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Abstract 

African American students are overrepresented in the category of Emotional 

Disturbance under the Individuals with Disabilities Education Act across the United 

States.  This study examined how preservice teachers rated African American and 

European American students on three ratings scales across four culturally mediated 

behaviors: (a) movement style, (b) self advocacy style, (c) greeting style, and (d) 

volume of voice.  The three dependent variables were an author-created acceptability 

index and the achievement and aggression scales from the Adjective Checklist (Gough 

& Heilbrun, 1983).  Subjects included 211 preservice teachers enrolled in graduate level 

education courses.  Preservice teachers were divided into groups and shown 4 of 16 

videos depicting African American and European American students engaging in 

typical school behaviors in culturally mediated manners.  Factorial analysis of variance 

was used to analyze the data.  Preservice teachers rated European American behavior 

styles as more favorable than African American styles in 8 of 12 effects studied and 

African American behavior styles as more favorable in 2 of 12.  Fewer significant 

effects were found strictly on the basis of the race of the students with 3 of 12 effects 

showing students of African American race as more favorable and 1 of 12 effects 

showing students of European American race as more favorable. 
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CHAPTER 1:  INTRODUCTION AND REVIEW OF LITERATURE 

Many teachers and school administrators believe that good classroom 

management skills are crucial in maintaining an environment conducive to academic 

growth in a classroom.  Historically, many models for classroom management have 

been developed (e.g., Reality Therapy, Glasser, 1969; Responsive Classroom, Northeast 

Foundation for Children, 1981; Assertive Discipline, Mandlebaum, Russell, Krouse, & 

Canter, 1983; and others) and most have been used with some level of success.  

Regardless of the classroom management model, over one-third of teachers surveyed in 

2003-2004 agreed or strongly agreed with the statement that student misbehavior 

interfered with their teaching (Dinkes, Forrest Cataldi, Lin-Kelly, & Snyder, 2007). 

In an environment in which so many teachers report frustration with student 

behavior, American schools are becoming increasingly racially and ethnically diverse.  

The percentage of public school students who were considered to be part of a racial or 

ethnic minority group increased from 22 percent in 1972 to 43 percent in 2006 

(National Center for Educational Statistics, 2008).  However, over this period the 

teaching force has remained largely European American.  In 2007 the National Center 

for Educational Statistics reported that in the 2003-2004 school year, the percentage of 

full-time teachers who were European American was 83 percent.  Consequently, some 

authors have suggested that cultural dissonance between schools and students of color 

are at the root of many classroom behavior problems (Patton, 1998; Skiba, Michael, 

Nardo, & Peterson, 2002). 
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While American education institutions must address the increasing cultural 

divide between students and staff, special education must address the increased 

frequency with which African American students are identified as needing special 

services.  In 2004, an African American student had a 1.26 times greater chance of 

receiving special education services than a student from all other racial groups (Office 

of Special Education Programs, 2006; National Center for Educational Statistics, 2006).  

In the category of Emotional Disorders (ED), the rate is 1.38 times greater, and for the 

category of Mental Retardation (MR) that rate was 2.34 times greater.  

Oftentimes, this racial disproportionality in identification rates can be attributed 

to cultural differences that are manifested as behavioral concerns, which sometimes 

even rise to the level of discipline problems.  In the 1997 reauthorization of the 

Individuals with Disabilities Education Act, the issue of discipline was addressed 

specifically because of the inconsistency and the inequities with which policies 

regarding discipline were being implemented across the states (Yell, 2006).  IDEA 1997 

mandated the use of functional assessments of behavior and positive behavioral 

interventions and support as tools for addressing the behavioral needs of children with 

disabilities.  Functional Behavior Assessments (FBA) are precise descriptions of a 

behavior, its context, and its consequences, through systematic data collection, with the 

intent of better understanding the behavior and those factors influencing it (Sugai et al., 

2000).  FBA, along with Positive Behavior Support (PBS), are rapidly developing into 

research-based, scientific approaches that hope to not only deal with students' 
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misbehaviors, but also provide a strong foundation for future academic and social 

success (Carr, et al., 2002). 

This study was designed on the hypothesis that the behaviors that teachers are 

labeling as misbehavior could be a misinterpretation of the otherwise culturally 

appropriate behavior styles of African American students, and that it is only in the 

juxtaposition of these behaviors with the cultural milieu of American schools that these 

behaviors become defined as indications of disability.  The purpose of this study, 

therefore, is to determine how behavior styles that are typically attributed to African 

American students affect the ratings by preservice teachers of those students, and, 

subsequently, if those ratings would be related to a greater likelihood of more restrictive 

interventions by preservice teachers. 

Summary of Key Terms 

It must be clearly stated at the beginning of this study that the use of the 

constructs of “African American behaviors” or “European American behaviors” is not 

meant to assume to describe the behavior set of any individual, but rather those 

behaviors belonging to groups based on the current research base in multicultural 

education (Boykin, 1983; Delpit, 1995; Gay, 1975; Gay, 2000; Gay, 2002; Ladson-

Billings, 1994; Skiba, Michael, Nardo, & Peterson 2002, and many others). 

The American Psychological Association (APA) defines the term culture as, 

"the belief systems and value orientations that influence customs, norms, practices, and 

social institutions, including psychological processes (language, care taking practices, 
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media, educational systems) and organizations (media, educational systems)" (2002, p. 

9). 

Whereas culture embraces internal factors, race is related to external features 

and is often used interchangeably, albeit incorrectly, with ethnicity. The APA stated 

that, "race is considered to be socially constructed, rather than biologically determined. 

Race, then, is the category to which others assign individuals on the basis of physical 

characteristics, such as skin color or hair type, and the generalizations and stereotypes 

made as a result" (2002, p. 10).  Ethnicity is defined as "the acceptance of the group 

mores and practices of one's culture of origin and the concomitant sense of belonging. 

We also note that, […] individuals may have multiple ethnic identities that operate with 

different salience at different times" (2002, p. 10). 

 

Qualification for Special Education 

In order to qualify for special education services, a child suspected of having a 

disability must meet two criteria: (a) have a disabling condition and (b) demonstrate a 

need for specialized instruction (IDEA, 2004, regulations, 300.306).  The disability 

categories created by IDEA may be divided into two types: low and high incidence.  

The low incidence categories are so named because they affect a smaller number of 

students in which the disabling condition tends to offer some type of physical markers.  

The low incidence categories include visual impairments, deaf/hard of hearing, 

deaf/blind, physical impairments, multiple disabilities, and traumatic brain injury. In 

2005, Connor and Ferri referred to these categories as the "hard" disabilities.  Almost 
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six percent of students served by special education, as presented in the unduplicated 

child count data, are classified in the low incidence categories (Figure 1)(Office of 

Special Education Programs, 2006). 

High incidence categories affect larger numbers of students, and include 

students that may not present with physical markers of their disabilities to assist in their 

objective identification.  The high incidence categories generally require a subjective 

decision making process when compared to a low incidence population.  These 

disabilities categories are emotional and behavioral disorders, specific learning 

disabilities, speech and language disorders, and other health impairments such as 

Attention Deficit Hyperactivity Disorder (ADHD). Connor and Ferri (2005) refer to 

these categories as "soft.”  Eighty-one percent of all students served by special 

education fit into these categories (Office of Special Education Programs, 2006). 

 

 

Figure 1:  Breakdown of Special Education Enrollments by Incidence Type 
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The remaining 13% of students with disabilities receive services in the 

categories of intellectual disabilities or autism spectrum disorders.  These two 

categories do not fit into either the high or low incidence categories as defined here 

because, depending on the severity of a given student’s disability, the presence of 

physical markers will vary. 

The soft categories are defined by psychological means and are more susceptible 

to the bias of the evaluators and assessment instruments. Examples can be found in 

prominent court cases in the 1960s and 1970s (e.g., Larry P. v Riles, 1972; Hobson v. 

Hansen, 1967) that chronicled the use of intelligence tests and other means to segregate 

students of less desirable backgrounds into slower tracks or separate schools.  The 

courts ruled that psychological tests were not measuring the students' intellectual 

capacity, but rather were functioning as a proxy for testing the students' economic and 

social backgrounds.  During the evolution of the Education for All Handicapped 

Children Act (1973) the principle of nondiscriminatory evaluation was specifically 

included to address this type of prejudice.   

Identification for Special Education by Racial Group 

Considering the differences between high and low incidence categories, there 

are large variations in the rates of identification across disability categories by race.  

Although the measurement of racial disproportionality in special education has been the 

subject of extended and considerable debate (Dunn, 1968), the field has begun to use 

the relative risk ratio as the most concise way to communicate this phenomenon.  The 

relative risk ratio is calculated by dividing the percentage of students from a racial 
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group receiving special education by the percentage of students receiving special 

education from a comparison group (Hosp & Reschly, 2003).  The resulting ratio 

indicates how many times more likely a student from the racial group is to be identified 

as needing special education services than a student from the comparison group. 

The comparison group has historically been European American students.  This 

definition of the comparison group assumes that the representation of European 

American students in special education characterizes the "right" or normative level of 

representation.  Recent articles, however, have indicated that the comparison group 

should, instead, be all other students (Bollmer, Bethel, Garrison-Mogren, & Brauen, 

2007).  This alters the subtle expectation that the level of representation among 

European American students is “accurate or ‘true’” (Hosp & Reschly, 2003, p. 70).  In 

addition, this change also allows any disproportionate representation of European 

students to be seen. 

Data from the National Center for Educational Statistics (2006) and the Office 

of Special Education Programs (2006) for the 2004-2005 school year indicate that 

African American students are 1.26 times more likely to be identified as disabled than 

their peers across all disability categories (Table 1).  Given a total enrollment of 8.4 

million African American students and a rate of identification for special education 

services for students of all other groups of 12%, this difference in identification rates 

means that an additional 281,000 African American students may have been labeled as 

disabled than otherwise might have been expected. 
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Table 1:  Relative risk ratios, United States, Fall 2004 

 

American 
Indian/ 
Alaska 
Native 

Asian/ 
Pacific 
Islander 

Black 
(not 

Hispanic) Hispanic 

White 
(not 

Hispanic) 

Race/ 
ethnicity 

total 

Unduplicated 
Child Count Data 
For The 50 States 

And D.C.  
(Including 

Bureau Of Indian 
Education 
Schools)a 

 91,318   125,325  1,252,218   974,638  3,589,926  6,033,425  

Percent Of 
Students In 

Special 
Education By 

Racec 

1.5% 2.1% 20.8% 16.2% 59.5%  

Total Enrollment 
In K-12 Public 

Schoolsb 
 594,663  2,241,809  8,376,855  9,641,407  27,755,884  48,610,618  

Percent Of 
Enrollment In K-

12 Public 
Schools By Race 

1% 5% 17% 20% 57%  

Risk Ratio  
(Percent Of 

Racial Group In 
Special 

Education)c 

15% 6% 15% 10% 13% 12% 

Relative Risk 
Ratio Compared 

To All Othersc 
 1.24   0.44   1.26   0.78   1.10   

Note:  aOffice of Special Education Programs. Table 1-16. Students ages 6 through 21 served under 
IDEA, part B, by race/ethnicity and state: Fall 2004.  b National Center for Educational Statistics. (2006). 
Table 2.  Public school student membership, by race/ethnicity and state or jurisdiction: School year 2004–
05.  c Calculated.  See Hosp & Reschly, 2003. 

Disproportionality Rates By Race and Disability Category 

In addition to variations by race across special education, there are significant 

differences by race within categories.  Using data from the Office of Special Education 

Programs (2006) and the National Center for Educational Statistics (2006) for the 2004-
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2005 school year, the relative risk ratio for all ethnic groups by disability category has 

been calculated (Table 2).  It is important to note that Reschley (1997) has concluded 

that differences less than 10% above or below a relative risk ratio of 1.0 are considered 

not significant, i.e., between .90 and 1.1. 

 

Table 2:  Relative Risk Ratios By Category As Compared To All Other Racial Groups-
2006 

 

American 
Indian/ 
Alaska 
Native 

Asian/ 
Pacific 
Islander 

Black 
(not 

Hispanic) Hispanic 

White 
(not 

Hispanic) 
Autism 0.60 1.17 0.81 0.53 1.60 

Mental Retardation 1.05 0.44 2.34 0.66 0.75 
Deaf-Blind 1.57 0.89 0.77 0.92 1.20 

Emotional Disturbance 1.26 0.23 1.38 0.45 0.43 
Hearing Impaired 1.03 1.08 0.93 1.19 0.91 

Multiple Disabilities 1.11 0.57 1.27 0.62 1.22 
Other Health Impairments 1.02 0.31 1.01 0.44 1.76 

Orthopedic Impairments 0.79 0.76 0.84 1.07 1.12 
Speech and Language 

Impairments 1.11 0.67 0.88 0.86 1.25 

Specific Learning 
Disabilities 1.43 0.36 1.24 1.09 0.91 

Traumatic Brain Injury 1.33 0.54 0.95 0.61 1.47 
Visual Impairments 1.12 0.91 1.00 0.89 1.09 

Note:  Based on Office of Special Education Programs, (2006) and National Center for Educational 
Statistics, (2006). Bold indicates overrepresentation greater than 10% and italics indicates 
underrepresentation greater than 10%. 
 

African American students are underrepresented in Autism Spectrum Disorder 

(ASD), Deaf-Blind (DB), Orthopedic Impairments (OI), and Speech and Language 

Impairments (SLI).  They are proportionally represented in Hearing Impaired (HI), 

Other Health Impairments (OHI), Traumatic Brain Injury (TBI), and Visual 

Impairments (VI).  African American students are overrepresented in Mental 

Retardation (MR), Emotional Disturbances (ED), Multiple Disabilities (MD), and 

Specific Learning Disabilities (SLD). 
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African American students have a 2.34 times greater chance of being diagnosed 

with MR.  It was in programs for students with MR that Dunn first discussed ethnic 

disproportionality in 1968.  The academic literature throughout the years has proposed a 

variety of reasons for this, many of which that were later determined to be erroneous.  

For example, researchers in the 1920s found African American and Mexican workers 

had intelligence levels below those of European Americans (Blanton, 2000), whereas in 

1969 Jenson concluded that, on average, European Americans are more intelligent than 

African Americans for genetic reasons.  More recent scholars have discussed this 

difference in identification for mental retardation in terms of test bias that is connected 

to a lack of exposure to information (Fagan & Holland, 2007), while others have 

suggested that the removal of African American students to self-contained settings such 

as those that are commonly available for students with mental retardation is an 

unconscious effort to resegregate American schools (Connor & Ferri, 2005). 

African American students have a 2.34 times greater chance of being diagnosed 

with MR.  It was in programs for students with MR that Dunn first discussed ethnic 

disproportionality in 1968.  The academic literature throughout the years has proposed a 

variety of reasons for this.  Researchers in the 1920s found African American and 

Mexican workers had intelligence levels below those of European Americans (Blanton, 

2000), whereas in 1969 Jenson concluded that, on average, European Americans are 

more intelligent than African Americans for genetic reasons.  More recent scholars have 

discussed this difference in identification for mental retardation in terms of test bias that 

is connected to a lack of exposure to information (Fagan & Holland, 2007), while others 
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have suggested that the removal of African American students to self-contained settings 

such as those that are commonly available for students with mental retardation is an 

unconscious effort to resegregate American schools (Connor & Ferri, 2005). 

For whatever reasons, there exist variations in special education eligibility that 

fall along racial lines.  Harry and Klinger (2006) studied how eligibility was determined 

across twelve schools in the Southeast region of the United States over a five-year 

period.  They stated that special education "categories do not necessarily reflect real 

disabilities within children.  Rather, their differential usage supports the perspective that 

the categories are […] influenced by social and political agendas of various states, 

groups, and individuals" (p. 6). 

Problems Associated With Disproportionality 

While data from Table 2 show that all racial groups exhibit some evidence of 

disproportional representation in special education programs depending on the disability 

category, the overrepresentation of students of color contributes additional risk factors 

to groups that may not be in a position to overcome additional stressors.  Hosp and 

Reschly (2003) outlined three reasons why disproportionate representation is 

problematic.  These reasons are:  (a) labeling effects, (b) segregated placements, and (c) 

presumed ineffectiveness of special education. 

The labels that accompany identification of a student as needing special 

education have lasting effects.  In 1963, Goffman stated that "the special education label 

borne by these students often serves as a stigma, producing negative effects on the 

bearer of the label and others interacting with the stigmatized individual" (Quoted in 
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Patton, 1998, p. 25).  A tangible way of how this works in real classroom settings was 

presented in the work of Mehan, Hertweck, and Miehls (1986).  These researchers 

created two groups of students, one of which was labeled as "referred" and another 

group labeled as "nonreferred" although there were no actual special education referrals 

involved.  Teachers who had been exposed to the labels of these groups of students 

were asked to watch a video recording of a classroom composed of students from both 

groups and to record instances of specified problem behaviors.  Even though students 

from both groups were committing the stated behaviors at the same rates, teachers 

identified problem behaviors in students from the referred group at a rate of almost four 

times greater than students from the non-referred group.  This phenomenon is referred 

to by a variety of names including "confirmatory bias" (O'Reilly, Northcraft, & Sabers, 

1989), "the Pygmalian Effect", "the Rosenthal Effect" or "expectancy effects" 

(Rosenthal, 1991) and "illusory correlation" (Gnys, Willis, & Faust, 1995).  Having a 

special education label may bring suspicions that could become a self-fulfilling 

prophecy regarding a student’s academic, social or behavioral performance. 

The second reason proposed by Hosp and Reschly (2003) is the risk of 

segregated placement.  Special education has often been considered a place in the 

school instead of a service for students, and African American students have been 

disproportionately removed from the mainstream.  The court case of Hobson v. Hansen 

(1967, 1969) was one of the first challenges against tracking students into segregated 

high and low achieving groups in American schools.   In the mid 1960s in the District of 

Columbia schools, 95%  of the students in the low groups were African American 
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students.  The court ruled that students were not being placed in these lower tracks 

based on their capacity as learners, but rather according to environmental, racial, and 

socioeconomic factors that had nothing to do with their actual abilities ("Hobson v. 

Hansen", 1968, p. 1519). 

Skiba, Poloni-Staudinger, Gallini, Simmons, and Feggins-Azziz (2006) tested 

their hypothesis that African American students are more often served in more 

restrictive education settings than are their peers with the same disability.  Supporting 

the conclusions of Reschly (1988), Serwatka, Deering, and Grant (1995), Fierros and 

Conroy (2002), and the Office of Special Education Programs (2003), the authors 

concluded that, within five disability categories, African American students are 

significantly underrepresented in general education classroom placements, and 

significantly overrepresented in separate classroom settings. 

The third argument proposed by Hosp and Reschly (2003) that 

overrepresentation is problematic is the risk of the presumed ineffectiveness of special 

education.  The opinion that special education programs are not effective is prevalent 

throughout much of the history of special education literature.  In the 1972 court case, 

Larry P. v. Riles (a case that centered on the issue of the use of intelligence testing as a 

method to place students into special education programs), the judge decried special 

education programs as "dead end" and "inferior" (Reschly, 1988). 

In summary, Fuchs and Fuchs wrote that, "Special education programs can and 

do work in certain places -- make no mistake. However, it is equally clear that they do 

not work everywhere" (1995, p. 527).  Best practices in determining eligibility of 
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students for special education programs demands consideration to the known limitations 

and potential risks of special education for students, while at the same time 

counterbalancing these issues with the potential benefits.  The labeling effects, 

segregated placement, and the presumed ineffectiveness of special education are real 

issues that multidisciplinary assessment teams must review in their eligibility 

determinations. 

Disproportionality in Emotional Disturbance 

Emotional Disturbance (ED), also known as Emotional and Behavioral 

Disorders in some states, is a category of disability in which racial disproportionality 

reaches higher levels than in most other categories. According to 34 CFR Parts 300 and 

301, the federal regulations that direct the implementation of the Individuals with 

Disabilities Education Act, this category includes those students who exhibit: 

300.8(C)(4)(i) (A) An inability to learn that cannot be explained by intellectual, 
sensory, or health factors, (B) An inability to build or maintain satisfactory 
interpersonal relationships with peers and teachers, (C) Inappropriate types of 
behavior or feelings under normal circumstances, (D) A general pervasive mood of 
unhappiness or depression, or (E) A tendency to develop physical symptoms or 
fears associated with personal or school problems.     

 
Across the United States, 7.8% of all students identified as having disabilities 

are served in the category of ED (Office of Special Education Programs, 2006), and of 

that group a disproportionately large number of those students are African American.  

Relative to all other groups, African American students are 1.38 times more likely to be 

so labeled (Table 2). There are a variety of theories as to why this overrepresentation in 

ED occurs.  Some have said that it is related to the in-child deficits brought to school by 
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students coming from lower socioeconomic classes.  The Coleman Report (1966) was 

the first large-scale study to state conclusively that socioeconomic status was the 

primary variable related to school achievement.  It was later revealed that the Coleman 

Report overstepped its abilities to state causal inferences (Harwell, 2007).  In any event, 

this idea holds considerable weight in the field today.  A special education application 

of this theory was investigated in a study conducted by Richardson (1981, cited in 

MacMillan & Reschly, 1998) involving all white participants from Scotland that 

showed that a specific type of mental retardation occurred only within lower-class 

families.  Based on these results, MacMillan and Reschly (1998) suggested that race 

serves only as a proxy variable for socioeconomic status.  This conclusion suggests that 

the high levels of racial disproportionality in special education are a reflection of the 

high levels of racial disproportionality in socioeconomic status. 

Arriving at an opposite conclusion, Skiba, Poloni-Staudinger, Simmons, 

Feggins-Azziz, and Chung (2005) reviewed data for 295 school districts in Indiana on a 

variety of independent variables including poverty levels, district resources, and 

academic and behavioral outcomes.  The dependent variable was an estimate of district-

level disproportionality.  The only consistent predictor of district disproportionality was 

the suspension-expulsion rate with a high correlation (r = .535) between race and 

poverty, but at all economic levels African American students were disproportionately 

represented in special education programs.  Skiba, et al. (2005) concluded that poverty 

did explain some of the variance in the disproportionate representation of African 
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American students, but that, “its effect is primarily to magnify already existing racial 

disparities” (p. 141). 

The Role of Culture 

According to Gordon (1995), classrooms are not culturally neutral places.  In 

fact, schools exist in order to disseminate the accumulated cultural capital of the society 

to its members (Bourdieu, 1977).  Boykin (1983) and Gay (1975) argue that in that 

mission, classrooms attempt to inculcate students with the western cultural ideals of 

interpersonal competition, individual autonomy, materialism, the priority of cognition 

over affect, and what has been characterized as a bureaucracy orientation (Boykin, 

Tyler, & Miller, 2005, p. 524). Boykin (1983) identified nine dimensions of African 

American culture (Table 3) that conflict with the European American, middle class 

behavioral expectations of many classrooms.  This conflict interrupts the dessemination 

that Bourdieu was referring to because the conflict between the values of the two 

communities at times conflict instead of mesh.  As African American students seek to 

assimilate themselves into their school surroundings, these cultural differences may 

cause a dissonance in both parties. Patton (1998) suggests that this cultural dissonance 

forces schools to redefine students’ differences from the teachers as disability in order 

to force their assimilation through more individualized instruction.  The dissonance on 

the part of the school system occurs because the schools believe they are working in the 

best interests of the African American students, yet they are not seeing the children 

meet achievement and social goals that are expected of them (Vanneman, Hamilton, 

Baldwin Anderson, & Rahman, 2009).  African American students want access to the 
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potential that becoming educated can offer, yet they are distrustful of the motives of the 

adults (Gregory and Weinstein, 2008) because the students feel the schools are trying to 

change their identities.   

Table 3:  Comparison of African American and Western Cultural Values 
African American Culturea Western Cultureb 
Oral Tradition 
Communalism 
Harmony 
Social Time Perspective 
Expressive Individualism 
Movement 
Affect 
Spirituality 
Verve 

Materialism 
Competition 
Individual Autonomy 
Bureaucracy Orientation 
Cognition over Affect 

Note: aBoykin, 1983; bGay, 1975. 

Cultural Paradigms 

Vygotsky (1934, 1986) used the ideas of developmental psychology and 

sociology to explain how language and social interaction shapes a child's inner dialogue 

and subsequently his or her worldview.  One of his key concepts was that of 

internalization.  Internalization the process in which a child, after viewing and 

interacting with his or her surroundings, internalizes what was seen and heard in the 

past into how he or she sees the world in the present.  It is through this process that the 

child learns the skills necessary to function in his or her society, and through which the 

society promotes its own existence.  His ideas were powerful in that they explained how 

culture is related to the creation of cognition, and subsequently to the recreation of 

culture.  The internalized patterns of thought and behavior reinforce each other across 

people and across generations. 
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Bandura, Ross, and Ross (1961) added to the idea that culture is shaped by an 

individual's interactions with others.  They developed what is known as social learning 

theory.  In the “bobo doll” study Bandura, et al. exposed children to adult role models 

exhibiting either aggressive or nonaggressive behaviors toward an inflatable doll.  They 

found that children who had witnessed the adult engaging in aggressive behaviors 

toward the doll were more likely to engage in those same behaviors.  Rather than having 

behavior shaped only through rewards and punishments apportioned out to an 

individual, this study showed that children could learn behaviors by imitation.  

Combined with Vygotsky's work, one can see that once the behaviors learned through 

imitation become internalized, they contribute to a cultural background, or worldview, 

that can be expressed behaviorally. 

Bronfenbrenner (1979) also contributed to the field's understanding of culture.  

He developed the Ecological Systems Theory in which he outlined four systems that 

exerted pressures on the psychological development of individuals:  microsystems 

(immediate environments), mesosystems (connections between immediate 

environments), exosystems (external environmental settings which only indirectly affect 

development), and macrosystems (the larger cultural context).  Children are affected by 

all systems simultaneously and their development is influenced by these interactions.  

An individual's behaviors and cognitions can be shaped via the rewards and 

punishments exerted on that individual by these varying contexts. 

Finally, Chamberlain and Medinos-Landurand (1991) presented a useful model 

for understanding the specific domains in which an individual's cultural background 
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may vary (Figure 2). The authors identified twelve separate continua each representing 

a domain of behaviors and/or attitudes.  Their work can be grouped into three 

categories:  behavioral, cognitive, and social.  A summary of the domains and the 

extremes of each continuum are presented. 

 

 

Figure 2:  Cultural Domains (Chamberlain & Medinos-Landurand, 1991) 
 

The first category of cultural domains is the behavioral group.  This group 

includes eye contact, touching, bodily movements, and proximity.  For eye contact, all 

individuals fall somewhere on a continuum from a low level of eye contact to high 

levels of eye contact.  For example, Native American and African American students 

are reported as having differing levels of eye contact from European American students 
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(LaFrance & Mayo, 1976).  The comfort level that students from different cultures 

exhibit toward being touched and touching either their peers or non-peers varies from 

group to group (Dibiase & Gunnoe, 2004).  The level of movement that is acceptable 

varies across cultures.  African American students have been characterized as having 

high levels of movement, a quality that has been referred to as verve by Boykin (1983).  

Proximity refers to the nearness in space in which people can comfortably interact, and 

has been found to vary by culture also. 

The second category of cultural domains is the cognitive group. This group 

includes the productivity orientation, level of predetermination, perceptual style, and 

decision-making style as discussed by Chamberlain and Medinos-Landurand (1991).  

Productivity orientation refers to whether the motivation for work is based on 

cooperative or competitive goals.  The level of predetermination is related to one's 

beliefs on whether or not fate controls what happens in one's life.   

Perceptual style is concerned with the level of context that is considered to be 

important for any particular activity (Witkin, Moore, Goodenough, & Cox, 1977).  A 

student from a group with a preference for low context situations would prefer receiving 

a checklist of classes to take, highly explicit rubrics, and clearly defined expectations 

for social and academic interactions.  A student from a group with a preference for high 

context situations, however, would prefer a wider view of the situation that might 

include projects that would allow him or her to explore a variety of interests with more 

amorphous expectations, social informality, and the freedom to look for the big picture.  

Decision-making style is a continuum that ranges from reflective, in which decisions 
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are thought out carefully over a period of time, to intuitive, in which the correct 

decision is felt immediately (Kagan, 1965). 

The last category of Chamberlain and Medinos-Landurand's (1991) cultural 

domains is the social group. This group includes communication style, time adherence, 

individuality level, and gender status.  Communication style refers to the weight that 

nonverbal communication holds as real communication.  For example, Johnson (2004) 

described a situation in which European American teachers might notice African 

American students roll their eyes while they are being reprimanded.  This behavior 

might go unnoticed by a European American teacher, but African American adults 

know very well the real sentiments being communicated.  Johnson described this 

behavior as impudent and hostile (p. 41). 

Different groups view time differently, and this difference can be conceptualized 

on a continuum ranging from having strict adherence to time schedules to much more 

relaxed adherence to time schedules.  This distinction was first discussed by Hall (1959) 

and is often referred to monochronism (typical of people and cultures that believe time 

is linear and segemented) and polychronism (a view in which time is circular and 

interconnected).  As an example of this, students from non-Western cultural 

backgrounds may not give the bell system of many high schools as much salience as the 

social interactions they are having with peers. 

The individuality level also varies from culture to culture.  Individuality level 

refers to a continuum that has as its extremes strong identification with a group (or 

family) on one end and strong identification as an individual on the other.  Within the 
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culture of their family, their responsibilities to the group outweigh their responsibilities 

to themselves. 

Finally, some cultures have an expressed goal of equality between men and 

women and, subsequently, exhibit low levels of differentiation between the jobs or roles 

that people of each gender can play.  For example, Gougeon (1993) described an 

interaction between a school and a father of a student in a Canadian class for English 

Language Learners.  In patriarchal cultures the father's role is to defend the family and 

the mother's role is to acquiesce; therefore, female teachers need to be cautious when 

confronting the family's value system as the father may meet the assertiveness of a 

female teacher with aggression. 

Models such as these cultural domains are useful as an attempt to explain 

generalities that may be true across individuals, but consumers of this information must 

guard against using this information in an attempt to enforce stereotypes on any one 

individual.  An individual who is African American may identify more with the cultural 

values of a typical European American background, and vice versa, depending on a 

multitude of influences.  It may be useful to researchers to speak of generalities between 

and among racial or ethnic groups, but those generalities should be considered a 

description in order to gain understanding, not a prescription for any individual.   

Manifestation of Cultural Differences in Behavior 

Skiba, Poloni-Staudinger, Simmons, Feggins-Azziz, and Chung (2005) 

established a direct link between school behaviors and racial disproportionality in 

special education via suspension-expulsion data.  Skiba, Michael, Nardo, and Peterson 
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(2002) found a statistically significant difference based on race in the incidence of 

behaviors that led to suspensions and expulsions.  Skiba’s group analyzed the discipline 

records for approximately 11,000 middle school students.  African American students 

comprised 48% of the school's population, yet accounted for 66% of all referrals, 69% 

of all suspensions, and 81% of all expulsions (p. 327).  Significant differences in the 

types of behaviors by race were also evident. Skiba, et al., stated: 

The majority of reasons for which white students are referred 
more frequently seem to be based on an objective event (e.g., smoking, 
vandalism) that leaves a permanent product, i.e., some type of evidence.  
Reasons for referrals of black children to the office, on the other hand, 
are infractions (e.g., loitering, excessive noise) that would seem to 
require a good deal more subjective judgment on the part of the referring 
agent (p. 334).   

 
The subjective judgments referred to by Skiba are, in turn, the professional 

opinions upon which referral to special education is then justified.   

Thus far, this review of literature has provided a foundation for understanding 

the role that culture plays in the diagnosis of ED among African American children.  A 

set of behaviors that highlight these cultural differences were chosen for use in this 

study:  (a) movement style, (b) self advocacy style, (c) greeting style, and (d) volume of 

voice.  These behaviors were specifically included for the following reasons: (a) there is 

support in the literature that the differences in these behaviors are related to racial 

and/or ethnic status (each of the following sections will document the research base 

from which they are drawn), (b) these behaviors can be removed from their larger 

context and illustrate the intended points in a single scenario, and (c) these behaviors 

are observable in school settings.  
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Body Movements 

Neal, Davis McCray, Webb-Johnson, and Bridgest (2003), the study upon which 

this study was based, designed an experiment that tested the hypothesis that teachers' 

ratings regarding the levels of aggression, the academic achievement, and the need for 

special education services are influenced by a student’s culturally-mediated body 

movements.  The team created four vignettes (2 x 2) based on the independent variables 

of race and walking style (standard walk vs. an urban-style “stroll”), one of which they 

showed to 136 middle school teachers randomly assigned to groups.  After viewing the 

video, the teachers were asked to complete a checklist of adjectives which had previous 

been correlated to the perception of achievement and of aggression (The Adjective 

Checklist ,Gough & Heilbrun, 1983).   

The sum of positively and negatively connoted adjectives was recorded and a 

score for each attribute was calculated.  Teachers perceived all students with the stroll 

to be lower in achievement and higher in aggression than students with the standard 

movement style regardless of race.  Additionally, teachers were directly asked if they 

perceived a need for special education services.  Teachers indicated that they did see a 

need for those students with the stroll regardless of race of the students.  The fact that 

there were significant difference based on the behavior but not on race indicated that 

“acting Black” is perceived more negatively than “being Black.”  This statement 

highlights the power of culture dissonance and its related prejudices to shape a teacher's 

expectations as opposed to standard racism based on skin color. 



Effects Of Behavior Styles on Preservice Teachers 25 
 
 

 

Majors and Mancini Billson (1992) discussed how stylized body movements are 

related to African American culture. These authors contend that the adoption of a "cool 

pose" by African American men and boys is both a culturally mediated behavior and a 

behavior that also serves as a survival technique.  They define the cool pose as, "a 

ritualized form of masculinity that entails behaviors, scripts, physical posturing, 

impression management, and carefully crafted performances that deliver a single, 

critical message: pride, strength, and control" (p. 4).  These values often contradict the 

behaviors that are often demanded in schools such as humility, subordination, and 

compliance.  They go on to say, "If a young male does not conform to certain 

subcultural expectations for behavior, he risks not being in" (p. 4).  When faced with a 

choice between being affiliated with a group with which an African American student 

identifies physically and being affiliated with a group that is the opposite of such a 

student physically and that also has a history of not accepting people with the student's 

physical traits, being "in" could be a matter of survival. 

Self Advocacy 

Self advocacy refers to a students’ recognition of his or her own likes, dislikes, 

wants, needs, strengths, and limitations, and the ability to express them to others 

(Schreiner, 2007).  African American students may engage in acts of self advocacy in 

the education setting, but their teachers may not view such behaviors positively.  

Gregory and Weinstein (2008) found that African American students were 

overrepresented in referrals to administrators for defiance.  The authors used the 

definition of defiance from the discipline policy from the school where their study took 
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place; a definition that subsumed ten areas of student behavior:  obscenity, disruption, 

assault against employee, give false name, uncooperative, disrespectful, profanity, 

cheating, refused detention, and disturbed class.  Whereas assault in a school setting 

would likely never be termed self advocacy, terms such as disruption, uncooperative, 

disrespectful, and refusal could fit within Schreiner’s (2007) definition of that construct. 

Data indicated that students behaved more defiantly and less cooperatively with 

teachers that the students perceived as having untrustworthy authority.  These findings 

are consistent with qualitative data reported by Delpit (1995) and Gay (2000).  In 

addition, Ladson-Billings (1994) completed a qualitative study of teachers who had 

been termed successful teachers of African American students by their principals.  One 

of her participants noted that, “African American children [are] the one group of 

children who “will be themselves no matter what” and who will tell you exactly how 

they feel.  “They don’t try to deceive you by pretending that something is all right when 

deep down inside they don’t think it is” (p. 49). 

The level to which African American students participate in acts of self 

advocacy is in opposition to the classroom expectations described by Kochman (1985) 

that require students to maintain a passive-receptive posture.  In the typical classroom 

the teacher controls the interactions through the use of verbal instructions and nonverbal 

cuing, and the students are required to ask for permission to participate via raising their 

hands.  In addition, emotions are expected to be controlled, and students are to defer to 

the authority of the teacher at all times, a perspective that is consistent with Boykin, 

Tyler, and Miller (2005). 
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Greeting Style 

Sherwin and Schmidt (2003) conducted a qualitative study regarding aggression 

at two after school activity clubs in California.  The results of this study centered on two 

behaviors of the African American students: verbally aggressive greeting operations and 

mock-battle greeting posturing.  The researchers found that students often greeted each 

other with negative comments or observations about their friend's physical size, shape, 

or dress, such as “your socks look like camouflage” instead of positive salutations.  The 

authors named this behavior “verbally aggressive greeting operations.”  Likewise, 

African American males consistently greeted each other by meeting in close proximity, 

pulling away, taking a fighting stance and pretending to hit each other in a mock-battle 

greeting posture.  The scenario would end with a handshake or embrace.  According to 

the authors, European American adults might have assumed this behavior to be 

aggression, but was actually evidence of playfulness and connection between friends. 

The verbally aggressive greeting postures can be directly linked to the 

identification of children with behavior disorders.  This type of verbal behavior 

contributes to the aggression scale on the Behavior Assessment Scales for Children-2 

(BASC-2; Reynolds & Kamphaus, 2004). The manual for the BASC-2 states that, “The 

[aggression] scale gives greater weight to verbal aggression because this type of 

aggression occurs more frequently" (p. 61).  A consequence is that if African American 

students engage in this type of verbal sparring or greeting more frequently than 

European American students and it is more heavily weighted in the behavior 
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assessment, it is likely that African American students will look more aggressive on this 

formal behavioral assessment.  

Volume of Voice 

Webb-Johnson (2002) conducted a qualitative investigation of special education 

self-contained classrooms for students diagnosed with ED.  As part of her data 

collection, Webb-Johnson observed several occasions in which European American 

students were talking to each other instead of working (which was against the rules).  

Although the teacher noticed the students, the teacher chose not to intervene, stating, 

“…they were talking so quietly, I decided to let it go” (p. 667).  On other occasions, 

both the researcher and the teacher noticed African American students engaging in the 

same behaviors.  Consistently, the teacher scolded those boys for breaking the “no 

talking” rule.   Webb-Johnson reported that while all students were engaging in rule-

breaking behaviors, the result for African American children was increased negative 

attention (p. 668).  This situation illustrates how the louder, more kinesthetic 

communication style of some African American children (Abrahams, 1970; Baber, 

1987) can lead to the teacher noticing and scolding their behavior more frequently than 

that of the European American children.   

These studies (Apple, 2000; Artiles, Harry, Reschly, & Chinn, 2002; Baber, 

1987; Barajas & Ronnkvist, 2005; Delpit, 1995; Gravois & Rosenfield, 2006; Ladson-

Billings, 1994; Neal, Davis McCray, Webb-Johnson, & Bridgest, 2003; Patton, 1998; 

Salend & Taylor, 2002; Sherwin & Schmidt, 2003; Skiba, Michael, Nardo, & Peterson, 

2002; Skiba, Peterson, & Williams, 1997; Tatum, 1997; Townsend, 2000; Webb-
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Johnson, 2002) support the claim that the interaction of culturally mediated patterns of 

behavior and the subsequent expectations on the parts of those observing the behaviors 

do conflict. Furthermore, evidence has been presented that laid the foundation for the 

view that culture does impact the rates at which students from minority backgrounds are 

identified as disabled and are qualified for special education services.  In summary of 

these ideas Patton (1998) provided three points:  (a) these ideas have been supported 

over and over by many academic studies, (b) these ideas are recognized in U.S. law 

through the Individuals with Disabilities Education Act of 1990, and (c) they are 

biannually corroborated by data from the U.S. Office for Civil Rights. 

 

Preservice Teachers 

Whereas teachers in schools have the most immediate impact on the students 

seated before them at any given moment, understanding the attitudes and opinions of 

preservice teachers provides the field with an insight about how teacher training and 

induction programs develop professionals that are capable of meeting the needs of 

African American students in a culturally competent manner.  

A review of the literature regarding the development of multicultural attitudes 

and beliefs among preservice teachers was conducted.  A search was conducted via 

Academic Search Premier on the key words “preservice teachers” “cultur*” (in which 

the * will match any additional combinations of letters resulting in culture, cultural, 

culturally, etc.) and “dispositions.” Eight records were returned, and only two of the 

articles pertained to the existing attitudes and expectations among preservice teachers.  
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Dee and Henkin (2002) completed a study to assess dispositions toward cultural 

diversity among a population of preservice teachers in an urban university.  They 

surveyed 150 preservice teachers using Stanley’s (1996) Pluralism and Diversity 

Attitude Assessment (PDAA).  Student demographic and experience data were used to 

help explain differences in the scores on the PDAA.  The researchers reported that 

preservice teachers strongly endorsed ideals of equity and the social value of diversity, 

and somewhat endorsed implementing diversity issues within school curricula.  “Low 

scores on the Assimilation factor… suggested that respondents endorse the expression 

of cultural pluralism and do not agree that assimilation to the dominant culture is a 

requisite for student success” (p. 29-30). 

In general, the preservice teachers agreed with, but to a lower level, that they felt 

comfortable with diversity.  The authors also reported that preservice teachers who were 

seeking licensure in special education expressed significantly lower levels of comfort 

with cultural differences than preservice teachers who intended to specialize in 

elementary education.   They hypothesized that these students might downplay the need 

for cultural competence when working with students with special needs.  Students 

headed for careers in elementary education, on the other hand, scored themselves higher 

on the point of assimilation than other groups.  The authors discussed that this may be 

related to an assumption on the part of those preservice teachers that “integration and 

orderliness” were prerequisites for “social cohesion” of diverse learners in urban 

elementary classrooms (p. 34). 
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Milner, Flowers, Moore, Moore, and Flowers (2003) replicated a study by Larke 

(1990) that surveyed preservice teachers’ awareness of cultural differences using the 

Cultural Diversity Awareness Inventory (CDAI; Henry, 1986; Larke, 1990).  Milner, et 

al. surveyed 99 preservice teachers and results indicated two major findings.  First, by 

comparing the study with the study done 13 years earlier, they found that preservice 

teachers were “more likely to agree with statements that emphasized cultural inclusion 

and respect for diversity” (p. 68).  Examples of such statements include “Should 

teachers provide opportunities for children to share cultural differences” and “Should 

teachers make program adaptations to accommodate diversity.”  This difference from 

Larke (1990) suggests that attitudes of preservice teachers with respect to cultural 

diversity are improving.  Secondly, the authors reported that there were a large number 

of instances in which respondents marked “neutral” in response to a question on the 

CDAI which suggests that preservice teachers are aware of issues of multiculturalism in 

the field, but they are not yet clear about their own attitudes or abilities in these areas. 

Summary 

The key features of this review of literature are that (a) African American 

students are overrepresented in the area of Emotional Disturbance in special education 

programs across the nation, (b) culturally mediated behaviors of African American 

children do not easily conform to the culturally mediated standards for behavior that are 

currently in place in American schools, and (c) preservice teachers vary in their 

understanding of how culture manifests itself in the classroom.   
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The purpose of this study was to understand the effects that the culturally 

mediated behaviors of African American students have on preservice teachers’ ratings 

of the acceptability of behaviors in school and of the ratings of students’ levels of 

achievement and aggression.  In order to understand these effects, four research 

questions were developed: 

1. What are the ratings of preservice teachers regarding the acceptability of 

culturally mediated behaviors when presented with African American and 

European American students? 

2. What are the ratings of preservice teachers regarding the perceived level of 

achievement of African American and European American students when 

presented engaging in culturally mediated behaviors? 

3. What are the ratings of preservice teachers regarding the perceived level of 

aggression of African American and European American students when 

presented engaging in culturally mediated behaviors? 

4. What is the relationship between demographic factors of preservice teachers and 

their ratings of students engaging in culturally mediated behaviors?   
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CHAPTER 2:  METHODS 

African American students are overrepresented in the special education category 

of Emotional Disorders (28th Annual Report to Congress, 2006).  Several scholars have 

discussed that cultural dissonance may be at the heart of that imbalance (Apple, 2000; 

Artiles, Harry, Reschly, & Chinn, 2002; Baber, 1987; Barajas & Ronnkvist, 2005; 

Delpit, 1995; Gravois & Rosenfield, 2006; Ladson-Billings, 1994; Neal, Davis McCray, 

Webb-Johnson, & Bridgest, 2003; Patton, 1998; Salend & Taylor, 2002; Sherwin & 

Schmidt, 2003; Skiba, Michael, Nardo, & Peterson, 2002; Skiba, Peterson, & Williams, 

1997; Tatum, 1997; Townsend, 2000; Webb-Johnson, 2002).  This study specifically 

investigated whether students’ culturally specific behaviors affect a preservice teacher's 

ratings of students’ levels of aggression, expectations of students’ achievement, and the 

acceptability of these behaviors in the classroom; all of which are factors that relate to 

the diagnosis of educational disabilities.  In order to test the hypotheses, this study was 

divided into three phases:  (a) creating videos of target behaviors, (b) establishing a 

criterion reference among experts in multicultural education, and (c) surveying 

preservice teachers. 

In Phase 1, working with a group of students from an area high school, 16 video 

recordings were created demonstrating four behaviors in both African American and 

European American styles with both African American and European American actors 

(4 behaviors x 2 styles x 2 races of actor). The behaviors are body movements, self 

advocacy style, greeting style, and volume of voice. 
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In Phase 2, the videos were presented to a group that is composed of individuals 

who work in multicultural education.  This group reviewed the videos to determine if 

the videos demonstrated concerns that are often expressed by educators working in 

multicultural environments and to establish face and social validity.  In addition, the 

results from this group were used to set a criterion reference for the acceptability index 

created within this study. 

In Phase 3, the researcher met with groups of preservice teachers who were 

asked to rate the behaviors presented in the videos using the pre-existing Adjective 

Check List (Gough & Heilbrun, 1983) and the acceptability index. 

Phase 1 

This phase of the study involved soliciting the participation of students to assist 

in the creation of video recordings to be used in the subsequent phases. 

Participants 

Ten high school students were recruited from a large suburban school district in 

the Midwest.  The students ranged from 15 to 18 years old.  Because boys are more 

represented in the category of Emotional Disturbance (Traut, Nordness, Pierce, & 

Epstein, 2003), all of the students involved with this study were male.  Students were 

recruited to be part of one of two groups.  Group A consisted of boys with African 

American racial backgrounds while Group B was composed of boys with European 

American racial backgrounds.  All students had an expressed and demonstrated interest 

in public performance via their participation in a theater, music, sports or a Spoken 

Word group.  Spoken Word is a form of forensics or speech, which places a high value 
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on the social validity of its content.  Students who are in Spoken Word generally write 

some type of poetry, often in the form of a rap, that has social justice themes. 

 
Procedures 

The author of this study met with the school principal, the school social worker, 

and the lead school counselor to discuss the specifics of this phase.  The school 

principal contacted the representative of the district’s internal review board and after the 

submission of an application and its review, approval was granted.   

The school social worker identified approximately ten students who had 

participated in public performances, met with them to explain the study and distributed 

and collected the consent forms that were signed by both the students and a 

parent/guardian.  The school social worker then set up a meeting among five of the 

students who had returned the consent forms and the researcher to discuss the students’ 

participation and their experiences in school.   

Using the discussion as a source to inform the creation of the videos, along with 

the direction of the extant literature in the area (Skiba, Michael, Nardo & Peterson, 

2002; Webb-Johnson, 2002; Neal, Davis McCray, Webb-Johnson, & Bridgest, 2003; 

Sherwin & Schmidt, 2003), scripts for the 16 video scenarios were created (Table 4).  

The African American students stated how they would act in certain classroom and 

hallway situations and reported how they felt European American students would act in 

those same conditions.  On a subsequent visit, the researcher and the students recorded 
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the half of the videos that required African American actors.  The video recordings were 

then edited into their final form using Final Cut Pro.   

 

Table 4:  Scripts for the culturally mediated behavior scenarios 
 Body Movements Self Advocacy Greeting Style Volume 

Manner AA 
Actor 

EA 
Actor 

AA 
Actor 

EA 
Actor 

AA 
Actor 

EA 
Actor 

AA 
Actor 

EA 
Actor 

1 2 5 6 9 10 13 14 

African 
American 

Student walks 
through the empty 
hallway, carrying 
two books, moves 
with an urban stroll 
walking style. 

In a class of 
students, student 
shouts out, “Man, 
This worksheet is 
lame.  Why would 
we even do this?” 

In hallway between 
classes, student 
approaches group 
of students chatting 
and pretends to 
choke one student 
from behind. They 
scuffle briefly and 
then engage in 
elaborate 
handshake. 

In a class of 
students, a group of 
students are 
clustered together, 
some standing up 
and moving, 
working on a group 
assignment using 
loud voices. 

3 4 7 8 11 12 15 16 

European 
American 

Student walks 
through the empty 
hallway, carrying 
two books, moves 
quickly with an 
erect  walking style. 

After class, student 
goes to teacher at 
her desk and says, 
“Excuse me, Ms. 
Smith.  I don’t 
understand the 
purpose of this 
assignment.  Could 
you explain it to 
me?” 
 

In hallway between 
classes, student 
approaches group 
of students, says, 
“Hey, what’s up?” 
and waves. 

In a class of 
students, a group of 
students are 
clustered together, 
seated, working on 
a group assignment 
using quiet voices. 

Note:  AA = African American, EA = European American 

 
 

Next the school social worker identified five European American students who 

had similar physical characteristics to those of the African American students that had 

appeared in the first set of videos.  These characteristics included height, weight, and 

general build.  Similar procedures were instituted regarding consent and assent as with 
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the first group.  At the first meeting with the European American students, the 

researcher explained the study and reviewed the videos that already been produced by 

the African American students.  The European American students felt some hesitation 

at being asked to imitate the African American students and communicated that they 

would feel comfortable doing so only with the permission of the African American 

students.  Another meeting was scheduled at which all the students involved met and 

discussed these concerns.  After the African American students expressed their desire 

for the European students to continue with the project, a third meeting was scheduled at 

which the final eight video recordings were produced. 

After all scenarios were recorded and edited, a celebration meeting was held at 

the school at which all 16 videos were presented to the participating students.  Students 

were paid for their participation, and muffins and beverages were shared.  

Steps were taken to assure the participants’ privacy at multiple levels of this 

phase of the study.  The video recordings were created with the intention of using them 

in the communication of the findings of this study and in teacher development 

programs, and permission to do so was collected from the participants at the time of 

their recording.  The Institutional Review Boards of the University of Minnesota and of 

the school district that participated in this phase agreed to this condition when approval 

for this study was granted.  The video recordings are the property of the study’s author 

and no particular storage conditions have been set or implemented. 
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Phase 2 

The purposes of Phase 2 were:  (a) to gather qualitative data from experts in the 

field of multicultural education regarding the goals of this study, (b) to set a criterion 

reference for the acceptability index that was created for use in this study, and (c) to 

reduce potential researcher bias.  

Measures 

Acceptability Index.  One of purposes of this study across all three phases was to 

determine whether culturally mediated behavior affects the ratings and expectations of 

preservice teachers.  A measure of the acceptability of the behaviors shown in the 

scenarios was necessary.  The purpose of the acceptability index was to convert the 

responses that participants had toward the behaviors shown in the videos into a numeric 

scale.  It was determined that a summated rating scale would serve this purpose.   

Pedhazur and Pedhazur Schmelkin (1991) advised the first step in creating a summated 

rating scale is to generate a pool of items that relate to the issue at hand.  To that end, a 

list of interventions that would be possible for a teacher to engage in as a response to 

the behavior shown in the video clip was created.  Items that demonstrated higher 

acceptability of behaviors in the classroom (also referred to herein as positively 

connoted) and unfavorable items (negatively connoted) were included to reflect the 

range of teacher responses and to minimize any response sets.  An example of a 

positively connoted item is “How likely would you be to verbally encourage the 

students’ behaviors?” and a negatively connoted item is “How likely would you be to 

write an office referral for the students’ behaviors?”   Negatively connoted items were 
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reversed before the item scores are summed through a simple transformation (5 – each 

value), thereby producing a scale that ranges from a low score, indicating a perception 

of the behavior to be desirable or acceptable, to a high score, indicating an undesirable 

or unacceptable behavior.  See Appendix A for a copy of the full acceptability index. 

Demographic Data.  Demographic data was collected from the Phase 2 

participants.  These data included gender, ethnicity, age, level of education, self-

inclusion in an oppressed group, and the settings in which they were raised, live, and 

work.  The region of the country was determined based on the state in which they were 

primarily raised (Region of country was coded according to the map in Figure 3).  

These data were analyzed to determine if these variables are correlated to how the 

participants rated the videos.  

 

Figure 3:  Map Used to Convert Childhood State to Region.  1) Northeast, 2) South, 3) 
Midwest, 4) Southwest, 5) West 
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To assure that the procedures for this phase met the stated goals, a pilot 

implementation of this phase was completed. 

Pilot implementation 

A pilot implementation was designed and conducted with three purposes: (a) to 

determine the effectiveness and efficiency of the data collection procedures prior to 

meeting with the multicultural education experts, (b) to determine the internal validity 

of the videos across student race, and (c) to refine the acceptability index rating scale.  

A group of six graduate students from the special education program who were trained 

in research methods were assembled.  First, the participants were subjected to the 

procedures planned for the panel of experts, during which time they were encouraged to 

write comments on the forms and to voice questions and suggestions.  Changes were 

made to the presentation of the videos in the panel of experts meetings based on this 

input.  For example, the pilot study influenced the researchers choice to tell the 

participants where to look on the screen for the action to occur, how many times to 

show the video, and how much time to give participants to read on-screen directions. 

The second purpose of the pilot implementation was to determine the degree of 

difference between the African American and the European American versions of the 

videos.  Each pair of videos was rated on a rating scale ranging from one to four, 

numbers that corresponded to opinions that the videos were very similar to opinions that 

the videos were substantively different, respectively.  SPSS was used to analyze the 

data.  The chi-square statistic was used to compare the frequency of observed values 

with the frequency of expected values.  If the observations were left to chance there 
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would have been an equal distribution across the four points of the scale.  None of the 

respondents indicated strong disagreement to a statement of similarity between any two 

videos, and SPSS removed that choice (response #4) from the test. A chi-square with an 

alpha of 0.05 was performed.  The results indicated that there was statistically 

significant variation from the expected frequencies and that there was agreement that all 

pairs of clips were similar such that the race of the participants was deemed be the only 

factor distinguishing them (Table 5).  This step increased the internal validity of the 

study. 

Table 5:  Chi-Square Test of Observed Similarity of Paired Videos 

Response 
Number of 
Responses 

Expected 
Responses Residual  p 

1-Strongly Agree 31 16 15 28.13 ** 
2-Agree 16 16 0   
3-Disagree 1 16 -15   
Note:  ** p ≤ 0.01     
 

Finally, the third purpose of the pilot implementation was to refine the 

acceptability index.  Several points were addressed including the format of the 

questions, clarity of the questions, and the statistical properties of the index.   

The format of the acceptability index originally was six separate multiple choice 

style questions formatted in this manner: 

_____2.  How likely would the teachers that you’ve worked with be to allow this 
behavior in their classroom? 
a.  Very unlikely  c.  Somewhat likely 
b.  Somewhat unlikely  d.  Very likely 

 
The participants in the pilot study found that the format of the questions required 

excessive attention to how they were read and actually required participants to go back 
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and reread several times in order to accurately respond.  Discussions with participants 

resulted in transforming the scale into a matrix style response form that reduced the 

mental effort required to respond.  Also, the original form of the questions were written 

specifically for the panel of experts and would have needed to be changed slightly to 

apply to the preservice teachers in Phase 3.  Changes were made during the pilot study 

in Phase 2 so that the questions would serve both purposes and reduce the possibility 

that rewording them would introduce error variance into comparisons between results 

from the panel of experts and the preservice teachers. 

Statistical issues with the index were addressed during the pilot study also.  

Items were reviewed for the amount of variation they afforded the final sum of the 

items of the index.  The author of the study reviewed the original items, and those that 

were found to have no variability, i.e., were answered the same by all participants, were 

reworded or removed.  No variability indicated that those items contributed nothing to 

the understanding of the acceptability of the behaviors from the videos.  In addition, one 

new item was suggested by the participants of the pilot study (the item regarding a 

teacher response of being indifferent) and was subsequently included in the 

acceptability index.  Through the results of the pilot study, the acceptability index was 

updated to its final form as is found in Appendix A. 

Participants 

The Minnesota State Department of Education and the University of Minnesota 

sponsor a joint project call the Pre-Referral Team.  It is a small group of licensed 

professional educators who consult with individual school districts regarding the 
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overrepresentation of African American students in special education programs and 

train school-based teams to help implement pro-multicultural education policies at the 

school level.  An invitation was extended to all 19 members of the Pre-Referral Team.  

An initial session was scheduled and 3 people were able to participate.  A second 

session was held and 4 additional members attended.  In total, 7 of the 19 members 

participated, four (57%) males and three (43%) females.  Four (57%) participants were 

African American and the remaining three (43%) were European American (Table 6). 

Procedures 

Participants were invited to attend one of two meetings, both of which were 

conducted in the same manner.  The researcher used a PowerPoint administration of the 

video clips to assure fidelity across the two meetings in regards to the order of the 

videos and the content of instructions given to the groups.  Consent forms were 

provided for the participants to read and a summary of the consent form was presented 

in the PowerPoint presentation.  Participants confirmed their consent by signing the 

form and the researcher collected the forms.  Next, the video clips were presented to the 

participants in a randomized order.  After each video clip was shown, time was given 

for the participants to respond to the acceptability index and to provide written 

comments.  All 16 video clips were presented in this fashion.  The session was 

concluded with approximately one hour allotted for participants to engage in a semi-

structured group interview around the four behaviors that had been identified for this 

study.  This discussion was transcribed and will be analyzed at a later date. 
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Table 6.  Demographic characteristics of Phase 2 (Panel of Experts) participants 
Characteristic N % 
Gender   
  Male 4 57 
  Female 3 43 
Ethnicity   
  Black/African American 4 57 
  White/European American 3 43 
Age (Years)   
  M 52.6 
  Sd 11.4 
Oppressed   
  No 4 57 
  Yes 3 43 
Education Level   
  Masters 3 43 
  Specialists 2 29 
  Doctorate 2 29 
Setting Raised   
  Rural 4 57 
  Suburban 1 14 
  Urban 2 29 
Setting Live   
  Rural 0 0 
  Suburban 4 57 
  Urban 3 43 
Setting Work   
  Rural 0 0 
  Suburban 3 43 
  Urban 4 57 
Region Raised   
  Northeast 1 14 
  Midwest 4 57 
  Southwest 1 14 
  Outside The Continental Us 1 14 

 

Phase 3 

The purpose of this study is to examine how the culturally mediated behaviors 

of African American students affected preservice teachers’ ratings of students’ levels of 

achievement, aggression, and the acceptability of those behaviors in schools.  Within 
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Phase 3 preservice teachers watched the video clips and completed the rating forms.  

Along with the rating sheets, demographic data was also collected. 

Measures 

Two separate instruments were used to create a survey that was administered to 

groups of preservice teachers:  The Adjective Check List (ACL; Gough & Heilbrun, 

1983) and an acceptability index that was created for use in this study.  The 

development of the acceptability index was described in the measures section of Phase 

2 previously. 

Researchers working on studies on assessment originally developed the ACL in 

1949 as a system of recording the perceptions of participants.  It consists of 300 

adjectives that have been grouped both by psychological inference and correlation 

studies to represent 37 separate scales.  In this study, however, a subset of 77 adjectives 

was used that comprised two of the scales:  achievement and aggression.  The scales are 

made up of a set of adjectives, some of which are “indicative” and others that are 

“contraindicative” of the construct being measured.  For example, on the achievement 

scale an indicative adjective is “enterprising” and a contraindicative adjective is 

“irresponsible.”  On the aggression scale, an indicative adjective is “impatient” and a 

contraindicative adjective is “shy.”  When scoring the ACL, indicative adjectives are 

scored a +1 and contraindicative adjectives are scored a -1.  The summed score for each 

scale is then used to compare the video clips to determine which behaviors are 

considered higher and lower on the corresponding scales.  In this study, no 

determinations were made using the ACL on whether the students were or were not 



Effects Of Behavior Styles on Preservice Teachers 46 
 
 

 

achievement oriented or aggressive, but rather the scores were compared across videos 

to determine which video showed more or less of each construct. 

The ACL was chosen for use in this study for three reasons.  First, this is the 

measure that was used by Neal, Davis McCray, Webb-Johnson, and Bridgest (2003), 

the study being replicated here.  Second, the ACL is has been determined to be useful in 

cross-cultural research (Gough, Fioravanti, & Lazzari, 1979; Williams & Best, 1983).  

Finally, the psychometric properties of this measure match with the needs of this study.  

According to the manual for the ACL (Gough & Heilbrun, 1983), alpha coefficients 

(Cronbach, 1951) from a sample of 591 males and 588 females were calculated to be 

0.85 and 0.82 for the achievement scale, respectively, and 0.72 and 0.74 for the 

aggression scale, respectively.  

Procedures 

In preparing for the administration of the survey to the preservice teachers four 

DVDs were created, each DVD corresponding to a group that would view and rate four 

video clips.  In order to minimize between group differences, the videos were presented 

in a counterbalanced manner with the participants randomly assigned to one of four 

groups  (Table 7).  In addition, the DVDs included pre-recorded instructions to the 

participants to assure fidelity of the administration of the survey across groups. 

The researcher entered five sections of 5000-level courses in educational 

foundations, one section of “Educational Psychology” and four sections of 

“Introduction to Special Education” to speak on the topic of ethnic disproportionally in 

special education.  Apart from the topic of the presentation, students were not given any 
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information about the content of the presentation.  Participation in this study was 

presented as the anticipatory set to a discussion on diversity in schools.  At the 

beginning of the presentation, consent procedures were discussed and students were 

advised that they would be asked to sign consent forms in order for the data they 

provided to be used in this study.  Since the content of the videos were the basis for that 

day’s class discussion, they were asked to participate in the activity regardless if they 

consented to their answers being used.  (An alternate assignment was available to any 

students that might have preferred, but no one chose it over participating.)  A label 

indicating a control number was attached to each of the consent forms and the survey 

packet so that consent could be connected to individual students, but to assure 

anonymity of participants’ responses. 

Table 7:  Assignment of behavior clips by group 
Group A Group B Group C Group D 
1  (0-0) 2  (1-0) 3  (0-1) 4  (1-1) 

6  (1-0) 7  (0-1) 8  (1-1) 5  (0-0) 

11  (0-1) 12  (1-1) 9  (0-0) 10  (1-0) 
16  (1-1) 13  (0-0) 14  (1-0) 15  (0-1) 

Note:  The numbers in parenthesis are the coding scheme of 
Actor Race and Manner for each clip. 

 
The researcher divided the classes into groups by having the students call off a 

number from 1 to the predetermined number of groups depending on how many 

students were in attendance.  The first students to call the number were appointed as the 

chairperson of the group and were given an instruction sheet, a survey protocol for each 

member of the group and a DVD that contained the video administered survey.  
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Students had previously been advised to bring a laptop computer to class that would be 

used to view the DVD.  Students were asked to find a quiet space to work through the 

survey in small groups.  The researcher, the course instructor, and a research assistant 

circulated among the groups to answer any questions and to affirm that students were 

engaged with the activity.  One student asked about the meaning of the adjective 

“slipshod” but no other questions were reported.  When the students completed the 

survey in their group, the chairperson of each group returned the consent forms to one 

pile, the survey protocols to another, and returned the DVD to the researcher.   

Participants 

In total, 211 individuals participated in this study.  Females comprised the 

majority of respondents at 67%, with males making up the remaining 33%.  A wide 

majority (88%) of participants reported themselves to be White or European American.  

This group of participants is representative of the American teaching force that, in 

2004-2004, was 84% White or European American (US Department of Education, 

2010). The second largest racial category represented in this sample were Asian at 6%, 

followed by respondents that marked two or more races (2%), then Black/African 

American (1%).  Hispanic/Hispanic American and “Two or More Races” tied with only 

one respondent from each category (Table 8). 

Data Analysis 

After a research assistant entered the data into a spreadsheet, the demographic 

data of 10% of the participants were reviewed for accuracy.  A column in the 

spreadsheet was added that contained a random number generator function, and the file 
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was then sorted by this random number.  The first twenty-two individuals in the 

randomized list were selected, and the data from the response forms were compared to 

the data in the file.  Of the 990 possible items (22 participants x 45 items per 

participant), there was only one disagreement, which resulted in a 99.89% accuracy 

rate.  That item was corrected and data analysis continued. 
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Table 8.  Demographic characteristics of Phase 3 participants 
 Video group assignment 
 Group A  Group B  Group C  Group D 
Characteristic n %  n %  n %  n % 
Gender            
  Male 14 26  17 33  20 38  18 34 
  Female 39 74  35 67  33 62  35 66 
Ethnicity            
  Black/African American 0 0  2 4  0 0  0 0 
  Asian /Asian American 5 10  5 10  2 4  1 2 
  White/European American 44 86  44 85  47 92  50 94 
  Hispanic/Hispanic 
American 

0 0  0 0  0 0  1 2 
  Native American 0 0  0 0  0 0  0 0 
  Two Or More Races 0 0  0 0  0 0  1 2 
  Other Race 2 4  1 2  2 4  0 0 
Age            
  M 27.4  26.9  26.8  26.4 
  Sd 6.7  6.3  6.2  5.1 
Oppressed            
  No 47 89  46 92  49 94  49 93 
  Yes 6 11  4 8  3 6  4 8 
Education Level Completed            
  High School 3 6  1 2  0 0  0 0 
  Bachelors 44 83  44 85  45 85  49 93 
  Masters 6 11  7 14  7 13  3 6 
  Specialists 0 0  0 0  1 2  0 0 
  Other 0 0  0 0  0 0  1 2 
Setting Raised            
  Rural 16 30  12 24  13 25  10 19 
  Suburban 32 60  30 59  35 66  36 68 
  Urban 5 9  9 18  5 9  7 13 
Setting Live            
  Rural 1 2  1 2  1 2  3 6 
  Suburban 16 31  13 25  18 34  20 38 
  Urban 34 67  38 73  34 64  30 57 
Setting Work            
  Rural 1 2  0 0  2 4  1 2 
  Suburban 17 32  9 19  15 31  18 37 
  Urban 35 66  39 81  32 65  30 61 
Region Raised            
  Northeast 1 2  2 4  1 2  2 4 
  South 3 6  0 0  1 2  1 2 
  Midwest 47 89  44 85  46 87  45 85 
  Southwest 0 0  0 0  1 2  0 0 
  West 0 0  0 0  1 2  2 4 
  Outside The Continental 
US 

2 4  6 12  3 6  3 6 
 

Additionally, a check of the accuracy of the coding of the responses to the 

videos was undertaken.  The responses to 90 individual video clips were reviewed, 
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which was 10.7% of the responses.  Of the 7,830 possible items (90 clips x 87 items per 

video clip), 100% were found to be recorded accurately. 

 
Initial Analysis.  The first analysis was a two-way analysis of variance.  Gall, 

Gall, and Borg (2003) define a design of this type as, "an experiment in which the 

researcher determines the effect of two or more independent treatment variables, (i.e. 

factors)--both singly and in interaction with each other--on a dependent variable" (p. 

404).  This type of analysis has been selected for several reasons.  This study is a 

replication of Neal, Davis McCray, Webb-Johnson, and Bridgest (2003) and the main 

analyses used in that study were also two-way ANOVAs.  The two factors involved in 

this study, race and manner, could show interaction effects, which this type of design 

can readily demonstrate.  In addition, two-way ANOVAs were chosen over multiple 

regression for these analyses because of the complexity that interaction effects could 

have brought to the interpretation of the results.  Finally, because of a limited sample 

size across 12 combinations of behavior and measure, the a priori decision was made to 

use multiple ANOVAs as a means to partition variance. 

The statistical model for a two-way analysis of variance is: 

Xijk = µ + αi + βj + (αβ)ij + εijk.   

This model was applied three times for each of the four behaviors being studied 

because there are three criterion variables for which we gathered data.  The three 

variables to be used as the Xijk are achievement, aggression, and the acceptability index.  
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In order for a two-way analysis of variance to be valid certain assumptions must 

be met.  These assumptions are: (a) the populations from which the samples were 

obtained must be normally or approximately normally distributed, (b) the samples must 

be independent, (c) the variances of the populations must be equal, and (d) the groups 

must have the same sample size. 

The null hypotheses for these analyses were that there were no differences in the 

mean ratings of achievement, aggression, and acceptability among the videos either for 

race, manner, or an interaction effect.  Because the consequences of a Type 2 error 

(failing to reject the null hypothesis when the null hypothesis is false) would be more 

detrimental to African American students, the alpha for these analyses were set at a total 

of 0.05 for each behavior and each index.  In other words, each behavior and each index 

for achievement, aggression, and acceptability had its own alpha of 0.05 to be split 

across each of the three possible effects.  In addition to the hypothesis tests listed above 

for the main and interaction effects, a reliability analysis of the acceptability index will 

also completed in order to determine the manner in which each question included in that 

score contributes to its reliability. 

Secondary Analysis.  The secondary analysis was completed for each of the four 

behaviors that were found to have significant main or interaction effects from the initial 

analysis.  The secondary analysis was a multiple regression that looks at the 

demographic information collected from the participants and from their answers to the 

rating scale questions in order to determine which factors contributed most to the results 

of the initial analysis.  “Multiple regression is used to determine the correlation between 
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a criterion variable and a combination of two or more predictor variables… And it 

provides estimates of both the magnitude and statistical significance of relationships 

between variables” (Gall, Gall & Borg, p. 340). 

Ordinary Least Squares (OLS) multiple regression was performed on each of the 

scales from the Adjective Checklist and on the Acceptability Index for each of the four 

behaviors for a total of 12 separate analyses.  In each of these tests, the independent 

variable was the mean of either the sum of the Adjective Check List or of the 

Acceptability Index.  Dependent variables included the demographic information from 

each participant. Gall, Gall, and Borg (2003) suggested that one uses a sample size of at 

least 15 for each predictor variable added to the analysis.  This study has a sample size 

of 844 videos watched which would theoretically support up to 56 predictor variables. 

The original study (Neal, et al., 2003) did not include this type of analysis and is 

one way in which that study is being extended.  Alpha for these analyses was set at 0.05 

for each index tested.  Specifically, the model being tested was as follows: 

 

=Predicted Achievement Sum, Aggression Sum, or Acceptability Index Score 

 = Regression Coefficient,  = Behavior,  = Race,  = Manner,  = 
Gender,  = Age,  =Race,  = Education Level,  = Setting Live,  = 
Setting Raised,  = Setting Work,  = Region Raised,  = Constant,  = Error 

 

Summary 

This study specifically investigated whether students’ culturally mediated 

behaviors affect preservice teachers’ ratings of the acceptability of students’ behaviors 
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in the classroom, students’ levels of achievement, and students’ levels of aggression.  In 

order to test the hypotheses, this study was divided into three phases: (a) creating videos 

of target behaviors, (b) establishing a criterion reference among experts in multicultural 

education, and (c) surveying preservice teachers.   
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CHAPTER 3:  RESULTS 

The purpose of this study was to examine how culturally mediated behaviors of 

African American and European American students affected the ratings of those 

behaviors by preservice teachers.  In total, 211 preservice teachers viewed four video 

scenarios, one for each of the four behaviors that were included in this study: (a) 

movement style, (b) self advocacy style, (c) greeting style, and (d) volume of voice.  

For each video they completed items that contributed to three measures:  (a) the 

acceptability index, (b) the ACL-achievement scale, and (c) the ACL- aggression scale.   

Acceptability Index 

The first question investigated how preservice teachers’ ratings of the 

acceptability of culturally mediated behaviors, specifically movement style, self 

advocacy style, greeting style, and volume of voice, differed when presented by African 

American and European American students.  The acceptability index (Chapter 2) was 

created specifically for this study and therefore it is important to first evaluate the 

measurement properties of this scale.   

The sample included the 844 videos (211 participants x 4 videos) reviewed by 

the preservice teachers in Phase 3 and the 112 videos (7 participants x 16 videos each) 

reviewed by the panel of experts in Phase 2, excluding 10 ratings that were incomplete 

(N = 946).  The mean of the index was 18.11 with a standard deviation of 5.32.  The 

scores on this index ranged from 9, which is a highly acceptable behavior, to 35, which 

was a highly unacceptable behavior.  The limits of the scale are 9 to 36 points.  The 
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distribution curve of the scores was roughly normally distributed with some positive 

skewness (1.01) (Figure 4).   

A reliability analysis on the acceptability index data provided by the preservice 

teachers was conducted.  Cronbach’s alpha was calculated to be 0.82, a score that is 

sufficiently reliable for social science research (Gall, Gall, & Borg, 2003).  SPSS was 

used to calculate alpha scores should any of the items in the scale be deleted.  If the 

item “Indifferent” had been deleted, it would have increased the reliability of the scale 

to 0.84 (Table 9).  Pearson’s bivariate correlations were calculated and, with the 

exception of the item “Indifferent,” all were significantly (p < 0.01) and positively 

correlated with the index (Table 10). 

 

Figure 4:  Distribution of Scores of the Acceptability Index 
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Table 9:  Acceptability Index Reliability Analysis, Preservice Teachers 

 
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
Good Model 15.56 21.54 0.60 0.79 
Encourage 15.43 22.24 0.52 0.80 
Appreciate 15.72 21.08 0.64 0.79 
Indifferent 15.47 24.76 0.23 0.84 
Redirect Reversed 16.11 19.76 0.73 0.77 
Office Referral Reversed 16.93 25.25 0.59 0.81 
Informal Reversed 16.30 23.08 0.49 0.81 
Team Meeting Reversed 16.56 23.13 0.56 0.80 
School Admin Reversed 16.81 24.63 0.53 0.81 

 

Table 10:  Correlation Matrix Among Items in the Achievement Index, Preservice 
Teachers 

 1 2 3 4 5 6 7 8 9 
1.  Good Model 1         
2.  Encourage 0.78** 1        
3.  Appreciate 0.75** 0.74** 1       
4.  Indifferent 0.06 -0.06 0.03 1      
5.  Redirect 

Reversed 0.52** 0.44** 0.57** 0.34** 1     

6.  Office Referral 
Reversed 0.34** 0.31** 0.39** 0.19** 0.50** 1    

7.  Informal 
Reversed 0.16** 0.09** 0.22** 0.29** 0.46** 0.40** 1   

8.  Team Meeting 
Reversed 0.19** 0.13** 0.24** 0.31** 0.47** 0.47** 0.68** 1  

9.  School Admin 
Reversed 0.20** 0.18** 0.26** 0.22** 0.40** 0.59** 0.47** 0.69** 1 

**Correlation is significant at the 0.01 level (2-tailed). 
 

The acceptability index data were analyzed using two-way analyses of variance 

(ANOVA) with an alpha set a priori at 0.05 for each behavior.  Table 11 presents the 
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descriptive statistics for these tests, and Table 12 presents the results of the four 

factorial ANOVAs.  Wherever the η2 statistic is shown, it has been calculated in the 

classic manner, and is not the partial η2. 

Table 11:  Descriptive Statistics for a Two-Factor, Between Subjects ANOVA for 
Acceptability Index, Preservice Teachers 
Behavior Actor Race Actor Manner Mean SD N 
Body Movement     
 African American African American 16.26 3.355 50 
  European American 16.11 3.776 53 
 European American African American 16.04 3.079 51 
  European American 18.21 4.036 52 
Self-Advocacy     
 African American African American 26.79 3.904 53 
  European American 18.61 4.887 51 
 European American African American 27.75 3.223 52 
  European American 22.19 5.781 53 
Greeting     
 African American African American 17.47 4.610 53 
  European American 14.75 2.695 53 
 European American African American 17.09 3.580 53 
  European American 14.90 3.443 52 
Volume     
 African American African American 16.71 3.494 52 
  European American 16.65 4.379 52 
 European American African American 17.04 3.281 53 
  European American 15.17 2.447 53 
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Table 12.  F Ratios for a Two-Factor Between Subjects ANOVA for Acceptability 
Index, Preservice Teachers 
Source df SS MS F p η2 
       

Movement Style 
Actor Race (A) 1 45.36 45.36 3.52 0.06           0.02 
Actor Manner (B) 1 52.79 52.79 4.11 0.04*  0.02 
A ☓ B 1 69.21 69.21 5.38 0.02*  0.03 
Error 202 2597.53 12.85   0.94 
Total 206 59944.00     
       

Self Advocacy Style 
Actor Race (A) 1 268.97 268.97 12.96 < 0.01** 0.04 
Actor Manner (B) 1 2467.54 2467.54 118.89 < 0.01** 0.35 
A ☓ B 1 89.86 89.86 4.33 0.04*   0.01 
Error 205 4254.73 20.75   0.60 
Total 209 126096.00     
       

Greeting Style 
Actor Race (A) 1 0.68 0.68 0.05 0.82     0.00 
Actor Manner (B) 1 317.57 317.57 23.87 < 0.01** 0.10 
A ☓ B 1 3.65 3.65 0.27 0.60     0.00 
Error 207 2754.06 13.30   0.90 
Total 211 57509.00     
       

Volume of Voice 
Actor Race (A) 1 17.59 17.59 1.46 0.23    0.01 
Actor Manner (B) 1 48.66 48.66 4.05 0.05*  0.02 
A ☓ B 1 43.00 43.00 3.58 0.06    0.02 
Error 206 2471.83 11.99   0.96 
Total 210 58998.00     
Note:  *Significant at p < 0.05, **Significant at p < 0.01 
 
 

Movement Style.  The main effect for actor manner (F(1, 206) = 4.11, p = 0.04, 

η2 = 0.02) and the interaction effect (F(1, 206) = 5.38, p = 0.02, η2 = 0.03) were both 

significant for the acceptability index in regards to movement style.  Howell (2002) 

suggests that while some scholars would advise ignoring main effects that are also 

significant in this situation, he believes that it is “perfectly legitimate” to discuss these 
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significant main effects (p. 432).  The presence of the interaction effect shows that the 

main effects vary depending on the levels of each variable present (Figure 5).  African 

American and European American students were rated approximately the same in 

regards to acceptability when engaging in an African American walking style, but 

preservice teachers rated European Americans’ behavior as less acceptable when 

walking in a standard manner. 

 

Figure 5: Acceptability Index, Body Movement, Preservice Teachers 
 
 

Self Advocacy Style.  An examination of the results of the ANOVA indicated 

that both main effects (actor race, F(1, 209) = 12.96, p < 0.01, η2 = 0.04; actor manner, 

F(1, 209) = 118.89, p < 0.01, η2 = 0.35) and an interaction effect (F(1, 209) = 4.33, p = 
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0.04, η2 = 0.01) were all significant for the self advocacy behavior.  Preservice teachers, 

regardless of the race of the students in the video, rated the African American style 

behavior as less acceptable, and the European style as more acceptable (Figure 6). 

However, when behaving in the same European American manner, African 

American students were rated as having more acceptable behavior than their European 

American counterparts. 

 

Figure 6:  Acceptability Index, Self Advocacy, Preservice Teachers 
 
 

Greeting Style.  Regarding greeting style, only actor manner had a significant 

result (F(1, 211) = 23.87, p < 0.01, η2 = 0.10).  Figure 7 shows that preservice teachers 
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rated the African American style behavior as less acceptable than the European 

American manner for students of each race. 

 

Figure 7: Acceptability Index, Greeting, Preservice Teachers 
 
 

Volume of Voice.  The ANOVA for Volume of Voice showed a significant result 

for actor manner (F(1, 210) = 4.06, p = 0.05, η2 = 0.02).  Figure 8 shows that the 

behaviors of African American students were rated at about the same level of 

acceptability regardless of the behavior style in which they engaged.  The behaviors of 

European American students, however, were rated as more acceptable when they were 

engaging in the European American style than when they were engaged in the African 

American style. 
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Figure 8: Acceptability Index, Volume of Voice, Preservice Teachers 
 

Acceptability Index, Panel of Experts 

During Phase 2 of the study, the panel of experts was used to set a criterion 

reference of the acceptability index that was used in Phase 3.  Statistical analyses of the 

acceptability index data were completed for the panel of experts as was done for the 

data from the preservice teachers (Table 13 and Table 14). Only one of the 12 

combinations of behavior x scale/index showed statistical significance for main or 

interaction effects.  For the behavior of self advocacy, participants from the panel of 

experts found there to be a significant effect for actor manner (F(1, 23) = 35.04, p < 

0.01, η2 = 0.59) in how they rated the acceptability index.  These results showed a 
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pattern of significance that, under visual inspection, differs from the preservice teachers 

whose ANOVAs indicated seven significant main and interaction effects for the 12 

tested combinations.   

Table 13:  Descriptive Statistics for a Two-Factor, Between Subjects ANOVA for 
Acceptability Index, Panel of Experts 
Behavior Actor Race Actor Manner Mean SD N 
Body Movement     
 African American African American 14.57 3.207 7 
  European American 15.29 2.430 7 
 European American African American 15.00 3.521 6 
  European American 16.43 2.760 7 
Self-Advocacy     
 African American African American 25.00 2.646 7 
  European American 15.50 2.881 6 
 European American African American 26.43 3.780 7 
  European American 17.86 5.640 7 
Greeting     
 African American African American 16.57 3.309 7 
  European American 15.00 2.000 7 
 European American African American 17.00 3.266 7 
  European American 15.71 3.039 7 
Volume     
 African American African American 14.86 1.574 7 
  European American 15.86 3.078 7 
 European American African American 17.14 4.220 7 
  European American 14.86 1.574 7 
 

 



Effects Of Behavior Styles on Preservice Teachers 65 
 
 

 

Table 14.  F Ratios for a Two-Factor Between Subjects ANOVA for Acceptability 
Index, Panel of Experts 
Source df SS MS F p η2 
       

Movement Style 
Actor Race (A) 1 4.14 4.14 0.46 0.50     0.02 
Actor Manner (B) 1 7.71 7.71 0.86 0.36     0.04 
A ☓ B 1 0.85 0.85 0.09 0.76     0.00 
Error 23 204.85 8.90   0.94 
Total 27 6566.00     
       

Self Advocacy Style 
Actor Race (A) 1 24.07 24.07 1.53 0.23     0.03 
Actor Manner (B) 1 548.64 548.64 35.04 < 0.01** 0.59 
A ☓ B 1 1.44 1.44 0.09 0.76     0.00 
Error 23 360.07 15.65   0.39 
Total 27 13298.00     
       

Greeting Style 
Actor Race (A) 1 2.28 2.28 0.26 0.61     0.01 
Actor Manner (B) 1 14.28 14.28 1.63 0.21     0.06 
A ☓ B 1 0.14 0.14 0.01 0.90     0.00 
Error 24 209.14 8.71   0.93 
Total 28 7458.00     
       

Volume of Voice 
Actor Race (A) 1 2.89 2.89 0.35 0.56     0.01 
Actor Manner (B) 1 2.89 2.89 0.35 0.56     0.01 
A ☓ B 1 18.89 18.89 2.34 0.14     0.09 
Error 24 193.42 8.06   0.89 
Total 28 7101.00     
Note:  *Significant at p < 0.05, **Significant at p < 0.01 
 

 

Achievement Scale 

The second question investigated preservice teachers’ ratings of the attributed 

levels of achievement of African American and European American students engaging 

in culturally mediated behaviors.  The achievement scale data were analyzed using two-
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way analyses of variance (ANOVA) with an alpha set a priori at 0.05 for each behavior.  

Table 15 presents the descriptive statistics from these tests and Table 16 presents the 

results of the four factorial ANOVAs. 

Table 15:  Descriptive Statistics for a Two-Factor, Between Subjects ANOVA for 
Achievement, Preservice Teachers 
Behavior Actor Race Actor Manner Mean SD N 
Body Movement     
 African American African American -.36 2.313 53 
  European American 1.36 3.276 53 
 European American African American -1.83 1.568 52 
  European American -.85 1.499 53 
Self-Advocacy     
 African American African American -2.42 2.756 53 
  European American 3.23 3.909 52 
 European American African American -2.49 2.233 53 
  European American 3.08 4.146 53 
Greeting     
 African American African American 2.25 2.056 53 
  European American 1.21 2.476 53 
 European American African American 1.32 1.784 53 
  European American 2.58 3.171 52 
Volume     
 African American African American 3.69 4.688 52 
  European American 1.75 3.995 53 
 European American African American 4.68 4.722 53 
  European American 3.04 3.119 53 
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Table 16.  F Ratios for a Two-Factor, Between Subjects ANOVA for Achievement, 
Preservice Teachers 
Source df SS MS F p η2 
       

Movement Style 
Actor Race (A) 1 178.18 178.18 34.19 < 0.01** 0.13 
Actor Manner (B) 1 95.76 95.76 18.37 < 0.01** 0.07 
A ☓ B 1 7.20 7.20 1.38 0.24     0.01 
Error 207 1078.61 5.21   0.79 
Total 211 1395.00     
       

Self Advocacy Style 
Actor Race (A) 1 0.70 0.70 0.06 0.80     0.00 
Actor Manner (B) 1 1657.64 1657.64 147.45 < 0.01** 0.42 
A ☓ B 1 0.08 0.08 0.01 0.93     0.00 
Error 207 2327.04 11.24   0.58 
Total 211 4009.00     
       

Greeting Style 
Actor Race (A) 1 2.60 2.60 0.44 0.51     0.00 
Actor Manner (B) 1 0.62 0.62 0.11 0.74     0.00 
A ☓ B 1 69.38 69.38 11.80 < 0.01** 0.05 
Error 207 1216.76 5.87   0.94 
Total 211 1999.00     
       

Volume of Voice 
Actor Race (A) 1 67.94 67.94 3.89 0.05*   0.02 
Actor Manner (B) 1 168.92 168.92 9.67 < 0.01*   0.04 
A ☓ B 1 1.15 1.15 0.07 0.80     0.00 
Error 207 3616.36 17.47   0.94 
Total 211 6138.00     
Note:  *Significant at p < 0.05, **Significant at p < 0.01 
 

 

Movement Style.  The two main effects of actor race (F(1, 211) = 34.20, p < 

0.01, η2 = 0.13) and actor manner (F(1, 211) = 18.38, p < 0.01, η2 = 0.07) were both 

found to be significant.  No interaction effect was present.  A significant effect for actor 

race indicated that preservice teachers rated African American students higher in 
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achievement than European American students regardless of the manner of behavior 

they were engaged in (Figure 9).  A significant effect for actor manner indicated that the 

participants rated European American movement styles as more indicative of 

achievement compared to African American styles regardless of the race of the 

students.   

 

Figure 9:  Achievement Scale, Body Movements, Preservice Teachers 
 
 
 

Self Advocacy Style.  The main effect of actor manner was significant (F(1, 211) 

= 147.45, p < 0.01, η2 = 0.42).  No significant results were found for actor race or for an 

interaction effect.  Preservice teachers rated all students with the African American self 

advocacy style as lower in achievement regardless of race (Figure 10). 
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Figure 10:  Achievement Scale, Self Advocacy, Preservice Teachers 
 
 

Greeting Style.  The ANOVA showed no significant main effects, but a 

statistically significant interaction effect (F(1, 211) = 11.80, p < 0.01, η2 = 0.05).  The 

significant interaction effect shows that the preservice teachers rated European 

American students who greeted each other in a European American manner higher in 

achievement than African American students who did the same behavior.  However, 

they also rated African American students who greeted each other in an African 

American manner higher in achievement than European American students who greeted 

each other in the same way.  Figure 11 shows the interaction effect by the crossing of 

the lines. 
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Figure 11:  Achievement Scale, Greeting, Preservice Teachers 
 
 

Volume of Voice.  The responses of the preservice teachers showed main effects 

of both actor race (F(1, 211) = 3.89, p = 0.05, η2 = 0.02) and actor manner (F(1, 211) = 

9.67, p < 0.01, η2 = 0.04) for the volume of the students’ voices in a classroom setting.  

Students engaging in African American style conversations on a current events topic 

scored higher in achievement than did students engaging in a European American style 

conversation.  Preservice teachers rated European Americans higher on the achievement 

scale than African American students engaging in either style behavior. (Figure 12). 
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Figure 12:  Achievement Scale, Volume of Voice, Preservice Teachers 
 
 
Aggression Scale 

The third question investigated preservice teachers’ ratings of the attributed 

levels of aggression of African American and European American students engaging in 

culturally mediated behaviors.  The aggression scale data were analyzed using two-way 

analyses of variance (ANOVA) with an alpha set a priori at 0.05 for each behavior.   

Table 17 presents the descriptive statistics from these tests and  

Behavior Actor Race Actor Manner Mean SD N 
Body Movement     
 African American African American -1.81 2.632 53 
  European American -2.02 2.605 53 
 European American African American -2.73 3.049 52 
  European American -2.47 2.757 53 
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Self-Advocacy     
 African American African American 2.96 3.131 53 
  European American -1.04 2.359 52 
 European American African American 4.40 3.586 53 
  European American .60 1.964 53 
Greeting     
 African American African American -.34 1.786 53 
  European American -1.64 1.912 53 
 European American African American -.51 1.436 53 
  European American -1.00 2.417 52 
Volume     
 African American African American -.60 2.320 52 
  European American -1.96 2.166 53 
 European American African American -.51 2.198 53 
  European American -2.74 2.520 53 

 
Table 18 presents the results of the four factorial ANOVAs. 

 

Table 17:  Descriptive Statistics for a Two-Factor, Between Subjects ANOVA for 
Aggression, Preservice Teachers 
Behavior Actor Race Actor Manner Mean SD N 
Body Movement     
 African American African American -1.81 2.632 53 
  European American -2.02 2.605 53 
 European American African American -2.73 3.049 52 
  European American -2.47 2.757 53 
Self-Advocacy     
 African American African American 2.96 3.131 53 
  European American -1.04 2.359 52 
 European American African American 4.40 3.586 53 
  European American .60 1.964 53 
Greeting     
 African American African American -.34 1.786 53 
  European American -1.64 1.912 53 
 European American African American -.51 1.436 53 
  European American -1.00 2.417 52 
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Volume     
 African American African American -.60 2.320 52 
  European American -1.96 2.166 53 
 European American African American -.51 2.198 53 
  European American -2.74 2.520 53 
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Table 18.  F Ratios for a Two-Factor Between Subjects ANOVA for Aggression, 
Preservice Teachers 
Source df SS MS F p η2 
       

Movement Style 
Actor Race (A) 1 24.83 24.83 3.25 0.07     0.02 
Actor Manner (B) 1 0.04 0.04 0.01 0.95     0.00 
A ☓ B 1 2.87 2.87 0.38 0.54     0.00 
Error 207 1582.53 7.65   0.98 
Total 211 2684.00     
       

Self Advocacy Style 
Actor Race (A) 1 124.79 124.79 15.53 < 0.01** 0.05 
Actor Manner (B) 1 800.87 800.87 99.68 < 0.01** 0.31 
A ☓ B 1 0.57 0.57 0.07 0.79     0.00 
Error 207 1663.21 8.04   0.64 
Total 211 3228.00     
       

Greeting Style 
Actor Race (A) 1 2.93 2.93 0.80 0.37     0.00 
Actor Manner (B) 1 42.37 42.37 11.52 < 0.01** 0.05 
A ☓ B 1 8.68 8.68 2.36 0.13     0.01 
Error 207 761.32 3.68   0.93 
Total 211 976.00     
       

Volume of Voice 
Actor Race (A) 1 6.22 6.22 1.17 0.28     0.00 
Actor Manner (B) 1 170.19 170.19 32.03 < 0.01*   0.13 
A ☓ B 1 9.76 9.76 1.84 0.18     0.01 
Error 207 1099.99 5.31   0.86 
Total 211 1733.00     
Note:  *Significant at p < 0.05, **Significant at p < 0.01 
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Movement Style.  There were no significant main or interaction effects for 

aggression.   

 

Figure 13:  Aggression Scale, Body Movements, Preservice Teachers 
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Self Advocacy Style.  There were significant results for both actor race (F(1, 

211) = 15.53, p < 0.01, η2 = 0.05) and for actor manner (F(1, 211) = 99.68, p < 0.01, η2 

= 0.31), but no significant interaction effect.  Preservice teachers rated all students 

engaging in the African American style behavior as more aggressive, but, regardless of 

behavior style, African American students were rated as less aggressive than European 

American students. 

 

 

Figure 14:  Aggression Scale, Self Advocacy, Preservice Teachers 
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Greeting Style.  Results indicated a significant main effect for actor manner 

(F(1, 211) = 11.52 , p < 0.01, η2 = 0.05), but no other significant effects.  Preservice 

teachers rated all students that engaged in the African American greeting style as higher 

in aggression than students who engaged in the European American style regardless of 

race (Figure 15). 

 

Figure 15:  Aggression Scale, Greeting, Preservice Teachers 
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Volume of Voice.  Results indicated a significant main effect for actor manner 

(F(1, 211) = 32.03, p < 0.01, η2 = 0.13), but no other significant effects.  Preservice 

teachers rated all students that used the African American volume of voice as higher in 

aggression than students who engaged in the European American style (Figure 16). 

 

 

Figure 16:  Aggression Scale, Volume of Voice, Preservice Teachers 
 

Contribution of Demographic Factors 

The fourth research question investigated the relationship of demographic 

factors and preservice teachers’ ratings of culturally mediated behaviors included in this 

study.  Multiple regressions were completed for each of the three main measures:  
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acceptability, achievement, and aggression. The alpha for each regression model was set 

a priori at 0.05.  Predictor variables included in the models were: Behavior, Actor Race, 

Actor Manner, Gender, Age, Race, Oppressed, Education Level, Region Raised, Setting 

Raised, Setting Live, and Setting Work. 

Acceptability Index.  The model for the acceptability index (Table 19) was 

significant (F(12, 768) = 7.23, p < 0.01), but when controlling for the actor race and 

actor manner none of the demographic variables on its own significantly predicted the 

dependent variable (Table 20).  Although the model itself was significant, the amount of 

error didn’t allow for conclusions on individual items to be stronger than the alpha of 

0.05. 

In order to further evaluate the contribution of individual items from the 

demographic data collection, a correlation analysis was completed (Table 21).  

Pedhazur and Pedhazur-Schmelkin (1991) confirm that correlations between terms of a 

multiple regression model lead to the misspecification of the model because of an 

increasing error rate.  Multiple variables demonstrated correlations with other 

demographic variables, which may have resulted in the nonsignficant effects of the 

original multiple regression due to collinearity.  For example, age showed highly 

significant (p < 0.01) correlations with self reported oppressed status, education level, 

and setting live.  An individual’s self reported status as an oppressed individual had 

highly significant correlations with gender, age, and the setting work.  There were 17 

combinations of items out of 45 possible combinations that showed these highly 

significant correlations. 
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Table 19:  Multiple Regression Model of Demographic Predictors of the Acceptability 
Index, Preservice Teachers 

Model 
Sum of 
Squares df Mean Square F p 

Regression 2358.15 12 196.51 7.23 < 0.01 
Residual 20543.71 756 27.17   

1 

Total 22901.87 768    
*Significant at the 0.05 level (2-tailed).  **Significant at the 0.01 level (2-tailed). 

 

Table 20:  Multiple Regression Coefficients of Demographic Predictors of the 
Acceptability Index, Preservice Teachers 

Unstandardized 
Coefficients 

Standardized 
Coefficients 

Model B Std. Error Beta t p 
(Constant) 23.91 2.59  9.25 < 0.01 
Behavior -0.89 0.17 -0.18 -5.29 < 0.01 
Actor Race 0.65 0.38 0.06 1.74 0.08 
Actor Manner -2.46 0.38 -0.23 -6.54 < 0.01 
Gender 0.37 0.41 0.03 0.90 0.37 
Age -0.03 0.04 -0.03 -0.71 0.48 
Race -0.02 0.22 -0.00 -0.09 0.93 
Oppressed 0.87 0.69 0.05 1.27 0.21 
Education Level -0.32 0.33 -0.04 -0.99 0.32 
Setting Live -0.37 0.38 -0.04 -0.97 0.33 
Setting Raised 0.28 0.33 0.03 0.85 0.40 
Setting Work -0.57 0.43 -0.05 -1.33 0.19 

1 

Region Raised 0.49 0.27 0.07 1.86 0.06 
*Significant at the 0.05 level (2-tailed).  **Significant at the 0.01 level (2-tailed).  Behavior, actor race, 
and actor manner are grouping variables and, although they are significant, do not contribute to the 
interpretation of this model. 
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(Table 21:  Correlations of Demographic Data for the Acceptability Index, Preservice 
Teachers 

  1 2 3 4 5 6 7 8 9 10 
r 1          1.  Acceptability 

Index p           
r 0.04 1         2.  Gender 
p 0.26          
r -0.04 0.04 1        3.  Age 
p 0.27 0.28         
r -0.04 -0.09** -0.08* 1       4.  Race 
p 0.23 0.01 0.02        
r 0.03 -0.09** -0.13** 0.06 1      5.  Oppressed 
p 0.41 0.01 < 0.01 0.11       
r -0.04 0.06 0.29** -0.10** -0.04 1     6. Education 

Level p 0.31 0.09 < 0.01 < 0.01 0.28      
r -0.04 -0.06 -0.18** 0.11** 0.20** -0.03 1    7.  Setting Live 
p 0.25 0.06 < 0.01 < 0.01 < 0.01 0.41     
r 0.01 0.03 0.06 -0.18** 0.03 0.04 0.04 1   8.  Setting 

Raised p 0.74 0.38 0.08 < 0.01 0.33 0.25 0.26    
r -0.07 -0.15** -0.07 0.07 0.10** 0.01 0.50** 0.09** 1  9.  Setting Work 
p 0.06 < 0.01 0.06 0.07 0.01 0.86 < 0.01 0.01   
r 0.06 0.04 0.09* -0.52** -0.07* 0.23** 0.06 0.09** 0.10** 1 10.  Region 

Raised p 0.07 0.25 0.01 < 0.01 0.05 < 0.01 0.07 0.01 0.01  
*Correlation is significant at the 0.05 level (2-tailed).  **Correlation is significant at the 0.01 level (2-
tailed). 
 

Achievement Scale. The model for the achievement scale was significant (F(12, 

775) = 15.33, p < 0.01)(Table 22).  When controlling for the actor race and actor 

manner, the age of preservice teachers (t(775) = 3.15, p < 0.01) and the setting in which 

they live significantly (t(775) = 2.22, p = 0.03) predicted the dependent variable.  The 

increasing age of the preservice teacher indicated an increasing rating of all students’ 

achievement.  As the setting in which a preservice teacher lived moved from rural to 

urban, their ratings of achievement increased for all students. 
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Table 22:  Multiple Regression Model of Demographic Predictors of the Achievement 
Scale, Preservice Teachers 

Model 
Sum of 
Squares df Mean Square F p 

Regression 2216.21 12 184.68 15.33 < 0.01 
Residual 9189.78 763 12.04   

1 

Total 11405.99 775    
*Significant at the 0.05 level (2-tailed).  **Significant at the 0.01 level (2-tailed). 

 

Table 23:  Multiple Regression Coefficients of Demographic Predictors of the 
Achievement Scale, Preservice Teachers 

Unstandardized 
Coefficients 

Standardized 
Coefficients 

Model B Std. Error Beta t p 
(Constant) -8.19 1.70  -4.81 < 0.01 
Behavior 1.23 0.11 0.36 11.03 < 0.01 
Actor Race -0.16 0.25 -0.02 -0.66 0.51 
Actor Manner 1.38 0.25 0.18 5.54 < 0.01 
Gender 0.25 0.27 0.03 0.93 0.36 
Age 0.08 0.02 0.11 3.15 < 0.01 
Race 0.26 0.14 0.07 1.84 0.07 
Oppressed 0.56 0.46 0.04 1.23 0.22 
Education Level 0.21 0.22 0.03 0.97 0.33 
Setting Live 0.56 0.25 0.09 2.22 0.03 
Setting Raised -0.14 0.21 -0.02 -0.64 0.53 
Setting Work 0.07 0.29 0.01 0.23 0.82 

1 

Region Raised -0.15 0.18 -0.03 -0.85 0.40 
*Significant at the 0.05 level (2-tailed).  **Significant at the 0.01 level (2-tailed). 

 

A correlational analysis was completed on the achievement data (Table 24).  

Multiple variables showed highly significant (p < 0.01) correlations.  There were 17 

combinations of items out 45 possible combinations that showed these highly 

significant correlations. 
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Table 24:  Correlation of Demographic Data for the Achievement Scale, Preservice 
Teachers 

  1 2 3 4 5 6 7 8 9 10 
r 1          1.  Acceptability 

Index p           
r 0.02 1         2.  Gender 
p 0.63          
r 0.08* 0.04 1        3.  Age 
p 0.03 0.28         
r 0.09** -0.09** -0.08* 1       4.  Race 
p 0.01 0.01 0.02        
r 0.04 -0.09** -0.13** 0.06 1      5.  Oppressed 
p 0.20 0.01 < 0.01 0.11       
r 0.05 0.06 0.29** -0.10** -0.04 1     6. Education 

Level p 0.15 0.09 < 0.01 < 0.01 0.28      
r 0.08* -0.06 -0.18** 0.11** 0.20** -0.03 1    7.  Setting Live 
p 0.02 0.06 < 0.01 < 0.01 < 0.01 0.41     
r -0.03 0.03 0.06 -0.18** 0.03 0.04 0.04 1   8.  Setting 

Raised p 0.36 0.38 0.08 < 0.01 0.33 0.25 0.26    
r 0.05 -0.15** -0.07 0.07 0.10** 0.01 0.50** 0.09** 1  9.  Setting Work 
p 0.21 < 0.01 0.06 0.07 0.01 0.86 < 0.01 0.01   
r -0.05 0.04 0.09* -0.52** -0.07* 0.23** 0.06 0.09** 0.10** 1 10.  Region 

Raised p 0.19 0.25 0.01 < 0.01 0.05 < 0.01 0.07 0.01 0.01  
*Correlation is significant at the 0.05 level (2-tailed).  **Correlation is significant at the 0.01 level (2-
tailed). 
 

Aggression Scale. The model for the aggression scale was significant (F(12, 

775) = 5.78, p < 0.01) (Table 25).  When controlling for the actor race and actor 

manner, the gender of preservice teachers (t(775) = 2.03, p = 0.04) significantly 

predicted the dependent variable.  Female preservice teachers rated the students in the 

videos as more aggressive than did their male counterparts. 
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Table 25: Multiple Regression Model of Demographic Predictors of the Aggression 
Scale, Preservice Teachers 

Model 
Sum of 
Squares df Mean Square F p 

Regression 643.50 12 53.63 5.78 < 0.01 
Residual 7074.59 763 9.27   

1 

Total 7718.08 775    
*Significant at the 0.05 level (2-tailed).  **Significant at the 0.01 level (2-tailed). 
 

Table 26:  Multiple Regression Coefficients of Demographic Predictors of the 
Aggression Scale, Preservice Teachers 

Unstandardized 
Coefficients 

Standardized 
Coefficients 

Model B Std. Error Beta t p 
(Constant) 0.32 1.49  0.21 0.83 
Behavior -0.02 0.10 -0.01 -0.22 0.83 
Actor Race 0.26 0.22 0.04 1.21 0.23 
Actor Manner -1.70 0.22 -0.27 -7.78 < 0.01 
Gender 0.48 0.24 0.07 2.03 0.04 
Age -0.02 0.02 -0.04 -1.01 0.31 
Race 0.00 0.13 0.00 0.03 0.98 
Oppressed 0.17 0.40 0.02 0.43 0.67 
Education 
Level -0.10 0.19 -0.02 -0.52 0.60 

Setting Live 0.04 0.22 0.01 0.20 0.85 
Setting Raised -0.03 0.19 -0.01 -0.14 0.89 
Setting Work -0.09 0.25 -0.01 -0.35 0.72 

1 

Region Raised 0.18 0.15 0.05 1.19 0.23 
*Significant at the 0.05 level (2-tailed).  **Significant at the 0.01 level (2-tailed). 
 

A correlational analysis was completed.  Results indicated that multiple 

variables were highly significantly (p < 0.01) correlated with other demographic 

variables.  There were 17 combinations of items out of 45 possible combinations that 

showed these highly significant correlations. 
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Table 27:  Correlations of Demographic Data for the Aggression Scale, Preservice 
Teachers 

  1 2 3 4 5 6 7 8 9 10 
r 1          1.  Acceptability 

Index p           
r 0.05 1         2.  Gender 
p 0.12          
r -0.01 0.04 1        3.  Age 
p 0.76 0.28         
r -0.04 -0.09** -0.08* 1       4.  Race 
p 0.27 0.01 0.02        
r 0.01 -0.09** -0.13** 0.06 1      5.  Oppressed 
p 0.85 0.01 < 0.01 0.11       
r -0.02 0.06 0.29** -0.10** -0.04 1     6. Education 

Level p 0.65 0.09 < 0.01 < 0.01 0.28      
r -0.00 -0.06 -0.18** 0.11** 0.20** -0.03 1    7.  Setting Live 
p 0.92 0.06 < 0.01 < 0.01 < 0.01 0.41     
r -0.00 0.03 0.06 -0.18** 0.03 0.04 0.04 1   8.  Setting 

Raised p 0.96 0.38 0.08 < 0.01 0.33 0.25 0.26    
r -0.01 -0.15** -0.07 0.07 0.10** 0.01 0.50** 0.09** 1  9.  Setting Work 
p 0.71 < 0.01 0.06 0.07 0.01 0.86 < 0.01 0.01   
r 0.05 0.04 0.09* -0.52** -0.07* 0.23** 0.06 0.09** 0.10** 1 10.  Region 

Raised p 0.14 0.25 0.01 < 0.01 0.05 < 0.01 0.07 0.01 0.01  
*. Correlation is significant at the 0.05 level (2-tailed).  **. Correlation is significant at the 0.01 level (2-
tailed). 
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CHAPTER 4:  DISCUSSION 

In a collaborative effort the American Educational Research Association, the 

American Psychological Association, and the National Council on Measurement in 

Education have defined bias as “construct-irrelevant components that result in 

systematically lower or higher scores for identifiable groups of examinees” (1999, p. 

76).  Although teacher perception is not as formalized as educational psychometric 

assessments, IEP and child study teams often elicit anecdotal data from teachers that 

may factor into a team’s decision-making about a child as much as the formally 

gathered data does.  Perceptions and expectations about children based on culturally 

mediated behaviors or skin color would be examples of construct-irrelevant 

components.  This study was conducted to determine if culturally mediated behaviors 

influenced the ratings by preservice teachers of students on three measures. 

In order to understand how culturally mediated behaviors affected the ratings by 

preservice teachers of students, four research questions were posed.  The following is a 

discussion of each of the questions in order to explore the data and interpret the findings 

regarding the issues at hand.  Throughout this discussion, some of these results will be 

referred to as favorable or unfavorable.  Favorable in this context means lower scores 

on the acceptability index (which can be interpreted as behaviors that are more 

acceptable), higher scores on the achievement scale, and lower scores on the aggression 

scale.  It should be noted that this definition of favorable is culturally bound to the 

expectations found in American schools, and may be different in non-Western 

educational settings in other cultures throughout the world. 
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Acceptability Index 

The first question investigated how preservice teachers’ ratings of the 

acceptability of culturally mediated behaviors, specifically movement style, self 

advocacy style, greeting style, and volume of voice, differed when presented by African 

American and European American students.  For all four of the behaviors included in 

this study, preservice teachers showed a statistically significant difference in their 

response to actor manner on the acceptability index.  For the behaviors of self advocacy, 

greeting style, and volume of voice, African American style behaviors were all seen as 

less favorable.  This result supports the hypotheses that some culturally mediated 

behavior styles of African American students do lead to more unfavorable ratings by 

preservice teachers as was found in Neal, et al. (2003).  In opposition to the hypothesis 

for the movement style behavior, however, an interaction effect was found that showed 

that the preservice teachers saw it as less acceptable for a European American student to 

walk in a European American style than it was for a student of either race to walk in an 

African American style.  Further research will be necessary to understand the 

significance of this result. 

Students’ skin color was less of a factor as it showed a significant effect in only 

one of the behaviors, self advocacy, on the acceptability index.  When engaging in the 

African American style behavior students of both races were judged to be at similar 

levels of acceptability.  When portraying the European American style, however, 

African American students’ behaviors were rated as more acceptable than the European 

American students’ behaviors.  
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These results suggest that differences in culturally mediated behavior styles 

between African American and European American students do affect preservice 

teachers’ ratings of acceptability as was found by Neal, et al. (2003).  In addition, the 

results suggest that differences in skin color between African American and European 

American students have an effect in some situations on preservice teachers’ ratings of 

the acceptability of students’ behaviors.  In general, however, preservice teachers tend 

to ignore the race of students when determining the acceptability of school behaviors. 

Achievement Scale 

The second question investigated preservice teachers’ ratings of the attributed 

levels of achievement of African American and European American students engaging 

in culturally mediated behaviors. The style of behavior was responsible for statistically 

significant differences for achievement across three of the four behaviors tested:  

movement style, self advocacy style, and the volume of voice.  The European American 

style was rated higher on the achievement scale than the African American style for the 

behaviors of movement style and self advocacy.  Contrary to the hypothesis, results for 

volume of voice indicated that the African American style demonstrated higher levels in 

the ratings of achievement among the preservice teachers.  This may be because the 

scenario of the African American style showed students very engaged with the current 

events topic with multiple references to pop culture and to the students’ lives outside of 

the classroom.  Because the age of the preservice teacher participants was closer to that 

of the students, they may have shared knowledge of the pop culture references that were 

being made by the students in the video and understood the connections that the 
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students were making.  An older, more experience teacher might not have shared the 

frame of reference with the students as closely which might affect how they perceived 

the students’ levels of participation.  In addition, Dee and Henkin (2002) suggested that 

preservice teachers generally did “not agree that assimilation to the dominant culture is 

a requisite for student success” (p. 29-30).  That conclusion may be echoed in these 

findings. 

The race of the students was significant for the behaviors of movement style and 

volume of voice, although there was a split in the direction of the effect.  For movement 

style, African American students were rated higher in the perception of achievement 

regardless of the style of behavior in which they were engaging.  For volume of voice, 

European American students were rated higher in the perception of achievement 

regardless of the style of behavior in which they were engaging.  Further research is 

necessary to understand the reasons for this result. 

These results suggest that differences in culturally mediated behavior styles 

between African American and European American students have an effect on 

preservice teachers’ ratings of students’ achievement.  In addition, the results suggest 

that differences in skin color between African American and European American 

students have some effect on preservice teachers’ ratings of achievement regarding 

these students, but that perception could be more or less favorable depending on the 

context (such as with the pop culture references mentioned earlier). 
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Aggression Scale 

The third question investigated preservice teachers’ ratings of the attributed 

levels of aggression of African American and European American students engaging in 

culturally mediated behaviors.  Three of the four behaviors showed significant 

differences in ratings for the actor manner:  self advocacy style, greeting style, and 

volume of voice.  There were no significant results for movement style regarding 

aggression.  The students portraying the African American styles of self advocacy, 

greeting and volume of voice were all rated by the preservice teachers to be higher in 

aggression regardless of the race of the individuals.  In the creation of the self advocacy 

clip, African American students used an expletive (“shit”) and pushed away a 

worksheet that then fell on the floor.  In the discussions after the rating sheets were 

completed, many of the preservice teacher participants expressed that using a swear 

word and “throwing the paper on the floor” was completely unacceptable and that they 

would have to call the office to have those students removed from their classrooms.  In 

the videos European American students copied this behavior style and were rated 

similarly by the participants. 

The videos used to measure the greeting style also showed higher levels of 

physicality than is generally seen in some schools.  Sherwin and Schmidt (2003) found 

that the African American greeting style often involved exaggerated physical contact 

that could be misinterpreted as fighting by adults unfamiliar with these cultural norms.  

The results of this study support their conclusion.  Volume of voice also showed a 

higher level of perceived aggression, but there was no particularly aggressive content 
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included.  Preservice teachers may have perceived the louder voices and the bigger 

gestures of the students acting in the African American style as aggressive. 

Only one of the videos showed a significant main effect for aggression for the 

race of the actors.  Preservice teachers rated the African American students engaging in 

the self advocacy behavior to be less aggressive than European American students 

regardless of the behavior style in which they were engaging.  

These results suggest that differences in culturally mediated behavior styles 

between African American and European American students have an effect on 

preservice teachers’ ratings of aggression of the students shown in the videos.  In 

addition, the results suggest that differences in skin color between African American 

and European American students have an effect on preservice teachers’ ratings of 

aggression also. 

Demographic Variables 

The purpose of the fourth research question was to investigate the relationship of 

demographic factors and the preservice teachers’ ratings of the culturally mediated 

behaviors included in this study.  Correlations among the demographic items led to few 

statistically significant results on the multiple regression, although there were some  

significant effects.  For the acceptability index, no demographic variables predicted the 

level of the dependent variable. 

For the achievement scale, as age of the preservice teacher increased, so did 

their ratings of achievement across all students.  Also, as the setting in which a 
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preservice teacher lived moved from rural to urban, their ratings of students’ level of 

achievement increased. 

The variable of gender did predict the scores for the aggression scale at a 

significant level.  Female preservice teachers were more likely to rate students higher in 

aggression than were male participants.  This finding is consistent with Rong (1996) 

who found that inservice teachers were more likely to rate elementary students more 

favorably who were more like them in race or gender.  There were not enough 

participants of color in this sample to evaluate how the race of the preservice teachers 

might have affected the ratings, but the students in the videos were all male and the 

female teachers rated them less favorably than the male preservice teachers did. 

Study-Wide Findings related to Students’ Manner 

Throughout this study, four behaviors were tested for the possible effects of 

students’ manner of behavior related to the acceptability index, the achievement scale, 

and the aggression scale.  Of the twelve possible combinations of behavior x 

index/scale, there were significant effects related to the behavior style of the students in 

the videos in ten situations (Table 28).  In two of those combinations, African American 

behavior styles were perceived more favorably (movement x acceptability and volume 

of voice x achievement), and in eight combinations European American behavior styles 

were perceived more favorably (self advocacy x acceptability, greeting x acceptability, 

volume of voice x acceptability, movement x achievement, self advocacy x 

achievement, self advocacy x aggression, greeting style x aggression, and volume of 

voice x aggression).   
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Table 28:  Significant Between Subject Effects Found in this Study 
 Acceptability Achievement Aggression 

By Manner    
    Movement Style AA EA - 
    Self Advocacy Style EA EA EA 
    Greeting Style EA - EA 
    Volume of Voice EA AA EA 
    
By Race    
    Movement Style - AA - 
    Self Advocacy Style AA - AA 
    Greeting Style - - - 
    Volume of Voice - EA - 
Note:  AA = African American more favorable, EA = European American more 
favorable 
 

Study-Wide Findings Related to Students’ Race 

In a similar fashion as for the manner of behaviors of students, four behaviors 

were tested for the possible effects of students’ race.  Of the twelve possible 

combinations of behavior x index/scale, there were significant effects related to the race 

of the students in the videos in four situations.  In three of those combinations, African 

American students were perceived more favorably (self advocacy x acceptability, 

movement x achievement, and self advocacy x aggression), and in one combination 

European American students were perceived more favorably (volume of voice x 

achievement).   

Limitations 

There are a variety of factors that serve to limit the external validity of these 

findings.  Use of video scenarios with preservice teachers may not translate to actions or 

attitudes of these participants once they become teachers.  Because this research was 
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conducted in college classrooms for which a syllabus had been provided, participants 

knew the topic on which the researcher entered their classrooms to speak.  Although 

measures were taken to shelter the participants from any knowledge of the purposes of 

this study or the theories upon which it was designed, this may have sensitized the 

preservice teachers to the issues of race and culture. 

The preservice teacher participants were drawn from a convenience sample of 

teachers completing a general education teacher education program at the Master’s 

level.  Programs such as these often include students who have had a wide variety of 

experiences.  These experiences would have been reflected throughout all the responses 

in this study increasing the amount of variance attributable to error.  Therefore, it would 

be difficult to use these results to predict the responses of any individual teacher 

candidate in a teacher education program.   

In general, throughout this study threats to internal validity were addressed 

a priori in the design, although one issue that has been identified is the acceptability 

index.  The acceptability index was created for use in this study and, although it was 

piloted before it was implemented in this study, it had not undergone validity and 

reliability testing in other settings.  Further use is needed to ensure its validity and 

reliability across studies. 

Although the same size was adequate for this type of research, when reviewing 

the study as a whole there are increasing probabilities of committing a Type I error.  

Although the alpha was purposely set high and split to avoid rejecting a true alternative 
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hypothesis (a Type II error), there were 12 two-way ANOVAs performed each with an 

alpha of 0.05.  This resulted in a study-wide error rate of a possible 0.60. 

Sample size may have been a consideration in this study also, as the sample used 

may not have provided enough statistical power to find differences that did exist, a 

Type II error.  For example, in the case of the aggression scale for the movement style, 

one of the analyses that was on the cusp of significance, the mean scores for African 

Americans were indicative of higher levels of perceived aggression through visual 

inspection of Figure 13, but the statistical difference did not meet the threshold of 0.05 

and therefore an effect could not be determined.   

Implications for Educational Practice 

The results of this study support the hypothesis that culturally mediated 

behaviors affect the manner in which preservice teachers perceive behaviors that they 

will encounter in their careers.  Eventually the compounding of this bias could play a 

role in the disproportionate number of African American students that are diagnosed 

with ED, although further study is needed to confirm this link.  Teacher preparation 

programs need to include readings, activities, and experiences that sensitize teacher 

candidates to these issues throughout their professional development. 

Where student manner had an effect on how preservice teachers rated the 

students for aggression, African American behavior styles were rated as more 

aggressive.  Preservice teachers need to be made aware of how, regardless of their own 

self concept of how they understand race, their actions may be being influenced 

subconsciously through their life experiences, exposure to media, etc.  Teacher 
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preparation programs should recognize that teacher candidates generally may not aware 

of their own biases (Milner, Flowers, Moore, Moore, and Flowers, 2003) and should 

provide opportunities for the deconstruction of stereotypical thoughts about all groups 

of people.  This statement may sound as though it is in opposition to this study which 

looked at generalities in students’ behaviors that vary by race, but there is a difference 

between purposefully generalizing across groups of people in order to understand 

interrelationships and unconsciously packaging people into stereotypical bins. 

All of the adolescent participants from Phase 1 reported that the experience had 

been beneficial and they looked forward to hearing more about the project as it neared 

completion.  In addition, these students reported that the opportunity to reflect on how 

cultural differences had been affecting their lives was powerful for them and gave them 

a new level of insight into their own lived experiences.  The researcher noted that the 

students exhibited pride in participating in the project when it was mentioned that they 

may be helping other students and teachers get along.  An implication for preservice 

and inservice teachers is to seek out professional development opportunities about race 

and culture and then purposefully engage in conversations with African American 

students to learn more about their lived experiences. 

Recommendations for Future Research 

Neal, et al. (2003), the experiment that serviced as the inspiration for this study, 

reviewed the reactions of inservice teachers and found a slightly different result for 

movement style.  It would be beneficial to the field to investigate what effect the videos 
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used in this study would have on the ratings of the dependent variables among inservice 

teachers. 

Some of the variable combinations tested in this study showed effects contrary 

to the hypotheses offered.  For example, African American students were rated more 

favorably in self advocacy style and movement style than European American students.  

How can these more favorable ratings be explained in light of the overrepresentation of 

African American students in suspensions, expulsions, special education, in segregated 

settings within special education, and even in rates of incarceration? 

Another extension of this study and of Neal, et al. (2003) would be to have 

preservice teachers from more diverse backgrounds complete the rating process 

specifically to investigate how the cultural background of the individual affects the 

manner in which they perceive students’ behaviors.  Included in this exploration of 

diversity in the teaching force would be a research study on how the divide between 

different generations of teachers affects the cultural dissonance between teachers and 

students. 

Several more in depth statistical analyses of this data could provide additional 

insight into the effects uncovered here.  First, further exploration of the correlation 

between gender and the perception of aggression would be very useful for teacher 

preparation and inservice teacher professional development programs.  Another 

opportunity would be the re-analysis of the data using a transformed acceptability index 

that more closely matches the assumption of normality of the ANOVAs. 
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Conclusion 

The study makes a contribution to the fields of both special education and 

multicultural education.  The hypothesis that preservice teachers do perceive students 

differently based on the culturally mediated behavior styles has been supported and has 

implications for teacher development programs and inservice professional development 

programs for teachers. 
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APPENDIX A:  Acceptability Index 

 

How likely would you be to… 
Very  

Likely 
Somewhat 

Likely 
Somewhat 
Unlikely 

Very 
Unlikely 

 Use the students’ behaviors as a good model 
for other students?     

 Verbally encourage the students’ behaviors?     

 Nonverbally appreciate the students’ 
behaviors?     

 Be indifferent to the students’ behaviors?     

 Redirect the students’ behaviors?     

 Write an office referral for the students’ 
behaviors?     

 Discuss the students’ behaviors with 
colleagues in an informal way?     

 Discuss the students’ behaviors with 
colleagues in a team meeting?     

 Discuss the students’ behaviors with a school 
administrator?     
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APPENDIX B:  Demographic Data Collection Sheet 

I am collecting demographic information about you in order to better understand the factors that may be 
related to how you responded to the videos.  This information will not be used to personally identify you 
in any way. 
 
What is your gender? ................................................................................................ __________________ 
What is your age? .......................................................................................................__________________ 
How do you identify yourself racially?...................................................................... __________________ 
Are you a member of any marginalized or systematically oppressed group(s) ........  ______Y___N______ 
NOT INCLUDING GENDER, AGE OR RACE LISTED ABOVE? 
 
Please circle the number of the highest educational degree you have completed? 
1. Didn’t complete High School 
2. High School 
3. Technical Program 

4. Associates 
5. Bachelors 
6. Masters 

7. Specialists 
8. Doctorate 
9. Other ____________ 

 
Please circle the number of the setting that most closely describes where you currently live? 
1. Rural 2. Suburban 3. Urban   
 
Please circle the number of the setting that most closely describes where you were raised? 
1. Rural 2. Suburban 3. Urban   
 
Please circle the number of the setting that most closely describes where you currently work? 
1. Rural 2. Suburban 3. Urban   
 
In which state did you spend the majority of your childhood? ................................. __________________ 
 
 
Please indicate which of the following jobs you have held at any point in your career.  
(Check all that apply.) 
 
☐ Educational Consultant 
☐ Elementary School Administrator 
☐ Elementary School Teacher 
☐ High School Administrator 
☐ High School Teacher 
☐ Higher Education Administrator 
☐ Higher Education Instructor/Professor 
☐ Middle School Administrator 
☐ Middle School Teacher 

☐ Paraprofessional 
☐ Pre-service Teacher 
☐ School Counselor 
☐ School Psychologist 
☐ School Social Worker 
☐ Special Programs District Administrator 
☐ Special Programs District Coordinator 
☐ Teacher on Special Assignment 
☐ Other _______________________ 

 
Please circle your current job position in the list above. 

 


