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The original purpose of this study was the development of an

IP* instrument to measure the cultural awareness of teachers. It was

expected that scores on this instrument would be significantly corre-

lated and positively related to affective teaching behavior. However,

the logic of this position failed to be supported by the research find-

ings. Hence, the problem under investigation shifts from demon-

strating an expected relationship to one of logically critiquing or

examining both the conventional wisdom about, and quantitative

measurement of cultural attitudes and affective teaching behavior.

The instrument developed was a special Likert type attitude

inventory. A pretest was first designed with 160 questions. These

questions were formulated by the author and other competent people

in the field of minority education in Oregon. The questions were

sorted into six broad sub-categories related to the research problem.



Following the pretest an internal consistency method of item

analysis was employed to select the 58 items that were used in the

final instrument. The instrument developed was called the "Differen-

tial Cultural Awareness" and referred to hereafter as the DCA.

The DCA was administered to a sample group of 30 elementary

school teachers in the State of Oregon. Thirty minute time samples

of the teaching behavior of each teacher subject were filmed using a

video tape recorder. These films were rated by a panel of three

competent, trained judges using the "Affective Rating Scale."

The initial guiding hypothesis for the study, stated in null terms

was as follows: There will be no significant correlation between

teachers' scores on the DCA and their behavioral rating on the

"Affective Rating Scale." It was the expectation of the research,

however, that a statistically significant correlation between the two

variables would in fact be demonstrated and thus the null hypothesis

would be rejected.

The data that resulted from the testing of the teachers with

the DCA and the judges' ratings of their affective teaching behavior

from the films was analyzed. Spearman rank-order correlations

were made for the DCA and the three sub-scales of the "Affective

Rating Scale." Spearman rank-order correlations were also made

for each of the sub-categories of the DCA and the "Affective Rating

Scale" sub-scales. Various measurements using a t-test formula



were made to study the DCA scores of beginning and experienced

teachers. Inter-rater reliability was established using an analysis

of variance formula to study the judges' ratings on the "Affective

Rating Scale." A split half reliability analysis of the DCA was per-

formed to establish its internal consistency.

The analysis of the data revealed the following:

1. There was no significant correlation between the composite

DCA scores of teachers and their scores on the "Affective Rating

Scale."

2. There was no significant correlation between the sub-category

scores of the DCA and the scores for the sub-scales of the "Affective

Rating Scale. "

3. There was a significant difference between the DCA scores of

beginning teachers and more experienced teachers. Beginning teach-

ers scored higher on the DCA.

4. There was a significant difference in the "Affective Rating Scale"

sub-scale scores for "use of expression" between beginning and more

experienced teachers. However, there was no significant difference

on the other two sub-scales of the "Affective Rating Scale" between

these two groups of teachers.

5. There was no significant difference between the DCA scores

of younger and older teachers.
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DIFFERENTIAL CULTURAL AWARENESS: DEVELOPING AN
INSTRUMENT FOR TESTING THE CULTURAL

AWARENESS OF TEACHERS

I. INTRODUCTION

One of the problems facing the American school system today

comes in the form of a demand that the educational needs of the

various cultural minorities be met more effectively. The essence

of this demand is discussed in a recent article by Herman Hudson

(1972), Vice Chancellor for Afro-American Affairs at Indiana

University:

Black people today are uncompromisingly insisting on
their right to participate in those decision-making
processes that vitally affect their lives - all the way
from national housing and education policies, to the
control of local police, to semantics of self-designa-
tion (p. 297).

In the past decade, American Minority groups have strengthened

the force of these demands considerably. They insist that the cultural

heritage they represent be incorporated into the regular public school

curriculum. As a result of this pressure, teachers are being asked

to understand, and become aware of the culturally different children

they serve (Jaramillo, 1973; Spindler, 1974).

All children bring to school the outlook of the culture to which

they belong. If they are from a minority, they are usually confronted

with a different cultural value system and mode of operation at the

school. The language encountered there may be unfamiliar, their
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dress may be different, and the procedures of the school may be in

conflict with their training at home. Must the child from a culturally

different background conform to the culture found in the classroom,

or is it the teacher and the school which ought to make room for

greater cultural diversity and learning?

What directions have been taken in changing the schools in the

wake of growing dissatisfaction in American society? Roger Baty

(1972) makes the following observation:

Many efforts during the late 1960's have been focused on
improving the educational opportunities of 'disadvantaged'
children. The assumption has been that the source of the
difficulty lies in the cognitive deficit which disadvantaged
children bring with them to the classroom. This deficit
makes cumulative retardation and the ensuing gap between
advantaged and disadvantaged inevitable. Much less atten-
tion has been given to the need for reeducation of adults
in the educational system, especially teachers and admin-
istrators. Yet, without changes in attitude and behavior
of those who are responsible for the education of the young
it is difficult to see how any lasting changes can be brought
about (p. 6).

How can educators meet the challenges of a culturally mixed

school without forcing children into a particular cultural mold? Can

the American public schools devise a means to meet the needs of a

culturally pluralistic society?

Challenged by the needs of its minority population, the State of

Oregon has established ". . Rules for Certification of Teachers,

Specialists and Administrators" (effective January 1, 1975) which

require that candidates for both the elementary and secondary
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certificates demonstrate teaching competency through experiences

in "social and cultural foundation, including an understanding and

appreciation of the role of minority groups in American society"

(p. 25). In addition, the Oregon State Department of Education de-

signed and instituted "The Inservice Cultural Awareness Training

Program. "

The aim of cultural awareness training was to develop in the

teacher an awareness of how his or her own culture has led to certain

attitudes about minorities and influences his or her performance as

a teacher, and how the culture of students determines their attitudes

and behavior. This training called for the development of an evalua-

tive process.

Was the training program helping teachers to become more cul-

turally aware? It was hoped that this research would provide data

to confirm the value of such training. The original plan was to extend

and expand the research of Baty, Swick, Spindler, and others through

the development of an evaluative instrument for examining the cultural

awareness level of teachers. It seemed likely that cultural awareness

would correlate with affective teaching behavior.

However, as the investigation progressed, it became apparent

that the whole construct of "cultural awareness" was much more

complicated than first perceived. Furthermore, given the accepted

framework of the research design, the measurement of attitudes
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presented unique problems. The numerous and complex variables

of teacher cultural awareness did not permit either adequate controls

or effective reduction to a paper and pencil instrument. Such prob-

lems began to alter the direction of the research. Indeed, the out-

come of this study raises serious questions about the validity of the

root construct itself--cultural awareness.

Theoretical Context

"Culture" has many definitions as shown by Kroeber and

Kluckhohn (1952). However, E. B. Tylor (1871) provides a classical

definition of culture as:

. . . that complex whole which includes knowledge, belief,
art, morals, law, custom and any other capabilities
acquired by man as a member of society.

An underlying consistency in the various definitions given "culture"

is that it is transmitted, that it is learned, and that it is shared

(Talcott Parsons, 1952).

The public school is one of the most important points of contact

between the larger society and its sub-groups. Baty (1971) discusses

the influences of the school:

In the school, the values, beliefs, history and skills of
the larger society are "offered" the young people of the
subgroup or minority group by the teachers acting as the
agents of the "encompassing society" (p. 9).
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The public school teacher becomes a major cultural transmitter and

enculturation agent (Landes, 1965; Spindler, 1963).

When studying the relationship of education to culture, Stenhouse

(1971) suggests that ". . . we ought to scrutinize not only the nature

of culture, but also the process by which it is transmitted." In the

U. S. this becomes quite complex since we are confronted with numer-

ous cultural features. Cross-cutting the cultural differences that

exist in this society are broad common socio-economic class group-

ings (lower class, middle class, etc. ). It is impossible to dis-

entangle the influences which mold and shape an individual within

American society. Nonetheless, Americans have created ". . . spe-

cially organized groups whose task it is to transmit culture method-

ically and self-consciously." (Stenhouse, 1967:5). However, such

transmission does not take place in a vacuum. There is continuous

rearrangement of the societal and cultural priorities which must be

incorporated into the enculturation of new members of the society.

Teachers are confronted with a variety of "different" cultural

traditions in the society and often within the classroom. An under-

standing of the term "different" as applied to cultures is offered by

Harry Rivlen (Stend et al. , 1973: vii), "Different means different;

it does not mean better or worse than. " Nor does it mean that all

"cultural differences" can be equated on the same scale of values.

There is a growing awareness in the public schools concerning
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the need to offer information about the cultures of minority groups

to all students. What this entails is outlined by Von Maltitz (1975)

in a two-fold proposal:

. . . to instil in children from those minority groups, who
have often been subject to prejudice, a pride in their own
language and culture and to promote among persons from
other segments of the population an understanding and a
respect for Americans who may be different from them-
selves (p. 1).

"Cultural awareness" conveys the idea that not only is one aware

of the processes of cultural transmission but it also implies, as

Charles Cormack (1975) states, ". . . that I not merely recognize

the Other but that I am responsible for the Other. " This responsi-

bility and caring leads to enhancing the freedom of the minority or

culturally different person.

Literally the term "cultural awareness" implies neither a

positive nor a negative response, but simply comprehension or

apperceptive knowledge. However, as the term is currently being

applied by the U. S. Office of Education through the funding of "Cul-

tural Awareness Training Centers" for teachers, it has taken on a

more specific meaning and direction. This direction is toward

positive action to enhance the freedom and range of choice for the

culturally different. Following this vein, Cormack (1975) states:

. . . there can then be degrees of cultural awareness
which, in a positive sense, open up the possibilities
for mutuality of action that is adaptive, i. e. , where



7

possibilities for change exist, which result in the organ-
ization (or integration) of cultural difference to universally
beneficial ends.

Thus far very little research has been devoted to the evaluation

of cultural awareness training. Addressing the problem, Swick

(1972) urges ". . . that longitudinal efforts to improve the racial atti-

tudes of teachers is needed if deeply held belief systems are to be

changed" (p. 6). In addition, Baty (1972) observes:

There are few studies of attempts to increase the supply
of effective teachers by reeducation of those teachers
already on the job and improving their attitudes toward
minority and/or poor people. There is a need for such
studies, which would yield comparative data on changes
in teacher attitudes with and without supplemental training
programs.

Further emphasis on the need for evaluative investigations

comes from Paul Devore (1971) in his study "Variables Affecting

Inservice Teacher Education. " Referring to the reeducation of

teachers, Devore concludes, "There is vast literature on 'how to

do it' but little research and evaluation to note whether 'it did

do it'.... "

This study, then, was predicated on the belief that it is useless

to train teachers in cultural awareness unless this training can be

shown effective in developing a more responsive, sensitive teacher.

It was believed that research was essential in order to, one, deter-

mine if teacher cultural awareness is a measurable attitude and,

two, whether or not this attitude affects teaching behavior.
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Statement of the Problem

The original focus of this study was the development of an

instrument to measure cultural awareness of teachers. "Differential

Cultural Awareness," abbreviated as DCA hereafter, is the title

chosen for the measurement instrument developed through this re-

search. Furthermore, it was expected that scores on this instru-

ment would be significantly and positively related to affective teachiig

behavior in the classroom. However, it will be shown later in the

study that the logic of this position has serious flaws. Hence, in

the closing chapter the "problem" under investigation shifts from

demonstrating an expected relationship to one of logically critiquing

or examining both the conventional wisdom about and quantitative

measurement of cultural attitudes and teacher affective behavior,

Research Hypothesis

The initial guiding hypothesis for the study, stated in null terms

was as follows: There will be no significant correlation between

teachers' scores on the DCA and their behavioral rating on the

"Affective Rating Scale. " It was the expectation of the research,

however, that a statistically significant correlation between the two

variables would in fact be demonstrated and thus the null hypothesis

would be rejected.
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II. REVIEW OF THE RELATED LITERATURE

The attitudes of individuals and groups have become a source

of interest and concern to government agencies, educators, social

scientists and many others. As a result of this interest, there has

developed a wide range of literature, research data and materials

covering attitude development, attitude change and attitude measure-

ment, This chapter is devoted to examining the literature in the above

mentioned areas, especially as it relates to racial attitudes and cul-

tural awareness among teachers and students. Particular attention

is given to procedural techniques in test development.

Attitude Development and Change

The way we view other people, their ways, beliefs, values,

etc. , is dependent upon our own culturally generated attitudes.

Sherif (1967) describes attitudes, as that which a person learns as

a member of a family, a group, and a society which allows him or

her to interact rather consistently and survive within the world. A

person's attitudes stem from choices or decisions which he or she

has made consciously and unconsciously beginning with birth and

continuing throughout life.

A widely used and accepted definition of attitude was proposed

by Gordon Allport (1935):
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An attitude is a mental and neural state of readiness,
organized through experience, exerting a directive or
dynamic influence upon the individual's response to all
objects and situations with which it is related.

The variety of interpretations of the meaning of attitude have

substantial areas of agreement. Summers (1970) outlines the follow-

ing areas in which there is general consensus.

First, an attitude is a predisposition to respond. It is charac-

terized by a readiness to behave. Allport's (1935) definition of

attitude calls it a "mental and neural state of readiness. If Oppenheim

(1966:105) calls this readiness, "a tendency to act or react in a cer-

tain manner when confronted with certain stimuli."

Second, "attitude is persistent over time" (Summers, 1971).

It is not immutable but attitudes are resistant to change, especially

strong attitudes. This persistence of attitudes results in some con-

sistency of behavior.

Consistency of behavior is the third characteristic of attitudes

in which there is fairly common agreement. In discussing consis-

tency related to attitudes Muzafer Sherif (1967) suggests it is the

process of learning that establishes attitudes which are both consis-

tent and characteristic, instead of transitory and haphazard.

This leads to the fourth factor which is common to the many

interpretations of attitudes, their directional quality. This direc-

tional quality of attitudes is expressed by Sherif (1967):
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We are talking about the fact that he is no longer neutral in
sizing up the world around him... That his behavior toward
other persons, groups, institutions and nations takes on a
consistent and characteristic pattern as he becomes social-
ized. (p. 2).

Attitudes function to help people understand the world (Triandis, 1971).

This process involves organizing and simplifying the environmental

input into a consistent framework.

It is well known that children begin early to absorb the culture

and attitudes to which they are exposed. Parents, teachers and peers

are primary models in the enculturation process (Goodman, 1970;

Coles, 1964; Sherif, 1967).

Because so much emphasis is placed upon the first six years

of life, parents are given credit and blame for the broad social atti-

tudes of their children (Sherif, 1967). However it must be remem-

bered that children are selective in what attitudes and behaviors they

choose from among the social-cultural forces impinging on them.

As time passes and their world expands, children find others from

whom they learn and assimilate attitudes. A child is subject to the

values and attitudes of the teacher, the school, and the dominant

community, as well as his or her own family and culture. These

make their imprint upon the child's self concept and influence his or

her response to others and the society.

The 180 days a year that children spend the majority of their

waking hours at school with teachers and peers serve to shape their
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attitudes considerably. Spindler (1963) speaks of the teacher as a

"cultural transmitter," and education as a process of "cultural trans-

mission. " He states:

. . . It becomes clear that even the most fair-minded
teachers are highly selective of the values they communi-
cate to students and are equally selective with respect
to what values they screen out from what students might
potentially communicate to them. It also seems clear on
the basis of such approaches that teachers, in fact whole
educational programs, frequently communicate assump-
tions and outlooks about human relations that are not in
agreement with their declared goals (p. 43).

The role of the teacher in the development of attitudes is contra-

dictory and varied when viewed as a mediator of culture. Teachers

are involved in transmitting values implicitly and explicitly, consci-

ously or unconsciously (Landes, 1965; Chilcott, 1969; Spindler, 1974).

Jules Henry (1960) suggests:

A focus on values in the study of educational processes has
implications not only for understanding polyphasic learning,
since education, the fundamental organizing process, occurs
always in a context of values, and teachers are usually
teaching values by implication, regardless of the immediate
subject matter (p. 273).

Recent research seems to indicate that teachers' attitudes can

be directly related to a child's success or failure in school (Baty,

1972; Parmee, 1968; Reece, 1974). "Failure to recognize the over-

whelming influence of culture on personality and behavior" is cited by

Thomas Carter (1969) as a major teacher deficiency. Teacher atti-

tudes may reflect prejudices as seen in the definition given by

Thorndike (1969:382), "Attitudes relate to tendencies to favor or
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reject particular groups of individuals, sets of ideas, or social

institutions."

As a result of what appear to be deficiencies in cultural under-

standing and awareness among teachers, Title IV 1 desegregation pro-

grams and centers in many state and local districts have been estab-

lished. At one such center in New Mexico, more than 2000 school per-

sonnel have received training in cultural awareness (Jaramillo, 1973).

Teachers are urged by Spindler (1963) to learn to analyze the

cultural influences they bring to the classroom:

Cultural therapy is one direct measure we can take in our
teacher-training programs to help reduce the self-defeating
effect of cultural transmission in American schools (p. 171).

In describing a teacher reeducation project conducted by Clare-

mont Graduate School, Thomas Carter (1969) reports that teachers

were:

. . . encouraged or 'forced' to understand culture's influ-
ence on their own individual perceptions, attitudes, and
behavior - to see culture as manifest within themselves
(p. 11).

The findings of a study carried out by Swick and Lamb (1972)

indicate that cultural awareness type training for teachers ". . . can

provide student (teacher education students) gains in information about

minority groups and initiate racial attitude change. "

A change in attitude may take place in several ways. Triandis

(1971) suggests that attitude change can occur by changing the cogni-

tive component with new information, or the behavioral component

1 Title IV, Civil Rights Act, 1964.
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through norm change, or through forced change. Changes in the cogni-

tive area will tend to be reflected in the affective and behavioral areas

(Rokeach, 1968).

A call for studies and tools to assess attitude change among

teachers is made by Baty (1971): "There is a need for such studies,

which would yield comparative data on changes in teacher attitude with

and without supplemental training programs" (p. 8).

Attitude Measurement

When beginning to examine ways of measuring attitude change,

Rokeach (1968) cautions:

. . . the classical paradigm employed in experimental stud-
ies of the opinion change pretest, treatment, post-test -
is not capable of telling us whether an expressed opinion
change indicates an attitude change; it can only tell us
whether an expression of opinion has or has not changed
as a result of a particular experimental treatment (p. 140).

Attitude scales can only measure the attitudes which are expressed.

The subject may consciously or unconsciously hide his or her true

attitudes because of social pressures. Attitude instruments attempt

to minimize the interference of such factors (Summers, 1970).

The first and most important task in measurement of attitudes is

to specify the problem or variable which is to be studied and limit the

measurement to that (Thurstone, 1928; Anastasi, 1961; Kerlinger,

1973).

Attitude scales are constructed to provide a quantitative measure

of the individual's responses to the variable in question which gives

his or her relative position along a unidimensional continuum
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(Anastasi, 1961). Weschler (1950) in describing attitude measures

says their usefulness correlates with their ability to force the sub-

jects to reveal attitude through strong enough stimulus.

Oppenheim (1966) discusses at length what he calls "pilot

work" which must precede the development of an attitude instrument.

This involves exploratory work to develop a feel for the problem

through interviews with key informants, and gathering of information

about the subject of inquiry. Finally it involves the construction

of a pretest or trial questionnaire with approximately 100 to 150

statements.

Thurstone (1928) suggests that in developing a list of statements

for a questionnaire some important criteria are: (1) that statements

be as brief as possible, (2) that they allow the subject to either agree

or disagree, and (3) that every statement be such that its acceptance

or rejection indicates something regarding the subject's attitude.

Many types of attitude scales have been developed over the past

40 years; some of which are more reliable than others, and some of

which are more valid for certain purposes (Thurstone, 1929; Likert,

1934; Edwards, 1957).

In the measurements of social attitude Thurstone, Likert and

Guttman scales have been widely used. These scales have at least

two characteristics in common:

1. They all represent the individual's attitude toward an object
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by a single preference score or average "most acceptable"

position on a continuum of positions ranging from highly favor-

able to highly unfavorable.

2. In every case, the individual is fully aware that his attitude

on the issue in question is being measured (Sherif, 1967:141).

Thurstone equal-appearing interval scales assigns each item

a scale value which indicates the strength of attitude of agreement

response to the item. Different scale values are assigned each item

in an ordered set with equal intervals between items. Scores for

each item are registered on a continuum from positive to negative,

with the median score considered neutral (Kerlinger, 1973).

Assignment of scale values for the "equal appearing intervals"

method is made by a panel of judges. Judges are asked to place the

attitude statements in 11 piles ordered according to their degree of

favorableness to the attitude object. The piles of statement items

are to be considered equally distant from each other, so that inter-

vals between the piles are equal appearing intervals. A distribution

of judgments from the judges is thus obtained for each of the state-

ments (Triandis, 1971).

Edwards (1957) levels several criticisms at the Thurstone type

scales. First, he indicates that the distribution of attitudes is not

normal over the entire continuum. In some areas the results will

be skewed in one direction because the majority of subjects will
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respond in like manner on a particular topic area. A second difficulty

is that neutral statements do not discriminate and are irrelevant and

contribute greatly to error, "and the coefficient of reproducibility

will be decreased accordingly. " The third difficulty which Edwards

cites is that not all statements with the same scale value are equally

discriminating. Statements that fall within the same scale interval

and with comparable values still differ considerably in their power

to differentiate between high and low criterion groups. All of these

factors are seen as interfering with reproducibility of these type

attitude scales.

Triandis (1971) points out that the basic assumption of the

Thurstone methods are that one sample of judges give the same values

for statement items as another sample of judges. 11. As long

as judges are not extremists on the particular attitude continuum,

this assumption is generally safe" (p. 41). In addition to this prob-

lem, in the use of judges, Triandis also says that it is uncertain how

much agreement is required by the judges to assign the appropriate

location for a test item. Finally, it is argued that the judges and

subjects differ in task assignments: The judges assign the location

of the item while the subjects indicate agreement with the item.

"That sort of shift in the nature of the task may well introduce

measurement errors" (Triandis, 1971:45).

The Likert summated rating scales are similar to the Thurstone.
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Items related to the attitude to be measured are formulated, but

instead of being sorted by judges, the items are administered to

respondents similar to the target group. Responses to each item

are on a five point scale: "strongly approve," "approve, " "undecid-

ed," "disapprove," or "strongly disapprove. " The sum of the item

scores is the total score for an individual (Sidowski, 1966). Items

are considered of approximately equal "attitude value" and intensity

of attitude expression is allowed. As Kerlinger (1973) indicates,

there are both advantages and disadvantages to this method. The

advantage is that variance is allowed and accounted for. The dis-

advantage Kerlinger (1973) mentions is:

Individuals have differential tendencies to use certain types
of responses: extreme responses, neutral responses, agree
responses, disagree responses. This response variance
confounds the attitude (and personality trait) variance (p. 496).

The Guttman or the cumulative scale is made up of a relatively

small set of homogeneous items that are supposed to be unidimen-

sional. They are to measure one variable only. A cumulative rela-

tion is established between items and the total scores of individuals

(Kerlinger, 1973). Given a set of attitude statements in the Guttman

scale, an individual who has a higher rank or score than another

individual, must score as high or higher than the other person on

each one of his answers. The Guttman scales are criticized for

being difficult to construct (Kerlinger, 1973; Triandis, 1971;
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Sidowski, 1966).

In conclusion, Oppenheim (1966) points out that a great deal

depends on the puprose for which the attitude scale is built. It is

easier to build a scale that is descriptive and divides a sample into

several groups with regard to a given attitude than to predict people's

actions. "Failure to predict a particular action does not constitute

proof that the attitude scale was invalid" (p. 153).

The conclusion reached by Kerlinger (1973) in discussing the

Thurstone, Likert, and Guttman methods is:

Of the three types of scales, the summated rating scale
seems to be the most useful in behavioral research. It
is easier to develop, and as indicated, yields about the
same results as the more laboriously constructed, equal-
appearing interval scale (p. 499).

It is pointed out by Thorndike (1969: p. 415) that if we recognize and

are willing to work within the limitation that an attitude scale repre-

sents verbalized attitudes that an individual may be willing to express

and doesn't have to back up, then an "attitude scale appears to be a

useful research tool or tool for experimental evaluation of educa-

tional objectives lying outside the domain of knowledge and skills. "

Reliability

Reliability is the accuracy or precision of a measuring instru-

ment (Kerlinger, 1973). There are two ways of expressing reliability

or precision of a set of measurements or the variation within the



20

set. One approach involves the amount of variation within a set of

repeated measurements of one individual. There is a frequency

distribution that occurs in repeated testing, and we may obtain an

average value which is an approximation of the true score. There is

a standard deviation describing the spread of the scores obtained. In

educational and psychological measurement we seldom obtain a whole

series of scores for each individual. Having a pair of measurements

for each individual it is possible to estimate the scattering of scores

that would occur if we had been able to make the measurement again

and again (Mehrens, 1973; Thorndike, 1969).

Secondly, reliability implies that the individual stays in about

the same place in his group after repeated measurements. There

are three common ways of obtaining this kind of data: test-retest,

equivalent tests, and split half tests (Thorndike, 1969; Kerlinger,

1973; and Mehrens, 1973). (See Appendix VI for a further discussion

of Reliability. )

Validity

The most important question in the development of any test

concerns its validity. Validity provides a check on whether we are

measuring what we think we are measuring.

Three types of validity have been classified by the joint com-

mittee of the American Psychological Association, the American
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Educational Research Association, and the National Council on

Measurements Used in Education. 2 These three types include: con-

tent validity, criterion-related validity, and construct validity. For

a further discussion of validity, see Appendix VII.

Behavioral Observation

Basically there are two modes of observation as outlined by

Kerlinger (1973:537). "We can watch people do and say things and

we can ask people about their own actions and the behavior of others. "

The goal of behavioral observations is either verbal or quantitative

behavior descriptions (Ryans, 1960).

The observer becomes one of the main problems in the assess-

ment process. The skill of the observer is crucial for the basic

weakness is that incorrect inferences are often made from observa-

tions. Another problem associated with observer objectivity has to

do with bias. When rating affective teaching, bias may invalidate the

observations being made by teachers who are used as observers.

Observers for instance may be biased against public schools in favor

of parochial schools. On the other hand if we select non-teachers to

rate affective teaching we may eliminate biased observations but the

2 Standards for Educational and Psychological Tests and Man-
uals, Washington, D. C. American Psycyological Association,
1966.
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observations may be inadequate. Kerlinger (1973:538) in discussing

this problem states, "Observation of human behavior requires compe-

tent knowledge of that behavior and even of the meaning of behavior. "

A further problem discussed by Kerlinger (1973) regarding

observations is that the process of observing will cause those being

observed to act differently. This is thought not to be a significant

problem if the observer is careful to be unobtrusive as possible

(Kerlinger, 1973; Thorndike, 1969).

A major consideration in the observation process is the selec-

tion of an appropriate criterion measure or rating scale. Ryans

(1960) states:

It is important that a criterion measure be both compre-
hensive, or inclusive, and also that it not measure
behaviors extraneous to the criterion dimensions under
consideration (p. 37).

There are a number of types of observational rating scales.

Those most appropriately considered for the research under discus-

sion were: Category rating scales, numerical rating scales, and

graphic rating scales. While similar they differ mainly in details

(Kerlinger, 1973). (See Appendix VIII for a discussion of rating

scales. )

Sampling

Sampling behavior is a way of obtaining observations. When

proposing to observe classroom behavior of teachers, it must be
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decided how such behavior is to be observed. There are two ways

of sampling such behavior: event sampling and time sampling

(Kerlinger, 1973).

Event sampling entails selection of particular events or behavior

for observation. Examples of such are specific classroom interac-

tions between teacher and pupils, fights, games, etc. , in which the

whole drama of any specific event is observed. Event sampling has

several advantages. First, the events are true-life situations. Sec-

ond, there is a continuity to the behavior from beginning to end. It

is not a cut or piece of behavior as one might obtain in a time sample

(a thirty minute period). Third, event sampling captures what may

be infrequent or rare yet important behavior (Kerlinger, 1973).

Obviously the problem with event sampling is the enormous

amount of time that it may take to observe a particular form of behav-

ior.

Time sampling involves the selection of units of behavior for

observation at different points in time. The observation of samples

of behavior may be selected systematically or randomly. "Time

samples," according to Kerlinger, "have the important advantage of

increasing the probability of obtaining representative samples of

behavior" (1973:546). Representative samples of usual or ordinary

behavior are more apt to be obtained when several observations are

made over a given period of time.
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The disadvantage with the time sample is that infrequent

behavior may be missed. Nonetheless both Ryans (1960) and

Kerlinger (1973) suggest this method of sampling is probably the

most usable approach in making behavioral observations.

There are many types of numerical rating scales for observing

time samples of teacher-pupil behavior, two examples of which are

Ryans' (1960:106) "Classroom Observation Record, " and Garrison

and Kersh's (1969) "Affective Rating Scale. it The Byans scale con-

sists of four pupil behavior categories and eighteen teacher behavior

categories. These are rated along a seven-point continuum. The

"Cla,ssroom Observation Record" is rather long and requires thorough

and extensive training of observers (Ryans, 1960).

The "Affective Rating Scale" (see Appendix III) developed by

Garrison and Kersh (1969) consists of three variables which are

rated on a ten-point scale. These variables are: (1) use of expres-

sion, (2) reactions with pupils, and (3) style of presentation. This

rating scale also requires that the observers be well trained

(Garrison and Kersh, 1969).

In making the observations and rating teacher-pupil behavior

using a scale such as one of the above, Ryans (1960) cautions:

. . . once the observer has undergone a program of train-
ing it cannot be assumed that his observational procedures
will remain uniform over a period of time without occa-
sional check-ups and retraining: rather, it is necessary to
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reinstitute training at regular intervals to ensure that
there has been no shift in the definition and perception
of the behavior being observed (p. 73).
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III. METHOD

The idea for an evaluative instrument that would test the atti-

tudes of teachers related to cultural awareness began to emerge in

the spring of 1972 when this researcher attended an in-service train-

ing program in cultural awareness for teachers. The training was

being conducted by members of the Oregon State Department of

Education under the auspices of the Compensatory Education Division

for a local Salem, Oregon, school. Help was asked of this researcher

to develop an evaluation process for the cultural awareness training

program.

After attending the in-service training in Salem, field inter-

views were conducted in Pendleton, Oregon, with teachers from the

local schools who had recently taken cultural awareness training.

In these interviews, some teachers contended that the training had

helped them change their attitudes toward the culturally different.

Others felt the training had made no difference and may have even

reinforced some of their prejudices. A means of measuring cultural

awareness levels of teachers seemed to be needed.

A search was undertaken to see if an adequate instrument for

testing the cultural awareness level of teachers already existed which

would meet the need for the Oregon training program. In the re-

search conducted by Roger M. Baty (1971) in Northern California,
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a cultural awareness attitude questionnaire was used. This question-

naire was designed for use with teachers who were currently teaching

in classrooms with large numbers of Mexican-American students.

Baty's instrument was not suitable for the present need in Oregon

since the questions were specific to Mexican-American culture and

designed for only those engaged currently in teaching Mexican-

American students.

In Oregon there is a scattering of minorities in the schools

with few concentrations of any one group. An instrument was re-

quired that was designed for minority cultures in general rather than

being applicable to only one cultural group. The instrument needed

to be usable with teachers who had not taught minority students as

well as those who had. The DCA instrument was developed in an

attempt to meet this need.

Development of the Instrument

A Likert-type scale was selected as the model for the DCA

instrument. Such a scale provides an adequate range of attitude

responses, has the advantage of simplicity of design and provides

quantitative data (Likert, 1934).

The Likert scale is composed of an item pool. Items are

designed to elicit either negative or positive responses with as few

neutral items as possible. The scale has a range of five scores
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from strongly agree to strongly disagree. The middle score is given

the category of "uncertain. " Items are scored from 1-5 or 5-1 de-

pending upon whether they are stated positively or negatively.

Oppenheim reports of Likert scales:

. . . reliability of Likert scales tends to be good, and partly
because of the greater range of answers permitted to re-
spondents, is often higher than that of corresponding
Thurstone scales (p. 140).

Poppleton and Pilkington (1964), and Tittle and Hill (1967), also

attribute high reliability with Likert scales in their studies.

Kerlinger (1973) referring to Thurstone and Likert scales states

II. both types of scales yield about the same results as far as

reliability and the placing of individuals in attitudinal rank orders

are concerned" (p. 499).

For the purposes of this study, a pretest was first designed

with 160 questions (see Appendix I). Questions for the pretest

instrument were formulated by this researcher and three compe-

tent people in the field of minority education in Oregon. Each of these

people had many years of experience and training in teaching minority

students. Criteria for the selection of the questions for inclusion in

the instrument were similar to that suggested by Kerlinger (1973):

1. Does the question relate to the research problem?

2. Is the question able to be applied to minorities generally

rather than to a specific cultural group ?
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3. Is the question clear and unambiguous?

The questions were constructed in order to elicit definite

attitude responses, whether positive or negative, with minimal room

for ambivalence. The questions were then sorted into six broad sub-

categories related to the research problem:

1. minority language usage

2. minority students

3. minority parents

4. teachers relationship to minorities

5. schools relationship to minorities

6. general questions related to minorities in America

Questions which did not fit one of these categories were eliminated.

It was recognized that in the pretest as constructed the number of

items was far too large for the final instrument.

The pretest model was given to 106 graduate and upper division

level students at Oregon College of Education. Many of these were

teachers or preparing to be teachers. They were asked to answer

the questionnaire and write comments regarding the wording, appro-

priateness, fairness, etc. of the questions. In addition, several

colleagues as well as the training team from the State Department of

Education reviewed the model and provided helpful suggestions.

It was determined from the trial testing using the pretest model

that some of the questions would discriminate attitude responses, and
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that others were not significant. An internal consistency method of

item analysis was employed. Those items which were found to dis-

criminate in the desired direction were retained for the DCA instru-

ment. Fifty-eight items were thus retained for the final instrument.

Some questions underwent slight modifications to achieve a balance of

29 negative and 29 positive item statements. Questions were assigned

a number from a random numbers table. The questions were then

selected at random from the table to be placed in sequential order

within the final DCA instrument.

Each question on the DCA instrument received a score from one

to five with the higher score indicating an attitude that was considered

more "culturally aware." Each subject's total score was obtained by

adding the scores for the individual questions.

Gathering and Analysis of Data

During the construction of the DCA pretest instrument, three

competent judges were used in the selection of the items for use in

the instrument. These judges were selected on the basis of their

experience and training in the area of minority education. Each of

the judges had five or more years teaching experience and possessed

at least a masters degree. Each judge represented a different minor-

ity background which included Native American, Black, and Mexican-

American. All the judges were employed by the Oregon State Depart-

ment of Education. They were instructed to select items which they
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judged to be specifically significant in determining cultural attitudes

of teachers toward minority group people.

Criterion-related validity (Ryans, 1960; Kerlinger, 1973) was

to be assessed by correlating the criterion of teacher behavior in

the classroom with the teachers' scores on the DCA. Thirty teachers

were selected from a pool of teachers who were administered the DCA

instrument during 1975 and 1976. All of those selected were regular

classroom instructors in Oregon schools. Thirty minutes of video

tape were made of each teacher's teaching activity. Criteria for

the selection of the 30 minutes that were filmed were as follows:

1. representative of a fair sample of teaching behavior

2. involve teacher-pupil interaction in groups

3. show the teacher engaged in several different aspects of

teaching.

Selection of the teachers to be observed included criteria for

controlling three specific variables which were considered to be

essential. To establish a homogenous student population with whom

the teachers would be observed to interact, only elementary teachers

were selected. Second, to avoid contamination by teachers having

varying degrees of experience teaching culturally different students,

only teachers with no experience of this type were selected. Third,

teachers who were engaged in their first year of teaching were

eliminated from consideration because of their lack of teaching
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experience.

The "Affective Rating Scale" developed by Garrison and Kersh

(1969) was selected for use in rating the filmed classroom teaching

behavior of the teachers who were video taped. This rating scale

was selected on the basis of its applicability to this research, and its

high reliability in identifying affective teaching among teachers. An

added factor in the selection of this rating scale was its simplicity

of design and ease in use (see Appendix III).

Inadequacies in the validation of the "Affective Rating Scale"

are similar to other such rating scales and discussed in the chapter

on Discussion.

Observation and assessment of the teachers' behavior as

recorded on video tape was made independently by three graduate

students at Oregon College of Education who were experienced,

practicing teachers, The observers were trained initially in the

use of the "Affective Rating Scale" by Dr. Jesse H. Garrison, the

developer of the instrument. They were retrained monthly by this

researcher throughout the three months in which they viewed the

tapes and made their ratings. Inter-rater reliability coefficients

are presented in Tables 1, 2, and 3. An analysis of variance was

employed to test for inter-rater reliability. 3

3By analysis of variance (Winer, 1962:131).
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IV. RESULTS

The present study provides evidence that despite careful instru-

mentation and testing the investigation of cultural attitudes of teachers

is fraught with considerable difficulty and innumerable variables. As

evidenced by the following results of this study, these attitudes re-

main illusive and continue to challenge scientific analysis. These

research findings will form a small portion of the data that is needed

to better understand the nature of cultural awareness and its relation-

ship to classroom behavior of teachers. The results of this study

represent the fulmination of four years of research and the beginning

of the study of cultural awareness among teachers in the State of

Oregon.

Inter-rater Reliability Analysis

Inter-rater reliability was established separately for each of

the three sub-scales on the "Affective Rating Scale" using an analysis

of variance (Winer, 1962: p. 128). Three judges were used to rate

video taped time samples of behavior which had been filmed of the

30 teacher subjects in the study. Thirty minute video tapes of each

subject's behavior were rated separately by each of the three judges

for each sub-scale on the "Affective Rating Scale" (see Appendix IV).

Analysis of variance statistical procedures were used to estab-

lish the reliability of the judges' ratings. The results of this analysis
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are presented in Tables 1, 2, and 3. The estimate of reliability

of the raters on the first sub-scale of the "Affective Rating Scale"

is (r=. 86). The estimate of reliability on the second sub-scale is

(r=. 93). The estimate of reliability on the third sub-scale is (r=. 89).

These are adequate correlations to substantiate the reliability of

observations between judges.

Table 1. Analysis of Variance for the Affective Rating Scale (Sub-
scale #1), "Use of Expression"

Source of variation SS df MS

Between people 286. 76 29 9. 89

Within people 81. 34 60 1. 35

Between judges 1. 06 2 . 53

Residual 80. 28 58 1. 38

TOTAL 368. 10 89

MS within people 1. 35r = 1 - 1 - - . 86MS between people 9. 89
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Table 2. Analysis of Variance for the Affective Rating Scale (Sub-
Scale #2), "Reactions with Pupils"

Source of variation SS df MS

Between people 308. 33 29 10. 63

Within people 44. 67 60 . 74

Between judges 1. 76 2 . 88

Res idual 42. 91 58 . 74

TOTAL 353. 00 89

r = 1
MS within people

1
. 74

. 93MS between people -
10. 63

Table 3. Analysis of Variance for the Affective Rating Scale (Sub-
Scale #3), "Style of Presentation"

Source of Variation SS df MS

Between people 316. 22 29 10. 90

Within people 71. 34 60 1. 19

Between judges 2. 89 2 1. 44

Residual 68. 05 58 1. 17

TOTAL 386. 56 89

MS within people 1. 19
r = 1 = 1 89MS between people 10. 90
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Split Half Reliability Analysis of the DCA

A Pearson product-moment correlation coefficient for an odd-

even pairing of the DCA item scores was calculated. The value

yielded was . 69. In order to correct the value of the Pearson

product-moment correlation coefficient and make it applicable to

the whole DCA instrument, an additional computation was required

(Bruning and Kintz, 1968). This computation yielded a split half

reliability coefficient applicable to the whole DCA test of .81 (see

Table 4). Bruning and Kintz (1968) have stated that to achieve reli-

ability in measuring the characteristic which a test has been de-

signed to measure a reliability value of (.70 or higher) must be

achieved.

Table 4. Split Half Reliability Analysis of the DCA

Total # of Items

Odd # Items Even # Items

29 29

Total Sum of Scores 3175 3090

Value of the Pearson
product-moment correlation r = . 69

Corrected Value of r applicable
for the whole DCA test = .81
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Spearman Rank-Order Correlations for the DCA
and the "Affective Rating Scale" Sub-scales

As part of a test of validity, the Spearman's rho formula was

used to compute rank-order correlations between the DCA scores

of teachers and each of the three sub-scale ratings of teacher behav-

ior from the "Affective Rating Scale." The results for the sub-scale

"use of expression" and the DCA scores was (rho =. 12). A critical-

ratio z-test (Bruning and Kintz, 1968: p. 158) was used to test the

significance of rho. Rho was not significant (z=. 65). For the sub-

scale "reactions with pupils" and the DCA scores (rho =. 08). Rho

was not significant (z= . 42). For the sub-scale "style of presenta-

tion" and the DCA scores (rho r. 10). Rho was not significant (z =. 53).

These results are summarized in Table 5.

Table 5. Spearman Rank-Order Correlations for the DCA and the
"Affective Rating Scale" Sub Scales

"Affective Rating
Scale" sub-scales

rho values critical-ratio
z values

Use of Expression

Reactions with Pupils

Style of Presentation

rho =

rho =

rho =

. 12

. 08

. 10

z = . 65,

z = .42,

z = . 53,

N. S.

N. S.

N. S.
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Spearman Rank-Order Correlations for the DCA Sub-categories
and the "Affective Rating Scale" Sub-scales

The Spearman's rho formula was used to compute rank-order

correlations between the six sub categories of the DCA and the three

sub-scales of the "Affective Rating Scale. " The results of these 18

rank-order correlations are summarized in Tables 6, 7, and 8. No

significant correlations were found to exist between the sub-categories

of the DCA and the sub-scales of the "Affective Rating Scale. "

Table 6. Spearman Rank-Order Correlations of the DCA Sub-
categories and the "Affective Rating Scale" Sub-scale,
Use of Expression

DCA Sub-categories
Use of Expression

rho values Critical-ratio
z values

minority language
usage

minority students

minority parents

teachers relationship
to minorities

schools relationship
to minorities

general items related
to minorities
in America

rho = -.07 z = . 37

rho = -.10 z = . 54

rho = .14 z = .78

rho = .31

rho_.= . 15

rho = 005

z =1. 68

z = .79

z = . 03
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Table 7. Spearman Rank-Order Correlations of the DCA Sub-
categories and the "Affective Rating Scale" Sub-scale,
Reactions with Pupils

DCA Sub- categories
Reactions with Pupils

rho values Critical-ratio
z values

minority language
usage rho = -.03 z = . 16

minority students rho = -. 25 z = 1. 33

minority parents rho = -. 04 z = . 21

teachers relationship
to minorities rho = . 13 z = . 70

schools relationship
to minorities rho = . 06 z = . 30

general items related
to minorities rho = -. 18 z = . 97
in America



40

Table 8. Spearman Rank-Order Correlations of the DCA Sub-
categories and the "Affective Rating Scale" Sub-scale,
Style of Presentation

Style of Presentation
DCA Sub-categories rho values Critical-ratio

z values

minority language
usage rho = . 06 z = . 34

minority students rho = -. 22 z = 1. 20

minority parents rho = . 04 z = . 24

teachers relationship
to minorities rho = . 29 z = 1. 58

schools relationship
to minorities rho = . 21 z = 1. 14

general items related
to minorities rho = -. 04 z . 20
in America
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Significance of the Difference between DCA Scores
for Beginning and Experienced Teachers

A t-test formula was used to compute the performance differ-

ence on the DCA between teachers who have taught from 2-8 years

and teachers who have taught nine or more years. The results of

these computations are shown in Table 9. A significant difference at

the . 05 level was found to exist between the DCA scores of the two

groups. Teachers who have taught from 2-8 years had higher DCA

scores than those who have taught nine or more years.

Table 9. Significance of the Difference between DCA Scores for
Beginning and Experienced Teachers

t- Test

Teachers' year s 2-8 years
of teaching

Sample size

Composite DCA
raw scores

Squared DCA
scores

9 or more
years

n = 11 n = 15

2405 3072

528,271 632,534

Degrees of freedom df = 24

t value for the
two groups

t = 2.33

t value required t = 2.064
(. 05 level)
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Significance of the Difference between Years of Teaching
and Composite "Affective Rating Scale" Scores

A t-test formula was used to compute the performance differ-

ence on the "Affective Rating Scale" between teachers who have

taught from 2-8 years and teachers who have taught nine or more

years. The results of these computations are shown in Table 10.

No significant difference was found to exist between the ratings of

the two groups on the "Affective Rating Scale."

Table 10. Significance of the Difference between Years of Teaching
and Composite "Affective Rating Scale" Scores

t-Test

Teachers' years 2-8 years
of teaching

Sample size

Composite ARS 407 718

9 or more
years

n = 11 n = 15

raw scores

Squared ARS
scores

16,523 40,120

Degrees of freedom df = 24

t value for the t = L 58
two groups

t value required t = 2.064
(. 05 level)
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Significance of the Difference between Years of Teaching and
Scores from the "Affective Rating Scale"

Sub-scale, Use of Expression

A t-test formula was used to compute the performance differ-

ence on the "Affective Rating Scale" sub-scale, use of expression,

between teachers who have taught from 2-8 years and teachers who

have taught nine or more years. The results of these computations

are shown in Table 11. A significant difference at the .05 level was

found to exist between the two groups. Teachers who have taught

from 2-8 years were rated more affective in the use of expression

than teachers who have taught nine or more years.

Table 11. Significance of the Difference between Years of Teaching
and Scores from the "Affective Rating Scale" Sub-scale,
Use of Expression

Teachers' years
of teaching

Sample size

Raw scores for
Use of Expression

Squared scores

Degrees of freedom

t value for the
two groups

t value required
(. 05 level)

t- Test

2-8 years 9 or more
years

n = 11 n = 15

135 258

1,859 5,024

df = 24

t= 2.16

t = 2.064
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Significance of the Difference between Years of Teaching and
Scores from the "Affective Rating Scale"

Sub-scale, Reactions with Pupils

A t-test formula was used to compute the performance differ-

ence on the "Affective Rating Scale" sub-scale, reactions with pupils,

between teachers who have taught from 2-8 years and teachers who

have taught nine or more years. The results of these computations

are shown in Table 12. No significant difference was found to exist

between the ratings of the two groups for "reactions with pupils. "

Table 12. Significance of the Difference between Years of Teaching
and Scores from the "Affective Rating Scale" Sub-scale,
"Reactions with Pupils"

Teachers' years
of teaching

Sample size

t- Test

2-8 years 9 or more
years

n = 11 n = 15

Raw scores for 128 227
reactions with
pupils

Squared scores

Degrees of freedom

t value for the
two gorups

t value required
(. 05 level)

1, 656 4, 097

df = 24

t = 1. 56

t = 2. 064
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Significance of the Difference between Years of Teaching and
Scores from the "Affective Rating Scale"

Sub-scale, Style of Presentation

A t-test formula was used to compute the performance differ-

ence on the "Affective Rating Scale" sub-scale, style of presentation,

between teachers who have taught from 2-8 years and teachers who

have taught nine or more years. The results of these computations

are shown in Table 13. No significant difference was found to exist

between the ratings of the two groups for "style of presentation."

Table 13. Significance of the Difference between Years of Teaching
and Scores from the "Affective Rating Scale" Sub-scale,
"Style of Presentation"

t- Test

Teachers' years
of teaching

2-8 years 9 or more
years

Sample size n = 11 n = 15

Raw scores for 144 252
Style of Presen-
tation

Squared scores 2,030 4,896

Degrees of freedom df = 24

t value for the
two groups

t value required

t = 1. 61

t = 2. 064
(.05 level)
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Significance of the Difference between
Teachers' Age and DCA Scores

A t-test formula was used to compute the performance differ-

ence on the DCA between teachers from 20-40 years of age and

teachers from 41-65 years of age. The results of these computa-

tions are shown in Table 14. No significant difference was found

to exist between the DCA scores for the two age groups.

Table 14. Significance of the Difference between Teachers' Age
and DCA. Scores

t- Test

Teacher age 20-40 yrs.
of age

41-65 yrs.
of age

Sample size n= 20 n= 10

Composite DCA
raw scores

4220 2045

Squared DCA
scores

895, 204 421,113

Degrees of freedom df = 28

t value for the
two age groups

t value required

t = 1.01

t = 2.048
(. 05 level)
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V. DISCUSSION

This study was developed on the heels of an extensive cultural

awareness training project conducted by the Oregon State Department

of Education. Teachers from all over the state were thus involved

in an instructional program that lacked an evaluative process. Were

the teachers changed in any measurable way by this process ? Were

minority or majority culture children being helped or hindered by the

teachers participating in this landmark attempt? The results of this

study support the null hypothesis: no significant correlation was found

between the DCA scores measuring cultural awareness and affective

teaching behavior as rated on the "Affective Rating Scale. " The

results obtained reflect both the base from which the research was

launched and the standard research procedures that guided the study.

Variables Affecting the Study

Evidence gained from this research indicates that it is extremely

difficult, if not impossible, to control the variables affecting cultural

attitudes. This is a problem faced in all studies of attitudes but its

severity may be even greater when investigating the cultural aware-

ness of teachers.
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Teacher Variables

The subjects of this study came from many different geographic

and socio-economic backgrounds as well as many different college

and teacher training experiences. Some of the teachers had wide

experience in various parts of the country and others were Oregonians

who had never lived or studied outside the state. Some of the teachers

had taught in other states. Others had only taught in one school with

one socio-economic group of children. The multi-dimensional aspects

of the teacher's personal background, education and training, teaching

experience, psycho-physical nature, social situation, professional

goals, etc. , all contributed to a unique set of variables. These vari-

ables were reflected in the interpretations made by the teachers when

reading and answering the questions on the DCA. Words, terms, and

concepts were understood differently based on the type and range of

experience of each teacher. Their inclination or disinclination for

participation in the study itself was reflective of their experiencial

background and training.

Variables Associated with the Setting

In addition to the above factors, when correlating attitude with

behavior, there exists a whole dimension of variables within the

behavioral setting which interact with, and affect attitudes and behav-

ior of teachers. In this study several of the teacher subjects were
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teaching in small, rural, isolated communities such as Paulina,

Oregon in the central part of the state. In such schools the student

population is small and grade levels are often combined. The com-

munity itself is dispersed on ranches as distant as 50 miles from the

school. The social experiences of the students, parents and teachers

in such settings is much different from that in urban areas such as

Salem, Oregon. School policy, supervising personnel, the children,

the classroom, the natural environment, population density, the

community, and the political atmosphere are all factors which influ-

ence attitude and behavior. Such factors constitute variables which

continually eluded control in this study.

Demographic Variables

This study was restricted to classrooms where minority

children comprised less than a "significant" percentage of the class

(five or less per classroom). Although this may have limited the

scope of the investigation, it would be extremely difficult to find

30 elementary classrooms in Oregon with a high percentage of raci-

ally different students with teachers who would be willing to partici-

pate in cultural awareness testing. Furthermore, that kind of

sample would not prove representative of the demographic distribu-

tion in this state. Finally, as this study indicates, it is important

to examine and compare classrooms which serve less than a
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"significant" degree of diverse minority backgrounds. However, in

other situations different teacher responses and behavior might be

expected as a result of the social pressure (misbehavior, alienation,

parent concern, etc. ) from larger numbers of minority children. In

the present study the teacher could afford the leisure of pretending

that no cultural differences exist.

Observational Variables

Different behavioral characteristics were observed with each

teacher in the study. Some teachers were using inquiry methods

during the observation period while others were not. Some teachers

were observed dealing with student behavior problems while such

problems did not arise during the observation period in other situa-

tions. Since behavior may be erratic and is dependent upon the large

array of factors already discussed, long-term observation would be

necessary for a thorough analysis of a teacher's behavior patterns.

Video taped time samples of behavior, as used in this study,

are considered acceptable research procedure since they provide one

of the few practical methods of observing numerous subjects. None-

theless, such observations may miss behavior that is infrequent yet

valuable for understanding the full scope of a teacher's behavior with

children. For example, in one instance during this study a teacher

was observed responding to a child who had lost a tooth during the
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class session. This event did not occur again. In another instance

the camera failed to capture a short but important fight between two

students in the classroom because it was turned toward the teacher

who was engaged in writing on the blackboard. Such problems are

unavoidable when video taped time samples of behavior are used as

part of the rating process.

Treatment Variables

The video taping of the teachers' behavior was carried out ac-

cording to their teaching schedules. Some sessions were taped early

in the morning, others at mid-day, and some in the afternoon. It is

speculated that the time of day affected both the teacher and the chil-

drens' behavior. For instance, it was noticed by this observer that

the pupils were more ready to settle down and engage in their studies

in the early morning than later in the day.

Teachers in the study ranged in age from those in their early

twenties to those nearing the retirement age of 65. The ability and

willingness of the teachers to examine their attitudes and behavior as

it relates to cultural awareness may be connected with age. When

approached, it did appear that older teachers were more reluctant

to take part in the study. They wanted more assurance of their anony-

mity than did the younger teachers.

Varying degrees of pressure and persuasion to participate in
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study, training and evaluation related to cultural awareness came

from school administrators, other teachers, and pupils themselves.

In this study it was noted that if the principal was not favorable toward

the study, teachers were not allowed to have their classrooms video

taped. Most of the teachers who participated in the study were re-

cruited by teacher peers interested in the study. In schools where

there was no positive, supportive teacher to encourage others to

participate in the study, this researcher was unsuccessful in gaining

entrance. In one instance where a large number of teachers were

participating in the study, the pupils convinced one of the reluctant

non-participating teachers to take part.

Rating Scales

While there are a number of rating scales used in making

behavioral observations of teachers, all are limited to only a few

types of behavior such as use of expression, reactions with pupils,

and style of presentation. At the present time, there is no known

method of taking all aspects of teacher behavior and incorporating

them into an acceptable list of criteria sufficient for objective an-

alysis. Selection of those behavioral characteristics deemed essen-

tial to a particular study of teaching behavior depends on the nature

of the study.

In the area under investigation, no criteria have been
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ascertained for specification of teacher cultural awareness. For

instance, does cognitive knowledge of another culture constitute

cultural awareness ? Is a personal experience with an individual

from another culture necessary for cultural awareness? Is overt

behavior a valid expression of attitudes or is it, too, contaminated by

cultural conventions and habits?

The "Affective Rating Scale" was selected as the most appropri-

ate teacher behavioral rating scale available for this study after hav-

ing investigated various other types of rating scales (see discussion

under Method). All the scales appeared to have some limitations.

Limitations of the "Affective Rating Scale"

The criteria used in this scale may have been too broad. The

categories may lack the discreteness required for any meaningful

interpretation of the behavior being observed. On the other hand,

the criteria used may be too limited in scope as to catch the full range

of behavior encompassed in the area of affective teaching. It is also

possible that the criteria may be inappropriate altogether for the

nature of this investigation. However, the most flagrant limitation

of the "Affective Rating Scale" is to be found in the validation process.

The "Affective Rating Scale" was validated on the basis of the

use of "competent" judges.
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The validity of the ratings is supported by the experience
background of the judges. The three judges all were
qualified supervisors who were well trained in the be-
havioral definitions of the three teaching variables rated
('use of expression, 'reactions with pupils', and 'style of
presentation')." (Garrison and Kersh, 1969: p. 15).

The judges were education professors with PhD degrees and each had

several years of teaching experience The common practice of

establishing validity on the basis of judge's competency raises some

important questions:

Do judges give comparable ratings for the same rea-
sons? Is it important that they do so? If similar rationale
for making judgments is necessary, how can it be achieved?

Who selects the judges and how is the selection made?
Is it sufficient to pick people with the same educational and
philosophical background? Does such criteria tend to skew
the ratings the judges will give?

How much is the construction of a rating scale of
affective teaching the product of the values and thinking
of those who construct it?

In the development of the "Affecting Rating Scale" Garrison and Kersh

(1969) appear to have ignored these types of questions. They fail to

discuss any limitations which these factors may pose. The use of

"expert" judges as the criterion for attesting the validity of rating

scales is common practice and certainly not limited to the "Affective

Rating Scale. " However, such validation procedure is questionable

and reflects upon the adequacy of any such scales. Perhaps a method

of validating the rating scale which combines the use of judges,
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student performance levels, and teacher self-ratings would be more

accurate and less disputable,

Implications of the Study.

The results of this study did not fulfill the original expectations

of the researcher. The null hypothesis was not rejected and no

"significant" relationship could be demonstrated between cultural

awareness and affective teaching behavior. However, the investiga-

tion did successfully bring new and vital clarity to the murky area of

cultural awareness research. Furthermore, it serves to raise seri-

ous questions regarding on-going cultural awareness training pro-

grams.

For example, this study provides evidence that the expression

of attitudes or values in one setting (on a paper and pencil test) is

unlikely to correlate significantly with behavior in another setting

(the classroom). Attitudes are psychological variables and teaching

behaviors are objective or action variables. In each setting psycho-

logical variables are present. The problem is that they represent

two different experiences having different settings and do not neces-

sarily become congruent simply because they have some logical

association or relationship. Rokeach (1968) in discussing these

variables states, "It is meaningless to speak of two concepts that

represent different universes of discourse as 'interacting' with one
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another" (p. 127).

In addition, even though cultural awareness training may be

desirable, it has yet to be demonstrated as an effective way `of stimu-

lating greater understanding and acceptance of minorities. Field

interviews with some teachers who had taken Oregon's cultural

awareness training revealed that the experience may in fact perpetu-

ate stereotypes about minority people and reinforce prejudice. The

training, while tending to heighten awareness of minority demands

was unfortunately not as successful in dispelling fear and prejudice

toward the culturally different. Many teachers claimed to have come

away from the training sessions with less willingness to make changes

which would accommodate minority demands and the special needs

of minority children.

Finally, since federal and state agencies are spending thousands

of dollars to provide cultural awareness training, it is reasonable to

expect that this effort receive careful study. However, having demon-

strated, through the DCA, the inadequacy of present standard methods,

this research exposes a critical need for immediate innovative pro-

cedures. The most promising possibilities seem to lie in the direc-

tion of longitudinal studies which would provide continued monitoring

and feedback between the teacher, trainer, and evaluator. Only by

involving individuals from these and, possibly, other categories in

the shared responsibility for development of cultural awareness will
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it come to have any value as a principle of right action.

If teachers, among others, are engaged responsibly in the

process of planning, implementing, monitoring, and evaluating a

program of culture awareness education the probabilities would seem

to be greater that they would benefit from such education, becoming

effective agents for desirable change at least at the classroom level.

Furthermore, such longitudinal studies would not only disclose the

long-term effects of training but they would also serve to unearth the

type of attitudes and behavior which, when linked together, work to

stimulate understanding among people of different cultural back-

grounds.
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SUMMARY AND CONCLUSIONS

The original puprose of this study was the development of an

instrument to measure the cultural awareness level of teachers.

Later the testing of the instrument led to a shift in focus from the

instrument to examining the conventional wisdom about cultural

awareness and teacher affectiveness.

The instrument developed in this study for testing the cultural

awareness levels of teachers was the "Differential Cultural Aware-

ness. "4 The DCA is a Likert-type scale with 58 items selected by

competent judges and chosen from a large item pool. The item pool

was formulated by this researcher and other competent people in

the field of minority education in Oregon. A split half reliability

test was used to establish the internal consistency of the DCA.

Thirty elementary school teachers from the State of Oregon

were tested with the DCA. A sample of their classroom behavior

was observed and filmed. Scores on the DCA were compared with

ratings of the teachers' behavior that had been observed in their

classrooms. The films of the teachers' behavior were rated by three

competent, trained judges using the "Affective Rating Scale"

(Garrison and Kersh, 1969). The judges' ratings were tested for

inter-rated reliability using an analysis of variance (Winer, 1962).

4 Hereafter, the "Differential Cultural Awareness" instrument
will be referred to as the DCA.
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A high level of inter-rater reliability was found between the judges'

ratings of teacher behavior on the "Affective Rating Scale. 11

For the main data analysis, rank-ordered DCA scores and

rank-ordered "Affective Rating Scale" scores were correlated using

the Spearman rho formula. Analysis indicates that no significant

correlation exists between the cultural awareness level of teachers

and their teaching behavior.

A second analysis using the sub-category DCA scores with the

behavioral ratings was correlated using the Spearman rho formula.

Here again no significant correlation was found between the cultural

awareness levels of teachers and their affective teaching behavior.

A third type of analysis using data from the DCA questionnaires

for the age of the teachers and the number of years they had taught

was computed by means of t-tests.

There was no significant correlation between DCA scores and

teacher age. However, DCA scores do seem to correlate with the

number of years a teacher has taught when comparing those having

taught 2-8 years and those having taught nine or more years. The

less experienced teachers received higher DCA scores. This is

similar to the finding reported by Baty (1972) for teachers of

Mexican-American children in northern California. This finding,

while not conclusive, does point to a promising area for further

research.
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A comparison of DCA scores for each of the two groups of

teachers based on years of teaching with the vtAffective Rating Scale"

scores was made. It was found that a significant correlation occurred

on only one of the three sub-scales of the "Affective Rating Scale, "

the sub-scale for "use of expression." The importance of this corre-

lation is questionable in the absence of other substantial supportive

data. A chance correlation in one such treatment of the data is a

likely explanation in the light of the large number of statistical calcu-

lations which were performed.

Although the null hypothesis predicted no correlation between

teacher performance on the DCA test instrument and the affective

teaching behavior, it was expected that the null hypothesis would be

rejected. Since the results of the research failed to reject the null

hypothesis, it has led to examination of the relationship between a

paper and pencil test of cultural awareness and affective teaching

behavior in the classroom. Here we have two different sets of atti-

tudes and behavior--one, in responding to the paper and pencil test:

The other, in teaching in the classroom. The problem is that they

represent two different experiences having different settings. It

does not follow that these two settings will become congruent simply

because they may have some logical association or relationship.

This study provides evidence to suggest that the variables are

too numerous and uncontrollable to provide a reasonable expectation
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that a significant correlation can be found between the cultural aware-

ness levels of teachers on a paper and pencil test and their affective

teaching behavior in the classroom. This research does point out

that efforts to train teachers in cultural awareness as a means of

enhancing their ability to teach in multi-ethnic situations, as presently

being conducted in the State of Oregon, are questionable.

In conclusion, the results of this study demonstrate the need

for a new approach to the study of cultural awareness, one that com-

bines both research and evaluation with a system for monitoring and

providing feedback between trainers, teachers, evaluators and others

interested in culture awareness education.

Findings

The analysis of the data from the study revealed the following:

1. There was no significant correlation between the composite DCA

scores of teachers and their scores on the "Affective Rating Scale"

(see Table 5).

2. There was no significant correlation between the sub-category

scores of the DCA and the scores for the sub-scales of the "Affective

Rating Scale" (see Tables 6, 7, and 8).

3. There was a significant difference between the DCA scores of

beginning teachers and more experienced teachers. Beginning teach-

ers scored higher (see Table 9).
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4. There was a significant difference in the "Affective Rating

Scale" sub-scale scores for "use of expression" between beginning

teachers and more experienced teachers. Beginning teachers scored

higher (see Table 11). However, there was no significant difference

on the other two sub-scales of the "Affective Rating Scale" between

these two groups of teachers (see Tables 12 and 13).

5. There was no significant difference between the DCA scores of

younger and older teachers (see Table 14).

Recommendations for Further Research

There needs to be further research in all aspects of cultural

awareness as it pertains to education. Studies that would provide

longitudinal data on the effects of teacher training for cultural aware-

ness are urgently needed to answer questions such as: Do teachers

who have been trained in cultural awareness demonstrate that they

are better equipped to teach in multi-ethnic settings? Do the minority

students under their tutelage have higher performance levels and/or

continued academic interest? Do cultural awareness programs which

involve the teachers in all aspects of the training, monitoring, and

evaluation prove more successful than programs which do not involve

the teachers in the planning? Are different types of culture awareness

education needed for teachers from schools with significant numbers

of culturally different students as opposed to schools with few such
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students?

There is a need for a definitive classification of teaching behav-

ior associated with cultural awareness. At present, research is

limited to the use of general behavioral rating scales of affective

teaching. It would greatly enhance the development of more affective

teacher preparation in the area of minority education and/or multi-

cultural education if there was a more precise understanding of what

behavior characterizes teacher cultural awareness.

There is a need for a comparative study of the long range value

of college teacher education programs which attempt to prepare new

teachers for assignments in multi-cultural settings versus inservice

training programs and workshops which attempt to re-educate teachers

for such settings.
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APPENDIX I

Cultural Awareness Questionnaire
Fall 1 972
Crawford

1. Minorities get more breaks than the average
person.

2. All students are treated alike within a classroom.

3. Parents of low income families are not motivat-
ing their children toward education,

4. All students need to learn about and appreciate
others who come from other cultural back-
grounds.

5. Competition in school is a valuable tool in the
learning process.

6. Minority students need to be taught the values
and attitudes which characterize American
society.

7.

8.

9.

13.
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A high incidence of theft is prevelant among
minority and lower class students.

Friendship at school between racially mixed
students should be encouraged.

People of minority background are needed as
teachers in our public schools.

Children from low income homes need special
consideration regarding school lunches.

Schools encourage cultural diversity.

In school we minimize the differences of
students from minority cultural backgrounds.

Schools need to give special attention to
minority students.
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14. It takes special training for a white middle class
person to understand and teach children from
poor and minority homes.

15. Teachers are usually better equipped to under-
stand the needs of their students than are the
students' parents.

16. Minority children have happy dispositions.

17. Students in a racially mixed school have a real
advantage in their education,

18. The minorities are undermining our government
and schools.

19. Lower class students lack the drive to achieve
that is found among middle class students.

20. The subordinant position within our society oc-
cupied by minorities and the poor accounts for
their lack of self-assurance and self-worth.

21. Treating all students alike regardless of race,
creed or class is the goal of the public schools.

22. A teacher should not be hired who is not willing
to work under a person of another racial back-
ground.

23. The term culture refers to all behavior and life
style of a people.

24. People may be considered culturally distinctive
if they eat different types of food, dress differ-
ently than others, and have different beliefs.

25. The schools should attempt to involve the par-
ents of minorities and the poor by letting them
help decide what should be taught in the cur-
cirulum.

26. Minority groups should have representation on the
school board in proportion to their numbers in a
community.

27. Teachers need to receive special training in how
to understand and teach students from different
ethnic, racial and class backgrounds.
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28.

29.

Administrators of schools need special training in
how to work with minority and low income people.

Vocational training is probably the best program
for students from minority backgrounds. o

30, Minorities don't even know their own language.

31. Cultural values shape a student's personality.

32. Minority youths have personality problems.

33. A child's school behavior reflects his culture.

34. A child's behavior tells us about his feelings.

35. Minority youth behave differently.

36. The socioeconomic background affects the abil-
ity of a child to learn.

37. A child's capabilities are linked to his socio-
economic level.

38. Minority and lower class kids have bad grammar.

39. A minority child's silence shows his resisterice.

40. Silence is a method of communicating a child's
feelings.

41. Bad behavior is characteristic of lower class kids.

42. Parents of minority kids care little about their
school behavior.

43. Poor behavior is characteristic of minority kids.

45. Language skills reflect the socioeconomic level
of a child's family.

46. A child's language skills reflect the level of
communication at home.

47. Students from minority homes use a great deal of
nonverbal communication.

48. Middle class students have a facility for oral
communication.

49. Middle class students behave well in school.
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50. Well armed personality's are characteristic of
middle class children.

51. Middle class kids have good self concepts.

52. The self concept of minority children is related
to acceptance at school.

53. The self concept of a child is related to the fam-
ilies socio-economic level.

54. Minority children tend to have a poor self concept.

55. Teachers need to take a special interest in the
minority child.

56. A teacher needs to give special attention to
minority children.

57. A teacher needs to give special help to minority
children.

58. It is wrong for a teacher to give special help to
a minority child.

59. It is wrong for a teacher to give special atten-
tion to minority children.

60. Minority children need special attention.

61. Minority children have a good self concept.

62. Minority children communicate well in their own
language.

63. Minority children are alert.

64. Minority children are competitive.

65. Minority kids are troublemakers.

66. Teachers are generally good models for kids
from minority homes.

67. The school needs children from every ethnic
group.

68. Schools reflect the values of the majority.

69. Middle class teachers teach middle class values.
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70. Middle class values are for everyone.

71. White middle class values fail to meet the needs
of minorities and the poor.

72. Teachers should teach their students about minor-
ity values.

73. Every student needs to know the school believes his
culture is valuable.

74. Teachers are among the worst bigots.

75. Middle class white cultural values are presented
as the norm in the schools.

76. Students should respect the teacher.

77. Minority students are shy.

78. Minority students are aggressive.

79. Minority students are beligerent.

80. Minority students are nonparticipants in
school.

81. Minority students expect favors.

82. Minority children are seldom good students. 0

83. Minority children are frequently superior students.

84. Language skills are poorly developed among
minority students.

85. Minority students are good at sports.

86. Minority students take a lot of the teacher's
time.

87. Minority students receive little attention from
their teachers.

88. Minority children should be discouraged from
expressing themselves at school in their cul-
tural dialect.

89. Teachers are to be examples of society's values.

90. 'Teachers must set a good moral standard.



91. Teachers should not force their values on their
students.

92, Teacher education fails to prepare teachers to
teach non-middle class children.

93. Teacher education provides the teacher with
adequate cross cultural awareness of minorities.

94. Cross cultural awareness is an area that needs
emphasis in teacher education programs.

95. Cross cultural awareness is lacking in the public
schools.

96. Valuable cultural alternatives are available when
minorities exist within a community.

97. Extra classroom time is needed for presenting
minority cultures.

98.

99.

100.

103.

104.

105.

106.

107.

108.

We must seek to develop a common culture for
all Americans.

All Americans share a common culture.

The children of the poor resist being sent to
school.

Children from poor and minority homes show
appreciation when treated fairly.

Middle class children don't appreciate what they
have.

Teachers favor middle class children.

Schools cater to the demands of middle class
parents.

Schools cater to the demands of minority par-
ents.

Minority parents care about the schools influence
upon their children.

Minority parents take an interest in their children's
performance at school.

Teachers who are of a minority background them-
selves are sensitive to the needs of all children.

74
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109. Teachers of minority backgrounds themselves
are over sensitive to the needs of minority
children.

110. Teachers of minority background themselves
have great cultural awareness.

111. Schools of predominantly lower class and minor-
ity children suffer from lack of parental support.

112. Minority kids are highly aware of cultural differ-
ences within the community.

113. Discrimination against minorities is common on
the part of teachers.

114. Discrimination in the school takes a subtle form.

115. Discrimination is part of human nature.

116. Minorities discriminate against the majority.

117. Discrimination is a sickness within our society.

118.. Minorities would prefer to have segregated
schools.

119. Minorities want to control the schools.

120. Minorities would like to control the schools in
their neighborhoods.

121. Minorities should be in control of the schools in
their neighborhoods.

122. Cultural pluralism is a desirable goal for our
society.

123. Cultural pluralism is a means of accepting
various cultural groups within our society.

124. Cultural pluralism won't work in our society.

125. Minorities do have inferior IQ' a on an average.

126. Valuable results are obtained when IQ tests are used
cross culturally.

127. Invalid results are to be expected when using IQ
tests cross culturally.



128.

129.

130.

131.

132.

133.

134.

135.

Cross cultural comparisons on the basis of IQ
testing is hazardous.

Socioeconomic level is an important variable
when testing in the public schools.

Middle class children possess high IQ's.

America is a cultural melting pot.

In America the melting pot concept is a myth
for people of color.

Minorities are discriminated against because they
are inferior.

Minorities occupy the lowest socioeconomic status
in America.

Minority children are unconfortable in a pre-
dominantly white middle class school. Whites
are uncomfortable around minorities.

136. Food and dress may distinguish one cultural
group from another in America.

137. There are no significant cultural differences
between the majority of Americans and the
racial minorities.

138. Skin color may be used to distinguish between
the races.

139. A race is distinguish by its skin color.

140. Racial classifications are inadequate means of
distinguishing between people.

141. Grouping children according to race helps the
school teachers and administrators.

142. Children should not be grouped in the school
according to race.

143. Children prefer to associate with others of
their own race.

144. Assimilation of cultural minorities is a de-
sirable goal for the public schools.

76
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145. Assimilation is a racist approach to handle cul-
tural minorities within our society.

146. Minority groups should be assimilated by ,he cultur-
al majority in our society.

147. School children must be taught basic rules of
behavior.

148. A public school shouldn't try to meet the cultural
needs of each of its students.

149. Schools should attempt to meet the needs of each
student.

150. Lower class students have realistic life goal ex-
pectations.

151. Lower class students are objective in their
estimation of present and future opportunities.

152. Lower class students have unrealistic life goals
expectations.

153. Integration is a desirable goal for minority stu-
dents within the public schools.

154. Present integration in the schools is based on
acceptance of middle class behavior and values.

155. Inferior intelligence is expected among minority
children because of smaller average brain size.

156. A low nutritional level of the lower class and
minority children contributes to poor perform-
ance in school.

157. No significant difference in brain size is found
among the races of the world.

158. Oral communication is difficult for minority
children.

159. Minority and lower class children have effective
oral communication skills.

160. IQ tests are valid measures for cross cultural
comparisons
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APPENDIX II

Confidential
Questionnaire Related to Teaching

(check and fill in all items)

Teacher's Aide Teacher School Administrator Male Female

Married Single Age: 20-25 26-30 0 31-40 41-50 51-65

Ethnic Background: White Indian Mexican-American Black Other

The grade you teach now Number of years in district

Teaching Experience: K-3 4-6 7-9 10-12 Total years of teaching experience

Have you taught in a classroom with 5 or more culturally different students (Indian, Mexican-
American, Black, etc. ) Yes no

How many years experience of teaching culturally different students:
Where have you had this experience

City State

City State

Where did you grow up?
City State

Was it: rural small town urban

Academic Training where

No. of years of college where

Bachelors degree earned where

No. of years of where
graduate training

Masters degree earned where

No. of years beyond masters



Code No. :

INSTRUCTIONS FOR QUESTIONNAIRE

Please fill in an answer for each question.

Write additional comments on the back of the Questionnaire if you like.

Avoid, when possible, answering in the ',uncertain" column.

Form A

1. Minority children have a poor self concept.
(The way they feel about themselves. )

2. Minority groups should be assimilated by
the cultural majority in our society.

3. We must seek to develop a common
culture for all Americans.

4. Language skills are not well developed
among minority students.

5. Minority parents take little interest in
their children's performance at school.

6. Teachers need to give special attention
to minority children.

7. Discrimination against minorities is
common on the part of teachers.

8. Assimilation is a racist approach to handle
cultural minorities within our society.

9. English language tests discriminate against
children of minority backgrounds.

10. It is wrong for a teacher to give special
attention to minority children.

11. Students in a racially mixed school are
short changed in their education.
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12. The minorities are undermining our
government and schools.

13. Bilingual, bicultural education should be
a part of every public school.

14. Cross cultural awareness is lacking in
the public schools.

15. Teachers are not able to understand the
needs of students as well as their parents.

16. Teacher education fails to prepare teachers
to teach non-middle class children.

17. Minority students are good at sports.

18. Minority students take a lot of the
teacher's time.

19. Minority groups should have representation
on the school board in proportion to their
numbers in the district.

20. Treating all students alike regardless of race,
creed or class is the approach of the public
schools.

21. Teachers teach their students about minority
cultural values.

22. Assimilation of cultural minorities is not
a desirable goal for the public schools.

23. Language skill is a measure of students'
intelligence.

24. Vocational training is probably the best program
for students from minority backgrounds.

0

25. Teachers do not favor middle class children.

26. A teacher should not be hired who is not
willing to work under a person of another
racial background.
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27. A high incidence of theft is prevalent
among minority students.

28. Minorities want to control the schools.

29. Middle class teachers teach middle class
values.

30. There are no significant cultural differences
between the majority of Americans and the
racial minorities.

31. Oral communication is difficult for minority
children.

32. Teachers of minority backgrounds themselves
are over sensitive to the needs of minority
children.

33. Poor behavior is characteristic of minority
kids.

34. The self concept of minority children is re-.
lated to acceptance at school.

35. A public school shouldn't try to meet the
cultural needs of each of its students.

36. Public schools cannot handle children lacking
English language skills.

37. A minority child's silence is not indicative
of resistance to the teacher.

38. Minority parents don't care about the school's
influence upon their children.

39. Teachers do not force their values on their
students.

40. Minority children communicate well in their
own language.

41. Minorities would prefer to have segregated
schools.

42. Minorities ought to be in control of the
schools in their neighborhoods.
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43. Minority children resist being sent to school.

44. Minority parents do not motivate their
children toward education.

45. Minority children should be discouraged from
expressing themselves at school in their
cultural dialect.

46. Discrimination is part of human nature.

47. 'The schools must attempt to involve the
parents of minority children by letting them
help decide what should be taught in the
curriculum.

48. Minority students are non-participants in
school.

49. Present integration in the school is based on
acceptance of middle class behavior and values.

50. Cultural pluralism is not a desirable goal for
our society.

51. Parents of minority kids care little about
their children's school behavior.

52. America is a cultural melting pot.

53. Minority children have effective oral
communication skills.

54. Valuable cultural alternatives are available
when minorities exist within a community.

55. Teachers need to take a special interest in the
minority child.

56. Minorities would like to control the schools in
their neighborhoods.

57. Schools ignore the differences of students from
minority cultural backgrounds.

58. In America the melting pot concept is a myth
for people of color.
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dynamic voice qualities
facial expression smiles, frowns
bodily movements

1 2 3 4

APPENDIX III

Affective Rating Scale

USE OF EXPRESSION

5 6

monotonous, dull voice
passive, fixed facial
expression, stiff, stilted
posture

7 8 9 10

responsive attentive
evidences interest and concern
elicits responses
accepts and recognizes students ideas

1 2 3 4

REACTIONS WITH PUPILS

5 6

ignores, seems insensitive
interest only in "lesson"
gives questions/answers
stylized/dogmatic

7 8 9 10

flexible and open
exciting to students
interactive

1 2 3 4

STYLE OF PRESENTATION

rigid, stiff
boring, unreal to students
follows preconceived plan

5 6 7 8 9 10
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APPENDIX IV

SUBJECT SCORES
on the

DCA AND AFFECTIVE RATING SCALE
(Raw Data)

U

v.)

1 250
2 235
3 235

4 231
5 229
6 219
7 217

8 216
9 215

10 215

11 214
12 213
13 213
14 211

15 211

16 210

17 210

18 205

19 201

20 200
21 200
22 199
23 199
24 195

25 194

26 190

27 189
28 187

29 185

30 177

"Affective Rating Scale" scores
Use of Expression Reaction with Pupils Style of Presentation
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6 7 5 18 6 6 4 16 5 6 7 18

3 3 2 8 4 3 2 9 5 4 2 11

8 7 8 23 8 7 8 23 9 7 8 24

7 6 7 20 6 5 6 17 6 6 5 17
3 2 1 6 2 3 1 6 3 2 1 6

5 5 6 16 5 5 4 14 5 7 6 18

4 4 4 12 3 3 4 10 3 4 5 12

7 7 6 20 7 7 7 21 7 7 7 21

6 5 7 18 5 5 6 16 4 5 6 15

4 3 4 11 2 2 3 7 3 4 3 10

3 4 3 10 4 5 4 13 4 5 4 13

3 3 2 8 2 3 2 7 3 4 2 9

4 6 5 15 4 5 3 12 4 6 4 14

4 3 4 11 3 4 3 10 5 4 4 13

9 8 7 24 9 9 8 26 9 8 8 25

5 5 3 13 4 5 3 12 5 6 5 16

8 9 9 26 7 8 9 24 8 9 9 26

4 3 5 12 4 4 6 14 5 4 6 15

2 4 3 9 2 4 3 9 3 5 3 11

6 6 4 16 6 7 5 18 5 7 6 18

7 6 8 21 5 5 7 17 6 6 8 20

3 4 4 11 4 3 2 9 5 3 2 10

4 3 4 11 2 2 1 5 2 2 1 5

6 4 4 14 5 4 4 13 7 5 5 17

8 7 6 21 7 6 4 17 8 7 6 21

2 2 2 6 2 2 2 6 2 3 2 7

5 7 6 18 3 5 4 12 6 8 6 20

8 8 7 23 5 2 4 11 7 8 6 21

9 8 8 25 7 7 8 22 8 8 8 23

4 4 5 13 4 4 5 13 4 4 5 13
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APPENDIX V

DCA SUB-CATEGORY SCORES
AND SPLIT HALF SCORES

(Raw Data)

6

UN

DCA Sub-Category Scores

C

-o .) Split Half DCA0 a) 61
cd

2 2 7,) 2 r, al 4,_, f..1 Test Scores
' ra.T.1

v '' -1
4) 8

7 cd F g 0z w .0 -0 ox r- a)`" 0 ,w0 woo 0 -o i g 1
.

0
' a 0 0 0'0 (

° >o
, 5- " t ti .c .) ;,-4-, E 4-,

{ W cn

1 250 38 45 38 48 44 37 130 120

2 235 31 48 33 42 39 42 118 117

3 235 32 50 31 45 37 40 118 117
4 231 37 45 32 39 42 36 125 106
5 229 35 42 34 39 40 39 123 106

6 219 32 41 32 39 37 38 113 106

7 217 33 43 25 41 37 38 113 104

8 216 33 43 32 36 37 35 114 102
9 215 31 37 28 35 40 44 104 111

10 215 34 37 27 44 39 34 104 111

11 214 28 37 32 42 37 38 104 110

12 213 27 38 32 41 37 38 109 104

13 213 31 41 30 38 36 37 105 108

14 211 31 42 28 44 31 35 110 101

15 211 30 45 32 32 31 41 105 106
16 210 30 40 30 37 35 38 109 101

17 210 30 38 29 38 36 39 102 108

18 205 28 45 27 33 34 38 101 104

19 201 21 40 27 43 33 37 97 104

20 200 29 38 27 36 38 3 2 106 94

21 200 27 34 26 41 34 38 100 100
22 199 32 38 28 32 37 32 99 100

23 199 28 34 28 40 36 33 103 96

24 195 27 40 29 34 33 32 102 93

25 194 27 38 25 33 35 36 93 101

26 190 28 33 30 37 31 31 95 95

27 189 32 47 28 27 29 26 97 92
28 187 24 37 26 33 35 32 93 94

29 185 26 38 28 37 30 26 95 90

30 177 24 40 24 33 28 28 88 89
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APPENDIX VI

Reliability

This appendix is devoted to a discussion of three common testing

procedures for obtaining reliability estimates: test-retest, equivalent

test, and split half tests.

Test-retest estimates of reliability are obtained by administer-

ing a test to a group of individuals and then readministering the same

test at a later date to the same group. Any variation in scores from

one testing to the next is regarded as error when no treatment or

training has been given the group being tested (Mehrens, 1974).

The advantage of the test-retest method is that it gives an

estimate of the stability of the instrument over an extended time

period. The difficulty with this procedure is that testing itself may

cause a reaction which contaminates the results. Another problem

is that practice and memory may affect the test results the second

time the instrument is given. When the interval between testings is

short there is greater likelihood of this form of contamination occur-

ring. Time and scheduling limitations may also preclude the use of

this procedure (Anastasi, 1961; Mehrens, 1974; Thorndike, 1969).

Split half or subdivided tests are probably the most widely used

procedures for estimating reliability. These involve a single test

being divided into two presumably equivalent halves. One method is

to examine the content and difficulty of each item and then make a



87

systematic effort to balance out the items selected for the two halves.

Another method is to simply put all the odd-numbered items in one

half-test and all the even numbered items in the other. This pro-

cedure is followed only for scoring, not for administration of the test

(Anastasi, 1961; Thorndike, 1969).

The correlation between the two scores derived from the split

half procedure provide a measure of the accuracy of the test's mea-

surement of the individual. It must be remembered that the correla-

tions are between the two half length tests and may not be directly

applicable to the full-length test (Thorndike, 1969).

The advantage of the split half method is that only one test needs

to be administered. Contamination from practice and memory are

controlled using this procedure. The disadvantage of the split half

method is that the scores are obtained within a given moment of time

and could change for an individual from day to day and yet not be

reflected in this type of reliability coefficient (Mehrens, 1973;

Thorndike, 1969).

Reliability measurement using the equivalent form procedure

requires that two parallel forms of a test be available and it requires

sufficient time for two testings in the same day. Thorndike (1969)

indicates that practical consideration of convenience and expediency

work against the equivalent form procedure.
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APPENDIX VII

Validity

This appendix is devoted to a discussion of three common types

of validity as classified by the American Psychological Association,

the American Educational Research Association, and the National

Council of Measurement Used in Education.

Content validity is concerned with the substance, matter or top-

ics of a measuring instrument. Content validation is guided by the

question: Is the content of the instrument representative of the area

or universe of content of the subject being measured. Content valida-

tion is judgmental. Each item of a test is judged on the basis of

whether or not it is representative of the universe or subject area

(Kerlinger, 1973; Thorndike, 1969).

For an understanding of criterion-related validity it is helpful

to establish the meaning of criterion. David Ryans (1960) provides

the following definition:

A criterion is a standard description, or definition, which
is accepted in understanding research and is used to pro-
vide a frame of reference for judging whether or not some
phenomenon occurs (and often the degree to which it occurs).
It is a base, often of a rather arbitrary nature and ultimately
involving value judgments, against which comparisons may
be made (p. 26).

In other words criterion-related validity involves comparing test

scores with one or more outside criteria which is thought to measure

the attribute being studied. An illustration of criterion related validity
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might be, how accurate are the scores of a scholastic aptitude test

in predicting the success of students in college. Predictive validity

can be estimated by determining the correlation between the test

scores and grades of students in college (Kerlinger, 1973; Thorndike,

1969).

The problem with criterion-related validity is finding a suitable

criterion measure. As stated in the definition by Ryans it is a matter

of judgment whether a test is related to a particular criterion (Ryans,

1963; Kerlinger, 1973).

With construct validity the researcher is more interested in the

property being measured than in the instrument itself. According to

Kerlinger (1973):

The significant point about construct validity, that which
sets it apart from other types of validity, is its preoccupa-
tion with theory, theoretical constructs, and scientific
empirical inquiry involving the testing of hypothesized re-
lations (p. 461-462).

Evidence of validity is based upon both rational and empirical

data. Judgment and evidence are brought together in the process of

validation (Ryans, 1960).
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APPENDIX VIII

Rating Scales

This appendix is devoted to a discussion of three common types

of rating scales: category rating scales, numerical rating scales,

and graphic rating scales.

Category rating scales consist of several categories from which

the observer selects the one that best represents the behavior being

observed. Such categories may include "expression" with ratings

for:

very expressive

expressive

not very expressive

no expression

"Numerical rating scales are perhaps the easiest to construct

and use. They also yield numbers that can be directly used in statis-

tical analysis," according to Kerlinger (1973: p. 547).

The graphic rating scale employs lines and bars with descriptive

phrases for each item along the graph. They have the advantage of

representing a continuum and are easy to use (Kerlinger, 1973;

Guilford, 1954).

The weaknesses of rating scales needs mention. These fall

into two categories, one extrinsic and the other intrinsic. Kerlinger

(1973) suggests that because rating scales are seemingly easy to
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construct and use they are often used indiscriminately forgetting

their intrinsic defects.

"The intrinsic defect of rating scales are their proneness to

constant or biased error" (Kerlinger, 1973: p. 548). Among the most

constant rating errors, the "halo effect" is significant. This involves

the tendency for an observer to rate in the direction of his own likes

and dislikes.

Other important sources of constant error are the "error of

severity" and the "error of leniency." Here the tendency of the

observer is to rate all individuals too low or too high. A correspond-

ing error is the "error of central tendency" which eliminates ex-

tremes by rating right down the middle (Kerlinger, 1973; Thorndike,

1969).

Finally, in discussing criterion measures Ryans (1960) ob-

serves:

Probably in most situations involving natural behavior,
or field behavior, it is necessary to employ criterion
measures which have technical shortcomings (p. 39)


