummarize: boys of European origin are given more attention
?han‘their numbers warrant by highly intolerant teacners who use the.more,
positive modes of teaching most frequently with these boys who, when |
taught by highly‘intolerant teachers, record a level of self-concept which
is highef than that of boys and girls of Asian and of West Indian origins
taught by the same teachers. | Those boys of European origin taught by
highly tolerant teachers receive substantially less attenfion than théir
numbers would justify and they have a lower self-concept than their
contemporaries taught by teachers who are highly intolerant although there
is no difference between their level of self-concept and that of girls of

European origin and those of boys and girls in the other ethnic groups
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TABLE

Difference befween the mean self-concept scores of boys and

i
I

girls of Buropean, Asian and West Indian origins taught by »

highly tolerant and highly intolerant teachers:

166

iy
%
mmmnm 7
7 \n 7
// 77 %
i
614 // 63-5/// 61-4‘// 59-8/// 61’-4// 65°1///
6ea| | [639 574 574 54-6
/// (/// ///) // ///
E-grp] EB EG AB AG WIB - WIG
aire. '5;4 04 348 204 9e1 1045
p | <0-05 N.S. N.S. N.S. | | <002 <0401

Highly tolerant teachers:

Highly intolerant teachers:

%

(Based on data contained in Appendix 42).
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taught by highly tolerant teachers. o /

Girls of European origin:

Girls of European 6rigin receivé from highly tolerant teachers
less individual teaching time than their numbers would justify in respect
of every mode of teacﬁing except that which is used to respond to the A
girls' feelings and attitudes (Table 28 and Appendix 45). The highly.
toleraﬂt teacher's ﬁse of the different modes of teaching with these giris

_in rank order is:
(4) 1/5-7-9-3-8-6-2-20-4 ()

which, af'ter the gréater than expected atténfion glven to the féelings of
these girls, indicates the highly tolerant teachers' emphasis on direct
teaching using this didactic mode more often than others supporting their
work with a faifly.heamy reliance upon criticism.- At the other end
of the rank order of preference is their less than expécted.use'of
questions which, not surprisingly, brings_in its train a minimal ‘
allocation of time for‘the girls' responses. | The less than expected
time given to periods of silence suggests that these.girls may be under
some pressure when responding to teachers' initiatives but, although there
is some evidence to support this éxplanation, detailed inspection of the
record of observations indicates that there is also a lack of silence
during sequences of the highly tolerant teacher's direct teaching, It
appears, therefore, that the minimal amount of silence is more likely to
be indicative cf an intensive and concentrated form of direct tegching

with girls of European origin. In addition highly tolerant teachers,
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TABLE _27:

~Mean self-concevt scores_of boys and girls of FEuropean, Asian

and West Indian origins in classes taught by highlv tolerant

and highlvy intolerant teachers:
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Highly intolerant teachers Higﬁly tolerant teachers

(Based on the data contained in Appendices 43 and 44).

when working with giris of European origin, also give them less praise and
encouragement which, coupled with a prominént use of criticism, results in
a very restrictive style of teaching, Girls of European origin when
taught by teachers who are highly tolerant are not likely to be slow in.
perceiving that, compared with children in other ethnic groups but like
boys of their own ethnic group, they are relatively disregarded. When
they do receive the teacher's aftention they will find themselves subjected,
again like boys of European origin taught by teachers who are highly

tolerant, mainly to criticism and a teaching style which emphasizes direct
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Distributioﬁ of classroom interaction used in the individual '.teaching of

girls of Furcvean origin by highly tolerant & hichly intolerant teachers:

frequencys

Highly intolerant

teachers (HIT):
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teaching. This lack of any really p031t1ve attributes in the teachlng
they receive in the multl-ethnlc classroom may possibly promote a negative
appraisal of themselves as learners vhich may, in turn, tend to inhibit
their learning. It seems reasonéble to suggest that the preoccupation
highly tolerant teachers have with the teaching of children of Asian and
West Indian origins so inhibits their work with children of European |
originvthat their adopted teaching style for work with these children is
one which occupies not only a minimum of time but also a minimum of effort

and, in the process, may provide littlg more than a pseudo—educational‘

activity.

Less parsimonibus in their use of some modes of teaching with
girls of European origin highly intolerant teachers allocate to fheﬁ
slightly more than their fair share of time in féspect of direct teaching,
the opportunity to express their own ideas and opinions and th; use of
thesé contributions to classroom interaction. The girlé} efforts are
given more than expected praise and encouragement and the most conspicuous
excess of time is given to éhe acceptance of their feelings and responding
to them, The highly iﬁtolerant teacher's use of the different modes

of teaching in order of precedence is:
(+) 1-3-2-5=-9=/6-8=-4=-10-7 (-)

which produces a teaching profile rather different from that used with
’these girls by highly tolerant teachers, Highly intolerant teachers
tend to use a more expansive and positive style emphasizing the use of

the girls' contributions and supporting their ideas and opinions with
substantial praiée and encouragerent, The positive natufe of their
approach to the teaching of these girls is further emphasized by the very
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infrequent use of criticism. Like their mors ethnically tolerant
colleagues these teachers appear to use an intensive teachihg style with
these girls making little use of, or allowing iittle scope for, siience.
They also demonstrate their concern ébouf factual content when teaching
girls of European origin by giving direct teaching a prominent place in
their work, With leés of their attention occupiéd with children of
Asian and West Indian origins highly intolerant teachers seem to provide
girls of European origin with an educational environment which uses some of
the more positive modes of teaching in excess of what wouid normaliy be
expected and which might be associated with the positive image they have
of themselves as learners when compared with children of Asian and of West

Indian origins taught by highly intolerant teachers (Appendix 43).

Within those classes in the sample taught by highly intolerant
teachers girls of European origin record a significantly higherxlevel of
self-concept than boyé and girls of Asién and of Vest Indian origins ﬁut
there ?s no significantvdifference with the self-concept level of boys ofﬁ
Buropean origin (Appendix 4}), In the classes taught by highly
tolerant teachers there are no significant differences between the self-
concept level of girls of European origin and other_ch%}@ren in the
classés.(Appendix L)) and there is no significant difference between”the

level of the self-concept of girls of European origin whether they are

taught by highly tolerant or highly intolerant teachers (Appendix 42).

Girls of European origin, denied their full share of individual
teaching by both highly tolerant and highl& intolerant teachers (Appendix
‘h5)9 are treated most favourably by highly intolerant teachers who tend to
teach these girls more positively supporting their efforts with praise and

encouraging them by using their ideas and cpinions. | ?ighly intolerant
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teachers apparenfly use a very mild level of criticismAwithvgirlé of
European origin and this appears to be positively and significantly
correlated to tﬁeir level of self-concept (Appendix 38) which, coupled

with an association between direct teaching’and the level of self-concept of
these girls, may be an influential factor in the positiﬁe self—concept.
revealed in girls of Eﬁropean origin taughf by higply intolerant teaﬁhers;
| éirls of this ethnic group taught by highly tolerant teachers seem to be
:comparatively disregarded ih the multi-ethnic claésroom but this appe;fs

| to make little difference to their levei of self-concept. The
disparities betweeﬁ the styles of teaching used with these girls by
highly tolerant and highly infolerant teachers are reflected in the.low
correlation between'the order of precedence given to the modes of teaching

by each group of %eachers (Appendix 41).

Boys of Asian origin:

When they are téaching boys of Asian‘origin highly tolerant
teachers use all modes of teéching in excess of wﬂ;t would normally be
expected and their }ess tolerant colleagues give additional time to all
but four catégories, the éccepté;celof the boys' feelings, direct
teaching, criticism and praise.(Table 29). Both groups of teachers
give substantial additional time to the questions they direct to these
boys and for‘their responses to them aliowing extra_ﬁime for periods of
silence during the response sequences, Additional time is also given

by both groups of teachers to the pupils' initiatives and to their use in
subsequent interaction, The-extra time given to.teachiné boys of

Asian origin also involves a more than expeéted use of directives by both

highly tolerant and highly intolerant teachers. However, within these.
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Distrivusion of classroom interaction used in the individual teaching of

boys of Asian origin by hishlv tolerant and highly intolerant teachers:

Total

L

Hichly tolcrant

teachers .(HTT):

caT. | 1 2 3 4 5 6 7 8 | 9 10
fo . 24| 234 238| 622 837 413 2281 1082 392} 310] 4380
ol fe. 10| 120| 168| 381 T42| 245 182 551 320 185) 2904
2 £~ | +14] #114] +70] +241| 495 +168] +46| +531| 72| 412541476
% caty|+112| +7¢8| +304] 45+2] +1e1| 4506| +2¢1| +8+0| +19| +5¢6| +42
£ ol 55| 157| 825| 583 513| 189| 1412] 416] 316 4466
ol fo 8 591 155| 598 T06| 434| 209 941| 279| 238] 3627
Bt -t | =8| =4| 2| 27| —123 +19| -20| +w471| A137| +18| #8659
% cat.|=12¢7| —0+8| 02| +4e6| ~2e1| +22| =102| +6e1| +6¢0| +40| +28
’X/$ = 276|108¢6] 29+2|2386| 33+6{129¢6| 1325[T747°5| 83¢5[{110-0[944+3
- Categories 1 to 10; p<0-001
Observed frequency exceeds expected frequency:
] T
- B ; /] B
A // /
1 2 7 31 4 5 | 6" i ) '9j"l1o
7 [4] 7]
7 Obsexrved /7
/ %“ﬁ% , / ‘Highly intolerant
{,’ oxrocted - teachers (HI'T):
/ frequency: —
/
/
.




174

broad similarities there are some important differences of emphasis which
account for the very low correlation between the order of precedence given
to different modes of teaching by both sets of teachers when working with

boys of Asian.origin (Appendix 41).

The most distinctive feature of the highly tolerant teacher's

work with these boys is the'greater than expected allocation of time which
. ' i

is given to every mode of teaching in the following order:

(4) 1-8-2-6==20==4=3=-7=9=-5/ (=)
but vhich, unlike work with‘children in other ethnic groups (Table 30),
gives least emphasis to direct teaching. i Highly tolerant teachers
appear to accept the feelings of boys of Asian origin more readily than
their highly intolerant counterparts giving substantial additional time
over and above what would be expected in an equitable distriﬁution.
Second to this mode is the extra time given to boys of Asian origin for
their responses to the highly tolerant teacher's questioﬁs. These
responses not only receive the support of considerable praise and
encouragement, whigp is the mode third most frequently used by these
7teachers, but also thé benefit of additionél time in'th;Vform of silent
periods. The teaching'profile of highly tolerant teachers working
with bdys of Asian origin is one which suggests é relaxed and pupil-
orientated approach although somewhat Surprisingly the pupils!

initiatives, whilst attracting excess time, nevértheless command only low

priority.

The position concerning the boys' initiatives is reversed when

they are taught by teachers who are highly intolerant as they give the
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TABLE.30: ' A

Rank order use of interaction categories with individual boys

and girls of European, Asian and West Indian ofigins taught by

highly tolerant (HTT) and highly intolerant (HIT) teachers:
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Figures above lines indicate observed frequency greater than expected
frequency.
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boys' initiatives a greater amount of time and a much higher priority.
This emphasis is not, as might be anticipated, at the expeﬂée of the time
given to the boys' responses to teachers' questions as this mode commands

the top place in the order of precedence which is:

(4) 8-9-4-10-6-3/2-7=-5-1 ()

R |
and results in a teaching profile considerably different to that of more
ethnically tolerant teachers (Appendix 41). Despite their
ethnocentrism highly intolerant teachers givé considerable excess time
to the contributions made by boys of Asian origin, They not only giﬁe
the highest priority to these two forms of éupil-talk (c8,c9) but there is
a suggestion that support also comes'from'time allowed for silence‘(ClO). B
The greater than expected emphasis on silence during interaction occurs
predominantly during those sequences involving the boys'! responses or
initiatives. At the other end of the order of precedencé it is
interesting to observe that in their work with boys of Asian origin highly
intolerant teachers, like fﬁeir more ethnically tolerant colleagues, also
give direct teaéhing (c5) vefy little emphasis allocating this mode léss
time than would be expected and using.it ninth in rank order of priority.

‘  The corrglation of the rank order of priority given to the‘
different~modes of teaching by highly tclerant and highly inﬁolerant
teachers when working with boys of Asian origin is greatly affected by the
strongly contrasting emphasis given to the acceptance of the boys!

Afeelings and the time given to the boys' initiatives. If these two
categories could be éet aside we would find that the'priority given to the
remaining modes by highly tolerant and highly intolerant teachers is

remarkably similar (rho = 0.6845; p<0.05). Given these two
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exceptions the similerity of the emphases given to the diffgrent modes of
teaching by both sets of teachers may not be totally disassociated with
the similar levels of self-concept recordéd by thoée boys of Asian origin
taught by highly toierant teachers and those taught by highly intolerant
teachérs (Appendix 42 and Table 26). Although there is no significant
difference between the level of self-coﬁcept of boys of Asian origin
taught b& highly tolerant and those taught by highly intolerant teachers,
within the separate classes, where differences of emphasis may be reaéily
perceived, boys of Asian origin taught by highly intolerant teachers
record a level of self-concept which is éignificantly lcwer than that of
boys of European origin (p<0,001) and also lower than that of girls of
European origin (p<(b.01).. No differences in the level of self-

~ concept are evident between boys and girls of different ethnic groups in

those classes taught by highly tolerant teachers (appendix 4l).

Boys of Aéian origin seeh to receive more than their fair share
of éttention from both highlj tolerant and highly intolerant teachers with
both groups of teachers giving prominence to the boys' télking.

Highly intolerant teachers give special attention to this aspect
allocating far more time to the boys' initiatives than highly tolerant
teachers. n-ihis emphasis highly intoleréné teachers giﬁe-toithe Boys' A
contributions to‘classfoom interaction ﬁay, if they have difficulty in
expressing themselves, be associated with their low self'-concept score

which in classes taught by highly intolerant teachers, is very

significantly lower than those of boys and girls of European origin.

Girls of Asian drigin:

Inspection of Tablé 31 will show that girls of Asian origin.
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Distribution of classroom interaction used in the individuzl teachineg of

girls of Asian origin by highly tolerant and hishly intolerant teachers:
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expected frequency:
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receivg from teachers who are ﬁighly tolerant a relatively/even‘
2llocation of time in respect of most modes of teaching. o Aithough
the differences are, in most cases, quite small the tendency‘is for highly
tolerant teachers to err on the side\of'giving excess time to these pupils

with only direct téaching, criticism and the aéceptance of pupils'

feelings in deficit in their teaching pfofile;
(+) 10-3-2-8-9-4-6/5-7-1 (=)

The emphasis on silence (C10), the use of the girls' ideas and

suggestions (C3) coupled with substantial praise and encouragementA(CZ)
suggests a positive.and supportive style of teaching. - The tendenqx
for these teachers to give extra time to the girls' talking, both in
response (C8) and in initiation (C9), is indicative of a child-orientated
approach which finds further support in the minimal time which these
teachers give to direct teaching (C5) and criticism (C7). The general
impression of this teaching profile‘is one in which the use of the girlsf
ideas and the support theyufeceive through praise seems to encourage their

active participation in the classroom interaction.

7 Highly intolerant teachers, whilét also giving additional-time
and a high priority {o praise, tend to emphasize the teacher-centred modqs»
of quesfioning (c4) and direct teaching (C5) whilst giving less time than-
would be expected in an equitable distribution, and a very low priority,
to the responses (C8) and ihitiativés (C9) of girls of Asian origin.

The order of priority used by highly intolerant teachers with girls of

Asian origin iss

(+) 1-2-4-5-20-/3-7-8-9-6 ()
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The‘outstanding feature in this teaching profile is the high priority
which is given to praise and encouragement (C2) in conirast to the low
priority given fo the girls' talking in résponse»énd initiation bofh of
which are the most common activators of the teachers' use of praise,
The wide difference between the length of time given to childrén's
talking and the extent of the teacher's'praise sﬁggests an abnormally
excessivé and, perhaps, spurious use of préise with girls of Asian origin

when being taught by highly intolerant teachers.

In this résearch the teaching styles used by highly tolerant

and highly intolerant teachers with girls of Asian origin differ in that
highly tolerant teachers appear to emphasize the use of child-centred modes
(e.g. categories 10; 3; 2; 8; 9) giving only minor precedence to the more
teacher-centred activities of asking questions (C4) and direct teaching of
a didactic nature (C5) both of which are highly rated by highly intolerant
teachers, Furthermore, each of these two extreme tolerance groups of
teachers appears to adopt rather different orders of priority in their use
of the different modes of teaching with girls of Asian origin and boys of

the same ethnic group (Appendix 41).

In thése clésées taught bj highlj tolerant téachers there is no
statistical sigﬁificance in the differences recorded between the self-
concept levels of any ethnic groups (Appendix 44) but in classes taught
| by highly iﬁfolerant teachers the self-concept of girls of Asian origin |
is at a significantly lower level than those of boys of European origin
(p<0.001) and girls of European origin (p<0.01) (Appendix 43).

There is not, however, any significant difference between the self-concept
levels of girls of Asian origin taught by highly tolerant teachers and

those girls of the same ethnic group taught by highly intclerant teachers
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(Appendix 41). | We therefore conciude that, as far as Ehe level of
the séif—concept cf girls of Asian origin isbconcerned, thére-i; no
apparent advantage in being taught either.b& highly tolerant or’ﬁy highly
intolerant teachers but if taught by one of the latter group there is a
very strong possibility that the self-concepf of these girls would be

less positive than that of both boys and girls of European origin,

Boys of West Indian origin:

Highly toleraﬁt teachefs give more individual teaching time to
boys of West Indian'origin than their numbers would justify in respect of
every mode of teaching except for the even>balance achieved when acceptingivv
the boys' feelings (Tdble 32). The order of precedence given {o the

ten modes of teaching is:
(+) 7-6-4-20-2-5-9-8=-3/1 (o)

which illustrates the importahce that these teachers attach to maintaining
their control of the interaction through criticism (C7) and directives (cé)
and tﬁé'prominencé they give to their insistence on compliance by boys of
West Indian origin. Further teacher control of the interaction is
evident in the strohg emphasis given to aéking questions‘(CL) of these
boys which is a form of control accentuated by the low priority given to
the responses (C8) evoked by the questions. The '9 - 8 = 3' pattern
at the lower end of the order of precedence is a classic example of the
teacher's very limited use of the children's contributions (C3) inhibiting
further contributions in the form of responses (c8) and initiation (C9).

The combination of the high priority given by highly tolerant teachers to '
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Distribution of eclassroom interacticn used in the individual teaching of

boys of West Indian origin by highly tolerant & highly intolerant teachers:

CAT. 1 2 3 4 5 6 Vi 8 9 10 |Total
£, 14 264 239 911| 1438] 621| 490| 1043| 618| 415| 6053
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categories '7 - 6 - 4' and the low priority given to éategqries-'9 -8 -3
is indicative of very tight teacher control dominating the‘;ofk Qith boys .
of West Indian origin, With no other ethnic/sex group do these
teachers give the acceptance and use\of.children's contributions such a

low priority (Table 30).

The very high rank order correletion (rho = +0.98; p <0.01)
’ ¢

(@mmuAﬂimnu%tMtM@hidemtmmMmdﬁmrmh

slightly from their more tolerant colleagues in the order of precedence

they give to the use of the ten modes of teaching with boys of West Indian
origin, The three most prominent modes in the teaching of highly

intolerant teachers are, in fact, the same as those used most frequently

by highly tolerant teachers but at a much lower level of frequency since
the use of every mode, except criticism, is used less by highly intolerant
teachers than would be expected in an equitable distribution (Table 32).

Their teaching profile with boys of West Indian origin is:
() 7/6-4-5-2-8-20-3-9-1 ()

reflecting the concern highly intolerant teachers have with rétaining _
control of the interaction as already observed in the work of highly”
tolerant teachers, At the lower end of the order of precedence we
again £ind a low priority being given to the boys' initiatives (C9) and
only minimal use being made of their contributions. - As with‘teéchers
who are highly tolerant the acceptance and use of the children's
contributions by highly intolerant teachers is given a lower priority
with boys of West Indian origin than with any other}ethnic/sex group
(Table 30). Although highly intolerant teachers give less attention -

to boys of West Indian origin than their numbers warrant these teachers
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give a highér‘priority toldirect teaching than those ﬁho are highly
tolerant which may suggest greater concern with the processabf imparting
information to these boys.. They also give a higher priority to fhe.
boys' responses to questions (C8) but a lower priority to silence which
suggests a less relaxed atmosphere during interaction sequences than
would be evident in those involving higﬁly tolerént teachers,

These differences in the patterns of teaching used by higgly
tolerant and highly intolerant teachers, coupled with the disparity in the
anount of time the& give to boys of West Indian origin, may be associated
with the significantly lower level of self-concept (p <0.02) recorded by
these boys when they aré taught by teachers who are highly intolerant
(Appendix 42 and Table 26), In those classes taught by higﬁly‘
tolerant teachers the level of self—concepf of Boys of West Indian origin
is.notAsignificantly different from girls of thé same ethnic gfoup or boys
and girls of European and of Asian origins (Appendix 4y and Table 27).
However3a wide difference has been discovered in those classes taught by
teachers who are highly infglerant where boys of West Indian origin record
a level of self-concept which is significantly lower than that of boys of
European origin (p<0.001) and girls of the same ethnic group (p‘<0.01).
V(Appendix 43 énd Table 27). ‘

Our evidence points‘to the possibility that some advantages may
accrue to the self-concept level §f boys of West Indian origin when they
are taught by teachers who are ethnically highly tolerant. Not only is
the self-concept of these boys likely to be higher than that of their
ethnic counterparts taught by less tolerant teachers but it may be on a
par with all other children in the same class, Boys of West Indian

origin taught by teachers who are highly intolerant are likely to have a
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lower self-cohcept than their fellows taught by a teacher who is
ethnically highly tolerant and they may, like other black children, tend
to have a lower self-conceﬁt than boys and girls of European origin in

the same class,

Highly‘intolergnt teachers usé a priority of teaching modes
with boyé of West Iﬁdian origin which is similar to that which they ﬁse
with girls of the same ethnic group (rho = +0.61; p <0.05) whereas th;se
teachers who are highly tolerant tend to adopt a significantly differént
pattern of priorities with both boys and girls of West Indian origin
- (rho = =0.65; p <0.05) (Appendix 11). We -conclude therefore that the

bdy of West Indian origin in the Elass of the.highly intolerant tgacher
is likely to be relatively ignored and on those occasions when he does
receive the teacher's attention it will be»preddminately in the form of
criticism and directives with 1little opportunity provided for ﬁaking his
own verbal cohtributions to the work of the class. Furtﬁérmore, in
the class of the highly intolerantvteacher, his relatively low self-
“concept is likely to give ﬁim some feeling of inferiority in felation to

children of European origin,

Girls of West Indian origin:

Ih clesses taught by highly tolerant teachers girls of West
Indian origin can eipect to réceive more than their fair share of individual
attention during the.use of six of the ten categories of interaction
identified for this study (Table 33). Less time than would be
expected in an egqual distribution is spent»criticizing them and giving

them directives Suggesting that these teachers tend to adopt a positive
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Distribuiicn of classroom interaction used in the individual teaching of
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approach to their work with girls of West Indian origin. ;  The teaching

profile of the highly tolerant teachers' work with girls of West Indian

oriéin:
(#) 1-9-4-3-5-2/10-8-6-7 (<)

supports'this observation with its emphasis on the acceptance of the.
girls' feelings (C1) and the additional time they are given for the ‘
initiation of the%f own contributions (C9) to the work of the class.

There is also a tendency on the part of the highly tolerant teacher to
give additional time to the use of the girls' contributions (C3) accepting
them as part of the interaction and integrating them into the work of the
class. This approach does not appear.to détract from the highly
tolerant teachefs' use of direct teaching (C5) which is also given excess
time and which appears to stimulate the use of questions (Ch). It is,
however, uncharacteristic of the general tenor of the work with girls of
West Indian origin té discover that only minimal time is given by highly
tolerant teachers to the girls' responses to the questions (C8). With
less time given t§ this aspect than would be expected, and its eighth
position in the order of precedénce, the girls' responses occupy a
reléfively unimﬁqrfént position in fhe highly tolefagf teachers’ work ﬁith
girls of West Indian origin as also does the provision of silence (C10)
which suggests that these girls may experienbe a mild degree of pressure

during interaction particularly that related to their responses to the

highly tolerant teachers' questions,

The highly intolerant teacher working with girls of West Indian
origin displays a rigid control of the interaction giving considerably

more time to directives (C6) than to any other mode of teaching:
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+) 6-7/3-8-10-5-4-2-9-1 (-

This use of directions and.the additional time which is given to
criticism (C7) are the only two modes of teaching whlch highly 1ntolerant
teachers employ more frequently than would be expected in an equal
distribution amongst boys and girls of the three ethnic groups. _ This;
when contrasted to the very minimal amount of time given to the
initiatives of these girls (C9) and the very low priority accorded to
their praise and encouragement (c2), suggests that girls of West Indian
origin taught by highly intolerant teachers have a‘vefy restrictive form
of teaching, This is in direct contrast to the experience of the gifl
of West Indian origin who is taught by a highly tolerant teacher as
-comparison.of the two teaching profiles illustrates and which is further
supported by the negative correlation obtained between the orders of
priority given to the modes of teaching by the two groups of-féachers
(rho = -0,82; p<0.01) (Appendix 1), The most distinctive features
in this negative correlation are the highly tolerant teachers' high
priorify, and the highly i££olerant teachers' low.priority, to the
acceptance of the girls' feelings and the allocation of extra time for
their initiatives and the highly tolerant teachers!' low pridrity, and the'
highly intolerant teachers' high priority, given to directives and F
criticism, Unlike their highly tolerant colleagues highly intolerant
teachers ténd to use a similar pattern of teaching whether they are
teaching boyé or girls of West Indian origin (rho = +0.61; p <0.05)
(Appendix 1),

Girls ;f West Indian origin, taught by highly tolerant teachers
using a l—9—h—3-5-2/10—8-6—7Aorder,of teaching priority, have a

significantly (p <0.01) higher level of self-concept than those of girls
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of the same ethnic origin taught by highly intolerant teac@ers using a
6~7/3-8-10-5-4~2-9-1 order of teaching priority (Appendix 42 and Table
26). " In classes taught by highly tolerant teachers girls of West
Indian origin.record a level of self-concept which is not significantly
different from those of other children in the class (Appendix 44 and
Table 27). | The situation is different however, in these classes
taught by highly intolerant teachers where girls of West Indian origin
record a 1eve1 of self-concept which is very 51gn1flcantly 1ower thae that

of boys of European origin (p<0.01) and significantly lower than that of

girls of European origin (p <0.02) (Appendix 43 and Table 27).

In summaiy: when girls of West Indian origin are taught by
highly intolerant teachers they receive lees than their fair share ef
positive teaching but an excessive amount of direction and criticism.
Their level of self-concept is significantly lower than that of their
counterparts who are taught by highiy tolerant teachers and is also

significantly lower than that of boys and girls of European origin taught

by highly intolerant teachers, The evidence of this research points to
the possibility that the image girls of West Indian origin have of themselves
as learners is likely to be more positive ir they are in multi-ethnlc classes

which are taught by a teacher who 1s ethnically highly tolerant.

B e e e S L O e

In the two previous sections the use which highly tolerant and
highly intolerant teachers make of the ten individual modes of teaching
has been investigated and certain associations with the pupils' self-

concept revealed before describing the pattern of priorities which emerge
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during the inevitable cenflation of the different modes when téachers are
working individually ﬁith boys and girls of EﬁroPeén, Asia;mand Hest
Indian origins., This éomparative examination of the professional
behaviour of ethnically higﬁly tolef;nf and éthnically highly infolerant
teachers is now concluded by investigating what style of teaching may be
associated with the rélatively low level of self-concept of boys and giris
of Asiaﬁ and of West Indian origins compared to the higher level of

i
self-concept of boys énd girls of European origin discovered in fhose
multi-ethnic classes taught by highly intolerant teachers (Appendix 43
and Table 27). . In this context "style of teaching" refers to the
balance of differen# modeé representing the initiation and response
eleménts of classroom interaction. Because we are concerned here not
just with the use of individual modes but with the balance of their use
we have followed Flanders'(l) suggestion and computed ratios which provide
four sets of indices‘related to the interaétion with boys‘andvgirls of

each ethnic group (Table 34).

The first of these, the teacher response ratio, is an index
correspondihg to the teacher's tendency to react positively to the ideas
and fgelings expressed yg_the!children. i Inspection of Table 3k N
reveals that highly intolerant teachers respond in a positive manner to
the talking of fheir pupils far less frequently (x 24.81) than those
teachers who are highly tolerant (X 44.46). This latter index |

compares favourably with the "norm" of ",2" quoéed by Flanders(z) but

1. Flanders, N.A., Analyzing Teaching Behavior.
Addison=VWesley Publishing Co. Inc. 1970,p.102.

2, Flanders, N.A., Op. Cit. p.103.
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TABLE ‘3: (See also Appendix 47) T !

Interaction indices for highly tolerant and highlx.intolerant teachers

working individually with boys and girls of European, Asian and West

Indian origins:

Teacher Teacher Pupil Teacher
response question initiation authority .
" ratio (TRR). | ratio (TQR). ratio (PIR). “ratio (TAR).
' m WIG 58.88 AB 42,63 | WIG 46.18 WIB  43.59
%‘; AG 55,19 WIB 38,78 | EB 38,08 | o s
S| B 13.62 AG  36.59 WIB  37.21 EB  37.79
:5: B 41.63 WIG  36.28 B 37,14 EG  34.01
§ EB  35.69 EB  31.64 Ac 36,07 AG  32.66
;?; VIB  31.76 EG  26.33 | AB  26.59 w6 23.08
Bl R 4446 X 35.38 > 36.88 X 35.75
Bl Ae 377 AB  58.59 EB . 26.32 | WIG 65.23
s .
g | B¢ 339 WIG 52.88 BG 26,20 | WIB  52.09
> | BB 30.10 WIB  46.55 AB 22,76 EB 42,48
g AB 2319 | AG ' L46.L3 AG  21.85 EG  41.12
g_..‘m C18.74 | - E3- 42,37 WIB 19.57 | AG  39.18
g; WIG  7.69 EG  38.62 WIG 7.8 AB 35.33
o x  24.81 x  U7.57 X 20.76 X 45.91
?ormulae:
Teacher response ratio (TRR) = 100(C1+C2+C3) & (CL+C24C3+C6+C7)
Teacher question ratio (TQR) = 100(C4) % (Ci4+C5)
Pupil initiation ratio (PIR) = 100(C9) = (C8+C9)
Teacher authority ratio (TAR) - = 100(C6+C7) = (C5+C64+C7)
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it seéms that those teachers who are ethnically highly intolerant make only
minimal use of their pupils' contributions to the ihteractioq of the
multi-ethnic classroom. This observatioﬁ applies to boys and girls
of each ethnic group since we find thatAin every case highly tolerant
teachers respond more often to the children's ideas and feelings than
those teachers who are highly intoleranf. ~ Furthermore, with the
notab1e4éxception of girls of Asian origin, highly.intolerant teachers
respond positively to the talking.of tho#e pupiis whose self-concept level
is low less frequently than they do with boys and girls whose level of
self-concept is significantly higher (Appendix 43 and Table 27). ~ The
highly intolerant teachers’ ﬁnusually reéponsive reaction in respect of
girls of Asian origin is largely influenced by the less than expected
amount of criticism they receive coupled with the very few direétives
which, as we have suggested earlier, may result from the relatively
passive nature of many girls of Asian origin, This passiﬁity seems
to appeal to highiy iﬁtolerént téachers for they 2lso react positively
giving more than expected time to,fhe acceptance of the girls' feelings
and to giving praise and enéouragement. Although it is correct.to
exercise some caution in the interpretation of these findings it does
seem possible that there may be an association between the highly
intolerant teachers' limited téndency to react positively to the idéés
and feelings displayed by their pupils and the level of the children's

self-concept.

The second index, the teacher question ratio, illustrates the
tendency of a teacher to emphasize questioning in preference to direct
teaching of the didactic type. "We find that when they are working
with individual children in multi-ethnic classrooms highly intolerant

teachers favour the use of questions (x 47.57), in preference to direct
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teaching, more often than highly tolerent teachers (§'35.38). It

is also pertinent to observe that both thgse teacher qpestian ratios,
arising as they do from interaction in multi-ethni; classroons, are;
substantially in excess of the "norm" glven as "26" by Flanders( ) for a
teacher question ratio. Alfhough there is no explicit-indication of
the ethnlc composition of the classes observed for the data from which
this figure was calculated we may saflely assume that 1f the classes used
were multi-ethnic such a fact would have been recorded in Flanders'
rigorous work., . We are left then with fhe interesting observation that
both highly tolerant and highly intoierant teachers use questions in

. preference to direct iteaching with boys and girls of all three ethnic
groups to a greater extent than the quoted "norm" taken, we assume, from
interaction in a conventional classrbom.‘ Furthermore, the gfeater
preference for u;ing questions, demonstratéd in the teaching étyle of
highly intolerant teachers, is exercised more frequently by thém, without
exception, with boys and girls of each of the-three ethnic groups, than
by highly tolerant teachers (Table:34). One further pattern is .
discernible namely that the feacher question ratio for boys and girls

of European origin, when taught by highly tolerant or highly intolerant
teachers, is lower than that for children of Asian or of West Indian-
ofigins who are taught by teachers of the same level of ethnocentrism;

The tendency to use questions in preference to direct teaching seems to

be used not only more frequently than is the norm but is directed towards
boys and girls of Asian and of West Indian origins in the classes of both -

highly tolerant and highly intolerant teachers,

1. Flanders, N.a., Analyzing Teaching Behavior.
Addison-~Vesley Publishing Co. Inc. 1970,p.103.
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The third index to be computed, a pupil initiation ratio,

shows the pupils' initiatory talk as a proportion of all p;pil'talking.
Not unexpectedly the highl} tolerant teachers' average index (X 36.88)

is consideratly higher than that of fhé highly intoierant teachers'

(x 20.76) and it is very close to Flanders'(l) average of "3u", As
with thé teachef response ratio, described previously, the pupil ”
initiation ratio is higher for boys and girls of each ethnic group w&en
they are taught by highly tolerant teachers than when they are taught by
highly intolerant teachers so the importance that highly tolerant te;;hers
attach to initiatofy pupil talk in preference to responsive talking is
evidenf. There is also a tendency for.this preference to be
positively associated with the level of the children's self-concept with
the highly tolerant teacher providiﬁg most time for initiatory falk to
those children who record the higﬁest 1evels of.self—concept (appendix 46).
In those classes taught by highly intolerant téachersra similar
preferential provision of time for initiation is given to pupils with
high self-concept levels although, as described abové, at a much lower
level than in the classroom of the highly tolerant teacher (rho +0.943;
p<0.01) (appendix 46), The allocation of time to initiation,
_strongly prefefeptial to those chi}@reh with a high le;el of self-copcept,
appears to be particularly detrimental to girls of West Indien origin

(x 7.84) taught by highly intolerant teachers.

The teacher authority ratio is an index representing that
| proportion of the teacher's direct teaching activity used for giving

directions, criticizing and justifying his authority. =~ The index for

l. Flanders, N.A., Anglyzing Teaching Behavior,
Addison-liesley Publishing Co. In. 1970,p.103.
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highly intolerant teachers (; 45;91) is some ten points.higher than that
for highly tolerant teachers (x 35.75) which is what might géve“been
reasonably antigipated. Highly tolerant teachers spend
proportionately more of their airect teaching activity in this
authoritarian manner with boys, irrespective of their ethnic origins,
than with girls (Table 34). Their highly intolerant counterpéfts
 make a different distinction based on ethnic group‘membership spending
propo;fionately more time in authoritarian activity with bbys and girls
of West Indian origin and least time in this manner with boys and giris
of Asian origin, These highly intolerant teachers also spend a

‘ greater proportion of their direct teaching activity than highly tolerant
teachers adopting an authoritarian stance with the children of each ethnic . .
group other than boys of Asian origih. Why highly tolerant teachers
should uncharacteristically spend such a large éroportion of their time

in authoritarian interaction with boys of Asian origin is not possible to
determine from our data although we can sa& that the high teacher
authority ratio is laréely_;nfluehced by the comparatively small amount of

direct teaching these boys receive from highly tolerant teachers:

(Table 29 and p.172). |

Within multi-ethnic classes taught by highly intolerant
teachers significant differencés have been discovered between:the self-
concept levels of children of European origin and children of Asian and of
.~ West Indian origins (Appendix 43). | Our evidence suggests that their
teachers, when teaching children individualiy, use a style of teaéhing
(Appendix 47) within which they react less positively (X TRR 24.81) to the
ideas and feelings expressed by their pupils than highly tolerant teachers
(X TRR 44.46). This lack of responsiveness is particularly noticeable

when highly intolerant teachers work individually with girls of West
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Indian origin (TRR 7.69) and, to a lesser extent, with boyé'of.the same
ethnic group_(TRR 18.74) . | During the more content ofié;fed.éequences
of interaction with indiviéual children the use of questions figures.
'prominenfly in the work of the teachér ﬁho ié highly intclerant

(X TQR 47.57) and is very éonspicuous when they are teaching boys of Asiap‘
origin (TQR 58.59) and girls of West Indian origin (TQR 52.88) whilst the
balance of direct teaching is weighted very much in favour of boys aqd
girls of European origin (Appéndix 47 and Table 35). Another feature
of the teaching style 6f highly iﬁtolerant teachers which seems to favour
children of European origin is the greater opportunity which they are
given during their talking to initiate ideas and opinions and to introduce
questions and new topics into the interaction of the multi-ethnic
classroon, o The limited 6pportuﬁity for initiatory talk given to black
pupils by highly intolerant teachers is particularly noticeable in the
cése of girls of West Indian origin (PIR 7;84) whose white classmates,
when they are talking, receive over three times as much opportunity to
engage in initiatory activity (Appéndix 7). . When girls of West
Indian origin Eontribute to the interaction of the multi-ethnic class they
do so mainly in direct response to the highly intolerant teacher's
ini@igtivgs and, being given very little freedom to express their own
ideas, seem to be subjected to a style of teaching which maintains a tight |
controlling influencé.-.‘ This restrictive feature in the style of
teaching of the highly intolerant teacher is displayed in ‘a more explicit
fashion in the emphasis these'te#chers place on projecting their authority
(X TAR 45.91). This is illustrated most markedly when individual work
takes place with boys (TAR 52.09) and girls (TAR 65.23) of West Indian
origin with whom highly intolerant teachers use a balance of teaching
which strongly emphasizes directives, criticism and the authority of the

teacher at the expense of direct teaching of' the didactic type.
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In the less personal work with the class as a whole highly
intolerant teachers respond to their pupils' ideas and feeiings even less
positively (TRR 12.64) than during individual teaehing which indicates an
almost overriding concern with mainféiﬁing class control tﬁrough criticism
and directives. This tight teachep control tends to éenerate an
authoritarian atmosphere within which direct teaching to the class as a
whole takes place. However, the teacher authérity ratio for'working
with the class as a whole (TAR 24.37) is lower than that when teaching
children individually (TAR 45.91) which illustrates the emphasis that
highly intolerant teachers give to controlling and regulating the
behaviour of individual children, ThiS style of teaching the class as
a whole conflated with the style of teaching used during periods of
individual teaching by highly intolerant teachers, in whose classes boys
and girls of Asian and of West Indian origins have a low leve1 of self;
concept, emﬁhasizas the use of questions, directives, criticism and
authority statements at the expense of direct teaching during which the
teacher would be transmitting information in a variety of forms. This
very negative style of teaching is accentuated by a lack‘of positive
response froﬁ the teacher to the contfibutions of the children who are
givén only minimal oppqrtuni@y tq_}ntroduce-their own‘initigtivésy
In those classes taught by teachers who are highly intolerant it is
‘chlldren of West Indian origin, especially the girls, who are most
seriously affected by this style of teaching and it is these children who

record the lowest levels of self-eoncept..

~ This chapter began with the assertion that "the behaviour of
the teacher in the multi-ethnic classroom, unless it is consciously
modified to produce a spurious behavioural pattern for some particular

reason, is likely to reflect those attitudes which are most strongly
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held", It went on to argue that work with children offdifferent
ethnic origins would tend to be inf'luenced by the_teachers'\hegree of -
ethnocentrism which would predispose then to act "in some preferential
manner" and might, because of the significance of'the teacher-pupil
relationship in the development of the children's self-concept, be'foundv
to bé asgociated with the level of self-concept found amongst their pupils.
The-subéequent investigation disclosed the reiatiohship that exists
between the teachers' ethnocentrism and their professional behaviour.in
tﬁe multi-ethnic classroom and demonstrated that real differences do occur
in the use of the ten modes of teaching into which all classroom
interaction was classified for this study. "~ Our enéuiny shoﬁs ﬁhat
these differences appear to be manifested in a complex variety of ways but
most clearly in the orientation of highly tplerant teaéhers towards
children of Asian and of West Indian origins and in the positiyg
rélationship which seems to exist between highly intolerant teachers and
boys and girls of European origin, Although, as was discussed earlier,
it is correct to exerci#e some caution in the interpretation of data
derived from a cross-sectional study there are some indications that the
level of teachers' ethnocentrism tends to be associated with their
professionalrbeh;viour in the gulti-ethnic olas;room and that boys and
girls of different ethnic groups are likely to receive different stylés of
teaching in which teacher§ give differing émphases to certain modes of
teaching some of which apéear to be associated with the children's level

of self-concept,




TEACHERS' ATTITUDES TOWARDS EDUCATION, THEIR STYLE OF TEACHING

AND  TH#EIR PUPILS' SELV-CCNCIET,

The strong influence which teachers' attitudes towards
education can have on their profeessional activity has been demonsfrated
in a ngmber of studies which were reviewed earlier in chapter two 6f this
work, | It seems, therefore, important to aet-fhis research into the
context of the teachers' attitudes towards the overall professional
activity in which they  are engaged and to conclude our study into the
teachers' influence on the self-concept of pupils of different ethnic

origins by investigating what association exists, if any, between the

types of attitudes teachérs,in our sample hold about education, their use- -

of different teaching styles and théir pupils' level of self-concept.
Fer this purpese we again make use of the four sets of indices introduced
in the last section of the previous chapter and obtained by computing the
teacher response ratio (TRR), the keaéher question ratio {(TYR), the pupil
initiafion ratio (PIR) and the téacher authority ratio (TAR) each of

which is analysed in relation to the attitude dimensions of

* tender-toughmindedness, radicalism-conservatism and idealism-naturalism,

The tender-toughminded dimension:

From the work already.undertaken(l) into teachers' attitudes
towards education we would expect that teachers holding attitudes about -
education which are inclined towards toughmindédness vwould be likely to

display signs of authoritarianism and impatience in their insistence on

1. Reviewed on pages 46 - 52.
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quick practical responses whilst emphasizing their owh extrbvert’.
prominence in the multi~ethnic classroon. © At the‘oppoéifc end of the
scéle the more introverted and theoretically orientated teachers holding
tenderminded attitudes towards educa£ioﬁimay be expected to undertake
their work in a more individualistic ﬁanner exercising a greater degree
of persopal involvement in the activity of the classroon.
. . $

0f our sample seventy percent of the teachers hold attitudes
towards education which.are toughminded with the proporticn of women
holding such attitudes being significantly greater (p <0.001) than men
of whom most hold tenderminded attitudes (Table 9). Toughminded

teachers incline towards idealism and radicalism: itenderminded teachers

incline towards naturalism and radicalism (Appendices 11 and 12).

Our evidenﬁe shows that in multi-ethnic classrooms both
toughminéed and tenderminded teachers seem to react more positively to the
ideas and feelings expresseq_by girls than they'do to those of boys in each
ethnic group. Both groups of teachers also tend to react more negatively -
to the contributions made by boys of West Indian origin than they do to those
~made by any other children (Anpendlx 48) These responses of both.
groups of teachers whilst similar in pattern are, nevertheless, at
different levéls: tenderminded'teachers teﬁd to respond mofe positively to
boys and girls of Asian and West Indian origins than their t&ughminded
colleagues who tend to react most positively with boys and girls .of European
origln. In the course of their work tenderminded teachers are likely
to react most positively with girls of Viest Indian origin (Ten-TRR 37.43)
end least positively with boys of the same ethnic group (Ten-TRR 21.08)
vhereas those teachers holding toughmiﬁded attitudes to their work engage

in frequent positive responses with girls of Iurcpean origin
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(Tgh-TRR 35.72) and only rarely with boys of West Indian 6rigin

(Teh-TRR 15.10).

-The use of questions (C4) in relation to the time spent by
the teacher in direct teaching (C5) is shown by the teacher gquestion ratio

(1)

for which Flanders gives a norm of '26', = With the exception of the
" index recorded for interéction between toughminded teachers and boysiof
Europeén origin (Tgh-TQR 21.80) ali teacher question ratios in our sample
exceed this norm, - A1l the teachers, irrespective of whether the&~hold
tender or toughminded attitudes towards their task, spent a higher
proportiop of time asking questions of children of Asian and df Vest
Indian origins than they did with children of European origin, =~ In
other words the teaching of children of European origin, especially boys,
tends to emphasize direct teaching in preferencé £o questioning mdre
strongly than that teaching ﬁhich is given to children of Asian and of
Viest Indian origins., . With the exception of girls of Asian origin all
black children receivé'a higher proportion of questioning from toughmindéd
teachers than they do from those teachers holding tenderminded aititudes
towérds education,

The extent to which children initiate their own contribufions.
to classroom interaction, as a pfoportion of all the'time they spend
talking, is indicated by the pupil initiation ratio which we find is
lowest for children of Asian origin whether they are taught by tough or

by tenderminded teachers (Appendix 48), - When they are taught by

teachers holding toughminded attitudes boys, when compared with girls of

1. Flanders, N.A,, Analyzing Teachine Behavior.
Addison~i/esley Publishing Co., Inc.
1970, p.103. o
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the same ethnic group, use a larger proportion of thextime:they spend
talking to 1n1t1ate thelr own ideas: glrls 1s these classes tend to

spend more of thelr talklng time in response to the questions of thel;
toughmlnded teachers than they do in 1n1t1at1ng their own contributions.
In classes taught by teachers holding tenderminded attitudes towards

‘their work there is no discernible pattern of pupil 1n1t1atlon although -

there is tendency for these teachers to give pupils of West Indian orlgln
more time for 1n1t1atory talking than other children except girls of
European origin who use an exceptionally high prcportion of their talking

for this particular activity.

The exercise of authority by teachers in multi-ethnic -
classrooms expressed as a proportion of their direct teaching aetivity
shows some distinct patterns, Both tenderminded and toughminded
teachers spend proportionately least time exercising their auéhority with
children of European origin followed by childfen of Asian origin spending
most of this time with children of West Indian origin, Within this
general pattern toughminded-teachers spend less time with children of
Asian and of West Indian origins than those teachers who are tenderminded
but use a higher proportion of their direct teaching t;me exercising
their authority with bq&s than with girls of each ethnic group. |
Furthermore, this fime spent with boys of each ethnic group by toughminded
teachers is greater than that spent by those teachers holding tenderminded
attitudes towards education. However, the reverse is the case with
girls with ﬁhom tenderminded teachers spend more time justifying their
authority than do those holding toughminded attitudes towsrds education
but both groups of teachers spend most of this time justifiying their

authority and criticizing boys of West Indian origin (appendix 48).
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It is within the context of these teaching stylés that girls
of Asian origin and boys of \‘iest Indian origin, who are taught by
tenderminded teachefs, record a significantly higher level of self-concept
than those girls and boys of the same ethnic groups who are taught by
teachers holding toughminded attitudes about their work (appendix 49).
Within those classes taught by tenderminded teachers there is no
signifiéant difference between the ievel of these fupils' self-concepts
and those of other children in the same classes (&ppendix 50) but in _
those classes taﬁéht by teachers holding toughminded attitudes about
education girls of Asian ofigin and boys of West Indian origin have
significantly lower leveis of self-concept thanvboys and girls of
- European origin, boys_bf Asian origin and girls of ﬁest Indian origin
(appendix 51)., It is within these classes taught by toughminded
teachers that boys of Vest Indian origih receive responses from their
teachers that are decidedly negative (?gh-TRR 15.10) and are subjected to
a high level of autho;'itarian control (Tgh-TAR 53.32). The major
feature.associated with the toughminded teachers® wofk with girls of
Asian origin is the very limited opportunity given their pupils to
express fheir ovn ideas (Tgh-PIR 24.17) contrasted with the time allocated

- to other pupils for the same activity (appendix 48).

The radical-conservative dimension:

The position a teacher holds along the radical—conserﬁative

: continuum.prOVides an indication of the subjects' attitudes towards
»change in education with those holding conservative attitudes supporting
the maintenance of traditional and conventional approaches to teaching

whilst those holding radical attitudes would be most likely to encourage
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and countenance changes away from prescriptive pracfiées in their work in
the classroom, Teachers in the sample holding predominéht;y fadical
attitudes about éducation account for almost seventy-six percent of the
sample with teachers holding conservative attitudes constituting the
remaining twent-four percent, There is no significant difference in

the proportions of men and women holding predominantly radical and

predominantly conservative attitudes towards education (Table 9).
Subjects in the sample holding predominantly conservative attitudes and
also those holding predominantly radical attitudes about education have a

strong tendency towards idealism (Appendix 10).

Teachers in the sample holding radical attitudes towards educatiop‘_
show a tendency to react more positively to the ideas and feelingé of their
pupils than teachers holding conservative attitudes. Boys of West Indian
origin are the only group to receive more pbstive reaction fromﬂteachers
holding conservative attitudes (C-TRR 20.82) than from téachers holding
radical .views about education (R-TRR 17.37). Apart from this one
difference there is a remarkable similarity in the pattern of responses
nade by radical and conservative teachers to children's ideas and
feelings, Close inspection of Appendix 52 will spév that both
radiééi_and conservative teachers respond more to girls than to boys“in
each ethnic group. Both categories of teacher also respond more to
boys of European origin than they do to boys of Asian or West Indian
origins and they also respond more to girls of European origin than they
do to girls of Asian or West Indian origins. The highest rafio comes
from the interaction of radical %eachers with girls of European origin
(R-TRR 36.60) which, even though it is the highest, is lower thaen the
quoted norﬁ of '42' and the lowest ratio is that from radical teachers'

reactions tc boys of West Indian origin (R-TRR 17.37). Boys and girls
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of West Indian origin receive less positive respcnse from teachers.

holding predominantly conservative and also those holding pféddminantly

radical attitudes about education than any other children.

There is also a notable similarity of pattern in the
proportion of time these teachers spend in the use of questiohs with
individual children of different ethnic origins. °~ - Both groups of
teachers, conservative and radical, have higher teacher question ratios
than the quoted norm of .-'26' (R-TQR X 31.95; C=TQR x 34.52)Vaﬁd tend to
use questions more frequently with black children than with white.
Teachers holding conservative éttitudes towards education use
substantially more time questioning 5oys and girls of Asian and of West
Indian origins than their more radical colleagues (Appéndix 52).
Howéver, they use less time questioning white children than teachers
holding radical attitudes towards the task in which they are engaged
which suggests that white children‘taughf by conservative teachers are

likely to receive proportionately more direct teaching than black pupils.

Allowing children to initiate theif own contributions to the
interaction which takes place in the multi-ethnic c}assroom i$>practised
more.by teachers holding radical views about education than by those
whoée attitudes are predominantly conservative and whé stress the
importance of the responses given to their questions by the children
‘_ (Appendix 52). These differences seem to affect boys and girls of all
ethnic groups except for boys of European origin to whom teachers with
conservative vieﬁs give fractionally more time for initiatory talking
than radically minded teachers. The most vivid contrasts occur in
those classes teught by teachers holding conservative attitudes about

education, . These teachers give significantly more opportunity to
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white children to initiate their ideas than they do té black cﬁildren
(b =Loliki5; p (0.0é). Furthermore, teachers holding cox;;\s'érvavtive
views give significantly less opportunity to black children to engage
in initiatery talking than those teaéhefﬁ holding attitudes which are
predominantly radical ('t = 2.469; ‘p <0.05). It seems to make little
difference to children of European origin, as far as initi#tony talking
is concéfned, whether they are taught by conservative or radically

é
ninded teachers,

Teachers holding conservative attitudes about education tend,
in our sample, to be slightly more authoritarian with black boys than
with white boys and with black girls than with white girls but, in the
absence of any statistical significance in the data, further |
genefalisations are precluded. In those classes taught by“teachers
holding radical views about education boys of West Indian origin are
subjected to the grga%est amount of authoritarian comment significantly
in excess of other childrén_in the same classes (t = 3.097; p <0.05).

A similar emphasis is not evident in classes taught by teachers holding
conservative éttitudes towérds education, ‘ Despite this specifi
difference conservative or radical attitudes towards edugatigﬁ appear to
make little difference to the exteni to which teachers holding such views
generally exercise their authority in the multi-ethnic classroom

(Appendix 52).

This similarity may be a contributory factor in the lack of
significant differences discovered in the levels of self»concept.of
children taught by teachers holding conservative and those holdidg radicel
attitudes about education (Appéndix 53). Although this is the case

between classes there is, nevertheless, within classes some distinct
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differences, Boys of European crigin in those classesftaught by
téachers holding conservative attitudes towérds education ﬁéﬁe a .
significanfly higher level of self—concepf thah.boys and girls of Asian-
and of West Indian origins who ére'iﬁ tﬁe same‘classes (Appendii 54) .
They received more positive responses from.theirbéonservative téachers
and more:time for initiatory talking thah thé children of Asian and.of
West Indian origins and they were subjected to iesé questioning and‘less
authoritarian comment (Appendix 52). In those classes which are -
taught by teachers holding predominantiy rédiéal attitudes towards O
education girls of Asién origin and boys of West Indian origin.have
significantly lower levels of self-concept than boys and girls:of
European origin and girls of West Indian origin (Appendix 55). ~ The
girls of Asian origin received a hiéh‘lével of positive response from
their radicaily minded teachers but a ve:y_low ievel of questioning,
 little opportunity for initiatory talking and only minimal authoritarian
comment, Although teachers holding radical views about their work

: fespond'to gifls of Asi@n origin in a strongly positive manner the |
general picture which emerges is one in whidh these pupils are relatively
ignored. That is not the case with boys of West Indian origin who
receive from radically minded teachers an almost eiactly opposite style
of teaching which emphasizes questioning and authoritarian statements and
giveé a lot of time to the boys' initiatory talking but only ﬁiniﬁal time

for responding positively to their ideas and feelings.

The naturalism-idealism dimension:

Teachers holding attitudes towards education that incline
towards naturalism would be expected to emphasize in their teaching the

importance‘of freedom of expression in the the classroom for all children
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allowing them adequate time to fécus on their own interesté as a means

of self-motivation, Thisvchild—centred approach by natﬁfaiistic
teachers is-likely to make a lot of gseipf sensory experience in an
effort to assist the children's adjustment to their environment.

Whereas the teacher holding naturalistic attitudes will tend to guide the
child through learning expe;iences.the teacher at the other end cof the

" continuum holding idealistic views is likely to infuse ideas and
information whilst stressing the importance of high levels of achievegent.
Thésé teachers would also give prominence to the need to master the
éontent of their lessons and ﬁould tend to regulate.interaction so as to
maximize opportunities for the development of their pupils' character
which they see as an essential component of education, The analysis
which follows reveals how these teaehers manifest these constructs with
boys end girls of different ethnic origins during the teaching process in

the malti-ethnic classroomn,

Almost thirty;six percent of the teachers in the sample incline.
towards naturalism leaving some sixty-four percent holding attitudes '
towards education reflecting their idealism, Ihere.is no statistical
..significance-betweenrthe—numbers of men and women holding'idealistib*and
those holding naturalistic attitﬁdes towards education (Table 9). |
Teachers holding naturélisfic attitudes incline towards tendermindedness

and those holding idealistic attitudes incline towards toughmindedness
(Appendix 11), Both groups show a strong tendency towards radicalism

(Appendix 10).

Given'the closer personal involvement in the work of the
'classroom advocated by teachers inclined towards naturalism it is not

surprising to find that they have a significantly (p <0.05) higher
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response ratio than.teachers inclined towards idealism (App?ndix 56). -
This is not simply a general difference but one which is spféadnthroughout
the interaction with boys and girls qf all ethnic groups. In every
case the naturalistic teacher résponse ratio is higher than!the
corresponding idealiétic one, Girls, ifrespéctive of ﬁhether théy
- are taught by teachers inclined towards idealism or naturalism, receive
- more positive response from their teachers than boys of the same ethnic
group. | The pattern of responses within those classes taught by
‘idealistic teachers is for them to respond less to the ideas end feelings
! ' of boys of Asian and of West Indian origins than to those of European
origin, Likewise.with girls, the idealistic teacher response ratio
ténds to be lower with girls of'Asian and of West Indian origins than with-
girls of Eurcpean origin (Appendix 56). In the other classes those
tecachers inclined towards naturalism have a tendency to respond more
positively to children of Asian origin than to children of Furopean or
of West Indian origins, |

(1)

There is some indication that questioning pupils in the

multi-ethnic classroom is used not only as a test of t@e children's grasp

of subject matter but also as a control mechanism, ‘ Elanders(g ,.in -
his discussion on the use of questions as a check on pupils' reactions to.
ideas and on their understandiné, "would expect the average TQR for a
number of teachers, each observed on several occasions, to be close to

126, For teaéhers inclined towards naturalism working in multi-

ethnic classrooms and for those inclined towards idealism both indices

1. See pp. 122 - 129,

2, TFlanders, N.A., Analyzing Teaching Behavior.
Addison-~i/esley Publishing Co. Ince
1970, p.l02.

\f
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exceed this norm (N-TQR X 37.33; I-TQR.E»}}.l?) which may be an indicator
to the presénce of behavioural difficulties in the multi—e{hhid classroom.
It might reasonably be anticipated that with theif stress on the need to
master subject matter the more formaily.orientated idealistic teachers
would spend more time asking questions than their naturalistic
counterparts. However, our evidence suggests that in practice they
tend to use a smaller proportion of their time quesStioning boys and girls
of each ethnic group sther than girls of Vlest Indian origin (Appendix‘56).
Tﬁese girls, unlike those of European and fhose of Asian origins, also
attract a‘higher proportiqn of questioning'than boys of the same ethnic
group which may indicate a difficulty which idealistic teachers attempt
to fesolve indirectly by excessive questioning, Moreover tbe'
vroportion of time given to questioning by‘teachers inclired towards
naturalism and by those inclined towards idealism is greater during

interaction with black children than it is with white children.

Given the underlying educationalAphilosophy of teachers
holding naturalistic attitudes about education it is not'surprising to
find that they tend to allow greater scope for their pupils to initiate
their own contributibns to the interaction of the multi-ethnic cla§§room‘
than the more formally and traditionally ceﬁtred teacheré holding
jidealistic attitudes towards.educatién (appendix 56). This difference
in the proportion of time allowed children for this activity is evident
also amongst the d;fferent ethnic groups because, with the one exception
of boys of Asian origin, all children taught by teachers inclined towards
naturalism receive a greater proporticn of fime in which to initiate
their contributions than their fellow pupils of the same ethnic group in
ctlasses taught by idealistic teachers, The biggest discrepancies in

the proportions of time given for initiatory talking occur during
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intefaction with girls of all ethnic grgupé, particulérly those'of Asian
and of Wesﬁilndian origins, who reccive substantially less ;fopcrtional
time from idealistic.than from naturalistic teachers. Teachers
inclined towards idealism alsc tend éo élloﬁ more time for initiation
when interacting with white children than they do when interacting with

black children.

The teache; authority ratios suggest that teachers inclined
téwafds jdealism may possibily experience some behavioural difficulties
with boys more than they do with girls (t = 3.212; p <0.05) since in
every ethnic group the index for interaction with boys is higher than that
for girls of the same ethnic group. There is also a strong tendency
for these teachers to be more authoritarian with black children than with
white because as our evidence shows boys of Asian and of West Indian
origins attract a greater proportion of authoritarian comment than boys

. of Buropean origiﬁ (appendix 56). v Furthérmore girls of Asian and of
West Indien origins also attract more authoritarian comment than girls of

' European origin taught by idealistic teachers, The proportional use
of authoritarian comment which emerges from naturalistic teachers'
authority ratios shows a distinct ethnic pattern with children of As%an
origin beiné‘subjected to less of this form of controi than children of’
European drigin and substantially less than children of West Indian origin
(aAppendix 56). That the usé these teachers make of the more informal
approaches to education may lead fo some behavioural problems with boys
of West Indian origin might possibly be inferred from the significant
difference (t = 4.621; p<0.01) between the préportion of authoritarian
comment they receive compared with other children in the same classes.
In classes taught by teachers inclined towards idealism these bbys also

receive a very substantial amount of' authoritarian comment but not at a
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level which is significantly different from the other children in the

.

same classes.

.Girls of Asian origin tauéht'ﬁy teachers iﬁclined towards
idealism have a significantly lower levgl of self-concept (p<0.05) than
those girls of the same ethnic groﬁp taught by teaéhers inclined towards
naturalism (aAppendix 57). Inspection of Appendix 56 will show that
idealiétic teachers respond to girls of Asian origin much less positively
than their naturalistic colleagues, spend less time asking questions ;f
these pupils, allow them considerably less time for initiatory talking ahd
spend slightly less time making authoritarian comments, Within
classes taught by teachers holding idealistic attitudes towards education
girls of Asian origin and boys of West Indian origin have a significantly
lower level of self-concept than boys and girls.of Europesn origin
(Appendix 58). If we compare the teacﬁing>style used by idealistic
teachers with girls of Asian origin with that used by the same teachers
with girls of European brigin we find that these teachers respond less
positively to the ideas and feelings of the girls of Asian origin and
give them fer less time for initiatory talking: girls of Asian origin
arqﬁalso su§q§pted to proportionately.morg questioning.anq to.
proportionately more authoritarian comment ﬁhan girls of European origin
in the same classes (Table 36). Boys of West Indian origin in the
same classes also receive considerably less positive rasponse from
~ idealistic teachers than boys of European origin and this, coupled with a
much greater proportional amounf of authoritarian comment and more
questioning, provides them with a more negative style of teaching than
that given to boys of European origin (Table 37). Boys of Asian
origin in classes taught by teachers inclined towards idealism alsq have

a lower level of self-concept than girls of European origin and we again



'TABLE 36:

Interaction indices for giris of European and girls of Asian origins in

classes taught by teachers holding idealistic attitudes towards

Interaction indices for boys of European and boys of West Indian origins

education: -
Index E.G. A.G. d
I-TRR 33,00 - 28,36 -4, 6L
I-TQR 27.10 30.38 + 3.28
I-PIR . 32,38 21.97 -10.41
I-TAR 36.13 38.48 + 2.35
X S-Con. 62.40 56.59
t-value L. 347

o < 0.001
TABLE 37:

in classes taught by teachers holding idealistic attitudes towards

educatioh:
Index E.B. .MIB. d
I-TRR 25.02 14.53 - =10.49
I-TQR 30.03 33435 + 3432
I-PIR 31.32 32.72 + 1.40
I—TAR‘ Ly, 3l 54.50 +10,16
% S~Con. 62,40 56446
"1 t-value 3.174
p £ 0.01
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find similar differences in the sfyle of teaching used with each group
of children with those recording the lowest levels of selfléqncept
receiving less positive response from theée teachefs, more questioning,
more authoritarian comment and‘propoftiénatély less time in which to
engage in initiatory telking (Table 38). Moving into those classes
taught by teachers inclined towards natﬁralism we find that the only
" significant differencé in seif—concept levels is between boys of

A . i
European origin and boys of West Indian origin. Agéin we find that
the differences in the styles of teaching received by these two group§
of pupils from teachers holding naturalistic attitudes is similer in
pattern to those recorded for interaction between idealistic teachers and
their pupils who have significantly different levels of self-concept.
» Pupils with 51gn1f1cantly lower levels of self—covcep (1n the case of
naturalistic teachers only boys of West Indian origln) tend to receive less
positive response from their teachers, more questioning and are subjected
to more auéhoritarian comment.. In the case of boys of West Indian
origin they recei&e very slightly more time for initiatory talking which
is against the general trend although in keeping with the'pattern usgd
with these boys by teachers inclined towards idealism (Table 39).

This section of our study into teachers' influences on thé
self-concept of pupils of European, Asian and West Indian origins has
provided an indiéation of the attitudinal structure underlying the

teachers' activity in the multi-ethnic classroom. It is evident from
.bur investigation that amongst teachers in the sample schools there is a
predominance of toughmindedness, radicalism and idealism (Table 9) and

from the evidence presented in this section it mgy be tentatively deduced that
girls of Asiah érigin and ﬁoys of West indiéﬁ origin are those children

whose level of self-concept is most likely to be associated adversely with
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TABLE 38: - - ‘ /

N

Interaction indices for girls of European origin and boys of Asian

origin in classes taught by teachers holding idealistic attitudes

towards education:

Index E.G. A5, a
I-THR 33.00 23,15 - 9.85 :
I-TQR 27.10 36,77 | +9.67
I-PIR. | 32.38 27.52 ~ 1..86
I-TAR 36.13 49.78 +13.65
X S~Con, 62,40 58.98
t-value 2.505
p £ 0.02

- TABLE 39:

Interaction indices for boys of European origin and boys of VWest Indian

origin in classes taught by -teachers holding naturalistic attitudes

towards education:

" Index E.B. WIB. d
N-TRR 31.98 23.76 - 8,22
N-TQR 32.57 35.99 + 3042
N-PIR 32,78 - 3 .42 + 1,64
N-TAR 4L..12 52,75 + 8.63
% S-Con. 63.i.8 59.22
twvalue 2,242

P £0.05
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the type of teaﬁhing which results from the attitudes which théir
teachers hold about education. - In 211 classes, exceptxfhose taught -
by tenderminded teachers,; these two group$ of pupiis record 1eveis of
self-concept which are significantly‘loﬁer {han those reco;ded by'cgrtain
of their contemporaries (Appendix 60). Of the three dominant attitude
dimensions identified in the sample multi-ethnic schools the teaching
resulting from toughmindedness and from idealism appears to be most ‘
closely associated with the debilitation of the self-concept ievels of
girls of Asian origin and of boys of West Indian origin (appendices 61
and 62). Those features of the teachers' work which may be associated
with this debilitation of the self-concept can be distinguished by
reference to Table 40 from which it méy be seen that when girls Qf Asian
origin record significantly lower levels of self-concept they receive
from all teachers concerned less opportunity to initiate theig_own
responses and ideas and they receive less éuthoritarian comment except
from those teachers holding idealistic attitudes towards their work from
whom they receive a higher proportion of directives and more criticism
than girls of European origin. As far as boys of Weét Indian origin
with significantly lower levels of self-concept are concerned it can be:
seen that Y?Qx Fepeive less positive response and more authoritarian;
comment from all teachers except those holding tenderminded attitudes

(Table 40 and Appendix 63),

Accepfing the evidence of previous studies which conclude thét
teachers' attitudes to education are likely to exert a strong influence on
their professional activity in the classroom this section of this present
study has investigated how such attitudes are manifested when teachers!’
interact with pupils of different ethnic origins, " The evidence

presented above in the form of initiation and response ratios shows how
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Levels of response ratios for boys and girls of different ethnic origins
x gL

recording significantly lower levels of self-concept in classes taught by

teachers holding different attitudes towards education:

é‘ Ethnié groups with significantly lower self-concepts E§t;
g ® AB AG WIB WiG E g’
e oY
e o |TRR TQR PIR TAR|TRR TQR PIR TAR|TRR TQR PIR TAR|TRR TQR PIR TAR | @
Tgh + = e e 4 e 4 l
Rad 4+ = e e - o = ¢
Con | - + + + = =le 4+ = +| - 4+ - 4+ [|EB
Nat | + 4+ = = s
1d | - 4+ o+ %
Tgh | -  + - - =~ |- + + 4
Rad - - == % 4+ + EG
id - 4 - 4+ = o+ |-+ o+ &
Tgh + - - -~ - - + + AB
Teh L R A WIG
Rad 4 = = == - 4 s

Read the above table DOWN and then ACROSS left to right: for example, boys
of Asian origin in classes taught by teachers holding conservative
attitudes towards education receive less (~) teacher response than boys of
European origin in the same classes.

the influence of ethnic variables may be concealed in the generalised
picture»which caﬁ eﬁerge from the study of any pair of attitude dimensions.
Furthermore the indications are that some differences do occur within the
context of the multi-ethnic classroom which do not become evident until the
data is analysed according to the sex and ethnic origins of the pupils and is
reléted to the-different attitudes towards education held by the teaehers
with whom'the‘children are interacting (Appendices 48, 52 and 56).

There is, for'example, no immediately apparent difference beiween the

extent to which responses and initiatives are related to either tenderminded
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N

or toughminded teachers. However, we find that girls of Agian origin
and boys of West Indian origin; who when taﬁght by toughﬁi;aéd teachers
record significantly lower.levels of self—concépt‘than girls and boys of
European origin respectively, receivé ffom these same teachers less
responsiveness, more questioning and diwinished time for their initiatives
(Table 40). Other consistent patterns of response and initiation
related to the sex of the pupils and their ethnic origins, their levei of
self-concept and thei; teacher's attitudes towards education are revealed
'through detailed analyses but tend to remain camouflaged in more generalised
descriptions of thé multi-ethnié classroom, It is not difficult,
therefore, to accept the sincerity of thomateacheré who genuinely believe
.that they do not discriminate, either positi?ely or negatively, to any -
greater or lesser extent than their colleagues holding different attitudes
towards education and using different approaches in their work in multi-~
ethnic classes, It seems possible that‘some teachers, particularly
those holding tenderminded attitudes towards education, may promote an
educational environment in their multi-ethnic classrooms, which is
significantly associated with the enhancement of the self-concept level of
girls of Asian origin and boys of West Indian 6rigin (Appendices 61 and
62), ~ The evidence of our investigation into this_aspect of teachers! .
influences on the self-concept of pupils of different ethnic origins leads
us to postulate that the attitudes which teachers hold about education

tend to foster, through the teaching styles generated by them, an
educational environment which, in some cases, may be associated with the
self-concept level of certain children in multi-ethnic classes and within
which the expression of varying degrees of ethnocentrism takes place.

The indications are that this mgy be an area which could usefully be

investigated by further research.




DISCUSSION AND CONCLUSIONS

This research was conducted against a backcloth of public
concern about the observed lack of educational progress amongst children
of so-called ethnic minority groups. The apparent under-achievement
in academic subjects of many of these children, most notably those of
West Indian origin, is the subject of a continuing debate fuelled by a
disquiet over both the causes of failure in school and its consequences
in society. Persistent failure, especially in a society in which
success is consistently exalted, brings in its train a despondency which
tends to breed frustration which frequently finds expression in ways which
are socially unacceptable, Such feelings are likely to be intensified
by the resentment which is likely to accrue if teaching is inapp£opria£e
to the felt needs of the pupils or is perceived by them to discriminate
against their interests, | Since the pupil's failure may be/seen as a
reflection of the teacher's failure the need to reveal sdmething of - the
dynamics of teaching and learning in the multi-ethnic classroom was
considered to be important in this research. Early endeavours at
coping with the unfamiliar educational environment created by the influx

of large numbers of children of mainly Asian and West Indian origins seemed

to be hé@peré&rby théwiack of ébﬁective eiidence about teachers! work’wifh
these pupils, Early studies focused almost exclusively upon the
children but since it is the teacher who bears the responsibility of

making professional decisions, #nd who is seen by the children to be making
selections, then such choices, when the class is multi-ethnic in composition,
may be interpreted as ethnically biased, This sensitive situation
within which teachers of multi-ethnic classes have to exercise their
professional skills has generated a concern, particularly amongst the West

Indian community, about the effects of what is generally referred to as




221

racism, It is within this multi-ethnic scenario that individual and
social~-psychological factors are active, some of which are‘likély to
influence the pupilsf learning. After investigating the evidence of
6ther studies this research accepts that the image the éhild has of
himself as a learner is likely to have a bearing on his scholastic
achievement and, since teachers appear to be significant persons in the
development of the pupils' self-concept, it is argﬁed that the enhancement
or deflation of the self may be associated with the teachers' use of

different modes of teaching in the multi-ethniec classroom, N

The research designed to investigate the problem recorded the
frequency with which ten different categories of initiation and response
were used with the whole class or with individual boys and girls of
European, Asian‘or West Indian origins. It-also recorded personal
characteristics = of the teachers in the sample and measured the types of
attitudes they held about education and fheif level of ethnocentrism: the
pupils' levels of self-concept were also measured. Subsequent analysis
revealea’the‘frequenqy with which men and women teachers, those teachers.
who were ideﬁtified as highly tolerant or highly intolerant and those
teachers holding different types of attitudes about education used each
of the ten-different teaching modes with boys and girls of each ethnic
group,. These freqhencies, related to different variables, were then
statistically correlated with the level of the pupils' self-concept to

determine the presence of any associations.

Putting multi-ethnic teaching under the microscope of research
categorisation and analysis brings into focus some factors which might
otherwise have remained concealed to 'naked-eye' observation but, conversely,

it should not lead to spurious exactitude which may be as misleading as
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excessive compognding of dat#. It would be correét, therefore, to
exercise a cautious approach to the interpretation of small numerical
differences in the descriptive analysis of mulfi-ethnic classroom
interaction especially where there may be some impurities in data
accunulated from a large number of observations, Nevertheless, it is
important to remember that differences in the frequency counts of teaching
nodes relate to periods of time which may be real to pupils and which may
reveal styles of feaching and patterns in the use of different modes which
may be significant in the development of the pupil's selffconcept. Small
numerical differences ought not to be ignored but assessed with‘diBCretion
since they mgy signify a relatively protracted and psychologically important
period of time in the educational experience of the pupil who is being

critized, praised, listened to, questioned and so forth.

The study of teachers holding extreme levels of ethnocentrism
has been given some prominence in this study because, as it was argued |
earlier, these attitudes might "prove to be a strong predeterminent
influencing (teachers') behaviour and, consequentially, their possible
effect on thé children's seif-concept“ (p.102). The contrasting of
extreme groups, useful though the technique is in order to highlight
differences which might otherwise remain concealed in ;;éraging-bgt
differences over large moderate groups, does have some pitfalls for the
unwary., The sﬁb-sets.for highly tolerant and highly intolerant
teachers are, inevitably, small and the differences revealed ought to be
interpreted with caution and ascribed with prudence especially since it is
not known whether the sample from which the extreme groups were drawn is
representative of the population of teachers iﬁ multi-ethnic schools in
this country, There was, of course, no available sampling frame for

ethnocentrism and it would have been inappropriate to establish one since
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the method which delayed the identification of highly tolerant and highly
intolerant teachers until the data processing and analysis~is an advantage
to reliability in this type of study because, as the distinctions were only
revealed after the data collection, any observer expectations about the
possible effect of ethnocentrism did not influence the categorisation of
interaction, One further cuationary note should be sounded: it must
not be assumed that the observed teaching distinctions between the two
extreme groups providé any'indication of the distribution within the group
of forty-six moderately ethnocentric teachers which divides them. It
would be quite erroneous to attribute a linear progression between the two

extreme positions,

Although cross-sectional studieg do not permit of conclusive
generalizations, and correlational analysis tends to inhibit definitive
statements, some characteristics do emerge which may indicate where further
research could be usefully conducted. - Evidence is presented which
indicates that rather than teaching the class as a whole men and women
teachers in the sample emphasized ihdividual teaching with women using this
method more freqpently than men (p.83). Girls of Asian origin in
classes taught by women appeared to gain additional -attention in every mode
of teaching except criticism and the initiation of their own contributions.,
When they were taught by men they lose individual teaching time gaining
only in the time given to the acceptanée of their feelings and, only
minimally, in.the praise and encouragement they received, Boys of West
indian origin received from both men and women teachers more individual
attention, mainly in the form of criticism, than their numbers would
warrant (p.86). In_those classes taught by men the evidence suggests
that there is likely to be a strong male orientation (p.87) whereas women

teachers seemed to maintain an even distribution of individual teaching
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time between boys and girls (p. 88) There is some inéication that

a p051t1ve association may exist between the individual teachlng time men
give to boys and girls of Asian orlgln and the level of their self-concepts
but those of other pupils taught by men do not appear to be associated with
the amount of individual attention they receive (p. 89). A different
picture emerges from classes taught by women who, by their individual
teaching, appear as though they may sustain the seif‘-concept of all pupils
,except'girls of European origin (p. 90). The evidence presented
suggesting which modes of teaching used individually may be associated with
the self-concept levels of boys and girls of different ethnic origins
provides no overall pattern of associations (pp. 93 - 100). In the
hands of men and women teachers different modes of teaching seem»to give
differing degrees of support to the self-concept levels of children of
different ethnic origins, Praise and encouéagement, for example, gliven
by male teachers in the sample to boys and girls of West Indian origin,
appears to be associated with their level of self-concept (p. 94) but finds
no such association when given to pupils of the same ethnic group by women
teachers (p. 288).

The level of ethnocentrlsm amongst teachers.ln the sample whlch
is lower than that of the general population (p. 104), is used as a major
variable, The ten modes of teaching used in the analysis of multi-
ethnic classroom interaction were analysed in respect of two extreme
ethnocentric groups designated as highly tolerant and highly intolerant
teachers, Highly tolerant teachers tended to interact more frequently
with individual children relying less on teaching the class as a whole than
their more ethnocentric colleagues (p. 113). These highly tolerant
teachers, mainly by giving more time than would normally be expected to

children's initiatives, seem to encourage a less convergent type of response
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from children than highly intﬁlerant teachers, This is-esﬁecially
evident when highly tolerant teachers work with children of‘West Indian
origin, to whom they strongly inclined, allowing them, and to a lesser
extent children of Asian origin, aaditionalﬁtime at the expense of pupils

of European origin (p. 146), The preferential approach shown by highly
tolerant teachers to children of West Indian'and of Asian origins is further
demonstrated by the additional attention which is given to the acceptance
.a.nd use of the céntributions maLde by these children to classroom interaction
and the excess ti@e given to their praise and encouragement by highly
tolerant teachers (p. 114). Children of West Indian and of Asian
origins, who are taught by highly tolerant teachers, also gained more

direct teaching thaﬁ children of European origin which may further sugggst
that the educational climate of the multi-éthnic class taught by a teacher
who is ethnically highly tolerant is supportive to children of West Indian
and of Asian origins but is likely to be in some ways detrimental to pupils
of European origin, especiallj boys. However, despite fhe generally
supportive atmosphere for black children, boys of West Indian origin were
subjected to excessivevcriticism by highly tolerant teachers from whom they
also received more directives than other children (pe 136) which may suggest
that these boys have some difficulty in coping with the relatively relaxed
atmosphere of the highly tolerant teacher's multi-ethnic classroom, = The
existence of poséible associations between the teachers' use of different
modes of teaching and the level of the children's self-concept was
investigated. The evidence suggests (p. 130) that in classes taught by
'highly tolerant teachers strong associations may be present between the
self-concept of boys of European origin and the aﬁount of direct teaching
they receive; between the self-concept of boys of Asian and the criticism
and the opportunities they receive for initiating their own contributions;

and between the self=concept of girls of West Indian origin and the
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directives they receive. Thére does not appear to be any single mode
of teaching which the highly tolerant teacher can utilize with all pupils
with the possibility of enhancing the self-concept. The indications
suggest that future research might usefully investigate whether or not
highly tolerant teachers can sustain the self'-concept of boys of European
origin using the stimulation of individual direct ﬁeaching; of boys of
Asian origin by the encouragement of mild criticism and adequate time for
initiation; of girls of West Indian origin by the support of clear
directions. In addition to identifying which modes of teaching may be
influential in thé development of the self-concept the influence of the
intermix of teaching modes wasrinvestigated and the levels of self-concept
of children in the classes of highly tolerant and highly intolerant teachers
was measured, The self-concept of boys and girls of West Indian origin
in the sample was significantly higher when they were taught by highly
tolerant teachers but when boys of European origin were taught by the same
teachers their level of self-concept was Significantly lower than when they

were taught by highly intolerant teachers (p. 315).

In those classes taught by teachefs who are highly intolerant
the research tentatively suggests that children of European origin and, to
-a lesser extent, thése'of Asian origin might benefit from additional time
which their teachers give to the positive modes of teaching, _ In the
sample they gained excess praise and encouragement, their ideas were more.v
acceptable and more extensively utilized, they received additional direct
teaching and they were encouraged not only to respond to the highly -
intolerant teacher's questions but also to make their own contributions to
the activity of the classroom. - On the other hand children of West
Indian origin in these classes received less praise and encouragement.

(p. 115), had less time spent on the acceptance and the use of their ideas -
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(p. 183) and were given only minimal time in which to init;éte their own
contributions to the interaction of the classroom, The\more negative
modes of c:iticism and direction were used extensively with children of
West Indian origin by highly ihtolerént>teaChers with the girls of this
ethnic group receiving more directions and the boys more criticism than-
their numbers would warrant in an equitable distribution (p. 185). The
evidence from multi-ethnic classes in the sample taught by teachers who are
ethnicélly highly intolerant suggests that a strong association may be
present between the self-concept of girls of Asian origin and the amodht of
time they are given in which to initiate their own contributions to the
work of the classroom {p. 152). There are also indications that
associations exist between.the level of self-concept of girls of European
origin and the limited criticism they received from their highlywintolerant
teachers and also between the additional time these same teachers gave to
their direct teaching of these girls (p. 172). Any influei&ce thich nay
be exerted by the highly ihtolerant téacher on the self-concept of girls of
Asian and of European origins seems most likely to be exercised by the use
of these particular modes of teaching. Enquiry into the influehce of-
the intermix of all ten teaching modes reveals that, when taught by teachers
-who are ethnically highly intolerant, boys of European'origin had a
"siéﬁificangly higﬁér, and_Boys andrgirls 6f West indian brigiﬁ af
significantly lower,vlevel of self-concept than those pupils of the same
ethnic groups taught by highly tolerant teachers (p. 315). In classes
taught by highly intolerant teachers pupils of Asian and of West Indian
origins have significantly lower self-concept levels than children of
European origins. No such differences were present amongst those pupils

in classes taught by teachers who are ethnically highly tolerant (p. 316).

The pattern of priority given to the different modes of



teaching used with bo&s and girls of each ethnic group revealed some
differenpes in the teaching profiles of highly tolerant and”highly
intolerant teachers with the one exception of their work with boys of West
Indian origin. When working with these boys both highly tolerant and
highly intolerant teachers gave a very similar order 6f priority to their
use of the ten modes of teaching altho@gh at very different levels of’
incidence (p. 183). To their other pupils highly intolerant teéchers
make positive responses only rarely, give little opportunity for pupils to
initiate contributions, spend a lot of time asking questions and usiné
authoritarian comment. This cé&rasts with the teachers who were
ethnically highly tolerant: they spent considerable time making positive
responses and allowing their pupils to make contributions with only minimal
time spent asking questions and making authoritarian comment (p.4192).

The mean level of self-concept of all children was sigrificantly lower in
classes taught by highly intolerant teachers than that of allvdhildren
taught by highly tolerant teachers (ﬁ. 332), . Boys and girls of European,.'
Asian and West Indian origins in the éample appear to have received |
different styles of teachihg from highly tolerant and highly intolerant |
teachers who.gaye different emphases to certain modes of teaching some of

which may be associated with the level of the children®s self-concept.

Ethnocentrism, however, is not manifested in isolation but is
expressed within.ah educational environment which, the study suggests, may
be conditioned by the attitudes teachers hold about education. Possible
associations between these attitudes, different styles of teaching and the
level of the pupils' self-concepts were investigated (p. 200).ﬁsing the
attitude dimensions of tender-toughmindedness, radicalism-conservatism and
idealism-naturalism, The dominant attitudes towards education amongst

teachers in the sample appear to be radicalism, idealism and toughmindedness
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the last two of which seem to be associated with low levels of self-concept
in girls of Asian origin and in bojs of West Indian origin‘(p.'ZOA).

The teaching of tenderminded teachers seems as though it may be associated
with an enhanced level of self-concept of boys of West Indian and girls of
Asian origins the latter also appearing to gain support from naturalistic
teachers, Boys of European origin in the classes of those teachers of
all types of attitudes towards education, except tendermindedness, recorded
significantly higher levels of self-concept than boys of West Indian origin
whose low level of self-concept appears to be associated with negative
responses from their teachers coupled with excessive autharitarian comment
(p..219). There.appears to be a tendency for the attitudes which
teachers hold about education to foster, "through the teaching styles
generated by them, an educational environment which, in some cases, may be
associated with the self-concept level of certain children in multi-ethnic
classes and within which the expression of varying degrees of ethnocentrism

takes place" (p. 219).

Speculatively it seems that the teachers' work in the multi-
ethnic classroom may be influenced by their sex, their level of ethnoéentrism
and the types of attitudes they hold about education and that these
characteristics may -tend to influence the emphasis of different forms, modes,
patterns and styles of teaching with pupils of different ethnic groups.

It seems likely that boys and.girls of the different ethnic origins
identified for this study, even when they are taught in the same class by.
the same teacher, may receive different eﬁucational experiences than those
of other pupils of different sex and ethnic origins. It may, of course,
be appropriate that they should do so but, given the complexity of the
teaching activity, especially in the multi-ethnic classroom, teachers are

unlikely to be aware of the precise manner in which they teach and are,
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presumably, denied any accurafe asessment of the influence their work may
" have on the development of their pupils' self-concepts. V“‘If teachers of
multi-ethnic classes wish to modify their teaching in order to reduce some
of the imbalances which may be present in the use of different teaching
modes it would be necessary for individual teachers to unveil their
existing patterns of interaction with their pupils and acknowledge areas of
inconsistency in their work, To do this consideration would need to be
given to the objective evaluation of teaching practices in multi-ethnic
classes which, unfil more sophisticated methods become generally available,
would probably require a multi-ethnic classroom interaction analysis of the
type employed in this research although it would not, of course, have the
advantage of conceaied purpose, Nevertheless it would be our contention,
based on the experience gained during the field work carried out for this
research, that the complexity and stress of teaching would efficiently
minimize the effect of any attempted subterfuge or unconscious modification
to habitual teaching practices which might take place during periods of
observation, Provided authorities are prepared to engage the services
of independent, fully trained and proficient observers much useful objective
information about teachers' work could become available to them which might
otherwise remain camouflaged in the conglomerate of multi-ethnic classroom
- activity. If such inférmation were'iheﬁ’rélated to the teacher's sex,
ethnocentrism and attitudes towards education the use of different modeg,
patterns and styleé of teaching might be modified with the possiblity of

enhancing the level of self-concept of pupils of differing ethnic origins.

Any modifications made in teaching behaviour would need to take
into account those variations which apparently exist in the association
between certain modes of teaching used by teachers holding different

characteristics and the level of self-concept of pupils of different ethnic:
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origins, Accepted traditional practices, often based on long-standing
assumptions generated before the advent of multi-ethnic education, might be
usefully reconsidered in the light of these observations within the multi-
etnic setting. Is it,-for'example,éorrect to assume that praise is
always a positive reinforcement to the self-concept irrespective of whether
that praise, its content and amount, is given to a boy or girl of either
Buropean, Asian or West Indian origin by an ethniecally highly tolerént or
highly intolerant teacher?. | Evidence from the sample suggests the
presence of a slight association between praise and the level of self%:
concept only when girls of Asian-origin were praised by highly intblerant
teachers who gave high priority to the use of praise with these girls using
only time for the acceptance of their feelings more frequently. They
also tended to give praise to these girls in a context of supporfing modas
using not only the acceptance of their feelings'but also making full use of
their ideaé and contributions more extensively than criticizinévthem or
glving them directives, There is evidence which indicates thaf the
moét favourable conditions for girls of Asian origin in which to receive
praise are likely to be provided by female teachers holding tenderminded,.
radical and naturalistic attitudes about education. Such considerations
might raise questions for the attention of future research about the use of
praise in the multi-ethnic classroom. s it more valued 5}, and-ﬁoré»
value to, girls of Aéianvorigin because, pgrhaps, they are rarely praised
elsewhere? Why do highly intolerant teachers use praise prominently
with these girls? To what extent does its effectiveness as a stimulant
to the self-concept diminish with greater use in the multi-ethnic class of
the highly tolerant teacher (pp. 312 and 313)? Many established
practices and much prescriptive thinking about the use of different modes,
patterns and styles of teaching may need to be reconsidered in the light of

expanding knowledge about multi-ethnic education.
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There is a tendency for teachers of differing characteristics
to teach in multi-ethnic classes in ways which may be relat;d to the ethnic
origin of the pupils with whom they interact at any one time and that
certain modes, patterns and styles of téaching are variously associated
with the level of the children's self-concept. Unlike St. Paul teachers
of multi-ethnic classes are not "made all things to all men" yet the present
organisation of most Junior and Middle Schools demand this of those lesser
mortals striving to cope with the serious educational compleiities of multi-
ethnic education. . If future research substantiates the tentative and,
for reasons discussed earlief (p. 80), necessarily cautious interpretations
of our data it may become possible to isolate those teacher characteristics
which are likely to produce the most favourable conditions for sustaining
and enhancing the level of self-concept in children of differentrethnic |
origins: the identification of those teachers who are most likely to be
successful with boys and girls of a given ethnic origin might gecome
feasible. This might open up the possibility of selecting some teachers
to specialize in the teaching of boys or girls of oné ethnic origin with the
advantage that sympathetic use could be made of those modes, patterns and
styles of teaching known to support the self-concept of boys or girls of
any particular group. Such a proposition implies, of course, the
Separate teaching of different ethnic grgupé ﬁhich, acceptigé that fL; self-
concept is an influential factor in scholastic achievement which can be
enhanced, might be.academically beneficial. An innovation of this type
might not only have positive advantages gained by the use of teaching
appropriate to a particular ethnic group but it could possibly avoid any
detrimental effects of that teaching which might only be beneficial to
children of other ethnic groups, Uni-ethnic teaching, given by a
teacher having the appropriate characteristics for teaching the particular

ethnic group, would be able to provide a balanced application of the modes,
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pattérns and styles of teaching which might be of some benefit to pubils

of all ethnic groups. If it is accepted that a positiv;“self-concept

is beneficial to learning and if certain teacher characteristics and
teaching styles appear to enhance the level of self-concept of boys and
girls of particular ethnic groups then some Jjustification for uni-ethnic
teaching might be established, There are, of course, other kinds of
processes and pressures in multi-ethnic schools which cannot be ignored but
with increasing knowledge about multi-ethnic education it seems reasonable
to suppose that some benefits might accrue to children of all ethnic origins
from even a minimal amount of uni-ethnic teaching within multi-ethnic
schools, However, education is more than simply academic advancement
and such a change in established practice should only be contemplated after

further detailed investigation and then limited in its applicatidne

The multi-ethnic debate has over the years freQuentiy and
persistently criticized those re§ponSible for trainiﬁg for failing to
provide adequate and appropriate ih=service and initial training courses
for teachers and prospecti#e teachers, Since there has béen little
agreement on what was adequéte and appropriate little progress ha; been
made with a tendency for the content of courses to rely more on conjecture
than on fact.,  This research draws attention to the apparent necessity
for teachers and prospective teachers to be aware of their attitudes about
education and to know what effect those attitudes may have on their teachipg
in the multi-ethnic classroom and the possible association with the level
of self-concept in children of different ethnic origins. Since ' -
teachers® attitudes towards education appear to influence their teaching,
and find some association with the level of their pupils’ self-concept,
further research needs to consider how teachers' attitudes towards their

professional work might be modified to induce those most favoureble for the
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multi-ethnic classroon, Likewise this research, using the concept of

- ethnocentrism, reveals the extent to which this phenomenon appeared to
relate to the work of the teachers in the sample and its associatioh with
the children's level of self-concept, It would seem on thebbasis of
these investigations important for qualified teachers working in multi-
ethnic schools, and those training to be such teachers, to be apprised of
their personal level of ethnocentrism and ways in which it might be modified.
The poésible influence of these attitudinal factors ought not to be ignored
by teachers in multi-ethnic schools nor by appointing authorities who.hight
be encouraged to take cognizance of the effects of ethnocentrism and its
possible influence on teachers' work with children of different ethnic
origins, Further research to investigate means with which to make
objective evaluations of the teacher's activity in the multi-ethﬁic
classroom would be of value so that teachers new to multi-ethnic teaching
could be assisted and assessed in a professional manner by their advisers
during periods of orientation, Such periods would be of value to pupils
and teachers and would help authorities to be less haphazard in their
presently inadequate appointments procedures and would, furthermore, help.
to advance the quality, and therefore the standing, of multi-ethnic
teaching to a position appropriate to its complexity and the special

professiohél Skillsrréquifed for its effective Eonduct.

This reéearch has revealed the extent to which teachers in the
sample with certain characteristics, use different forms, modes, patterns
and styles of multi-ethnic teaching and has indicated where some associations
may be present between them and the level of self-concept of boys and girls
of European, Asian and West Indian origins, This, however, is but a
small penetration into the complexities of~muiti-ethnic teaching and

learning and further substantial research is an urgent necessity. - One
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advantage of a cross-sectional study is its facility to open up other areas
of enquiry which can be further'developed by potentially useful research,
Some interesting results have emerged from a preliminary examination of our
data designed to investigate the possibie presence of ethnic sequencing
during multi-ethnic teaching. By ethhic sequencing we mean the ofder
in which representatives of different ethnic origins are engaged in the
interaction which arises from-the use of different modes of teaching in any
given sequence of intéraction. A simple, yet revealing, example of
ethnic sequencing has been found in data taken from the interaction
analysis of a nature-study lesson in a first-year Junior School multi-ethnic

class which was categorised as:

we EB EG AB AG WIB | WIG

N
8p
2
N
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2 1

(p = positive; n = negative; r = repeat)

certain characteristics of which were repeated throughout the twenty-
minute lesson, Whenever this teacher began a new question and answer
sequence she always directed the question to the whole claés and then,
without exception, an answer was given spontaneously by a boy or girl of
European origin which, when correct, earned a comment of praise,

(On those occasions when the response was incorrect the question was

repeated to the whole class and the above sequence recommenced).



This procedure was then followed by a question very closely associated

to the original but directed to a teacher-selected boy or girl of West
Indian origin who had not shown a willingness to respond. When, as in
the above example, a wrong response was given the teacher repeated the
question to the whole class and then selected, from those indicating a
willingness to respond, a boy or girl of Asian origin. This ethnic
sequencing was repeated each time this particular teacher conducted

question and answer interaction during the lesson analysed. . It is

notable that a child of European origin always provided spontaneously the
first response which Wés accepted and, if accurate, was praised, Ir
the response was inaccurate they were given the opportunity to correct it
with a second voluntary response, A specific child of West Indianr

origin was then brought compulsorily into the interaction with a question

closely associated to the original which, because a response was being
sought which expanded that given by the child of European origin, tended
to be more difficult to respond t6 acceptably. When an acceptable

response was not forthcoming from the child of West Indian origin the

question was then. repeated to the whole class, time given in a relaxed
atmosphere and a child of Asian origin, who had voluntarily indicated a
‘wish to respond, was directed to do so and received praise for a correct
- - responses- - - It is interesting to note that the class seemed to have an

expectation of the ethnic sequencing which took place in this class

because spontaneous responsesvwere never made by children of European
origin when the second similar question was repeated to the whole class
following a negative response from a child of West Indian origin. There
is no suggestion that ethnic sequencing was consclously initiated but where
it does occur it may have a significant influence on the way the child sees

himself as a learner in the multi-ethnic class.
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The language content of the lesson from which the ;bove brief
example of ethnic sequencing has been extracted was recordéd_and on analysis
was found to contain what might prove to be some interesting distinctions in
the language used with boys and girls of different ethnic origins, In
the example above, af'ter the boy of VWest Indian origin had failed to give a
satisfactory response, the teacher selected the girl of Asian origin'and
said to her, "(name) you tell him what the answer should be", The boy's
failure was highlighted by the teacher and reinforced by a correct response
from the girl of ésian origin selected from those offering to respond to the
repeated question, Frequent repetition of this type of language and its
implications, coupled with ethnic distinctions, may have a significant
effect on the development of the self-concept of pupils of all ethnic
origins in the contevaof the multi-ethnic classroom, Content analysis
of the language of interaction in the multi-ethnic classroom could be an
important area of research and might provide a useful concomitant to that

proposed into ethnic sequencing and also this present research,

That there is no lucid, all-embracing explanation of, or solution
to, under-achievement in the multi-ethnic classroom seems to be axiomatic
eépecially since the range of factors involved is unknown and makes elusive
- any simple astiology of the macroproblem, ~ One task of the researcher in
this field is to identify those elements which remain relatively unexamined -
and which, perhaps; have been influential in our understanding of teaching
and learning processes in more conventional settings. Analytical
obser#ation of classroom interaction has, in recent years, advanced our
understanding-of the teacher's work in moré traditional classrooms which, by
its nature, tends to be exercised in some obscurity. It is within this
obscurity that any influence, which previdus_extensive studies suggest that

adults can have on the development of the child's self-concept, takes place
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whilst, as many studies predict, the level of the child's self-concept

may affect learning. This present study has attempted fd.lift the

veil of obscurity, albeit very slightly, to expose something of the teachers'
influence on the self-concept of pupils of different ethnic origins by
describing what was observed, analysing what was recorded, assessing what
was revealed and interpreting what was compared and contrasted. Ve
conclude that boys and girls Sf different ethnic.origins taught in £he same
multi-ethnic classroom by the same teacher are likely to receive different
educational experiences some elements of which may be associated with the
pupils' levels of self-concept and which appear to be differentially related
to the teacher's sex, the types of attitudes held about education and, when
present, extreme levels of ethnocentrism. | The extent to which the
’findings may be applied to the population is likely to remain unknown until
the results of fufther research in this area become available. Bearing
in mind that we investigated what obtained and that correlatioﬁ is not
causality the findings must be interpreted with caution,.assessed with
discretion and ascribed with prudeﬁce since any future patterns cannot, with

confidence, be predicted.--

Such a restrained approach may inhibit the drawing of inferences
from the study but in such a sensitive field as multi-ethnic education such
caution would not be inappropriate especially when such inferences might be
used as a basis fof the formulation of policy. Howéver, caution does
not imply any necessity for an infecund inertia but signifies the exercise
of activity with particular care and attention so, with vigilance, some of
the conspicuously large imbalances revealed in the use of certain teaching
modes, the wider disparities in teaching profiles and styles and the
stronger associations identified with self-concept levels could stimulate

further debate, research and experiﬁehtation which might then result in the
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modification of present teaching practices and the development of a greater

sensitivity in teacher and pupil interactions in multi-ethnic classrooms,

For the teacher in the muiti;ethnic classroom a sensitive and
discerning assessment of the way in which the exercise of their teaching
skills may affect their pupils of different ethnic origins would seem to
be a necessary accompaniment to the professional judgements and
expediential discrimiﬁations which their responsibilities impose upon them,
Failure to modify previous practices and to overlook the'necessity to
acquire new skills in the light of new discoveries is to ignore the
advantageé, to both teacher and pupil, of an expanding corpus of knowledge
and experience which suppofts the educational practitioner as he bears the
heavy responsibility of constantly influencing the development of the

self-concept of pupils of different ethnic origins: underachievement is

a mutual failing,
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The figures of immigrant pupils given in Appehdices 1, 2 and 3

relate to:

1) children born outside the Briiish Isles who have come
to this country with, or to join, parents or guardians

whose countries of origin were abroad; and

2) children born in the United Kingdom to parents whose
countries of origin were abroad and who came to the
United Kingdom on or after 1st January ten.years before

the collection of the information.

The tables exclude children of mixed immigrant and non-immigrant

parentage and children from the Republic of Ireland. oo

Children of immigrant parents from two overseas countries have
been classified according to the country of origin of the

father(l).

1.

Statistics of Education: {Schools).
H.}.S.0. Vol. 1., 1972. p.xv. section 36.
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APPEIDIX 1 : -

Numbers of immigrant children in maintained Primary

and Secondary Schools in Engiana and Wales during the

period 1966 to 1972.

1966 99,160 48,840 148,000 2.1
1967 123,131 60,645 183,776 2.5
1968 115,371 71,841 220,212 2.9
1959 161,892 81,772 21,9, 661, 3.2
1570 174,903 86,807 263,71C 3.3
1971 176,776 93,965 270,745 3.3
1972 178,466 101,406 279,872 3.3

(Compiled from Statistics of Zducation, H.1i.8.0. Vol,l; 1955 (s, 74 of 1989)
1967 p. 55
1968 p. 70 .
1969 pp.73 and 75
1970 pp.63 and 65
1971 pp.65 and 67
1972 pp.67 and 69)

No figures are officially recorded before 1966 or after 1972.
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~—

Numbers of children of West Indian (includins Suyana)

descent in maintained Primar& and Secondary Schools in

England and Wales during the period 1966 to 1972.

. BOYS GRS TOTALS ?m2§giiit "
pupils

1966¢ | 27,330 29,887 57,217 43,7

1967 | 35,147 38,458 73,605 Who7

1968+ | 143,263 | 146,785 89,988 1.8

1969 51,126 55,000 106,126 42.5

1970 53,255 56,708 | 109,963 11,7

1971 52,06 | 55,072 107,136 9.6

1972 49,110 52,188 101,898 36.4

*The 1966, 1967 and 1968 figures in the sbove table exclude

those children of Indian and Pakistani descent in schools

where there were less than ten immigrant pupils.

| (Compiled from Statistics of Education, H.M.S.0. Vol.l; 1966 p. 63

1967 pp.bl & 63
1968 pp.75 & 77
1969 pp.73 & 75
197C pp.63 & 65
1971 pp.65 & 67
1972 pp.67 & 69)

No figures are officially recorded before 1966 or after 1972.
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APPENDIX

Numbers of children of Indian and Pakistéﬁi descent

in maintained Primary and Secondary Schools in England

and Wales during the period 1966 to 1972.

§§§?  BOYS GIRLS. TOTALS ?mgig;iit -
- pupils

1966% | 18,966 | 13,209 | 32,175 |  24.6

1967* 26,743 18,2141 3,981 27.3

1968¢ | 35,690 23,713 | 59,403 29.6

1969 L1400, | 28,536 70,030 28.0

1970 1,937 31,701 |. 76,638 29.0 °

1970 | A7,M3 | 34,637 82,051 30.3

1972 49,672 | 37,150 86,822 31.0

*The 1966, 1967 and 1968 figures in the above table exclude
those children of Indian and Pakistani descent in schools .

_ where there were less than ten immigrant pupils,

(Compiled from Statistics of Education, H.M.S.0. Vol.l; 1966 p. 63
1967 pp.6l & 63
1568 pp.75 & 77
1969 pp.73 & 75
1970 pp.63 & 65
- 1971 pp.65 & 67
1972 pp.67 & 69)

No figures are officially recorded before 1966 or after 1972.

:
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Interaction Analysis Scoring Sheet:
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APPENDIX 5:

A British Ethnocentrism Scale (Revised for
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use with school

eachers!

CONETRENTTAL

jou are invited to respond to the statements on cocial and 5
. . . . . [N
ecucational topics which are listed below. .As tlie questions are a v
matters of opinion, there are no 'right' or 'wrong' answers. Please © 3 &
choose the response you prefer from the alternatives listed on the o “ v o
. . . . : bp b
ight-hand side of the paper; indicate your choice by placing an « o g b o
'x' in the appropriate box. Please give vour own frank opinion to > 9 g g >
every statement. ‘There is no time limit, but you are advised not Wl ® = Pl
. to spend a long time considering each statement, Space is ol ® ol > 4
~ I3 - . — 3 — +
available overieaf for any additional comment you may wish to make. | & | % cl e w | v
[nd @ Eed un -
T - o T - N s - : ) e} [
Thank you ftor your co-uperation. ol B I =l ¢ o
(3] 49 o [4} ot + R
>>julas{zlalal>
1. {Children de not nzced suincone to set limits for their otehaviour,
2. {There is much to Le said for the rites and customs within the
Rzwan (satholic Church.
3. [The age for starting school should be flexible so that it suits
the irtellectual development of the child.
4, 13ex offenders should not be punished but treated with kindness
and zyrpathy by qualified psychiatrists.
5. |Communists should be carefully watched and strong action taken
zpainst any suspicious activities observed,
6. |A predominance of interdisciplinary studies is unlikely to 1ead
to a Petter cunlity of learning in schools, D
7. |The state should give students more generous financial help and
cuppert.
8. |Even though pecple of all sorts mix together nowadays one should
not have to worry very much about catching an infection or
disease.
9. JAJ1l subjects in the school curriculum should be availabie to
both bovs and girls. |
10. jParenis cught to nake a direct financial contribution towards
the cost of educating their children. —
11. [The state should provide more special teaching for gifted
chijdren.
12, [fhe development of creativity in children is crucial to society.
13. It is an urgent necessity to dxsa:socxate the education service _ ] -
f-rom political -influence: S
14. Ifhere is very little discipline in today's youth.
15. A1l school werk cught to be closely related to the child's
inmediate environment.
16. Much of the lrarning which takes place in the classroom occurs
in spite of the teacher zather than because of the ieacher.
17. As the rate of development varies (rom child to child, there ic
an inevitable futilitv in mass education.
18. It is rigit that capitsl punishment has been abolished.
19. 10ue tig trouble with Indians is that they are never contented
i‘ . | e .
ftut alwavs trv ‘or the oeet jobs sl the mo-t1 aoney,
20, Coloured

yeonte should net be segregated from whites in schools,

obs ard housing ©states,
o

continued.secessne
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-3

strongly agree

Verr

trongly agree

S

Lgreoe

Neither agree nor disagree

Disagree

248

Strongly disagree

Very strongly disagree

39, j{Large schools multiply large problems,

40. |It is very likely that Brivish trade and industry has improved
because of the increase of foreign skill in factories and other
work places.

41, [All students training for teaching should undertake an extensive
period of work in industry or commerce before commencing work in
schools. :

42. [It does seem that we are spending rather too much money for the
pampering of criminals.

43. |The gap between educational theory and practice is a serious
handicap to childrern's learning.

44, |In the last fcw years teenagers have shown that they are being
given too much independence and too much money.

45. (Children chould not be taught to value the role 6f'indus;ry and
commerce in earning and wmaintaining the nation's standard of
living.

46, |The Trish are perfectly capable of skilled and responsible work
amd should certainly not be restricted to manual and menial jobs.

47. | Tt is not wrong for black and vhite people to intermarry.

48. |0 the whole Negroes are a responsible, hardworking race.

It is not-necessary to add to the responses'you have given, but if you wish

-~ to do so, please use ‘the spafe ovérleaf.

" (Words wnderlined in red indicate changes to the original scale).
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l

Rank order of e-scores obtained from a sample of 70 schoolteachers:

scores of equivalent halves;

X and ¥y
nand p = scores of negative and positive items,
| 48 48

HIGHLY TNTOLYRANT GROUP: g.g ?F'E attitudes

. + it

. N o , v3§4 *,3’&’. towards

code X y n p score sex age: 83 Ho education.
Bl3 64 58 60 62 122 M 34 7 7 Tsh R I
BI5 60 56 56 60 116 M 58 27 8 Tgh R I
EAT 58 51 47 62 109 F 31 9 T Tgh c I
BlI6 56 52 46 62 108 M 51 24 7 Ten € I
F6O 54 52 52 54 106 P 34 10 6 Tsh R I
B9 55 49 45 5% 104, F 48 20 10 Tgh € I
E52 53 51 54 50 104 - M 43 20 9 Ten R N
54 56 48 55 519 104 M 28 1 1 Tsh R I
E57 55 49 45 59 104 F 56 - 21 3 Tgh -~ C I
F62 56 47 45 60 103 P 55 28 15 Tgh C N
E48 56 47 51 52 103 M 49 24 15 Tgh c I
E50 o4 47 48 53 101 M 41 15 6 Tgh c I
INTOLZRANT GROUP:
F66 51 48 48 51 99 F 35 12 10+ Tgh- C I
D45 55 43 - 49 49 98 M 58 32 7 Tgp C I
E46 52 46 43 55 98 F 31 8 3 Teh R I
D39 55 45 48 50 .98 F 28 3 3 Tgh R I
FI0 53 45 48 50 98 F 27 6 5 Tgh R I
F63 5 M4 4T 49 96 F 27 5 5 Tegn ¢ I
BT 53 43 42 54 9% F 3 13 8 Tsh R N
BI8 52 44 49 4T % F 32 10 10 Tsh R I
C30 44 52 51 45 96 F 26 4 4 Th R I
B9 49 46 50 45 95 M 5 8 5 Th R N
B20 50 45 45 50 95 F 42 22 20 Tgh R I
A2 54 40 42 52 94 ® .37 14 12 Tsh R I
B21 52 42 49 45 94 M 25 4 1 Tgh C N

Continuelecosecoed
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(Avvendix 6 continued) o o ° /
B £8 82 .
83 ©3 |
3 ks ¥ ks - attitudes

and 2 B B g towards
code x ¥y np score sex age EO ER: . education
C31 91 43 5T 37 94 F 25 3 3 Tgh R I
D44 50 43 43 50 93 M 36 14 4 Tgh R . I
D35 54 38 40 52 92° RF 26 5 3 Ten C© I
67 48 44 45 4T 92 M 25 3 3 Ten R I
CF68 51 41 45 47 92 M 40 14 7 Tem C I
ES3 51 39 42 48 90 P 53 40 6 Tgh R I
C25 46 44 44 46 % F 25 1 1 Tgh ©C I
B59 46 43 44 45 89 M. 50 17 2 Ten R I
A7 52 37 47 42 89 P 32 4 4 Ten R N
A8 49 39 46 42 88 M 39 18 1 Ten R I
TOLERANT GROUP:
B2 44 43 39 48 87 F 42 - 2 2 Tgh R N
C27 45 42 45 42 87 M 26 4 4 Tem - R N
C28 42 45 42 45 87 F 5 18 4 Tenh C X
E55 45 42 41 46 87 F 31 7 3 Tgrn R I
A5 48 38 41 45 8 P 33 12 12 Ten R I
F64 46 40 44 42 86 M 55 31 10 Ten R I
C32 44 41 48 37 8 M 3% 3 3 Tgh R I
E6 50 35 38 47. 8 P 39 12 12 Tgh R N
D36 43 41 41 43 84 M 32 11 2 Ten R N
D57 50 34 39 45 84 F 26 1 1 Tsh R N
D4 34 50 34 50 8 M 25 2 2 Tem R I
A9 39 44 38 45 85 F 24 1 1 Th R XN
E58 43 40 38 45 85 F 44 24 4 Ten R X
F69 46 36 38 44 82 F 47 vi 1 Tgh R I
Bl 42 39 42 39 81 P 34 1 1 Tsh R I
M 40 40 41 39 80 F 3 4 1 Tzh R I
Bi4 41 39 39 41 Bo F 3 3 1 Tgh R N
C33 43 37 43 37 80 M 30 4 4 Ten R N
D38 43 371 41 39 80 F 40 10 4 Tgh R I
D43 42 37 38 4 79 P24 3 3 Tgh R I
C34 42 36 35 435 T8 F® 28 3 3 Tgh C I

Continuedesesesoes
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3 98
(Appendix 63 continued) < g E g .
§E‘. $-g attitudes
. . "é‘ e ‘é" towards
. code x Y n p e-score sex age E.,, é o] education
N 40 34 38 3% 74 M 4 14 11 Ten R X
16 8 Tsh R I

P65 38 36 37 3 14 M 44

HIGHLY TOLERANT GROUP:

25 2 2 Ten

A3 37 36 37 36 13 M R X.
C26 42 31 33 40 73 F 28 2 2 Tgh R I
DO 40 33 35 38 7 F 3 14 13 Ten R N
C24 38 3 34 35 - 69 M 33 7 2 Tgh R I
A6 38 30 34 34 68 P 23 .3 2 Ten € XN
F61 35 30  40- 25 65 M 27 5 3 Tn R N
D2 33 31 35 29 64 F 29 8 2 Tgh R. N
B1O 33 30 32 31 = 63 M. 28 8 1 Tn R N
C29 27 26 28 25 5 P® 28 2 1 MTh R I
Bl2 = 27 23 25 25 50 ¥ 3 5 5 Tgh . R X
C23 25 23 29 19 48 M 30 6 6 Tn R X
E51 29 19 23 25 48 F 30 8 8 Th R N
X | 46.31(40.67|42.4144.57 | 86,99 |1 28 | 37.8 | 9,99 | 5021 | Toughm/d 49

' F 42| 34.6 Tenderm/d 21

| Radical, 53

Conserve. 17
Natural. 25 °

| - Idealism 45

0’| 1.83] 78| 717 9.39(15.03 9.74 | Ts98 | 4.0
N = 70




'SURVEY OF OPINIONS ABOUT EDUCATION
Constracted by R. A, C. Oliver, University of Manchester

You are invited to give vour opinions about a number of educational questions which are
set out in the following pages. As the questions are matters of opinion. there are no * right ”
or “wrong ™ answers: vou will be asked 10 choose the answer you prefer from a number of
alternatives. Please answer every question. There is no time limit, but you are advised not

“to spend a long time considering each question. Space is available on the back of the

answer-sheet for you to use if you want to add anything to the answers you have given,

Plcase give your own frank opinion. Answer on the answer-sheet only after writing your
name etc, on it.

PART I

A number of debatable opinions about education are expressed in the following statements,
You are asked to indicate whether on the whole you agree or disagree with each of thess
opinions.  Five alternative answers dre suggested—STRONGLY AGREE, AGREE, NO
OPINION, DISAGREE, STRONGLY DISAGREE, and on the answer-sheet there are five
boxes corresponding to these answers for each question. Please indicate your own
attitude by placing an X in the appropriate box on the answer-sheet. Be sure to indicate in
one of these five ways your opinion about each of these staiements. Should vou wish to
qualify the answers you have given, you will find a space in which vou may write on the
back of the answer-sheet.

1. The time to begin reading lessons is when the children feel the need for them.

2. Dirccl moral instruction does little to improve children’s characters.

3. History should make children familiar with the great figures of the past.

4, Schools should teach Social Studies rather than History or Geography.

5. Naturalness is more important than good manners in children.

6. Character training is impossible il there is no final standard of right or wrong.

7

. You cannot expect children to write good Engllsh unless they have a good foundation
in grammar.

8. The teacher should not stand in the way of a child's efforts to learn in his own fashion.
. PART II

You are asked to give your opinion about a number of changes in education which have
been suggested. You will probably feel that some of the changes would be desirable and
that others would be undesirable. Some you may not feel able to express an opinion about
onc way or the other. Five alternative answers are offered: VERY DESIRABLE, RATHER
DESIRABLE, NO OPINION, RATHER UNDESIRABLE and VERY UNDESIRABLE, and for each question
five corresponding boxes are provided on the answer-sheet. Please consider each of the
changes mentioned, and indicate your opinion of it by placing an X in the appropriate box
on the answer-sheet. Please be sure to indicate in one of these five ways vour opinion about
each of the changes mentioned. Should you wish to qualify the answers you have given,
you will find space in which you may write on the back of the answer-sheet.

Fewer free school meals. beyond

The raising of the school leaving age w 16.

More education for international understanding.
Increased expenditure on adult education.

School courses in parenthood.

Bigger allowances for play material in primary schools.
Comprehensive schools to be the normal form of secondary education.
More nursery schools.

A higher proportion of the national income to be spent on education.
Smallcr classes in the primary school,

Less corporal punishment in schools.

—SPeENGVMALN-

PART 1l

Below are four reasons which mizht be given for the teaching of Enclish Language in
schivols. You may teel that better reasons than any of these might 2 given sul please
consider only the four reasons given here. Some of these vou may feel are better than
others. Some you may feel are not good at all. Five alternative opinions about each of the
rcasons are ZiVen—VERY GOOD, GOOD, FAIRLY GOOD, NO op1NioN and Not Goop. Corres-
ponding boxes arc provided on the answer-sheet, Note that the five possible ways of
expressing your opinion are not exactly the same as in Parts Iand 1.

1. Reasons for the teaching of English Language in schools:
(a) It helps children to express themselves with freedom and fluency.
(hy It cultivates enjerment in the use of lanzuage,
(c) A person who uses English iacorrectly is handicapped in his carcer,
() Children must acquire pioticiancy in spelling, punctuation and grammar.
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Continued)
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a you have iadicated your opinion ahout the ieasons for teaching Eaplish Langpung
cls, you wail tind various reasons which might be eiven for e & other subjects
stated betow, Please indicate in a siiilar way what you feet showt each of the reasons given,

2. Reasons for teaching scicnce:

{ey The child’s scase of wonder is a good starting-;oint for tire dcvclenm .t of his
interests,

- {b) The pregress of indusiry deraands workers equipped with seientific techriques.
(€} The study of science is satisfving to one’s iniellectuai curiosity.
(d) A scientific training offers good prospects for a carcer.

3. Education for international undersianding may be approached in the following four ways,
Please indicate as before how good yeu feel each to be.
(a) Respect for one’s own munlr) is the best fmmd'n-on for one'’s auiitude to other
ceuntries.
(& A study of international affzirs should show which countiies are our fricnds.
() Contact between the people of diffcrent counrries mckes them fel they are alike at
heart. .
(4) Knowledge of the achievements of other countrics engemicrs resiwci for them.

4. Reasons for Relizivus Insiruction:
() 1t develops a sense of spiritual values,
(&) The knowledae of a foving God meeis & devp-felt necd in children.
{c) It instils a sense of duty.
() It helps ta keep children from wrong-doing.

S. Rcasons for excluding propagenda from schools:
(@) 1t is better to aim at sound knowledge and a fair-minded attitade.
(%) Pupils should be frec to form their own opinions.
(c) Propaganda might get inle the wropg hands,
(/) Instruction in one's dutics to the state shiould come later.

6. The prollem nf comics. I is often suid that some comics are harmf:! to children, and
a number of ways of deuling with the problem have been suggestsd, Assumw: that some

comics may be harmful, and indicate as betore how goad vou foel eack of these silagestiogg
to be.

(a) Parents should not allow their children to read such comics.
- (b) Try to cultivate interest in other Kinds of reading matter.
{c) The sale of harmiul comics should be prohibited.
(d) Sce that chiidren can gzt the better consics.
1. Reascns for the training of teachers:
{a) A teacher must acquire eilicient techniques of teaching his subject.
(b) A tcacher must Lnow how to control children.
(c) A teacher must learn to understand children's needs.
(d) A teacher must understand how 1o develop children’s interest in their studies.

$. Corporal puriskuient. The majority of teachers are not in favour of the prohibition of
corporal punishmant in schools, Here are some of the a1 guments in favour of its retention.
Indicaie as before how good vou feel cach of these particular arpunients to be.

(7) Some children will pot resnond to any other form of discipline,

(5) No other type of punishment is over so goickly or leaves so little resentment,

(c) Corporal punishment is an emergency micasure to be foliowed by mere consiructive

trcatment. .
(d) The attitude of socicty to carporal punishincat can only be altered graduaily.

9. Reasons justifying the cost of speciul schaois. It costs much more 1o educate handicapped
childrew, such as the educationally sub-normal, in special scheols than it docs te educate
normal children 1 ordinary schools. Here are somc of the reasons why the cest of zpecial
schools is thought to be justified. lIndicaic as before how goud you feel c.*.ch of these
reasons to bhe.
(a) It is orly fair that a child uafurturate enough to suffer from a ‘\a.l‘hc.sp should
be compensited by special educationa! treatment.

(5 Handicapped childien, like cther children. should Lave the education their individual

needs reguire.

(c) Haudicapped children can be very troublesoms in ordinary schools.

(d) The troining provided may pievent the handicapped from becoming a charge
upon society hutes

10. Some arguments in favouir of secondary techniral education bave been as. follows,
Pleiise indicate as hefore how good you fzcl each of these arguinents to be,
{a) A technicai school training gives a boy or girl a govd start in the competition for
jobs. -
(6) With sorie children the best approach 10 general educaiion is through their
technical inlerests.
{c) ‘Jechmical education is a govd investiment for an industrial sountry.,
(o} His reture work is naturally one of the muin interests of an adolescent.

1 you wish 1o adid 10 the answers you have given, please vse the space provided on the tack
of the answer-sheet, -

W arafy
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APPENDIX 8: .
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APPINDIX 9

Likert scores of the 'Survey of Opinions About Iducation'

Tough~tender Conservatism= Idealism-

Subject mindedness radicalism naturalism
A1 | 49 41 33
2 B T 42 7
3 - 45 4 35 ;
M 40 38’ 26

a5 . 54 BV B E I
B 5 | 3 33

. AT 40 44 - 37
48 49 45 26
) : 39 45 LTI
B10 51 . 46 35
B11 27 37 . 26
B12 37 48 | 56
B13 37 40 20
Bi4 40 4T 37

 B15 29 37 24
B16 44 36 26
B17 42 50 33
B18 39 # | 23
B19 4 43 : 36
B0 .. 23 43 20

321 42 32 3
B2 | 37 49 35
c23 45 | 50 39
C24 17 41 21
C25 . 54 14 26
C26 24 42 ' 28
c27 - 59 0 | 38
C28 32 36 21
c29 28 42 23
C30 30 39 25
C31 36 37 28
C32 37 . 48 24

Continuedeceoceceas
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(APPENDIX  9:continued)

\

Tough~tender  Conscrvatism- Idealism-
Subject mindedness radicalisn naturalism
c33 | 50 - s 38
C34 38 35 24
- D35 43 33 25
D36 - 51 46 . 33
D37. | 30 Y 33
D38 33 39 . 28 ‘
D39 36 40 3% X
D40 "’ 50 ' 54 35
D41 | 43 49 - 28
D42 40 , 46 . 32
D43 33 .55 26
D4 30 43 22 .’
D45 31 . 51 25
46 24 7o 26
EAT - 34 30 26
EA8 37 32 25
E49 ! - 36 24
E50. : 17 32 . 14
E5 35 46 35
E52 ‘ 43 43. b1}
E53 41 . 52 26
E54 30 't © 28
E55 | 35 ‘ 40 -
E56 34 0 34
E5T ‘ 27 32 © 25
ES8 47 44 58
B59 48 4 29
F60 35 38 - 17
F61 47 45 33
F62 39 31 32
F63 _ 32 : 36 21
F64 48 » 39 - 28
F65 30 : 48 30
F66 39 33 29

ContinuEd.ooooooooo



(APFENDIX  9:continued)

Subject
F67

- F68
F69
70

Tough~tender
mindedness

44
45
31
26

Conservatism~-
radicalism

44
34
51
40

257

Idealism-

. naturglism

28
-
30
29




APPENDIX 10

.

The co-ordination of the distribution of the-sample of teachers

along the dimensions of idealism-naturalism and conservatism-

radicalism, -

258

Naturalism ;
M = 3,6% (N= 1) (¥=10) M = 35.75%
R = 4.8}6 (N; 2) (N=12) F= 28.6%
x X
B [ ]
:3' x . Xe e
+ v 4 . .
[ .
7
o . ox oo
g . . X. . b 4 e
[&] ° XXeo Xieos . [ e
eoix . x
X oo
2 X
x
[
X
M=17.% (&=5) (N=12) M = 42.8%
F =214 (N=9) (N=19) F = 45.2%%
Idealisn

Subjects in the sample hold predominantly radical views about

education wvith a strong tendency towards idealism: ( X = males:

* = females).

WSTT8OTPRY
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APPENDIX 11

The co~ordination of the distribution of the sample of teachers

alongs the dimensions of touch-~tendermindedness and idealism-

Tenderminded _
(N=7) M = 25,0% ~ LM = 32,15 (§=9)
(N=2) P = 4.8 | F= 7,9%(=3) '
X
X
s X
L 4
x .
¥ *x % e 5
<] ot
3 e | P g
d o 1|
@ . x -
[, %] ° ° ') ta
(] [} a s e B
x w0
L4 0: [ e
4 o{ x ).( ]
.x
x x _
(N=10) M = 35,8% : M= T7.1% (¥= 2)

(N=26) F = 61,9 . Toughminded F = 26,2 (N=11)

This co-ordination illustrates that the majority of women subjects in the
sample are toughminded-idealists, Men subjects, with two extweme

exceptions, are inclined towards tendermindedness: ( X = males;e = females).
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APPENDIX 12: ' ' . '

™~

The co-~ordination of the distribution of the sample of teachers

along the dimensions of tough-tendermindedneés and radicalsim-

conservatisn,
Tend erminded
M. (N=2) Te1% | x Mo (N=14) 50¢0%
F, (N=2) 48% ‘ Fo (V= 3) T71%
X
x
Q x .
X X .‘;
=] )
] X X X 2
i
§ . X x . Eﬁ
A [}
5 , . E
7] *.t° te
g L) hd . . %]
T3 X . x X
. . ee g
. [ ]
X * .
4 ax x X
®. "
M., (N=4) 14°3% x x M. (N= 8) 28¢6%
Fo (N=9) 21e4% F, (3=28) 66T
Toughminded '

The sample strongly displays radical opinions with men inclined
towards tendermindedness and women inclined towards toughmindedness:

( x = men; ¢ = women),
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APPENDIX 13 f

The Bledsoe(l) Self-Concept Scale: (Revised).

Introduction: "We are going to spehd a short time thinking about

ourselves: thinking about what we are like. To help you I‘shall read
out some short sentences. If you think that what I say describes
yourself then put a tick (blackboard demonstration) next to the number of

the sentence. If what I say does not describe yourself put a cross

(blackboard demonstration) next to the number of the sentence on you;

- paper. Remember you are going to describe yourself as you think you
are, There are no right or wrong answers because we are all different
from each other, Answer according to your feelings: give your own
honest answers. I shall be the only person to know what you say about
yourself, Let's begine...

"Number
1. I am friendly (Remember to put a tick if
2. I am obedient that describes you or a
(I keep rules - I » cross if it does not)
do as I'm told) '
3. I am honest
4o I am thoughtful
5. - I am brave - (Does that describe what you
6. I am careful ' think you are?)
7o I am fair

(I do not cheat)
8. I am mean .

(I do not share my
things - I keep things

for myself) Continuedeeceesscoses
1. Bledsoe, J., : Self-concepts of children and their
intelligence, achievement, interests and
anxiety.

Jnl. of Individual psvchology, 20, 1964,
pPpP.55-58.




APPENDIX 13 (continued) -

9.
10,
1.,
12,
13,
L.,
15.
16.
17.
18.

19.

20,
21,

22,
23,

2L,
25,
26,
27,
28.

29.

H o H H H H H H H H H

am lazy

am truthful .

an amart

ar polite

am clean

am kind .

am selfish

am helpful

am good

am cooperative
(I help other people)

I am cheerful

am jealous

I am sincere

(-

-

(I really mean what.
I say and do)

am studious

(I work hard at my
school work)

am loyal

(I support my friends; I
stick up for my school)

am likeable

(Other people like me)
am a good sport

(I don't mind losing)
am useful

an dependable

(People can rely on me;

‘I keep promises)
am bashful

(I an shy)
am happy

‘am popular
(Lots of people like me

very much indeed)

262

(Is that true of you or not?)

(Is that like you or not?)

[

(Does that describe you or
not?)

(Is that like you or not
like you?)

(Like you or not like you?)®
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- : A\ :
APPENDIX 1l _ o ! .
™ b
The Selr-Esteem Inventony(l’z) (Revised): -
"Now I'm going to read you some more sentences. If what I say

describes how you usually feel about yourself then put a tick next to the
number of the sentence. If what I say does NOT describe how you
usually feel put a cross next to the sentence number. Remember that

there are no right or wrong answers: a tick means 'yes'; a cross means

.'n°'o
Number
1, I often wish I were someone else, (Is that like you or
l’
2, I find it very hard to talk in not?)
front of the class, , : Lt
3, There are lots of things about
myself I'd change if I could.
4o I can make up my own mind without
too much trouble,
5. 1 get upset easily at home. (I (Does that describe -
get unhappy at home). how you feel or not?)
6, I'm a lot of fun to be with,
7. It takes me a long time to get
used to anything new,
8. I'm popular with children of my
: own age. (I am liked by"
other children). .
9. Adults (older people) usually : e .
consider my feelings, '
10, I give in very easily. (Is that like you or
11, Grown-ups expect too much of me, nof?) ’
12, It's pretty tough to be me., (I
find life is hard for me).
13, Things are all mixed up in my
life. (Everything seems
muddled in my life). Continued. ... eoo.
1, Coopersmitﬁ, Ses The Antecedents of Self-esteem.
' W. H, Freeman and Co. 1967, pp.265-6.
2, - Social Relationshivs (E281),

The Open University Press, 1972, p.163.



- APPENDIX. 1.4 (continued)

llf’o

15.

16,
a7,
18.

19.

20.
21.

22,

23,
2l

25,

Other children usually follow
my ideas,

I have a low opinion of myself.
(I don't think much of
myself). :

There are times when I would
like to leave home,

I often feel upset (unhappy) in
school, -

I'm not as nice looking as most
people, '

If I have something to say I -
- usually say it. (I don't
usually worry about what I
say).

Adults (older people)
understand me,

Most other people are bette
liked than I am. '

I usually feel as if older
people are pushing me
around,

I often get discouraged (put off)
in school,

Things usually don't bother me.
(I don't worry about things),

I can't be depended on. (Other
people cannot rely on me; I
can't be trusted).

264

(Does that describe how

you feel about yourself
or not?)

(Does that describe you
or not?)

(True of you or not?)"
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APPENDIX 15 i
Self-Concept as a Learner Scale(l) (Revised):
"Now we come to the last set of sentences. These sentences, like the

others, are to help you describe yourself: answer as if you were
" describing yourself to yourself, If you want to answer 'yes' put a -
tick next to the number of the sentence; if you want to answer 'no' put a

cross next to the number of the sentence, o ' ‘

Number

1. I am usually keen to go to (Is that true of you or
school. ' not?)
2. I never ask teachers to explain '
something again (a second time),
3 I try to change when I know I'm '_«'
doing things wrong, :
4L, I wish I didn't give up as easily
as I do.
5. I get my work done but I don't do (True or not true of
any extra. you?) :
6. I would rather do well than badly
in school,
7. Once in a while I put off until
tomorrow what I should do today.
8. I become discouraged easily in
school, (I give up quickly when
things are difficult in school).
9 I give up easily in school work. : : -
10. I do things without being told (Does that describe you

several times. or not?)
11, I am satisfied to be just as I am,

12. I like school jobs which give me
responsibility. (I like to be
' in charge of things in school).-
13. - I like to start work on new things. '
Continmuedssccoseos.

1. Vaetjen, W, (Self-concept as a Learner Scale, University
. of Maryland, 1963).
Quoted in 'Social Relationships' (E281)
The Open University Press, 1972, pp.165-167.




APPENDIX 15 (continued)

A

15.
16.

17.
18.

19.

20,

21.

22,

23,

2l

25.

26.

27.
28,
29.

I cannot remember directions for
doing things. (I find it
difficult to remember
instructions). "

I do well when I work alqne.

I ar satisfied with my ability to
speak in front of the class,
(I talk well in front of tle
class).

I am able to get my work done on
time O ’

When I have a choice I have
difficulty in choosing.

I sometimes use unfair means to
do my school work., (I
sometimes cheat in my work).

I do my fair share of school
work. '

I give up if I don't understand
something,

I try to be careful about my work.

I get worried when my teacher
asks me something in the class
lessons,

I make mistakes because I don't
listen.,

I do things without thinking.

I have trouble_sbmetimes in
deciding what is right and
what is wrong."

I find it hard to remember things.

I think clearly about school work.

I can't express my ideas in
writing very well, (I find it
hard to put my ideas down on
paper).

I can tell the difference between

the important and the .
unimportant things in a lesson,

I get poor marks in the tests we
have,

I change my mind a lot,

I feel good about my school work.
(I'm satisfied with my work at
school).

266

(Tick if that describes
you; put a cross if it
does not describe you).

(Is that like you or
not?) o

(True of you or not true
‘of you?)

Continued.-q cessvcad



APPENDIX 15 (continued)

3o

42,

L3.

I do not understand what goes on
sometimes in this class. '

I am as clever as I want to be.
I can solve problems quite easily.
I can work things out for myself,

Good marks come easily to me. (I
don't have trouble in getting
high marks.)

I know the answer to a question
before the rest of the class,’

I can usually see the sense in
- other people's suggestions,

I find it easy to get along with
other children in the class.

X enjoy being in the class but I
don't like taking the lead.
(I don't like leadlng class
activities),

I take an active part in group
work.

I try to be fair with other
children in the class. (I try
not to cheat other chlldren in
the class).

I try to understand other
children's ideas,

X think I'm an important person
in this class.

Other children in the class can't
rely on me (they can't trust
me; they can't depend on me).

I'm not interested in what other
children in the class do.

I find it hard to talk with other
children in the class.

I feel left out of things in
this class.
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'(Remembér if that's how

you feel about yourself
put a tick; if it's NOT
put a cross).

(Does that describe
your feelings about
yourself?) -

(Put a tick if you think
that describes you; a
cross if it doesn't)

(True of you or not true
of you?)"
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APPENDIX 16

COMPUTER _CODEBOOK: (Listing all variables with their valid codes and
' the location of the variables in the data).

CARD 1
Column Item - Codes
1 h School ' 1. A ‘
2. B
| , L A -3 C )
_ | . 4 D
| 5. E
6.' F
2,3 Identification ' As on copechat card
L Card number o (Serial increase each card within
' any one case).e... 1
5 Sex l. Male
- 20 Female
6,7 Age in years » Code exact number
8,9 Teaching experience in Code exact number
years '
10,11 'Multi-ethnic experience Code exact number
in years ’
12 - -- Status- - 1l. Deputy headteacher
' 2, Head of Dept.
3. Teachexr
13,1&,15 E - score Code exact score
16,17 T - T score ' Code exact score
18,19 R - C score Code exact score
20,21 - N - I score Code exact score
22 T/T category 1. Toughminded
: | 2. Tenderminded
23 R/C category - 1. Radical

2. Conservative
Continuedeecscsee-




APPENDIX 16 (continued)

‘Column

-2l

25

26,27

28,29
30,31 -
32,33
3,35
36,37

38,39,40
41,42,43
I, 15,46
47,48,49
50,51,52
53,54,55
56,57,58
59,60,61
. 62,63,6l
65,66,67
68,69,70
71,72,73
T4y 75

76,77

78,79

S‘G.

Item

N/

Tolerance groups

N. European Boys in

class

N. European Girls

N. Asian Boys

N. Asian Girls

N. West Indian Boys

N. West Indian Girls

Se1f=es§eem : B.B.

Total N. boys

E.G.

A.B,

A. G.

. WoIeBo

W.I.G.

as Learner : E.B.

E.G.
A.B,
A. G.

W.I.B.
W.I1.G.

Total N. girls

Total N. children

2.

1.
2,

3.

b4,

Code

Code

Codes

1. Naturalistic

TIdealistic

Intoierant

‘Highly tolerant

‘Tolerant

269

Highly intolerant

exact

exact

Code exact

Code exact

Code exact

Code exact

Code exact

Code exact

Code

exact

Code exact

Code

exact

number from copechat.

number
nunber
number
nunber
nunber

score

score

number
nunber

number

each class

: each class

each class

Continuedsscosco-



APPENDIX 16 (continued)‘

CARD 2

Column

1l

2,3

L

56,7
8,9,10
11,12,13
14,15,16

17,18,19

20,21,22

23,24,25
26,27,28
29,30,31
. 32,33,34
35,36,37
38,39,40

11,42,43
Uy, 15,46
47,48,49
50,51,52

-

Identification no,

Card number

Self-Concept : E.B.

' 53,54,55,56 W

57,58,59
60,61, 62
63,64,65
66,67,68
69,70,71

E.G.
-A. B.
Ao Go

WQI.B.
W.I.G.

+ E.B.

E.G.
A.B.
A.G.
W.I.B.
W.I.G.

Time units = Whole class

Cat.2
3

Ww O ~N oW

10

Codes

1.
2.
3
L.
5e¢
6, F

2

Code exact score

Code exact age

Mo O W

"As on copechat card

270

Code exact number (Cat.l)

Continuedescecse.



APPENDIX 16 (continued)

CARD 3
Column

1

2,3
o

5,6,7
8,9,10
11,12,13
14,15,16
17,18,19,20
21,22,23
24,25,26
27,28,29
30,31,32
33,3k,35
36,37,38
39,40,41
42,43,L,
45,46,47
18,49,50
51,52,53
5l,55,56
57,58,59
60,61,62
63,6.4,65

Item

School

Identification no.
Card number

Time units}: E.B.1l

" 2
" ) 3.
" 4
" 5
" 6
" 7
" 8
n ' 9
" 10
r E.G.1
L 2
L] 3
" 4
" 5
" 6
v 7
b 8
) 9
" 10

1.
2.
3.
L.
5.
6.

As

3

271

A (From copechat card)

on copechat card

Code exact number (Cat.l)

Continued.cceoees



APPENDIX 16 (continued)

Column

66,67
68,69
70,71,72
73,74,75
76,77,78

- CARD )

1

2?3
L

5,6,7
8,9,10
11,12,13
14,15,16
17,18,19
20,21

$22,23,24

25,26,27
28,29, 30
31,32,33

34,35,36

37,38,39
40,4142
13,k , 145
46,47,48

Item

Time units : A.B, Cat.l

n 2

" B

" L

" 5
Schéél

Identification no.
Card number

Time unifs : A.B. Cat.6

* 7
" 8
L _ | 9
" . 10
" A.G. Cat,l
n ' 2
" 3
v L
" 5
w 6
® 7
e 8
" 9
u 10

1.
2,
3.
L.
5.
6.

As
A

Codes

”

"

A
B
c
D
B
F

272

- Code exact number for categony

(From copechat card)

on copechat card .

Code exact number for category

Continued.. XYXXXX




APPENDIX 16 (continued)

Column

49,50
51,52,53

54,55,56

57,58,59
60,61,62
63,6L,65
66,67,68
69,70,71

72,7357

75,76,717

CARD 2

1l

2,3
R

5,6
7,8,9°
10,11,12
13,14,15
 16,17,18
19,20,21

22,2352k

25,26,27
28,29, 30
31,32,33

3,,35,36,37 Total class teaching-time Code exact number

JTten

Lodes

273

Time units : W.I.B. Cat.l- Code exact number for category

3
o
(=]

School

Identification no,
Card number

Time units : W.I.G. Cat.l

n -2
" 3
" I
L] 5 .
" 6
. - 7
" 8
» ‘ 9
o 10

units

W O ~N oW FE W N

1.
2.
3.

b

5.
6.

As
5

A
B
c
D
E
P

(Prom copechat card)

on copechat card

Code exact number for categony

"

Continuedsesesscces
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APPENDIX 16 (continued)

Column Item Codes

38,39,40,41 Total individual teaching Code exact number

- units
42,43,44,45 Total teaching units Code exact number
. observed ' _
46,47,48,49 E.B, =~ teaching time Code exact number as totalled on
’ units ' . copechat card, .
50’51)52’53 E.G-. - n . . | "
5}""55’56’57 A.B. B " . . " o ' ] - ]
58,59,60,61 A.G. = o , o
62,63’6‘,+’65 WII.B. - L ’ >_ "

66)67,68,69 .WoIoG. - n . "
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APPENDIX 17:

Time spent by male and female teachers in class and individualvteaching:_

N Class Individual Total
. teaching teaching observations

Males | 28 | 44808 (37.0%) 76311 (63.0%) | 121119 (100.00%)
Females| 42 | 59594 (31.18%) | 131547 (68.82%) | 191141 (100.00%)
Totals | 70 | 104402 (33.43%%) | 207858 (66.57%) 312260 (100.00%)

APPENDIX 18:

Difference between the amount of time given to class teaching by male and

female teachers:

S.D. N S.E. d.f. t-value significance

]|

Males 1600 | 547.1| 28| 103.4

68 | 1.359 N.S.

Females | 1419 | 546.8 | 42 8L.4

APPENDIX 19:

Diff'erence between the amount of time given to individual teaching by

male and female teachers:

Xl

Males 2725 | 621.0 | 28 | 117.4

68 2,148 p<0.05

Females | 3132 | 847.2 | 42 | 130.7
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APPENDIX 20:

Difference between the mean amount of individual teaching time given to

girls by male and female teachers:

®1

S.D. N S.E. | d.f. t-value | significance

Males 1027 | 515.1 | 28 974

68 37 | p<o.001 "
Females | 1603 | 707.4 | 42 | 109.2 |

APPENDIX 21:

Difference between the mean amount of individual teaching time given to

boys by male and female teachers:

»l

S.D. | N | S.E. | duf. | t-value | significance

Males 1698 | 543.3 | 28 | 102.7
68 1.329 N.S.

Females | 1529 | 505.6 | 42 78.0
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APPENDIX 22:

Difference between the amount of individual téaching time given to boys

| and girls by male teachers:

x S.D. N | S.E. | dof. | t-velue | significance
Boys 1698 | 543.3 102.7
: - 28 27 5.613 p< 0,001
Girls 1027 | 515.1 97.4

APPENDIX 23:

Difference between the amount of individual teaching time given to boys

and girls by female teachers:

S.D. N S.E. d.f. t-value | significance

1!

Boys 1529 | 505.6 | | 78.0 :
, 142 31 0.557 N.S.
Girls 1603 | 707.4 109.2




APPENDIX 24:

278

\
£

- Ethnic sroups as a percentage of the'sample and the percentége amount of

individual teaching time given by male and femele teachers:

Ethnic | N % of sample N % of ! individual
group |pupils | taught by observation: | individual | teaching
and male & (time units)| teaching time
' sex | female time ‘
teachers
E.B. 212 28;92 22855 29.95 + 1,03
E.G, 165 22,52 15434 éo.23 - 2,29
n
% Az |95 | 12096 | azus 16.35 |+ 3.3
:,3 A.G. 95 12.96 7322 9.59 '--3‘.37
2 ws, 9% 12.82 12218 16.01 + 3.19
WIG. 72 9.82 6007 7.87 - 1.95
Totals | 733 | 100.00 76311 100.00 0.00
E.B. 300 27.75 31897 24,25 - 3.50
ol EG. 263» 2433 32228 244..50 v 0.7
5 .
§ A.B. | 1z 11.47 13804 - 10.49 | - 0.98
3
| A.G. 135 12.49 19540 14.85 + 2,36
=}
= s, 126 11.66 18525 14.08 + 2,42
WIG 133 12.30 15553 . 11.83 ~ 0.47
Totals | 1081 | 100.00 131547 100.00 0.00
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APPENDIX 25:

Observed and expected frequencies(l) of the individual teaching time used

by male teachers with boys and girls of European, Asian and West Indian"

origins:

E.B. E.G. A.B. A.G. WIB. WIG. TOTAL
22855 1543, 12475 - 7322 12218 6007 76311

22069 17185 9890 9890 9783 W94 76311

fom fo  +786. -1751 +2585 = =2568 +24.35 -1487
%of £, +3.5  -10.19 426,14 -25.97 42479 -19.84

APPENDIX 26:

Observed and expected frequencies(l) of individual teaching time used by

female teachers with boys and girls of European, Asian & West Indian

origins:

E.B. E.G. A.B, A.G. wiG. EIG. TOTAL
31897 32228 1380L 19540 18525 15553 131547
36505 32006 15088 164,30 15338 16180 131547

£- £, -4,608 4222 =128,  +3110  +3187 -627
% of f, -12.62 +0.7 -8,51 +18.93 +20.78 ~3.88

1.

The expected frequency (fg) is calculated according to the percentage
number of children in each ethnic group being taught. Thus, in
Appendix 25 above, girls of Asian origin (A.G.) who constitute 12.96%
of the children taught by male teachers would be expected to receive
12.96% of the time given to individual teaching. For girls of
Asian origin, in this example, the observed frequency (f,) was 7322
time units out of a total of 76311 time units of which 12,.96% is

9890 thus these girls received 2568, or 25.97%, fewer units of time
than would have been expected in an equal distribution of individual
teaching between boys and girls of each ethnic group.
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APPENDIX 27: . .

Observed allocation of individual attention during a one-hour period of

interaction by male and female teachers in an 'average' class of 26

pupils:

mins, secs, male teachers female teachers -

2 L A.B.(3)
2
' . 2 0
| . 58
| . ‘ . 56
- . -
_— 52
50
48
L6
L,
42
L0
38
36

)*A-G-(3) |

WIB. (3)

WIG.(3)~

(Numbers in brackets refer to the
average number of children in an
average multi-ethnic class of 26
pupils), ~
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Pearson correlation coefficients between self-concept scores and the

individual teaching time given to boys and gifls of European, Asian and

West Indian origins by male and female teachers:

Male teachers

‘ Female teachers

Ethnic

groups Te d.f, signif, - r. d.f. _signif,
E.B. 0,3226 26 N.S. 0.4811 40 p<0,01
E.G. 6.2514 25 N.S. 0.2616 L0 N.S.
A.B. 0.4049 22 p<0.05 0. 3744 35 p <0.05
A.G. 0.7409 | 24 p<b.001 0.4235 34 p<0.02
WIB. 0.3571 24 N.S. 0.4321 38 ' p<0.01
'wm. 0.2136 25 N.s. 0.3672 36, | 1<0.05
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Difference beween the mean. self-concept scores of boys and girls of

European, Asian and West Indian origins taught by male teachers:

d.f.
e-grp.] x S.D. N. S.E.| E.B. E.G. A.B. [ A.G. | WIB. |WIG.
EB 62.37 6.32 28 1.19 55 | . 50 52 52 | 53
EG 62,16 6,61 27 1.27] 0.121 49 51 51| 52
AB 60.13 5.63 24 1.15] 1.391 | 1.172 48 48 | 49
AG 59.25 6,60 26 1.29|1.830 | 1.600 | 0.503 50 | 51
WIB | 57.25 9.38 26 1.84]| 2.429@| 2.207#| 1.300 | 0.889 51
WIG | 58.95 8.45 27 1.63|1.754 | 1.551 | 0.576|0.143 | 0.69%
' t-values
Significance: p<0.02 = @; p<0.05 = #
APPENDIX 30:
Difference between the mean self-concept scores of boys and girls of
European, Asian and West Indian origins taught by female teachers:
d.f.
e-grp.| ¥ S.D. N.- S:E.| E.B. | E.G. | AB.| A.c. | vIB. [rG.
EB 62.53 7.63 42 - 1.18 82 7 76 80 78-
EG 62,10 5,92 42 o.9i 0.285 77 76 80 |78
KB | 50.73 6.9 37 135|160 |1.633 | | m | 15 |73
AG | 56.81 7.08 36 1.18 | 3.408+| 3.5934 | 1.768 |72
WIB | 57.5h 7.19 40 1.14| 3.043%| 3.142% | 1.350 | 0.443 76
WIG | 61.78 9.40 38 1.52 | 0.392° | 0,184 |1.073 | 2.559@|2.2u64
t-values
p<0.01 = *; p<0.02 = @; p<0.05 =¥

Significance: p<0.001 = §;
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Observed'and exvected frequencies(l) of the individual teaéhing time used

by male teachers in ten modes of téaching'with boys and girls of European,

Asien and West Indian origins:

% of sample

Category 1:
£o

o
fe
fo - fe
% of £

fO
fe
£o - £q
% of fgq

E.B.

28,92

.76
43

433

+76.7

557
586

‘#-9

1075 -

1032

+43
+e2

2606
2601

+5
+0,2

6189
5540

+649

+1107 |

E.G.
22,52

33
-26
"'7808

449

456

"1.0 5
801
804

~0.4

1781
2025

-12 .0

4282
4314

-32
-097

A.B.
12.96

19

"'10201

291
262

+29
+11,1

612
L62
+150
+32.5

1351
1165

+186
+16,0

3138
2483

+655
+26,.4

A.G.
12,96

19

+5
+26,3

267
262

+1.9

351

L62

-1
“2400

831

1165

"28.7

173
2483

=749
-30.2

WIB.
12.82

17
19

-10.5

285
260

+25
+9.6

389
458

-15.7

1651
1153

+498
+4.3.2

2613
2456

+157
+6.4

- WIG.

9.82

12
14

-2

"':ui-o 3

176 .’

199

"'11.6

350

=10
—2.9

772
883

-111
-12.6

1201
1881

-680
-3602

TOTAL
100.00

147
147

2025
2025

3568
3568

8992
8992 - .

19157
19157

Contdecees

1. See footnote to Appendix 25 on page 279,
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- APPENDIX 31: (Continued)

~ E.B. EG. AB.  AG. WIB. WIG..  TOTAL
% of sample 28,92 22.52 12,96 12.96 12.82  9.82  100.00

Category 6:
£o 242, 1808 152 932 1547 889 9124
fo 2638 2054 1183 1183 1170 896 9124
f, - fq =214 =246 +341 =251 4377 -7
%of fo -  -8.1 -12,0° +28.8 -21.2 432.2  -0,8 :
Category 7: |
1, S1762  Tm. 858 L6L 1629 373 5860
£o 1695 1320 759 759 751 576 5860
£, = £, +67 =546 +99  -295  +878  -203
% of £, 4,0 =K1 +413,0 =389 +4116.9 -35.2
Category 8: :
£, 4698 2843 246, 1454 2288 1168 14915
Te L3135 3359 1933 1933 1912 1465 14915
£o = fg +385 =516 ~ 4531 =479 +376 =297
% of fq +8.9  =15.4 427.5 -24.8 +19.7 -20.3
Category 9: - |
fo © 1611 1578 1022 655 854 430 6150
fo 78 1385 798 798 787 6on 6150
£, - fo <167 4193 +22% 143 467 17
% of fg ~9.  413.9 +28.1 ~17.9  +8.5 =-23.8
Category 10: » o
£, 1857 1111 1204 610 95  6ub 6373
fe . 1843 1435 826 826 817 626 6373
fo - feo +1h =32, 4378 =216  +128 +20
% of fgq C 40.8  =22.6 . 4+45.8 26,2 +15.7  +3.2
Totals: | |
fo 22855 1543% 12475 7322 12218 6007 76311
fo 22069 17185 9890 9890 9783  Th94 76311
fo = fo . 4786 <1751 42585 -2568  +24,35 1487

% of £o +3.56 =10.19 +26.14 =25.97 +24.79 =-19.84
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APPENDIX 32:

. (1) o as s L .
Cbhserved and exnected frequencies of the individual teaching time used
by female teachers in ten modas ol teaching with boys and girls of
European, Asian and Vest Indian origins:

E.B. E.G. A,B. A.G, WIB. WIG. - TOTAL
% of sample 27.75 24.33 11,47 12.49 11.66 12,30 100.00

Catego:x 1l: -
P , 7 78 29 % 21 27 198
fo 55 18 23 25 23 2 198
‘ | fo - fe . "I;B +3O . +6 +11 -2 +3 N
| ) % of fo -87.3 +62.5 +26.1 4440  -8.7 +12.5
Categogx 22 |
fo 8,9 1062 2 62, 475 3T 3829
fo 1063 932 439 478 LL6 L71 - ° 3829
£o = £o 21, 4130 #3446, 429 -9 |
% of fo ©=20.1 #13.9 40,7 +30.5  +6.5  =20.0
Categogz 2:
£ 1551 2096 . 562 846 597 527 6179
fo 1715 1503 709 772 720 760 6179
£o - fo <164 4593 -7 7% =123 =233
%of fo - =9.6 +39.5 =20.7 +9.6 =171 =30.7
Category Lz
i fo 3,93 3551 . 1955 2,91 2100 2208 15798
fe 438, 38uh 1812 1973 1842 1943 15798
fo - fe -391 -293‘ +143 +518 +258 +265
% of £ =20.3 7.6 +7.9  426.3 4140  #13.6
Categog 2. H _
fo 7437 8995 2878 5276 . 4618 L4341 33545
fe 9309 8161 3648 4190 3911 1126 33545
fo = fg -1872 +834 ~970  +1086 +707 +215
% of fgq 20,1 +10.2 -25.2 +25.9 +18.1 45,2
A ‘ Contdese.

l. See footnote to Appendix 26 on page 279.
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APPENDIX 32: (Continued)

. EB, E.G. AB. A.G., WIB.  WIC. TOTAL
% of sample  27.75 24.33 11.47 12,49 11.66 12,30  100.00

Category 6: L _, ,
fo 3520 365U 1752 2145 253, 1862 15457
fo 4289 3761 1773 1930 1802 1902 15457
fo - £y 769 -107 -3 4215 7R -40
% of fq “17.9  =2.8  =1.7 +1l.1 +40.6 -2.1 ,
o . . ¢
Category 7:
£, . 316 1931 1234 901 2462 . 1012 10656
_ fo 2957 2593 1222 1331 1243 1311 10656
fo - fo +159  -662 #12 =430 41220  -299
% of £ 45 =25.5  +1.0 =32,3 498.2 -22.8
Category 8: .
£, | 5967 5854 3016 4324 2910 2819 24890
fq 6907 6056 2854, 3109 2903 3061 24890
£, - £o ~940 =202 4162  +1215 +7 =242 |
% of fg -13.6  =3.3 45,7 4391  40.2  =7.9
Category 9: | | . '
fo 3316 3064 960 1216 1757 1396 11709
fe 3249 2849 1343 1,62 1366 140 11709
£, - Lo +67 4215 =383  -246  +351 U4
% of fo +2.1  +7.5 =~28.5 -16.8 +28.6 =3.1
Categg_:gz 10: _
£fo 2651 1943 986 1681 1051 984 9286
fo . 2577 2259 1065 1160 1083 1142 9286
+6L =316 =79 4521 -3  -158

#2.5 =140  ~7.h 4449  -3.0 -13.8

31897 32228 13804 19540 18525 15553 131547
36505 32006 15088 16430 15338 16180 131547 .
-4608 4222 -1284 +3110 +3187  -627
~12.62  +0.7 -8.51 +18.93 +20.78 ~-3.88
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APPENDIX 33:

Pearson correlation coefficients between self-concevt scores and the

categories of classroom interaction used by male teachers with boys and

- girls of European, Asian and West Indian origins: -

CAT, | EB(df.26) EG(df.25) AB(dr.22) Ac(df.zu) ~WIB(df.2h) Wic(af.25)

1 0.0370  0.3951#  0.1930 0.3117 0.1455 0.1619
2 0.0617 0.0948 0,0578  0.1236  0.5455° 0.5123%
3 | 0.0254  0.3047 0.0250 0.2369 0.4825@  0.2677

L 0.1330 0.1273 0.1705 - 0.4969% 0.4611@ 0.1239

5 0.2420 0.2694 0.43,6f  0.4215F  0.1689 0.0367

6 0.0398 0.0072 0.3862 0.5438%  0.3594 0.42394

7 | 0,007 0.1214  0.0755  0.2062  0.379% 0.3364
8 0.2626  0,2098  0.0802 0.6385}  0.0629 0.3872# |
.9 0.0809 0.,1991  0.208% 0.6766+  0.2315 0.4471@

10 0.1269 0.1698 0.1679 0.3907# 0.0717 - 0.2087

Significance: p<0,001 = ¢

L

p <0.01

p<0.02 =@

p<0.05 =#
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Pearson correlation coefficients between self-concept scores and the

categories of classroom interaction used by female teachers with boys

and girls of Euronean, Asian and West Indian origins:

CAT. Eﬁ(df.z;o) EG(df.40)  AB(df.35) Aa(af.m WIB(df.38) WIG(df.36)
1 0.028;,  0.0062 0.0476 0.2810 0.3022 0.1071
2 o.osz,é '-0.1940 0.278%4 0.3888@  0.1640 0.0078
3 0. 3000 0.0947 0.2638 0.1130 0.1460 0.1309
L 0.1318 0.1895 | 0.1255 0.3568#4  0.3794®  0.4678%
5 0.4670*  0.3111# o.167o»‘ 0 366.  0.3921@ 0.0944
6 | 0.4529*  0.1659 0.4476%  0.4319%  0.3345F 0.2843
7 0.2788 0.5398%  0.3720F  0.3747F  0.31874 0.1856
8 | 0.1277 0.0361 0.2358 0.,0768  0.1065 0.2058
9 0.1580 0.0403 0.1388 0.4278@  0.32064 0.2282
10 0.2652 0.1809 0. 3360} 0.37244 ~ 0.2043 0. 34h#
Significances: p<6.ool = 4

p<0.,01 =

p<0.02 = @

p<0.05 = # |
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APPENDIX 35:

Difference between the population means and the means of e-scores

of a sample of men and women teachers working in multi-ethnic schools:

Population Sample | | Level of
Sex mean mean af S.E. t-value significance
Men 99.1 88.25 | 27 | z.11 3.48 p <0.01
) Women | = 97.9 | 864 |41 | 2.2 | 5.3 p <0.001
APPENDIX 36:

.

This appendix on the following ten pages contains thirty
tables showing for each of the ten different modes of teéching the
_bbserved and expecéed frequenéies and their distribution between children
of European, Asian and West Indian or?gins?7§etween blackrand white

children and between boys and girls irrespective of ethnic origin.
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TABLE :26 * 1 'P

Distribution between children of ¥Yuronean, Asian and VWest Tndion origing

of individual teachirg time given %o acceﬁting their feelings (category 11 _
by ethnically highly tolerant (HPT) and highly intolerant teachers(EIT):

C1HTT E, A,  VWI. TOTAL C1HIT E. A.  WI. TOTAL

£ ' 60 24 41 125 £, 39 24 0 63

£, T3 24 28 125 £ 30 16 17 63
(£~ 1) =13 0 #3 (£-5) ' 48 -7 -
% total ~10+4 0 +1004 . % total 414¢3 +1207 =270
% 2 = 8+35; p <0:02 %2 = 23:7; p 0-001

TABLE 36°2:

Distribution between white and black children of individual teaching time

given to accepting their feelings (category 1) by ethnically highly tolerant
(HTT) and ethnically highly intolerant teachers (HIT):

C1HTT Ve B. TOTAL  CAHIT . B. TOTAL
f'o 60 65 125 £ 39 24 - 63
£, 73 52 125 £, : 30 33 63
(£-£) 13 +13 (£~ £,) +9 -9
% total =104 +104 % total 4143 =143
% 2 = 5:57; p <0.02 %2 = 5155 p <0405

- TABLE 36-3 — . . | T

Distribution between boys and girls of individual teaching time given to
accepting their feelinss (catesory 1) by etknicelly hieghly tolerant (HTT)
and ethnically highly intolerant teachers (HIT): '

C1HIT B+~ G.  TOTAL C1HIT B. Go  TOTAL
£ 51 74 125 || £, 17 46 63
£, 65 €0 125 | £, 33 30 63
(£~ £,) -14 H4 - (£~ £,) -16 +6
% total =112  +11.2 % total -254  +25°4

%2 = 6-28; p <002 x5 = 16-29; p <0+001
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TABLE 36-4:

Distribution between children of Furovean, Asian and Vest Indian origins

of individual teaching time given to praise and encouragement (category 2)
by ethnically highly tolerant (HTT) and highly intolerant teachers (HIT):

C2HTT E. A.  VWI. TOTAL C2HIT E. A.  WI. TOTAL
A 568 454 133 1455 || £ 2718 132 72 482
£, 851 278 326 1455 || £, 237 118 127 482
(fd- fe) ;283 +176 +107 (fo— fe) 441 +14 -55 |
% total =195 41201 4704 % total 4825 4209 -11:4
fx,g = 240663 p <0+001 'x,g = 32457; p < 0001
TABLE 365

Distribution between white and black children of individual teaching time

‘given to praise and encouragement (category 2) by ethnically highly tolerant
(HTT) and ethnically highly intolerant teachers (HIT):

C2HTT Ve B. TOTAL  C2HIT Ve B. TOTAL
£, 568 887 1455 || £, 278 204 482
£ 851 604 1455 || £ 237 245 482
(fo- fe) -283 +283 (fo- fe) +41 -41

% total =19¢5  +19.5 % total  +48¢5 -8¢5

'x,f = 2264713 p <0001 %8 = 13:95; p <0001

TABLE . 3646 - : - IR -

Distribution between boys and girls of individual teaching time given to
praise and encouragement (category 2) by ethnically highly tolerant (HTT)
and ethnically highly intolerant teachcrs (HIT):

C2HTT B. G. TOTAL  C2HIT B. G. TOTAL
N 763 692 1455 || £ . 265 217 482
£ 758 697 1455 || £, 256 206 482
(f-£) 45 =5 (f-£) 49 ~9
% total 403 ~0e3 % total +1+8 ~1+8
%3 = 04073 N.S. | %3 = 067 N.S.
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Distribution belveen children of lIuropeazn, Asien and “West Irndian origins

of individual teaching time given to the accevptance znd use of their ideas

(category 3) by hishly tolerant (HTT) & highly intolerant teachers (HIT):

C3HTT E. A. - WI. TOTAL
£, 961 576 507 2044
£, 1196 390 458 2044
(£-£,) =235 +186 +49 -

% total =11¢5 491 424

'x,g = 134+88; p < 0-001

£ 17 306 186 . 1269
fe 625 310 334 1269
(£,-£) 52 . -4 -148 -
% total +12¢0  =0e3 ~11e7

2
?52

= 102+6; p <0+001

TABLE 36+8:

Distribution

between black and vhite children of individual teaching time

given to the

acceptance and use of their ideas (catezory 3) by ethnically -

"highly tolerant (HTT) and ethnically hirhlv intolerant teachers (HIT):

C3HTT W. B. TOTAL
£ 961 1083 2044
£ 1196 848 2044
(£~ £) =235 4235

% total =115 4115

%2 = 114.3; p <0-001

L

C3HIT Ve B. TOTAL
£, 717 492 1269
£, 625 644 1269

(i‘o- fe) 152 152

% total +12+0 1240

2

%5 = T2:84; p <0-001

TABLE _36+9:

Distribution between bovs and girls of individual teaching time given to

~ the acceptance and use of their ideas (catesory 3) by ethnically highly

tolerant (IITT) and ethnically hirhly intclerant ieachex

C3HTT B. Ge TOTAL
£, 984 1060 2044
£y 1064 980 2044

(fo- fe) -80 +80

% total =39 +3+9

2

X4 =12:55; p <0-001

(3T7) s
C3HIT B. Go - TOTAL
fo : 689 580 1269
£, - 673 596 1269
(fo- re) +16 -16
% total  +1e3 —1e3
%2 = 0.81; M.S.

1
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TABIE _36+10: _ b

Di.stribution between children of Buronean, Asian and Vest Indian orifins

of individual teaching time given to asking gquestions (category 4) by -
ethnically highly tolerant (HTT) and hirshly intolerant teachers (HIT):

'C4HTT E. A WI. TOTAL , C4HIT E. A. VI, TOTAL

£ 1941 1161 1526 4628 || f_ 2227 1456 1204 4887

£, 2709 885 1034 4628 || f, 2404 1196 1287 4887

(£ - fe)' 768 4276  +492 (£~ £)) 177 4260 =83 '
% total =16¢6 460 4106 96total ~306  45¢3  ~1eT !
2 = 5357+3; p<os00t %2 = 74+91; p<0+001

TABLE,  36+11:

Distribution betweeﬁ white and black children of individuel teaching time

-given to asking questions (category 4) by ethnically highly tolerant (HTT) -

and ethnically highly intolerant teachers (HIT):

C4HTT v B. TOTAL , CAHLT Ve B. TOTAL
£ 1941 2687 4628 || £ 2227 2660 4887
£ 2709 1919 4628 || £, 2404 2483 4887
(fo- £)) -768 +768 (£-£) =177 77

% total =16¢6 +16+6 % total =346 +36

% 2 = 525.09; p<0-001 %3 = 25:65; p<0+001

‘TABLE _36+12: T

Distribution between boys and girls of individual teaching time given to
-asking questions (category 4) by ethnically hichly tolerant (HTT) and
-ethnically highly intolerant teachers (HIT):

‘C4HTT . B. G TOTAL C4HIT B, G, TOTAL
£ 2659 1969 4628 || £ 2783 2104 4887
£ 2409 2219 4628 || £_ 2589 2298 4887
(£~ £,) +2%0 250 (£-£) +9%4  -1%
% total +5e4  =5e4 % total  +4°0 ~4+0
'x,f = 54+11; p <0-001 %2 = 30.91; p<0+001
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TABLE 36¢13:

Vest Trdisn oricins

(o N

Distribtution belveen chilcren of Turopean, Asizn an

of individual teaching time given to direct teaching (category 5) by
ethnically hichly tolerant (HTT) and highly intolerant teachers(HIT):

CSHTT E. A.  WI. TOTAL , CSHIT Ee A. WI, TOTAL
£, 4713 1771 2518 9002 £, 3230 1311 1229 5770
£, 5268 1722 2012 9002 £, 2839 1412 1519 5770
(f~£f,) =555 H9 +506 (g £) 4391 =101 =270
% total 62 406 456 % total 15e8 =18 =5¢0

%2 = 187+12; p <0001 ' % 2 = 116443 <0+001

2

TABLE 36+14:

Distribution between white and black children of individuzl tesching time

given to direct teachine (catepory 5) by ethnicallv highly tolerant (HTT)
and ethnically highly intolerant teachers (HIT):

CSHTT W, B, TOTAL . CSHIT V. B. TOTAL
£ AT13 4289 9002 | £ 3250 2540 5770
£, 5268 3734 9002 | £, 2839 2931 5770
(£~ £,) =555 4555 (f-£) #3910 =391
% total 602 602 % total +6+8 ~548
T = 140:96; p <0-001 | %2 = 106+01; p<0+001

TABLE 36e15:

Distribution between boys and girls of individual teachinz time oiven to
direct feachine (category 5) by cthnicallv hishly tolerant {HTT) and

ethnically hishly intolerant teachers (HIT):

CSHTT B. G. TOTAL . CS5HIT B. Ge -  TOTAL
£, 4708 4294 9002 || f_ 3117 2653 5770
£, 4686 4316 9002 £, - 3057 2713 5770
(fo— fé) +22 . -22 (fo- fe) +60 -60

®% total 403 ~0+3 -~ |1 % total  +1e0 +1+0

%3 = 0-22; N.S. W3 = 2:5; N.S.



TABLE 36+16%
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Distribution between children of Buronean, Asian ond ezt Indian origing

of individual teaching time svent in giving directions (category 6) by

ethnically highly tolerant (HTT) and hishly intolerant teachers (HIT):

CE6HTT E. A. WI. TOTAL
fo 1378 745 855 2978
£, 1743 569 666 2978
(fo- fe) =365 . 4176 +189
% total ~12¢3 459 464

%32 = 184+51; p<0+001

WI. TOTAL

COHIT Ee Ao
£ 1532 796 1222 3550
£ 14T 868 935 3550
(f-£) =215 =72 4287 -
% total  =6e1 =20  -48e1
% 2 = 1204533 p<0+001 .

2

——

TAELE 36173

Distribution between white and black children of individuzl teaching time

spent in giving directions (category 6) by ethnicallv highly tolerant

(HTT) and ethnically highly intolerant teachers (HIT):

CGHTT © W B, TOTAL
fo 1378 1600 2978
£ 1743 1235 2978

(£~£) =365 4365

% total =123 +123

% § = 184+31; p<0+001

CEHIT We Be TOTAL
£, 1532 2018 3550
fe 1747 1803 3550

(fo- fe) =215 +215

% total ~6e1 +61

'xzf = 52¢1; p<0+001

“TABLE  26+418%

Distribution between boys and girls of individuval teaching time spent in

Ziving directions (category 6) by ethnically highlyv tolerant (HTT) and

ethnically hizhly intolerant teachers (IIT):

- CGHTT "B, . G TOTAL
£ 1770 1208 2978
£, 1550 1428 2978
(fo- fe) +220 =220

=74

% total +74

%2 = 6512; p<0+001

CEHIT B, G. - TOTAL
£, 1793 1757 3550
£, 1881 1669 3550

(fo- fe) -88 +38

% total =25 4205

%2 = 8:76; p<0-01
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TARLE 36-19: | T

Distribuiion betieen children of Burcpean, Asisn and Vest Indian origing

of individual teaching time used in critisism or justifying authority
(catecory 7) of highly tolersnt (HTT) & hishly intolerant teachers (HIT):

CTHTT B, A, -WI, TOTAL CTHIT " Be A, WI. TOTAL
£, 1275 349 580 2204 | £ 97 315 533 1705 .
fe . 1290 422 492 2204 i‘e 838 418 - 449 1705

(g~1) =15 =13 488 (£-£) - 43 484

% total =0T =33 440 % total =204 =245  44e9

% 2 = 28:54; p<0+001 %2 = 224143 p<0-001

TABLY 36203

Distribution between white and black children of individual teaching fime

used _in criticism or justifying authority (category 7) of ethnically
highly tolerant (HP'T) and highly intolerant teachers (HIT):

CTHTT W, B. TOTAL,  CTHLT W B. TOTAL
£, 1275 929 2204 £, 797 908 1705
£, 1290 914 2204 £, - 838 867 1705
(t-£) -5 5 (£~ £,) -4 +1
% total ~0e7 107 % total ~204 +2¢4
%7 = 0045 W5, | %2 =395 p <0005

TABLE 36e21: . : R

Distribution between boys and girls of individval teachinge time vsed in

criticism or justifying authority (category 7) of ethnically highly
tolerant (HTT) and highly intolerant teachers (HIT):

C7 HTT B. Ge TOTAL C7HIT B, G.  TOTAL
£, 1460 744 2204 £, 1024 681 1705
£, 1148 1056 2204 | £, . 903 802 1705
(£, £) 312 e (£-£) #21  -121
% total #14e2 ~14.2 % total +Te1 =71
. e e b

X3 = 176-98; p<0%001 % =34+4T; p <0001
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TABLE _2%6-22:

Distribution between children of Burovean, Asian and West Indian origins

of individusl teaching time given to their responses (category 8) to the .
initiatives of highly tolerant (HTT) & highly intolerant teachers (HIT):

C8HTT E, A WI, TOTAL j C8B8HIT E. = Ao WI. TOTAL

£, 3097 1915 1670 6682 || £ 3864 2149 1682 7695 '
£ 3910 1278 1494 6682 || T, 3787 1882 2026 7695
(fo- £)) -B13 4637 176 (£,-£,)  +T 467 -344 ‘
% total ~12¢1 495 +2:6 S| % total 1.0 43e5  =4e5
% 2 = 507-28; p<0+001 %2 = 97-85; p < 0001

TABLE 362232

Distribution between white and black children of individual 'bea;ching time

given to their responses (category 8) to the initiatives of ethnically
highly tolerant (ITT) and ethnically highly intolerant teachers (HIT):

CEHTT Ve B. TOTAL , CBHIT W B, TOTAL
£, 3097 3585 6682 | £ o 3864 3831 7695
£, 3910 2772 €682 | f_ 3787 3908 7695

(£ £,) =813 4813 (£~£) +17 =77

% total =12¢1 +H2e1 . . % total +10 ~10

= | | , =
% 2 = 407+49; p<oso0t % 2 = 3.08; N.S.

TABLE 36¢24: o ) o o .

Distribution between boys and girls of individual teaching time given to
their responses (category 8) by ethnically highly tolerant (HIT) and -
ethnically highly intolerant teachers (HIT):

C8HTT B. Ge TOTAL , CSHIT ‘B, Ge TOTAL

’ £, 3756 2926 6682 || 4583 3112 7695

£, 3479 3203 6682 || f_ 4076 3619 7695
(£~ £)) +17 =217 (£,- £,) 4507 =507
% total  44e2 =402 % total 466 =696

—
—————

%2 = 46.01; p<0-001 %2 = 134+09; p<0+001




TABLE 3625:

Distribution between children of Buropean, Asian and Vest Indian origins

of individual teaching time used to initiate their ovm contributions in

classes taught by highly tolerant (HTT) & hishly intolerant teachers (HIT):

COHIT E. A,  WI, TOTAL  COHIT E. = A. WI. TOTAL

£ 1869 862 1156 3887 | f_ 1377 622 279 2278

£, 2274 7435 870 3887 | £ 1121 558 599 2278

(ro- fe) =405 4119 4286 ’ (ro- fe) +256 464 =320 -

% total =10e4 +3+1  +7+3 S total +11e2 4208 =14¢0
W3 = 185.21; p<0+001 | % 2 = 201+05; p<0+001

TABLE 36.26:

Distribution between white and black children of individuzl teaching time

used to initiate their owm contributions in classes taught by highiy
tolerant (HTT) and highly intolerant teachers (HIT):

COHTT . B. TOTAL , COHIT W, B, TOTAL
£, 1869 2018 3887 | £ 1311 901 2278
£, 2274 - 1613 3887 Jf £, 1121 1157 2278
(i‘o- fe) ~405 +405 : (fo- fe) +256 -256
% total —10¢4  +104 - % total #11e2  =11s2
fx,f = 17382; p<0+001 | %12 = 115113 p<0-001

TARLE -36:27: - : - -

Distribution between boys and girls of individual teaching time used tfo

initiate their own contributions in classes taught by ethnically hignly (HTT)
tolerant and ethnically highly intolerant teachers (HIT):

~ COHTT " B. Ge TOTAL , CYHIT B. G. - TOTAL
£, 2013 1874 3887 || £, 1451 827 2278
£, 2023 1864 3887 || £, - 1207 1071 2278
(f°-= £,) -10 +10 (fo- £) 244 =244
% total ~0e3 403 % total  +10e7 =107
%2 = 0-13 N.S %2 = 104+9; p<0+001
1 = ? ° [ 1 - ] p
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TABLE 36-28: ' - .

Distribution between children of European, Asian and Vest Indian origins

of individual teaching time when silence is used in the course of teaching
by highly tolerant (HTT) and highly intolerant teachers (HIT):

WI. TOTAL

C10HTT E. A.  WI. TOTAL , C1OHIT E. A.

£, 892 705 654 2251 || f_ 997 555 392 1944
£, 1317430 504 2251 || f 956 476 512 1944
(t-£) =425 4215 +150 (£-£) #1479 120

% total 1849 +12:2 467 % total 4201  +4e1 6.2

%2 = 3574663 p <0001 %5 = 43°0; p<0+001

TABLE _3%629:

Distribution between white and black children of individue_l teaching time

when silence is used in the course of teaching by hi_ghly tolerant (HTT)
and highly intolerant teachers (HIT):"

C1OHTT W. B. TOTAL ,, C1OHIT . B. TOTAL
£ 892 1359 2251 || £, 997 94T 1944
fe 1317 934 2251 fe 956 988 1944

(£-1£) -425 +425 (£~£) 4 -4

% total =189 +18¢9 % total +2¢1 ~2e1

% ¥ = 3304543 p <0001 0:,12 = 3046; N.S.

TABLE _36+30:

_Distribution between boys and girls of individual teaching time when

silence is used in the course of teaching by highly tolerant (HTT) end
highly intolerant teachers (HIT):

«w C10HIT B. G

C10HTT B. Ge ‘TOTAL - TOTAL
£ 1210 1041 2251 || £, 1203 4 1944
£, 172 1079 2251 || £, 1030 914 1944

(f-1,) +38 -38 (f-£) HT3 =173

% total 417 ~1e7 48¢9 ~8e9 -

| % total

x

2 = 2+57; N.S. %2 = 61.8; p<0+001
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APPTNDIX 37:

This appendix contains Pearson Correlation Coefficients
for each of the ten categories of interacticn as used by
highly tolerant and highly intolerant teachers related
to:
a) the level of the self-concept of boys and
girls of European, Asian and West Indian origins;
b) the level of the self-concept of each ethnic
group;‘
c) the level of the self-concept and skin colour;
end @) the level of the self-concept and the children's
sex,

In this appendix the ten percent level of significance is

shown.




TABLE 37.l1:
CATEGORY 1:
HI.T.: r
ar
P

H.T.T.:

-

TABLE 37.2:
CATEGORY 1:

H.I.T.: x
ar
P

H.T.T.:

'da;'i

TABLE 37.3:
CATEGORY 1:

H.I.T.:

’d&"‘

H.T.T.: »r -

oy
v}

 TABLE 37.L:

CATEGORY 1:

H.I.T.:

"d&"l

H.T.T.:

".0&’1

301

WIB.

=2.B. E.G. A.B. A.G. WIG.
+0,0159 -0.0459 - - +0,5219 - -
(10 (9) - 9 - -
n.;. n.;. - <0010 - -
+0.2186 -0.004,7 =0.2770 - +0.1076  +0.2613
(10) (10) (8) - (9) (20)
NeSe n‘oso Ne3e - NeSe NeSe
{
European Asian West Indian
-0.0138 +0, 3802 -
(21) (21) -
NeSe <0010 -
~0.010L ~0.2393 40,1784
(22) (29) (21)
Ne8e n,S, NeSe
White Black
=0.0138 +0.,2705
(21) (un)
NeSe < 0,10
0,010 +0,0569 )
(22) (42)
NeSo NeSe
Boxs Girls
+0.1606 +0.2392
(34) (31)
NeSe NeSe
-0.0455 +0.1510
(3) (33)
NeSe NeS,



TABLE 37.5:

CATEGORY 2:

~ H.I.T.:

’U%H

H.T.T.: ~x

[=7)
s}

TABLE 37.6:
CATEGORY 2:

H.I.T.:

’Ug’i

H.T.T.:

’U&“‘

TABLE 37.7:
CATEGORY- 2:

HI.T.: r

H.T.TI: r
S ar

TABLE 37.8:
CATEGORY 2:

H.I.T.:

H.T.Te: r

502

Z.B.  EG.  AB. A6 WIB WG
+0,0482 40,2139 +o.é399 +0.5517  +0.4846  -0.2015
(10) (9) (10) (9) (10) (9)
N.Se N.S, n,s. <0,10 NeSe N.S,
~0.4672  +0.2701 40,4038  +40.1573 +0.277h 40,3482
(10) (10). (8) (9) (9) (20)
NeSe NeSae NaeSe NeSe NeSe NeSe
[
European Asian West India.n
+0.1080 +0.4.327 +0.2657 -
 (21) (21) (21)
NeSe. £0.05 n.s.
+0.2383 +0.2512 40,2866
(22) (19) - (21)
NeSe NeSe | ' NeSs
White Black
+0.1080 +0. 3554
(21) (44)
Nn.S. £0,02
+0.2383 +0.2603
(22) —- ——(42)
N.Se £0.10
Boys Girls
+0.4836 +0,4107
(34) (%)
£0,01 £0.02
-0,0001 +0.2811
(31) (33)
NeSa Ne.Se
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TABLE 37.9:

CATEGORY 3: . E.B. E.G.  A.B. A.G. VB, WIG.

H.I.T.: » +0,0922 +o.3865 —0.1057 +0.395L  +0.0455 +o.13os‘
ar (10) (9) (10) (9) - (20) (9)
P IleSe NeSe n.s, NeSe NeSe - NeSe
H.T.T.: r -0.1417 +0.1782 40,5333 +0.2210 +0.3607 +0.1232
ar  (10) (0)  (8) (9) (9) (120)
P NeSe INeSoe NeSe NeS, n.‘s. NeSe
TABLE 37.10: | _ o ' -
CATEGORY 32 i European | Asian 4 West Indian
H.I.T.: r +0,1731 +0,1609 +0,0759
ae (21) (21) (21)
P NeSe NeSe NeSe
H.,T.T.: » | -0.2049 +0,4073 +o.2éos
ar (22) (19) (21)
P n.s. £0.,10. n.s.
TABLE 37.11:
CATEGORY. 5 White BRlack
H I.Te: > +0.1731 +0,1288
ar (21) ()
P N.Se N.Se
HT.To: ~0.2049 +0. 3054
ar (22) (u2)
P NeSe <0¢05
TARLE 37.12:
CATEGORY 3: " Boys Girls
© HJI.T.: r +0.2895 +0.5477
ar (3n) (3n)
P <0,10 < 0,001
H.T.T.: r +0,2933% 40,2966
ar (31) (33)
P n.s, < 0,10



TABLE 37.13:

CATEGORY L
H.I.T.:

L o) a;ﬁ

H.T.T.:

&'1

g

TABLE 37.1k:

CATEGORY L.:
HJI.T.: r
af
P

H.T.T.:

TABLE 37.15:

CATEGORYA&:
H.I.T.:

H.T.T.:

TABLE 37.16: .

CATEGORY I

H.I.T.:

H.T.T.

-] a;ﬂ k(] &:ﬂ

+0.1389

+0.2367

° &;N

E.B. %.C.

+0,3233
(9

NeSe

(20) -

NeSe

~0.0856
(10)

NeSe

(10)

n.s.

Eurogean

+0,2181
(21)

NeSe

'~ +0.1875
(22)

NeSe

+0,2181

(21)

Ne8Se

+0,1875
(22)

NeSe

Boys
+0, 3,87
£ 0.05
+0., 3568

(31)
<.0.05

+0.2963 40,0905 +40.0060  +0.3157
(10) (9) (10) (9)
NeSe NeSe n.s,. NS,
+0.0674 40,1708  +0.4223 40,2964
(8) (9) (9) (10)
N.S. n.s. n.s. n.s.
{
Asian West Indian‘
+0,1690 +0,1917
(21) (21)
NeSe NeSe B
+0.,175, +0, 3602
(29) (21)
N.S,. < 0.10
Black
+0,178%
(1)
INe S,
+0.é980
(42)
£ 0,05
Girls
+0.3092
(31)
< 0,10
40,2098
(33)
n.s.

304

WIB. WIG.
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TABLE 37.17:

CATEGORY 5: E.B. . E.C. A.B. A.G.  WIB. vIIG.
H.I.T.: r +0.0641  +0.6398  +0.0570 +0.0106 -0.0670  +0.1185
ar (10) (9) (20) (9) (10) (9)
P NeSe £0.05 n.s. n.s. n.s. n.s.
H.T.T.: r +0,7765 40,1315 =0.0332 =0,0960 +0.3513 40,1064 -
ar (10) (10) (8) (9) (9) (10)
P <0.01 n.s. NeS. n.3s. - n.s, N.S.
] i
TABLE 37.18: : | ' -
CATEGORY 5: European : Asian West Indian
HI.Te: r +0.3049 40,0387 +0.,0323
ar (21) (21) (21)
P N.Se n,s, n,8,
H.T.T.: r +0.4457 -0,0707 +0.2510
ar (22) ) (19) (21)
P < 0.05 n.s.. n.s.
TABLE 37,19: ,
CATEGORY 53  White Black
HI.T.: r 40,3049 +0.0350
ar (21) (u) -
P " Ne8e . NeSe
H.T.T.: r C 404457 ‘+0.J..112
as ) ) —
P < 0,05 N.Se : :
TABLE 37.20:
CATEGORY 5: : . Boys ' Girls
HI.T.: r +0,2915 +0.4561
ar (34) (3)
P ‘NeSe : <0,01 -
H.T.T.: r +0.1393 +0.2900
| ar (%) (33)
P N.8S, <0.10




TABLE 37.21:
CATEGORY 6:

H.I.T.:
ar

p

H.T.Te: r
ar

TABLE 37.22:
CATEGORY 6:

H.I.T.:

it <] g:ﬂ

H.T.T.:

g’i

(-]

TABLE 37.23:
- CATEGORY 6:

H.I.T. :

~ H.T.T.: r

© B

TABLE 37.24:
CATEGORY 6:

H.I.T.:

H.T.T.:

'dg;rs o
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o) g;H

<0.10

- E.B. E.G. A.B. A.G. WIB. WIG.
40,1561 40,2114 40,1568 +0.2633 40,5193 +o.1820
(10) (9) (20) (9) (10) (9)
N.Se NeS, NeS, n.s. <0.10 n.s.
+0.,4588 =0.0552 40,2677 =0.1727 +0.2642 +0.671h4
(10) (10) - (8) (9) (9) (10)
n.s. n,.s. . NeS. . NeSe n.s. <0,02

[]
European AsiéLn VWest Indian
+0.1697 +0.1646 40,2092
(21) (21) (21)
NeSe NeSe NeSe
+0,0333 -0,0756 +0,3110
(22) (19) (21)
NeS, NeS, K NeSe
White Black
+0.1697 +0,1801
- (21) (un)
N.s. n.s.
+0.0333 +0.0329
- (22) - (42)
NeSe NeSe
Boxs_. Girls v
+0. 33[‘-0 +0.2295
(34) (31)
< 0,05 n.s.
+0, 3432 +0.0345
(3) (33)
NeSo
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TABLE 37.25:
CATEGORY 7: E.B. E.G. A.B.  A.G. WIB; | WIG.

HI.T.: r  +0.1496 +0.6401 =0.0953 40.4691 40.3839  +0.0785
ar (10) (9) - (20) (9) (20) (9)

P N.S. < 0,05 n.s. n.s. N.Ss. n.s.
H.T.T.: 1 +0.0739 -0.0069 +0.6446 +0.3835 +0.5952 +0.5097
af (10) (10) (8) (9) (9) (10)
1 P n.s, n.s, <0.05 n.s. <0.10 <0.10
]
TABLE 37.26:
CATEGORY 7: ~ European Asian West Indian
H.I.T.: r +0. 2067 +0.1387 , +0.2571
ar (21) (21) (21)
P n,s. n.s, NS,
" H.T.T.: r +0,1125 : +0.420) +0,4805
ar (22) o (19) (29)
p n.s. < 0,10 £0.05
TABLE 37.27: ,
CATEGORY 7: Whité ABlack
H.I.T.: +0,3067 ' +0.1913
S ar (1) (ua)
P : n.s. n.s.
H.T.T.: +0.,1125 +0 4471
RS () (12)
P INeSe <0001
TABLE 37.28:
CATEGORY Z: ' Boys Girls
H.I.T.: r 40,3193 +0.3878
ar (34) - (=2)
P < 0,10 <0.05
H.T.T.: r +0, 3735 +0.5754
ar () (33)
P < 0,05 < 0,001




TABLE 37.29:

CATEGORY 8:

H.I.T.: r
- af
p

H.T.T.:

-

TABLE 37.30:
CATEGORY 8:

H.I.T.:

HT.T.:

k-] g;ﬂ

TABLE 37.31:
CATEGORY 8:

H.I.T.: r
ar
b

H.T.T.:

.'d a;#

TABLE 37.32:°

CATEGORY 82

H.I.T.:

o B

H.T.T.:

Ll

r
ar
p

E.B, E.G.

+0,3700  +0.2915
(10) (9)

NeSe NeSe

-0.2383 =0,1253
(10) (10)

NeSe NeSe

European

+0,3611

. (21)
<0.10

-0,1639
(22)

N.Se

White

+0.3611

(21)
< 0,10

-0,1639
- (22)

NeSe

- Boys

+0.3708

(34)
< 0,05

+0,0852
(31)

NeSe

A.B. ©  A.G.

VIB. WIG.

+0.3267 40,3268 -0.4476 -0.0319
(10) (9) (10) (9)
NoeSe NoSe NeSe NeSe

+0.136  40.2034  -0.1983  40.3197

(8) (9) (9) - (10)
NeSe NeSe NeSe NeSe
[
Asian West Indian
40,2968 -0.2568
(21) (21)
"NeSe NeSe
+0.1024 +0.0251
- (19) (21)
NeSe NeSe
Black
+0.0766
(a4)
NeSe
+0.0470
(42)
n.s.
Girls _
+0.4026
(xn)
< 0,02
+0,383)
(33)

< 0.05
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TABLE 37.33:

5.B. E.G.  A.B. A.G. WIB.  VIG.

CATEZORY 9: E.B ,
HI.T.: 1 +0.2358 40,1816 +0.3109 +0.7407 +0.3927 +0.393,
af (120) (9) (10) (9) (10) (9)
P NeSe NeSe NeSe <0001 NeSse NeSe
H.T.T.: r +0.1970 40,0010 +0.6323 40,3974 +0.0700 +0.3835
ag (20) (10) (8) (9) (9) (20)
P N.s. N.S. <0.05 N.Se n,.s. ‘NeSe
i
TABLE 37,3: - | | | -
CATEGORY 9: “' European ~ Asian West Indian
H.I.T.: r +0.2317 +0, 3616 40,3300
ar (21) : (21) (21)
P n,.s, n.s. n.s,
H.T.T.: +0.1577. ‘ +0.4591 - +0,1451
af (22) X (29) (21)
P N.Se <0.05 n.s.
TABLE 37.35:
CATEGORY 9: ' White | Black
H.I.T.: r +0.2317 ' +0,3021
,af (21) ' (44)
P NeSe <0005
H.T.T.: r +0.1577 +0.2600
-af - (22) - - (k2)
p . A n.s. - <0.10
TABLE 37.36:
CATEGORY 9: ' Boys | : Girls
H.I.T.: r +0,.3,28 +0.4298
: (34) . (31)
<0,05 < 0,02
+0.4.38) +0,3381
() (33)
<0.02 <0.05




TABLE 37.37:

CATEGORY 10:

H.I.T.: r

TABLE 37.38:
CATEGORY 10:

H.I.T.:

o a;ﬂ

H.T.T.:

g E;H

TABLE 37.39:
CATEGORY 10:

H.I.T.:

o g:ﬂ

H.T.T.:

5 g;&

TABLE 37.L40:
CATEGORY 10:

H.I.T.: r
af
P

H.T.T.:

310

WIB.  WIG.

+0.2388 40,2641 +0.0052 +0.4809 -0.004L9 40,2809
(10) - (9) (10) (9) (10) (9)
NeSe NS, NeSe NeSe NeSe N,S8.

-0.3883 =0.4373 40,1273 -0.1603 40.3096 40,1601
(10) (10) (8) (9) (9) (10)
N.8 N.Se NeS, NeSe NeSe N,Se

]
European Asian West Indian
;0.2727 | +0.,1951 +0,1462
(21) (21) (21)
NeSe NeSe N.Se
(22) (19) (21)
<£0.10 NeSe n;s.
White Black
40,2727 +0.1686
(21) (1)
ncSo. NeSe
~0.3450 +0.1320
(22) (12)
0,10 N.Se.
Boys Girls
+0,3691 +0.3336
(34) . (3)
< 0.05 <0.10
+0.0169 +0.1547
(31) (33)
noSo n.sC
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Levels of significance of Pearscn Correlation Coefficients between

self-concept scores and categories of interaction used by highly

tolerant (HTT) and hiphly intolerant teachers (HIT): .

HIT| EB EG AB AG WIB Wic |E ‘A wWI|lwm m|B3 ¢
1

| 2 .10

= .

g 3 .10 05 .10
L .10 .05 | .05

e

sl 5 | .01 .05 .05 .10

B .

al 6 .02 .10

g 7 .05 010 .lo 010 005 .01 005 .001

<2l -

| . 05
9 .05 .05 .20 |.02 .05
10 .10 .10
HIT
1 .10 .10

o | 2 <10 .05 .02.1.01 .02

g

% 3 .10 .001
L | 1.05 .10 |

E .

H

el 5 .05 .01

o .

g 6 .10 .05

§ 7 .05 .10 .05

E", 8 .10 .10 05 .02
9 .01 .05 | .05 .02
10 .05 .10
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Interaction observations in. twelve multi-ethnic classes taught by highly

tolarant teachers:

- ) : . Ind. | Class
e-grp.|| E.B.| E.G.| A.B.| A.G.| WIB.| WIG. teach. teacn.| TOtal
N 111 88 28 37 38 38 340
% 32.64 | 25,88 | 8.24|10.88 11.18| 11.18 100.00
CATS. ' , . ,
1A 13 L7 2L, 0 14 27 125 20 145
B 10.4 | 37.6 | 19.2 0.0 | 11.2 | 21.6 || 86.21} 13.79 | 100.00
C 0.15] 0.60| 0.55| 0.0 0.23]| 0.69| 0.35]| 0.12 0.28
2 A 265 303 | 23 | 220 264 | 169 | 1455 136 || 1591
B 18.22 | 20.82 | 16,08 | 15.12| 18.14 | 11.62] 91.45| 8.55 | 100.00
c 2.95| 3.88| 5.3 | 5.26| L4361 4.35| L4.13] 0.73Y 3,03
3 A 507 L5 238 338 239 268 || 204, 1 2385
B 24,80 | 22,22 11.64 | 16.54 ] 11.69| 13,11} 85.7 | 14.3 | 100.00
c 5.67| 5.81| 5.43| 8.08| 3.95! 6.89% 5.80| 1.97ll L.54
L A 1126 815 622 539 911 615 | 4628 | 246L 7092
B 24,33 17.61 | 13.44 | 21,65 19.68 | 13.29{ 65.26| 34.74 || 100,00
c 12.59 | 10.43| 14.20 | 12.89] 15.05{ 15.82| 13.13| 14.21 | 13.48
5 A 24,33 | 2280 837 93, | 1438 | 1080 || 9002 | 7114 |l16116
B 27.02 1 25.33| 9,30 10,38} 15.97 | 12.00|| 55.86| L4.14 || 200.00
Cc 27.21129.19{ 19.11 | 22,331 23.751 27.79| 25.53] 11.C2 1 30.6L
6 A 736 642 L13 332 621 234 || 2978 | 2363 53
- B 24,71 | 21.56| 13,87 | 11.15| 20.85| 7.88| 55.76| L4.24 || 100,00
c 8.23| 8.22| 9.43| 7.9} 10.26| 6.02) 8.45| 13.63] 10.15
7 A 742 | 533 228 121 490 90 | 2204 | 679 2883
B 33.67 24-018 10035 50&-9 22023 I{-.OB 76.14-5 23-55 100000
c 8.30 | 6.82| 5.21| 2.89| 8.10}| 2.3 6.25| 3.92 5.48
8 A 1631 | 1466 | 1082 833 | 1043 627 || 6682 435 7117
B 24,41 | 21,94 | 16,19 | 1247 15.61 1 9.28f 93.89| 6.11 || 100.C0
C 18,24 | 18.76 | 24,70 | 19.92 1 17.23 | 16,13} 18.95| 2.51 || 13.53
9 A 1003 866 392 4,70 618 538 # 3887 0 3387
B 25.81 | 22,28 | 10,08 | 12,09 15.90 | 13,844100.00| 0.0 | 100,00
~C %" 11,22111.08{ 3.95(11.24{ 10.21 {13,841 11,03| 0.C 7.39 |
10 A 485 407 310 395 415 239 || 2251 | 3788 6039
B 21.54 | 18,08 | 13,77 | 17.55| 18.44 | 10,624 37.27| 62.73 1 100.00
C 5..3] 5.2 7.081 9.45| 6.861{ 6.i5{ 6.38] 21.84 | 11.48.
Tot A 8941 | 7813 | 4380 | 4132 | 6053 | 3887 |35256 1720 || 52596
"B || 25.36 22,16 | 12.42| 11,85 17.17 | 11.03| 67.03| 32,97 || 100,00

Read line A across & down: (Observations for each category of interaction ‘

related to boys and girls in each ethnic group, individual and whole
class teaching).

Read line B across: (Observations for each category of interaction related

to boys and girls in each ethnic group as a percentage of individual
teaching and percentage of individual and whole class teaching).

Read line C down: (Observations for each category of interaction as a

percentage of the total interaction used with any one group of boys or
girls in each ethnic group, individual and whole class teaching).
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APPENDIX 40

Interaction observations in twelve multi-ethnic classes tzught by highly
intolerant teachers: '

Ind. Class

e.grp.] E.B.| E.G. | A.B.| A.G.| WIB.| WIG. seach. | teach, (| TOtal
1T N 86 71 39 39 L, 40 | 319
% 26,95 22,26 |12.23 (12,23 |13.79 | 12.54 100,00
CATS. | . _
1a 17 22 0 2l 0 0 63 0 - 63
: 26,98 | 34,92 | 0.0 | 38.10| 0.0 0.0 |200.00 | 0.0 {100.00
0.19| 0.36{ 0.0 0.74| 0.0 | 0.0 0.21 | 0.0 0.13

N

154 124 55 77 56 16 482 68| 550
31,94 ) 25,73 | 11.41 | 15.98 | 11.62 | 3.32|| 87.64 | 12,36 [[2100.00
1.721 2,01 | 1.23] 2.36| 1.60| 0.49) 1.63| 0.3, 1.11

413 36, 157 149 119 674 1269 | " 391 1660
32,55 28.68 |12.37 { 11.74 | 9.38| 5.28{ 76.45 | 23.55 || 100.00
L,61] 5.91 | 3.52| 4.57| 3.0 2.03|| 4.28 | 1.98 3.36

135C 877 825 631 | .608 596| L4887 | 361 | 8348
27.621 17.95 | 16.83 | 12.91 | 12.44 | 12.20| 58.54 | 41.46 || 100.00
15,07 | 14.24 { 18,47 | 19.36 | 17.37 | 18,07 16.49 | 17.54 || 16.91

1836 1394 | - 583 | 728 698 | 53l)| 5770 | 9845 j| 15615
31.82 | 24,16 | 10.10 | 12,62 | 12,20 | 9.20| 36,95 | 63,05 |{100.C0
20,49 22.63 113,05 | 22,33 ] 19.94 | 16,10} 19.46 | 9.0 || 31.63

799 733 513 283 481 764 3550 | 2504 6114
22,51 | 20,65 | 1k 45| 7.97 1 13.55| 20.87] 55.06 | 41.9L4 [100.00
8,92 11.90 | 11.49 | 8.68 | 13.74 | 22.47| 11.98 |13.00 || 12.328

557 240 189 186 278 255{ 1705 608 2313
32,66 | 14,08 | 11,09 | 10.91 | 16.30 | 14.96{ 73.71 | 26.29 || 100.00
6922 3990 )§.023 5.71 709l¥~ 7073 5:75 3.08 24-.68
2312{ 1552 | 1312 737 859 823} 7695 297 7992
30,05| 20.17 {18.35| 9.58 { 11.16 | 10.69) 96.28 | 3.72 [{100.00
25.81 | 25.19 | 31,62 | 22.60 | 24,53 | 24,95} 25.96 | 1.51 || 16.19 ]

826| 551 | 416| 206| 209 .. 7c) 2278 o |- 2278].

W

&~

N
owklowk|lcwrloprlowkiocwr|lowr|lowr|lowr Ow

v

0 36.261 24,19 {18.26 | 9.0k | 9.18| 3.07|100.0C | 0.C {{100.00
9.221 8.94 | 9.31] 6.32| 5.97| 2,12 7.68 | 0.0 4.62

694 503 316 239 193 199 104k | 2496 || LA4LO
35,69 | 15.59 | 16,26 | 12.29 | 9.93 | 10,24 43.72 | 56.22 1100.00
7.754 4.%2 | 7.08 | 7.33| 5.51| 6,030 £.55 12,551 8.99

8958 | 6160 | 4466 | 3260 | 3501 | 3293 | 29543 [19730 || 49373
30,22 | 20,78 |15.06 {11.00 [ 11.81 | 11.13}j 60.0L | 39.96 [[100.00

10

—
o
ct

& =

Read line A across & dom: (Observations for each category of interaction |
related to boys and girls in each ethnic group, irndividual and whole
class teaching).

Read line B across: (Observations for each category of interaction related
to boys and girls in each ethnic group as a percentage or individual
teaching and percentage of individual and whole class teachlng)

Read line C down: (Observations for each category of 1nteractlon as a”
percentage of the total interaction used with any one group of’ boys or
pirls in each ethnic group, individual and whole class ‘teaching).




APPENDIX L1:

Spearman rank order correlation coefficients of classroom interaction

¢ategories as used by highly tolerant (HTT) and highly intolerant (HIT)

teachers with individual boys and girls of European, Asian and West

Indian origins:

3 Rank order of classroom interaction categories
go E.B. E.G. A.B. A.G. WwIB. vIG.
8 H'I"I‘EHIT HTT'EHIT HTT;EHIT- HTTEI{[T HIT §HIT HTTEI{[T»”
1 10;8 1_§1 1%10 1051 10!10 1310
2| 915|833 7[ 372 5! 5|6, 8
3 5i2"7_5,,6 256 9i845"3
A A759 10 | 8 6 ' 3| 613 3:33:7
5 226 254.510 E 9 '854 61 1 5! 6
6| 5110 | 7 E 6 4.5; 5[ 7110 25 2| 9 ; 1
7 153. 312 (81 8| 9]7 11101 2
8| 6! 7 6?7"2;1 uie 8:68:&..
9 3?1 uiu;59;2 51 9 7§92'59
10 81 2| 949 |45 uf 150 &t 7] 7! 5
. . ! . . :
rho +0.33 | +0.39 +0.04 | -0.32 |  +0.98 | -0.82
) N.S. N.S. N.S. N.S. <o0.01| <o0.01
HTT . HIT
e-groups rho P rho P
EB/EG +0,38 ¥.8, -0.13 N.S.
AB/AG +0.09 | N.5. -0.55 | N.S.
WIB/WIG -0.65 | €0.05 +0.61 | £0.05.




APPENDIX L2:

(See also Table 26)

315

Difference between the mean self-concept scores of boys and girls of

European, Asian and West Indian origins taught by highly toleranﬁ (HTT)

and highly intolerant teachers (HIT):

E-grp [lol.grpf X S.D.' N. | s.E. | af | t-value significance
HTT | 61.37 | 5.41 | 12 | 1.56 .
EB 22 2.506 p £ 0.05
HIT 66077 5-16 12 lcli—9 ‘ oy
HTT | 63.54 | 4,58 | 12 | 1.32
EG 21 0.152 N.S.
HTT | 61.36 | 9.99 | 10 | 3.16
AB : 20 1.209 N.S.
HIT | 57.57 | 3.93 | 12 | 1.36
HIT | 59.81 | 5.78 | 11 | 1.7%
AG 20 1.107 N.S.
HIT | 57.36 | 4.50 | 11 | 1.36
: HIT | 61.38 | 6.48 | 11 | 1.96 :
WIB ‘ 21 2.69) p < 0.02
HIT | 52.25 | 9.35 | 12 | 3.06 |
| HoT | 65.12 | 7.02 | 12 | 2.03 N
WIG |— 21 3,063 p <0.01
HIT | 54.55 | 9.44 | 11 2_.85 -




APPENDIX L43: (See also Table 27) -

Difference between the mean self-concepnt scores of bovys and rirls of

.‘ O

European, Asian and West Ihdian origins in classes téught by highly -

intolerant teachers:

316

5 percent level or above,

d.f.
e~grp. x S.D. N. S.E.| E.B. E.G. A.B. | A.G. | WIB. | VIG.
E.B. | 66,77 5.16 12 1.49 21 22 21 22 21
E.G. | 63.85 5.36 11 1.621.332 21 20 21 20 |
A.B. | 57.57 3.93. 12 1.36 | 4.912% | 3.222% 21 221 21
CA.G. 57.36‘ k.50 11 1.36 4,641+ | 3.073* | 0.118 21 20
WIB. | 52.25 9.35 12 3.06 | 4.701% | 3.601* | 1.815 | 1.643 21
WIG. | 54.55 9.44 11 2.85] 3.901+ | 2.84,2@ {1.019 [ 0.893 | 0.585
t-values )
Significance: p<0.001 = 4; p<0.01 = *; p<0.02 = @.
APPENDIX LL: (See also Table 27)
Difference between the mean self-concept scores of boys and girls of
European, Asian and West Indian origins in classes taught by highly
tolerant teachers:
d.f.
| e~-grp. X _.S.D. N. S.E. | E.B E.G. A.B. | A.G. | WIB. | VIG.
E.B. | 61.37 5.1 12 1.56 22 20 | 22| 2a | =22
E.G. | 63.54 4.58 12 1.32 [1.060 20 | 2a| 2 | 22
A.B. | 61.36 9.99 10 3.16 |0.003 | 0.678 19 19 20
A.G. | 59.81 5.78 11. 1.74 [0.667 |1.721 |0.439 20 21
WIB. | 61.38 6.48 11 1.96 |0.007 |0.926 |0.007 |0.601 21
WIG. 65.11 7.02 12 2,03 |1.463 |0.650 |21.033[1.965|1.318
t-values
Sigﬁificanee: None of the above t-values are significant at the .
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APPENDIX L6:

Spearmen rank order correlations between pupils' self-concept scores and
P pup P

interaction ratios from the individual ‘ceachiné of highly tolerant (HTT)

and highly intolerant teachers (HIT):

| Rank Order
e-grp. 5-C TRR TR | PR TAR
o | EB 3 5 5 2 3.
g1 E 5 4 6 L b
3| as b 3 1 6 2
£ A6 6 2 3 5 5
& | wiB 2 6 s 3 1
S | wic 1 1 L 1 "6
2| rho -0.086 +0.086 +0.771 +0.086
k) —
i P N, s, N.S. N.Se n.Ss.
| EB 1 3 5 1 3
41 = 2 2 6 2 N
[ } .
S| AB 3 4 1 3 .6
*é AG 4 1 L L. 5
5 | wIB 6 5 . 3 5 2
3 | wic 5 6 2 6 1
5 .
.| rho 40,543 -0.543 +0.94.3 ~0.429
N ~
éﬂ p n.s. n.s. <o0.01 n.s.

5-C -~ Self-concept

TRR = Teacher response ratio
TYR - Teacher question ratio
PIR -~ Pupil initiation ratio
TAR -~ Teacher authority ratio
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APPENDIX. 1,9: o ‘ /

Difference between the mean self-concept scores of boys and girls of

European, Asian and West Indian originé'taught by teachers holding

terderminded (Ten.M) and teaching holding toughminded (Tgh.M) attitudes

towards education:

%l

E-grp. | Att.grp. S.D. | N. S.E, df } t-value | significance|

Ten,M 62.73 | 6,20 | 21 | 1.35
EB . 68 0.203 N.S.
Tgh.M '62.35 7.36 49 1.05

Ten.M 61,26 | 7.02 | 21 | 1.53
EG , 67 | 0.765 | N.S.
Tgh.M | 62.50 | 5.63 | 48 | 0.81

Ten.M | 59.93 | 6.0 | 18 | 1.42 :
AB 59 | 0.032 N.S.
TghM | 59.86 | 6.53 | 43 | 0.96

Ten.M | 61,00 | 6.28 | 17 | 1.52 '
AG : / ' 60 | 2.285 p<0.05

TghoM | 56.64 | 6.72 | 45 | 1.00

“Tent | 60.77 | 7.32 |29 | 1.68 | - : .
WIB 6, | 2,200 | p<o0.05
Tgh.M. | 56.07 | 7.86 | 47 | 1.15

Ten.M 60.54 | 7.26 | 21 | 1.59

WIG

63 | 0.043 N.S.
Tgh.M | 60.64 | 9.70 | 44 [ 1.46 |




APPENDIX 50:

Difference between the mean self-concept scores of boys andvgirls of

i

/.

European, Asian and West Indian origins in classes taught by teachers

holding tenderminded attitudes towards education:

322

Significance: None of the above t-values are significant at the
' 5 percent level or above.’

~ APPENDIX 51:

Difference between the mean self-concept scores of boys and girls of

European, Asian and West Indian origins in classes taught by teachers

- holding toughminded attitudes towards education:

d.f,

e-grp.| x  S.D. N. S.E.| E.B. E.G. A.B. | A.G. VIB. | VIG.
B.B. | 62.75 6.20 21 1.35 hb 37 36 38 40
E.G. |61.26 7.02 21 1.53]0.699 37 3% | 38 { a0
A.B. |59.95 6.04 18 1.42)1.386 | 0.616 1 33 35 | 37
A.G. | 61.00 6.28 17 1.52]0.826 | 0.117 | 0.501 3 36
WIB 66.77 7.32 19 1,680,894 | 0.214 | 0.369 | 0.010 28
WIG. | 60.54 7.26 21 1,59|1.026 | 0.322 | 0.275 | 0.203 | 0.097

t=-values ' :

Significance: p<0.001= };

p <0.02 =@; p<0.05

d.f.

o-grp.] ¥  S.D. N. S.E.| E.B. | E.G. | A.B. | A.c. | vIB. | wIc. |
E.B. | 62.35 7.36 49 1.05 95 90 92 94 91
E.G. [ 62.50 5.63 148 0.81 0,110 89 91 93 90

| A-B. [ 59.87 6.53 43 0.96 | 1.684 | 2,044t 86 88 | 85
A.G. | 56,66 6.72 45 1.00 | 3.877}| 4.523} | 2.2624 % | 87
WIB. | 56,07 7.86 47 1.15| 3.9964| 4.539+% | 2.4512| 0.365 89
WIG. | 60.6k 9.70 44 1.46}0.953 | 1.123 | 0.429 | 2.2414| 2.446@

t-values
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Difference between the mean self-concept scores of boys and girls of

European, Asian and West Indian origins taught by teachers holding

conservative (Con,) and teachers holding radical (Rad.) attitudes towards

education:
{

E-grp. | Att.grp. | X S.D. | N. | s.E. | af | t-value |significance
Con, |63.80 | 5.25 |17 | 1.27

EB — 68 | 0.893 N.S.
Rad., |62.04 | 7.47 | 53 | 1.03
Con. |60.59 | 4.57 | 16 | 1.14

'EG 67 | 1.138 N.S,
Rad. |62.59 | 6.43 | 53 | 0.88
Con. |58.67 | 5.61 | 17 | 1.36

AB : - 59 | 0.919 N.S.
Rad., |60.36 | 6.61 | 44 | 1.00
Con., 56.92 | 5.67 | 15 | 1.46

AG 60 | 0.585 N.S.
Rad, |58.13 | 7.20 | 47 | 1.05

) Con. |55.96 | 9.24 |16 |'2.31 .

WIB 4 = 64 | 0.835 ‘N.S.
Rad. |57.90 | 7.50 | 50 | 1.06 |

con. |56.98 | 9.11 |15 |2.35 :

wic 63 | 1.797 p £0.10

Rad, |61.69 | 8.66 | 50 | 1.22 .
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Difference between the mean self-concept scores of bovs and girls of

European, Asian and VWest Indian origins in classes taught by teachers

by teachers holding conservative attitudes towards education:

d.f.

e-grp.] ¥ S.D. N. S.E.| E.B. | E.G. | A.B. | A.G. | WIB | WIG.

E.B. [63.80 5.25 17 1.27 Rn 32 0 | 3| 30

E.G. |60.59 4.57 16 1.1k 1.167 3 29 30 |, 29

A.B. [58.67 5.61 17 1.36|2.675@] 1.175 30 31| 30

A.G. |56.92 5.67 15 1.46]| 3.450% | 1.927 | 0.848 29 | 28

WIB. |55.96 9.2% 16 2.31|2.928*|1.741 | 0.993 | 0.335 29

WIG. |56.98 9.11 15 2.35| 2.547@ | 1.361 | 0.616 | 0.023 | 0.301
t-values

Significance: p<{0.01 = *;

APPENDIX 55:°

P <0°02 = @o

Difference between the mean self-concept scores of boys and girls of

European, Asian and West Indian origins in classes taught by teachers

holding radical attitudes towards education:

d.f.

'e'—grp. X . S.D., N, S.E.| E.B. E.G. | A.B. A.G.' WIB. |WIG.
E.B. 62071:747 53 1,03 104 95 98 01 | 101
E.G. |62.59 6.43 53 0.88|0.403 95 98 101 {101
A.B. 160,36 6,61 L4 1.00]1.150 |1.663 89 92 92
A.G. [58.13 7.20 47 1.05|2.629* | 3,238 1.520 95 | 95
WIB. {57.90 7.50 50 1.06[2.779* | 3.3814| 1.662 | 0.15L 98
WIG. |61.69 8.66 50 1.22]0.212 | 0.590 0.823 | 2.1764 | 2. 3224

t-values -

Significance: p<0.001 =4; p<0.01 = *; p<0.05 = #
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Difference between the mean self—conéept scores of boys and girls of -

Buropean, Asian and West Indian originé taught by teachers

holding

attitudes

idealistic (Idl.) and teachers holding naturalistic (Nat.)

towards education:

E~grp. | Att.grp.| X S.D. | N. | s.E. | af |t~value | significence
Td1, | 61.90 | 7.15 | 45 | 1.07

EB 68 | 0.889 * N.S.

‘ Nat, 63048 6070 25 10324-
1a1. | 62.40 | 6.06-] | 0.91 |

EG 68 | 0.485 N.S.
Nat. | 61.64 | 6.17 | 25 | 1.23
1a1. |58.98 | 6.8 | 41 | 1.00

AB 59 | 1.595 N.S.
Nat. | 6l.74% | 6.00 [ 20 | 1.34 ~
1a1. | 56.59 | 6.10 | 41 | 0.95

AG 60 | 2.020 p<0.05
Nat. | 60.26 | 7.63 | 21 | 1.66 .
Tdl. | 56s46 | 8469 43| 1.33 | | .- -

WIB _ 64 | 1.332 N.S.
Nat. | 59.22 | 6.12 | 23 | 1.28
Tal. | 59.56 | 8.23 | 45 | 1.23

WIG 66 | 1.267 N.S.
Nat, 62052 909’-!- 23 2007 )
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APPENDIX 58: ,

Difference between the mean self-concept scores of boys aﬁd»girls of

European, Asian and West Indian origins in classes taught by teachers

holding idealistic attitudes towards education:

d.f.

e.grpf X  S.D. N. S.E.| E.B. | E.G. | A.B. | A.G. | WIB. | WIG.
B.B. [61.90 7.15 45 1.07| 87 8L 84 86 | 88
A.G. | 62,40 6.06 44 0.91]0.347 83 83 85 87
A.B, |58.98 6.38 41 1.00|1.971 | 2.505@ | 8 | 8 | 84
A.G. 156,59 6,10 1. 0.95| 3.6L3F| 43474 | 1.708 &2 8l
WIB. |56.46 8.69 43 1.33 | 3.174*| 3.6574 |1.486 | 0.076 | | 86
VIG. |59.56 8.23 45 1.23|1.403 | 1.805 |0.356 | 1.839 | 1.66L

t-values

Significance: p<0,001 =+4; p<0.01 = *; p<0,02 = @.

APPENDIX 59:

Difference between the mean self-concept scores of boys and girls of

European, Asian and West Indian origins in classes taught by teachers

holding naturalistic attitudes towards education:

d.f

f:ﬁ;p:_h;gm '8.D. N. S.E.| E.B. E.G. A.B. A.G. WIB. | VIG.
E.B. [63.48 6.70 25 1.3k 48 43 Wy | b6 46
E.G. |61.64 6,17 25 1.23]0.985 43 W 46 46
A.B. |61.7% 6.00 20 1.34[0.199 [o0.053 | 39 X A
A.C. | 60.26 7.65 21 1.66|1.488 | 0.665 | 0.673 w2 | a2
WIB. |59.22 6.12 23 1.28 | 2.2424(1.336 | 1.329 | 0.489 NN
WIG. | 62.52 9.9 23 2.07]0.385 [0.362 | 0.297 | 0.821 | 1.326

t-values

Significance: p<0.05 = 4.
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APPENDIX 61: - - ;o

1

Difference in the mean self-concept scores of girls of Asien origin in

classes taught by teachers holding different types of attitudes towards

education:
3.8

2:;:‘ X S.0. N. S.E.| Ten. | Tgh.| Con.| Rad.| 1a. | Nat.
Ten. | 61.00 6.28 17 1.52 60 0| 62| 56 | 36
Teh. | 56.64 6.72 45 1.00| 2.285/ 58 9 | & | e
Con. | 56.92 5.67. 15 1.46]| 1.861f| 0.142 60 54 b1 |
‘Rad, | 58.13 7.20 47 1.05| 1.435 | 1.014 | 0.585 86 66
Td. |56.59 6.10 41 0.95| 2.4420| 0.033 [ 0.177 1.059 60
Nat, | 60.26 7.63 21 1.66] 0.313 | 1.923f| 1.397| 1.092 | 2.020¢

' t-values

Significance: p<0.02 = @; p<0.05 = #; p<0.10 = {§.

- APPENDIX 62:

Difference in the mean self-concept scores of boys of West Indian origin

in classes taught by teachers holding different types of attitudes towerds

gducation:
d.f.

A%t.) 3 s.D. N. S.E.| Ten. | Tgh. | Con.| Red.| 1d. | Nat.
Brp. T

Ten. | 60.77 7.32 19 1.68 6y 33 67 | 60 | 40
Tgh. | 56,07 7.86 47 1.15| 2,204/ 61| 95 | 88 | 68
Con. | 55.96 9.24. 16 2.31[1.668 | 0.048 6l 57- | 37
Rad. [ 57.90 7.50 50 1.06 |1.410 | 1.155 | 0.835 91 | n
Id. |56.46 8.69 43 1.33|1.852] | 0.221 | 0.193] 0.830 1 e
Nat. |59.22 €.12 23 1.28 | 0.728 1.662F| 1.292| 0.732 |1.332

t-values

Significance: p<0.05 = #£; p<0.10 = § >
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APPENDIX 6L: | - /
_ A -

S

Difference in the mean self;concept scores of all childrenAin classes

taught by highly tolerant teachers (HTT) and of all children in classes

taught by highly intolerant teachers (HIT):

Tol.grp. X S.D. N. | S.E. ar 't-value | significance
HTT 62.16 | 6.59 | 68 | 0.800
' - - 135 2.678 p<0.01
5 HIT 58.73 | 8.17 | 69 | 0.983




BIBLIOGRAPHY




Adorno, T.W.,

Frenkel-Brunswick, E.,
Levinson, D.J. &

Sanford, R.N.,

Allport, G.W.,

Anmidon, E.J. &
Hough, J.B.,

Anderson, H.H,,

Anderson, I1.G.,
Argyle, M.,

. Bagley, C. &
Coard, B,,

Bagley, C.,
Mallick, K. &
Verma, G., '

_ Bales, R.F.,

Banton, Michael,
Banton, Michael,

Berliner,'Wendy,

Bettelheim, Bruno,

(Figures in brackets indicate page(s) on

334

BIBLIOGRAPHY . J

~

which the work is cited).

The Authorifarian Personality.
Harper and Row, 1950. (40; 43)

The Nature of Prejudice,
Addison-Wesley, 1966.  (43; 1Ck4)

Interaction Analysis: Theory, Research and
Application.
Addison-Wesley, 1967. (33)

The Measurement of Domination and of Socially
Integrative Behaviour in Teachers' Contacts
with children,

Child Development, 10, 1939. {(32)

.
’

Councils, Committees and Boards, Lo
CBD Research Ltd., Edition &4, 1980, (11)

Social Interaction.
Methuen, 1969. (23; 24)

Cultural Knowledge & Rejection of Ethnic
Identity in West Indian Children in London.

Race and Rducation Across Cultures (Verma, G.
& Bagley, C. kds.), Heinemann, 1975. (21)

Pupil Self-esteem: A study of Black and White
Teenagers.

Race, Education and Identity.

~ (Verma G. and Bagley, C. Eds.)
Macmillan, 1979. (22; 36)

Interaction Process Analysis: A Method for
the Study of Small Groups,
Addison-Wesley, 1950. (33)

- The Idea of Race.-

Tavistock Publications, 1977. (28; 42) .

Race Relations,

Tavistock Publications, 1967,  (40)

The Guardian,
29th June, 1981. (17)

The Decision to Fail,

Conflict in the Classroom, (Eds: Long, N;
Morse, W; Newman, R.)
Wadsworth Publishing Co., 1965. (37)




Bhatnagar, Joti K.,

Bhatnagar, Joti K.,
Blake, Judith,

Bledsoe, J.C.,

Bledsoe, J., -

Brehm, J.W. &
Cohen, A.R.,

Brittan, Elaine,
Browvnfain, John J.,
Burns, Robert B.,

Clark’ K.BQ &
Clark, M.P.,

Clarke, Edith,

Coard, Bernard,

Cooley, C.H.,
Coopersmith, S.,

Davey, A.,

335

A study of ad justment of 1mm1pranf chlldren in

a London School,
Unpub. rh.D. thesis; Univ, of London,-1969. (21)

Immigrants at School.
Cornmarket Press, 1970. (26)

Family Structure in Jamaica. )
Free Press of Glencoe, 1961.  (26)

Self-concept of chlldren and their
intelligence, achlevement interests, and
anxiety.,

Childhood Education, 43, 1967. (75)

Self-concepts of children and their -
intelligence, achievement, interests and
anxiety.

Jnl, of Individual Psychology, 20, 1964,

(743 75; 261)

Explorations in Coenitive Dissonance.
Wiley, 1962, (28)

Multlra01al Educatlon (Pa*t 2; Pupils &
‘Teachers).
Educational Research, 18 3, June 1976. (3%)

Stability of the Self-concept as a Dimension
of Personality.
Jnl., Ab. & Soc. Psychol., 47, July 1952. (25)

Attitudes to Self and to Three Categories of
Others in a Student Group.
Educational Studies, Vol.l, No.3, Oct. 1975. (67)

Racial Identification & preferences in Negro
Children., :

Readings in Social Psychology, (Eds; Newcomb,
“T.li. & Hartley, B.L.) uoit, 1947. (3¢)

My Mother who Fathered me.

Allen and Unwin, 1957. (26)

How the WVest Indian Child is made Educationally
Sub-normal in the Bri<ish School Systen. )
New Beacon Books Ltd., 1971. (34; 41; 103)

Human Nature and the Social Order.
Scribners, 1902. (23)

The Antecedents of Self-esteem.
W. H. Freeman and Co. 1967. (76; 77; 263)

Racial Awareness in Children and Teacher
Education,

Education for Teaching, No.97, 1975. - (28; 45)




Davidson, Helen &
Leng, Gerhard,

Deakin, Nicholas,

Dennett, Margaret,

Derrick, June,

Doe, Bob,

Dummett, Ann,

Edwards, V.K.,

Emhett, Robert G.

Erikson, E.H.,
Eysenck, H.J.,
Bysenck, H.Jd.,

Flanders, Ned,

Flanders, N.A.,

Gage, N.L. &
Runkel, P.J. &
Chatterjee, B.B.,

Geddes, Diana,

Children's perceptions of their Teachers'
Feelings Toward Them Related to. Self

356

Perception, School Achicvement and Behaviour.

Jnl, Exper. Educ., 29; 1960. (33)

Race, the Politicians, and Public Opinion.

Explorations in Sociology - Race & Racial

ism,

(Zubaida, Sami, ed.)
Tavistock Publications, 1970.  (44)

We're all the same....but a new Culture Grows,

anti-home, non-white.
The Teacher, 12th July, 1974. (36)

Teaching English to Inmmigrants,
Longmans, 1966, (9)

West Indian testing runs into storm.

The Times Educational Suvplement, 16th January,.

1981, No. 3369. (11)

A Portrait of English Racism,
Penguin Books, 1973.  (i4)

Effects of aialect on the comprehension of West

Indian children,

Educational Research, 18. 2. February, 1976. (48)

A psychological study of the self-concept

amongst a grouv of puvils in a secondary

modern school.,

Unpub, M.A, thesis, Univ, of London, 1959. (36)

Child hood and Society.
Penguin Books, 1965, (28) .

General social attitudes.
Jnl. soc. Psychol. 19, 1944, (49)

The Structure of Human'Personélitz.
Nethuen, 1970, (71)

Teacher Influence, Pupil Attitudes and
Achievemrent,
U.S. Government Printing Office, 1965,

Analyzineg Teaching Behavior.

Addison-vesley Publishing Co. Inc. 1970.
(63; 105; 122; 123; 142; 145; 190; 193;
202; 210)

Equilibrium Theory and Behaviour Change:

(32)

194;

an

experiment in feedback from pupils to teachers,

Bureau of Educational Research, 1960, (

Chairman's dismissal brings resignations.
The Times, No. 60,933, 21st May, 1981.

38)

(12)



Geddes, Diana,

Glass, R, &
Pollins, H,,

Goldman, Ronald,

Goldman, R.J. &
Taylor, F.,

Goodman, M.E.,

Green, P.A.,

Hamachek, Don E.,

331

Racism blamed for West Indian puplls' fallurese

The Times, No. 60934, 22rd May, 1981. (103)

The Newcomers: The West Indian in London,
Centre for Urban Studies and Allen Unvin, 1960,

(20)

Education and Immigrants.

Psychology and Race (Ed., Watson, Peter), Penguin .
Books, 1973. (37; 47) :

Coloured immigrant children: a survey of research
studies and literature on thelr education and
problems in Britain.

Educational Research, Vol.8; No.3; June 1966.  (9)

-

Race Awareness in Young Children,
Collier-Macmillan, 196/, (30)

Attitudes of Teachers of West Indian Immigrant
Children,

Unpub. M.Phil, thesis, Univ. of Nottlngham. 1972,
(10; 25 42; 59)

Encounters w1th the Self,
Holt, Rinehart & Winston, 1971.  (24)

Harding, J., Kutner, B., Prejudice and Ethnic Relations.

Proshansky, H, &

Chein, I.,

Henriques, F.,

Hill, Clifford,

Hill, D.,

Hood, Catriona,
Oppe, T.E.,
Pless, I.B. &
Apte, Evelyn,

Houghton, V.P,,

Jalloda’ G’e 9
Thomson, S.S5. &
Bhatt, S.

James, W.,

Handbook of Social Psychology. (Lindzey, G. ed.)

Addison-Wesley, 1954.  (43)

Contemporéry Racial Problens,
Racial Veriation in Man. (Ed. Ebling, F.J.) .
The Institute of Biology, 1975. (31)

How Colour Prejudiced is Britain?
Gollancz, 1965, (20)

»

-The attitudes of West Indian and Engllsh

~ Adolescents in Britain.,
Race 11, 1970. (21)

Children of VWest Indian Immigrants: é study of
one-year-olds in Paddington.
Institute of Race Relations, 1970. (20)

Intelligence Testing of West Indien and English
Children,
Race, Vol.8; No.2; 1966: (20)

Ethnic identity and preferences among Asian
immigrant children in Glasgow: a replicated
study. _

Euro. Jnl, Soc. Psychol., 1972. (31)

Principles in Psychology.
Holt, 1690. (23)




Jeffcoate, Robert,
Jersild, Arthur T.,

Jones, P.,

Kagan, J.,
Kawwa, Taysir,

~ Kerlinger, F.W.,
Kohl, Herbert,
Laing, R.D.,
Laing, R.D.,

_ Lanterna?i, V.,
>VLecky, Prescott,
Lede?ﬁan, Se,

Lee, R.E. III,
Lewis, T.,

Little, A.N.,

Lunn, J.,

338

Curing a Social Disease. ¥
The Times Educational Sunplement,’ Sth Dec. 1975
(26; 4k) |

In Search of Self.
Teachers College Press, Columbia University, 1952,
(24) ‘

An Evaluation of the Effect of Sport on the
Integration of West Indian School Children.
Unpub. Ph.D, thesis. University of Surrey 1977.
The Education of the Black Child in Britain.

Stone, Maureen, Fontana, 1981, (22) i

On the need for relétivism{' _
The Ecology of Human Intelligence, =
Hudson, Liam, Penguin Books, 1967.  (34)

A survey of Ethnic Attitudesfof Some British
Secondary School Pupils.
Brit. Jnl. soc. clin, Psychol, 7, 1968, (41)

Foundations of Behavioural Research,
Holt, 1966, (24)

36 Children,
Penguin Books Ltd., 1973. (14; 35) .

Self and Others,
Penguin Books, 1975.  (l4; 134)

The Divided Self. :
Penguin Books, 1965.  (30)

Ethnocentrism and Idecology.

Ethnic and Racial Studies, 3, 1, Jan. 1980. (42)

Self-consistency: A Theorv of' Personality.
Island Press, 1945, (117)

The Social Acceptance of Immigrants..

Race Todaz 1, 2, 1969. (36)

The development and standardization of a
balanced F-scale,
Jnl, Gen. Psychol. 81, 1969, (67)

The Self-concepts of adolescent educationally

subnormal boys.
Educational Research, 15, 1. Nov. 1972, (23)

Educational Policies for Hulti-racial Areas.
Goldsmith's College Lnaugural Lecture, 1978, (26)

Streaming in the Primarv School,
NFER Publishing Co. 1970. (29; 36)




McIntyre, D, &
Morrlson,‘A,,_
Maslow, A.H.,

Mead, G.H.,

Mead, G.H.,‘

Milner, D.,
Milner, D.,
Mistry, Z.D.,
Morrison, A, &
McIntyre, Do,
Nash; Roy,

Oliver, R.A.C.,

Oliver, R.A.C. &

Butcher, H.J.,

Palfrey, C.F.,

Parker, Bob,

Perkins, H.V.,
Peters, R.S.,

Piaget, Jean,

339

The educational opinions of teachers in training,
Brit., Jnl. soc. & clin. Psychol. 6. 1967.  (49)

Motivation and Personality.
Harper and Row, 1954, (27)

Mind, Self énd Society.
University of Chicago Press, 1934. (23)

"Self', George Herbert llead on Social
Psychologys ed. Strauss, A,
University of Chicago Press, 1964, (33)

Prejudice and the immigrant child,
New Society, 18. 469, 1971, (31)

Children and Race. ‘
Penguin Books, 1975. (21)

A study of the self-picture as held by groups of
adolescent girls, prior to, and after school

leaving age. ;
Unpub, MN.A, thesis, Univ. of London, 1960, (28) .

Teachers aﬁd teaching,
Penguin Books, 1969, (47)

Classrooms Observed,
Routledge and Kegan Paul, 1973. (27; 32; 48)

Attitudes to Education,
Brit. Jnl. Educ. Studies. 2. l° Nov, 1953.
(#8 L9; 50)

Teachers' attitudes to education - the structure
of educational attitudes,

Brit. Jnl. soc. & clin. Psychol. 1, 1 Feb, 1962,
(49; 51; 71)

Headteachers' Expectations and their Pupils!
Self-concepts.
Educational Research, Vol.15, No.2, Feb, 1973,

(29)

Will it happen here?
Times Educational Suvplement, 3145, 12th Sept.
1975.  (bk; 46)

Classroom behavior & under-~achievement.
Amer. educ., Res, Jnl. 2, 1965.  (144)

Ethies and Education,
Allen and Unwin, 1966, (51)

- The Origin of Intelligence in the Child.

Penguin Books, 1977. (27)



Proshansky, Harold &

Newton, Peggy,

Purkey, W.V.,

Ramptbn, Anthony,
~ (Chairman),

Richardson, S.A. &

Green, A.,

Rokeach, Milton,

Rose,; E.B.J. &
Associates,

Rogers, Carl,
Rubovits, Pamela &
Maehr, lMartin L.,
Searle, Chris.,

- Sewiard, G.,

Shrauger, J.S. &

Schoeneman, T.J.,

Spencer, Diane,
Staines, J.W.,
Stevens, Richard,

Stone, K.,

540

The Nature and Meaning of Negro Self-Identity,
Social Class, Race, and Psychological
Develovment, -

Ed. Deutsch, M., Iriwn K., Jensen, A., Holt,
Rinchart and Winston, Inc. 1968, (35)

Inviting School Success: a self-conceot Approach
to Teaching and Learning,

Wadsworth Publishing Co. Inc., 1978. (15)

West Indian children in our schools. Interim
Report of the Committee of Inquiry into the
Education of Children from Ethnic kinority
Groups. ' '

H.3.S.0. Cmnd, 8273, 17th June, 1981.

(7; 12; 17; 42; 47; 103)

When is Black Beautiful? Coloured & White
- Children's Reactions to Skin Colour,.

- Brit. Jnl. Educ. Psychol. 41, Feb. 1971. (41)

The Nature of Attitudes.

International Encyclopedia of the Social Sciences.

Macmillan and Free Press, 1968.  (102; 105)

Colour & Citizenship: A report on British .
Race Relations, '

Oxford Univ, Press for Institute of Race:
Relations. 1969,  (43)

On Becoming a Person.
Houghton Mifflin, 1961, (25; 28)

Pygmalion Black and White,
Jnl, of Pers, & Soc, Psychol. 25, 2, 1973. (34)

The Forsaken Lover: White words & Black People
Penguin Books, 1973. (36) :

Psychotherapy and Culture-Conflicte

Ronald Press, 1956. (30)

Symbolic Interactionist View of Self-concept:
Through the Looking Glass Darkly.
Psychological Bull. 86, 3, 1979. (24)

The Times Educational Supovlement.
No.3392, 26th June, 1981. (17)

The Self-picture as a Factor in the Classroom,
Brit. Jnl. Educ. Psychol. .28, 1958. (29; 34)

Integration and the Concent of Self,
The Open University, 1976.  (24)

The Education of the Black Child in Britain,

Fontana, 1961, (21; 25) .



Strauss, Anselﬁ,

Sundaravadivelu, N.D.,

‘Tedeschi, J.T. &

Lindskold, S.,

ﬁimﬁ,Bm%ma,

Townsend, H.E.R.,

Vernon, P.E.,

Viaetjen, Walter,

Warr, Peter, B.,
Faust, Judith &

Harrison, Godfrey J., .

Washburn, W.C.,

Webster Jnr., Murray &

Sobieszek, Barbara,
Wedge, P. &
Prosser, H.,

Westbury, Ian &
Bellack, Arno A,,

Wight, J. &
Norris, R.A,,

Mirrors and Masks: The Search for: Identity.
¥artin Robertson & Co. Ltd. 1977... (37)

Some suggestions for educational programmes at
local & national levels to combat racial &
other group prejudices,

UNESCO - Meeting of experts of Educational
Methods Designed to Combat Racial Prejudice.

UNESCO, 1968.  (45)

Social psychology, interdependence, interaction
and influence.
John Wiley, 1976.

(275 39) ..‘

The Environment & Inteliectual Functions.,
Racial Variation in Man (ed. Ebling, F.J.),
The Institute of Biology, 1975. (35)

School organisation & the need for research &
development., Report on paper given to
conference on Trainingz Teachers for a
Multi-cultural Society.

Community Relatlons Commission, Sept. 1972.

(13)

Intelllgence & cultural environment.

Methuen,1969. (9)

(Self-concept as a Learner Scale, University
of Maryland 1963). ‘

Quoted in 'Social Relationships' (E281). -

The Open University Press, 1972. (78; 265)

A British Ethnocentrism Scale,
Brit. Jnl. soc. clin. Psychol. 6. 1967.
(40; 67; 104)

Patterns of protective attitudes in relation
to differences in self-evaluation and
anxiety level amongst hignh-schcol students,

Calif, Jnl. Educ. Res., 13, 2. 1962, ~(26)

Sources Of Self-evaluation: A formal theory of
significant others & social influence,
John Wiley & Sons, 1974. (24; 35)

Born to Fail?
Arrow Books, 1973.

(27)

Research into Classroom Processes:
developments & next stens.
Teachers College Press, Columbia Unlver31ty, 1971,

(33; 38; 144)

Teaching of English to Yest Indian Children,
Schools Council Project; Report 2;
(20)

recent

University of Birmingham, April, 1969.



Wight, James, . Concept 7-9. / \

Worsley, F.J. & Arnold for Schools Council, 1972, .. (9)
Norris, R.a., : _ : B

Withall, J., The Development of a2 Technique for the
~ Measurement of Social-Emotional Climate:
in Classrooms,’ -
Jnl. of Experimental Education, 17, 1949. (32)

Wragg, E.C., Interaction Analysis as a Feedback System
for Student Teachevs,
Education for Teaching, 81 Sprlng 1970.

(32; 38) ;

Wylie, Ruth, The Self-Concept. o
University of Nebraska Press, 1961. (33)

Yamamoto, Kaoru, The Child and His Image.
Houghton Mifflin, 1972. (25; 29; 47)

Zahran, H.A.S., The Self-concept in the psychologlcal
guidance of adolescents.

Brit. Jnl. Educ. Psychol. 37, 2, June 1967. .(29) -

Cause for Concern: West Indian Pupils in
Redbridge.

Black Peoples Progressive Association and
Redbridge Community Relatlons Council, 1978.

(12)

Council -clash over child intelligence.
The Times, No. 57,535, 15th april, 1969. (13)

Evidence from the Community Relations Commission
Commission to the Select Committee on Race
Relations and Immigration. 1976, (10)

Mlxed—up children.,
The Times, No. 57,540, 21lst qprwl 1969. (13)

The New Black Presence in Brltaln - A
Christian Scrutiny, '
The British Council of Churches, April, 1976.

(30)

Plea to M.P's in school race dispute.
The Times, 21st April, 1969. (13)

Select Committee on Race Relations and
Immigration: Session 1976-7. H.C, 180-1,
H.M.S.0. Vol.1l, 1977. (11)

Select Committes on Race Relations and
Imnigration.

The West Indian Community.

Session 1976-7, Vol.3, HC.180-iii, H.M.S.0, 17th

February, 1977. (45) .




Social Relationships (E281). / o
The Open University Press, 1972. - (71; 263)

Statistics of Education: (Schools). '
H.M.S.0. Vol. 1., Section 36, 1972, (241)

The West Indian Community. Observations on
the Report of the Select Committee on Race
Relations and Immigration, Cmnd, 7186,

April 1978, = (11)




