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THE COMMUNICATION OF TEACHER EXPECTATIONS AND THEIR
EFFECTS ON THE ACHIEVEMENT AND ATTITUDES
OF SECONDARY SCHOOL PUPILS

CHAPTER I
INTRODUCTION AND PROBLEM

Since Merton's (1948) article on the "self-fulfilling
prophecy," there has been an accumulation of data which seems
to substantiate its existence. Self-fulfilling prophecy is
generally defined by most authors as one person's expecta-
tions about the behavior of another person actually being
fulfilled by that other person. Literature regarding expec-
tancy behavior in psychology and education is scant; however,
recent research evidence presented by Rosenthal and Jacobson
(1968) indicates that some of our educational practices
(e. g., grouping, tracking, disseminating test scores) should

be re-evaluated in the light of expectancy behavior.

Review of the Literature

The occurrence of the self-fulfilling prophecy. The

theoretical basis for the construct of expectancy behavior
was established by Professor William I. Thomas in his theo-

1



2

rem of the situational limitations of behavior: "If men de-
fine situations as real they are real in their consequences”
(1951, p. 81). Robert K. Merton, a sociologist, was one of
the first behavioral scientists to capitalize on the impli-
cations of the construct. Merton (1948) described the self-
fulfilling prophecy as a phenomenon which, in the beginning,
is a "false" definition of a situation and which elicits a
new behavior that, in turn, makes the originally false def-
inition come "true." Rosenthal and Jacobson (1968) defined
such an occurrence as "one person's expectation for another
person's behavior unwittingly becoming a more accurate pre-
diction simply for its having been made" (p. vii).

The effects of expectations of the.effects of one per-
son on the behavior of another have been reported in several
areas not directly related to behavioral science. Whyte
(1943) reported the phenomenon in the bowling behavior of
the members of a street-corner gang. In a study in a large
industrial plant, the performance of employees on tasks of
dexterity favored their foremen's expectations (Bavelas,
1965). Beecher (1966), Shapiro (1960), and Sheard (1963)
have reported placebo effects in the field of medicine.
Finally, Allport (1950) has applied the concept to inter-
national affairs by suggesting that one nation's preparing
for war begins the self-fulfilling prophecy cycle.

Efforts at identifying expectancy effects in the behav-

ioral sciences have been relatively recent and the litera-
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ture is limited. In survey research Harvey (1938) found that
when interviewers were given fictitious information about
their subjects, the subjects were assessed in accordance with
the interviewers' expectations. Likewise, Wyatt and Campbell
(1950) had some 200 interviewers prophesy the percentages of
responses which would occur in answer to five questions on a
survey. The interviewers tended to get responses in the pro-
portions which they had prophesied.

Expectancy behavior has also received little attention
from experimental psychology. Levy and Orr (1959) conducted
studies to establish the validity of the Rorschach ink-blot
technique of personality assessment. The results revealed
that the experimenters who were more interested in construct
validity obtained results which were more favorable to con-
struct validation, whereas those who were interested in cri-
terion validity achieved results favorable to their interests.
Stanton and Baker (1942) conducted an experiment in which ex-
perimenters were testing the retention of geometric figures
by 200 students. Each experimenter was given a key of "cor-
rect" responses (different responses were correct on differ-
ent keys). Subjects responded in accordance with the "cor-
rect" responses marked on the keys. The findings of Stan-
ton and Baker failed to be replicated, however, in studies
conducted by Friedman (1942) and Lindzey (1951).

The majority of the research and writing in experimenter

effects and expectancy behavior has been done by Robert Ro-
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senthal and his associates. In an early study Rosenthal and
Halas (1962), reported that experimenter effects were present
in their research with invertebrates. Rosenthal and Fode
(1963) found evidence of experimenter bias in a study using
albino rats as subjects. In a later effort, Rosenthal and
Lawson (1964), experimenter bias in a laboratory experiment
with rats was again isolated. However, Rosenthal's (1966)
more recent research efforts are of more immediate concern
to the present study. One of the first studies conducted
by Rosenthal (1966) was an experiment in which subjects
were asked to rate the degree of success or failure of peo-
ple shown in a series of ten photographs. Half the experi-
menters were told that people generally rated the photos as
unsuccessful. Experimenters tended to obtain the results
that they expected to obtain. Subsequent experiments were
designed so as to learn something about the conditions which
modify the effects of expectancy behavior (Rosenthal & Ja-
cobson, 1968).

In an attempt to relate intellectual performance and
learning to experimenter expectancies, Marwit and Marcia
(1967) designed a study to investigate whether the number of
responses given by a subject to a series of ink-blots was a
function of the examiner's expectation or the subject's in-
tellect. The results showed that those examiners prophesy-
ing greater response productivity obtained significantly

more responses that did “hose prophesying fewer responses.
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Masling (1965) reported that experimenter expectations alsc
significantly influence the type of responses to ink-blots.

Larrabee and Kleinsasser (1967) investigated the effects
of an examiner's expectancies on subjects taking a standard-
ized test of intelligence. One examiner was told that the
subjects were of above-average intelligence, and another ex-
aminer was told that the subjects were of below-average in-
telligence. The influence of examiner expectancy was signi-
ficantly biased in the direction of the instructions.

Disadvantaged children and school performance. Several

investigators have identified educational self-fulfilling
prophecy as a significant variable in the low achievement of
pupils functioning under conditions of socio-economical, cul-
tural and/or educational deprivation. "Disadvantaged chil-
dren by definition come from lower socio-economic groups
where low income is married to values alien to the school
culture" (Rosenthal & Jacobson, 1968, p. 48).

Sexton (1961) studied the relationship between income
and educational opportunity and found that, in families whose
average income was above $7000, achievement exceeded grade
level; whereas, if the income was below $7000, achievement
was below grade level. Havighurst (1965) also found a di-
rect relationship between the level of family income and the
level of academic achievement of the childrer in the home.

Another variable which influences the achievement of

the disadvantaged child is that of achievement motivation.
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McClelland (1961) pointed out that there are cultural and
class differences in family commitment to achievement. How-
ever, Deutsch (1963) suggested that it is in the school where
negative motivation for achievement is most inculcated. Pas-
sow (1963) reported teachers in lower-class schools did not
set as high standards as did the teachers in the middle-class
schools, and they also did not attempt to bring their pupils
up to standard grade level.

Another explanation for the academic non-achievement
among the disadvantaged is that they are restricted in lang-
uage and cultural experiences which seem to enhance one's
ability to learn in school. Deutsch (1963) found that lower-
class children have not learned to pay attention, to ade-
quately discriminate the sounds and sights around them. Lo-
ban (1964) found a consistent relationship between social
class and ability to communicate.

In one report [Harlem Youth Opportunities Unlimited,
Inc., (HARYOU), 1964, it was suggested that minority ethnic
groups are especially likely to suffer from unfavorable halo
effects in the teacher's evaluation. Cahen (1966), in an ex-
periment in which he tested whether false information about
pupil's aptitudes would influence the teacher's scoring of
the pupll's test papers, found that the allegedly brighter
pupils were given the benefit of the doubt to a much greater

degree than the allegedly duller pupils.

Teacher expectations and pupil response. The teacher
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acquires certain expectations about the performance of pu-
pils from a variety of sources: the apparent socio-economic
level of the pupil; the pupil's skin color; or information,
whether true or false, about his previous performance. One
of the most important sources of teachers' expectations
about their pupils' academic abilities comes from their know-
ledge of pupil scores on various standardized tests (Deutsch
et al., 1964: Gibson, 1965). The validity of a single test
score of ability or achievement is well-known to be question-
able; yet, no doubt, thousands of educators make decisions
of considerable consequence to the pupil based on test scores.

Pitt (1956) proposed that scores on ability tests, when
communicated to. the teacher, affected the teacher's expecta-
tions regarding the pupils' performance, and that those ex-
pectations may then become self-fulfilling prophecies. Pitt's
sample consisted of 165 fifth-grade boys with average or
above-average IQ as indicated on a standardized test of in-
telligence. IQ's for one-third of the sample were reported
to the teachers accurately; one-third were raised ten points;
and one~third were lowered ten points. At the end of the
school year the three groups were compared on/school grades,
achievement test results, teacher ratings and self-ratings.
Pitt found essentially no effects on the results of objective
achievement tests of the arbitrarily raised or lowered IQ's.
It must be noted, however, that Pitt's teachers had taught

their pupils for seven or eight weeks before being given the
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expectancy communications (IQ scores). However, Pitt did
find that there were differences in the pupil's attitudes
about themselves, their school work, and their teachers, and
school in general.

Charles Flowers (1966) investigated the effects of teach-
er expectancy on pupil achievement. Flowers used alleged
ability grouping to establish teacher expectations. The study
was conducted in two separate junior high schools located in
two different cities. Both schools were in socio-economically
depressed areas and the sample groups, two seventh-grade clas-
ses from each school (four groups in all), were educationally
disadvantaged. The IQ levels and achievement levels in read-
ing and arithmetic of all subjects were determined to be
"average" and comparable to each other on the basis of a pre-
test. In each of the schools one of the two classes was al-
legedly of "high" ability; the other, serving as a control
group, was cited as being of average ability. At the end
of the school year, posttests were given to determine read-
ing ability, arithmetic competence, and intellectual level
(IQ). The results of the study indicated the existence of
an educational self-fulfilling prophecy. In one school,
the experimental (allegedly "high") group, when contrasted
with the control group, showed a difference in achievement,
although the difference was weak statistically; and there
was no difference between the two groups in IQ. In the

other school, the experimental group showed no difference
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in achievement from the control group, but the difference
in IQ was significant.
Rosenthal and Jacobson (1966) conducted a study with
elementary school pupils. All the subjects were given a

pretest, Flanagan's Tests of General Ability, which was dis-

guised as a "test designed to predict academic 'blooming' or
intellectual gain" (Rosenthal & Jacobson, 1966, p. 115).

The school used a tracking system consisting of three levels--
high, medium, and low. There were 18 classes in the six
grades, three at each grade level. Within each of 18 class-
rooms, 20 per cent of the pupils were selected randomly and
reported to the teacher as having the potential for unusual
intellectual gains during the school year. A posttest was
given eight months later, and significantly greater gains
were made by the experimental pupils in the first and second
grades. Only a selective summary of the literature has been
presented, and the reader is referred to Rosenthal and Ja-
cobson (1968) for an excellent review and discussion: .

The nature of expectancy behavior. What are the beha-

viors of experimenters who are most influential in effecting
prophesied responses in their subjects? What is the nature
of the interaction between experimenters and subjects (be-
tween teachers and pupils) which communicates the expecta-
tions of one to the other? Upon examining the studies of
communication of expectancy effects in experimental psychol-

ogy, several variables have been investigated: sex, anxiety,
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need for approval, acquaintanceship, experimenter status, and
other related behavioral variables.

Rosenthal et al. (1964) found that male experimenters
unintentionally bias the data collected from both male and
female subjects. The female experimenters obtained signi-
ficantly negative results with male subjects, indicating that
perhaps male subjects over-react negatively to female experi=~
menter influence. Fode (1965) found that there was a signifi-
cant, but unpredictable, relationship between the anxiety
level of either the experimenter or the subject and the mag-
nitude of experimenter effects. Rosenthal (1966) and Crowne
and Marlowe (1964) attempted to relate experimenter and sub-
ject need for approval to the degree of experimenter expect-
ancy effects. They found that the nature of the relationship
depends on the experimenter's level of anxiety. There was a
significant positive relationship if experimenter anxiety
was medium, and a negative relationship if experimenter anx-
iety was either high or low. Kanfer and Karas (1959) estab-
lished a positive significant relationship between the ac-
quaintanceship of the experimenter and the subject and the
magnitude of expectancy effects.

In emphasizing the behavior of the experimenter in in-
teraction with the subject, several interesting variables
appear to be important. Rosenthal (1966) found that, even
though the experimenter elicited certain expected effects

unintentionally, he still manifested much the same behaviocrs
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as those associated with more effective influencers who in-
tentionally influenced the subjects. However, the process
is still an extremely subtle one. Rosenthal (1966) also
found that experimenters who exhibited greater expectancy
effects tended to be perceived by their subjects as more
professional and business-like; more relaxed {as opposed to
nervous); speaking with a more expressive voice, and speak-
ing more slowly; being more enthusiastic; and exhibiting
fewer gross bodily movements, such as head and arm gestures
and leg movements. If physical gestures were subtle, they
did not detract.

Fode (1960), in an attempt to discover the nature of
expectancy communication, placed a screen between the ex-
perimenter and subject. There was a distinet reduction in
expectancy effects, indicating that visual cues from the
experimenter are probably important. It must be noted, how-
ever, that the interposed screen did not entirely eliminate
expectancy effects so that auditory cues are also important.

In a recent study by Adair and Epstein (1967) the ex-
perimenters' instructions to their subjects were tape-re-
corded. The self-fulfilling prophecy operated under both
conditions, in the experimenters' presence and by tape-re-
cording alone;-indicating that expectancy effects can in-
deed be transmitted by the Prophet's voice.

There has been some research on the nature of teacher

influence on pupil performance in typical classroom tasks,
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but there have been few systematic observations. On the
other hand, there is little research on the unintentional
influence or communication which takes place as the result
of teacher~-pupil interaction in a typical classroom situa-
tion.,

There are many variables involved in the communication
of teacher expectancies, but one which is obvious is the
possibility of the teacher's spending more time with the
students who are to fulfill his positive expectations. How-
ever, Rosenthal and Jacobson (1968) reported that, according
to teachers' judgments, no more time was spent with the ex~
perimental pupils than with the control pupils. The assess-
ment was made subjectively and at the end of the school year.
There was no systematic observation of time spent by the
teachers with either group (Biddle & Adams, 1967).

Conn et al. (1967), in a study designed to test the a-
bility of the subjects to judge the intent of a teacher by
the tone of voice the teacher used, found that those pupils
who could accurately interpret the meaning of the tone of
the teacher's voice profited significantly greater from fa-
vorable teacher expectations than did those who were unable
to interpret the voice tones. Thus, there is evidence that
successful unintentional communication of teachers' expecta-
tions may depend upon various characteristics of the pupils
themselves.

Interaction analysis. There are many different systems
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for the analysis of interpersonal or group interactions, and
the purpose for which the various techniques are designed
range from counselor and client interaction to the inter-
action that occurs in a school classroom. Thus, there are
only a few interaction analysis systems which are relevant
to the purposes of this study, either in theory or tech-
nique. An observation system which was devised by Chapple
(1949) emphasized the recording of the time element in inter-
action. According to Chapple, there should be a positive
relationship between the amount of time two people spend in
contact with each other and the quality of their attitudes
toward one another and their emotional relationship.

Bales (1950) developed a system of interaction process
analysis which was designed primarily to analyze communica-
tion in a wide variety of small problem solving groups. The
objective of the system was described as follows: "It is
assumed that the goal of the social scientist is to discover
empirical generalizations about human behavior and to show
that these observed uniformities are speclal cases or special
combinations of more abstract and more general propositions”
(p. 2). The general nature of the categories made the sys-
tem unsuitable in its original form for use in the present
study. However, Bale's theoretical framework and system of
categories provided the structure for other systems and pro-
cedures closely related to this study.

Anderson (1945, 1946) was the first to apply a wodi-
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fied form of interaction analysis to classroom communication.
Anderson and his associates were primarily interested in the
dominative and integrative behavior of the teacher and the
resulting effects on school children's behavior. Withall
(1949) reduced the extensive number of categories which had
been used in Anderson's system. As Medley and Mitzel (1962)
point out, Withall (1949) studied classifier agreement, re-
liability, and validity in terms of relationship to Ander-
son's categories, pupil reactions, and expert raciﬁgs. In
a study using the revised category system, Withall (1951)
found that different teachers produce a different climate
with the same group of pupils. Withall's sample, however,
was extremely small. The technique as used by Withall was
not a method for observing and recording behavior in the
classroom; rather, it was a method for coding transcripts
of sound recordings of classroom interactién.

Using Withall's categories, Mitzel and Rabinowitz
(1953) categorized live teacher-pupil interaction, and were
able to generalize their findings to the behavior of other
teachers. Later Medley and Mitzel (1958) developed another
technique for objectively observing and recording classroom
behaviors. Their new instrument, the observation schedule
and record (OScAR) was a modification of the techniques of
Withall (1949) and Cornell (1952). Changes were introduced
to increase observer reliability, to increase economy of ob-

server time, and to refine the scoring process. Medlesy and
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Mitzel (1958) concluded that relatively untrained observers
using an instrument such as theirs can develop reliable in-
formation about differences in teacher-pupil interaction;
and that the OScAR technique was sensitive to only three
dimensions~--verbal emphasis, emotional climate, and social
structure.

Hughes (1963) developed a category system similar to
Withall's except that Hughes and her colleagues observed
non-verbal as well as verbal interaction. In one study,
the data consisted of shorﬁhand recordings by two observers
of 129‘half-hour sessions of the classroom behavior of four
elementary children. At the ‘end of the sessions the inter-
action was categorized and only those behaviors upon which
the two observers agreed were recorded. As a result, Hughes
and her associates obtained an optimum interaction pattern
for teacher behavior. However, their conclusions were in-
consistent with those of Medley and Mitzel (1958), who found
that the variation in teacher behavior from observation to
observation made such a model pattern ineffective.

The most sophisticated technique for recording obser-
vation of teacher-pupil interaction thus far has been de-
veloped by Flanders (1960). This system is particularly
adapted to analyzing the influence pattern of the teacher--
his control of the students' freedom to act. As Flanders
(1960) states,

Our interest is to distinguish those acts of the
teacher that increase the students' freedom of
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action and to keep a record of both. The system

of categories used forms a screen in front of the

cbserver's eyes so that those acts which result

in compliance are sharply separated from those that

invite more creative and voluntary participation,

while certain aspects of subject matter are ignored.

. . . Interaction analysis is (therefore) a process

of abstracting the intent of an act from the act

itself (pp. 1-2).
Interaction analysis, therefore, attempts to racord only
verbal interaction, the assumption being that the verbal be-
havior of an individual is an adequate sample of his total
behavior and that verbal behavior seems to correlate highly

with non-verbal behavior.

Statement of the Problem

There has been little systematic attempt to observe
the way in which teachers communicate their expectations
about pupil achievement to their pupils. The present study
"~ was designed to explore the means by which this ié accom-
plished and to determine the extent of the effects of teacher
expectations on pupil attitudes toward school-related con-
cepts and pupil achievement in the language arts and mathe-
matics.

The problem stated in terms of formal hypotheses is

as follows:

1. Pupils who are expected by their teachers to
achieve well will perform better in the subjects
tested than those pupils of like ability of whom

“nothing special is exbected.

2. Pupils who are expected by their teachers to
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achieve well will develop attitudes which are more
favorable toward school-related concepts than those
of like ability of whom nothing special is expected.
Teachers will communicate in a more positive-accept-
ing-supportive manner to the experimental pupils
than to the control pupils. (Positive-accepting-
supportive behavior is defined as that behavior
which is recorded in categories 1, 2, or 3 of the
Category System of Observation.)
Teachers will communicate in a more negative-re-
jecting~defensive manner to the control pupils than
to the experimental pupils. (Negative-rejecting-
defensive behavior is defined as that behavior
which is recorded in categories 5, 6, or 7 of the
Category System of Observation.)
The magnitude of teacher expectations as depicted.
in pupil gains in achievement is greater in the
language arts than in mathematics.
Teachers spend more time communicating with pupils
whom they consider to be "bright" than with pupils
of like ability whom they consider to be "average."
Teachers communicate more often with pupils whom
they consider to be "bright" than with pupils of
like ability whom they consider to be M"average."
The degree to which a teacher's expectations in-

fluence pupil achievement and attitudes is a func-
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tion of the amount of time the teacher spends com-
municating with the pupil.
The degree to which a teacher's expectations influ-
ence pupil achievement and attitudes is a function
of the number of occurrences of teacher communica-
tion to the pupil.
Positive-accepting-supportive pupil communication
to teacher increases the magnitude of positive-
accepting-supportive communication of teacher to®

pupil.



CHAPTER IT
METHOD

The first aspect of the present study was devoted to

identifying how teacher expectations were communicated and
involved a series of four one~hour sessions of observation
of the interaction between 23 teachers and 75 seventh-grade
experimental pupils and 75 seventh-grade control pupils.
The second part of the experiment was concerned with changes
in pupil achievement and attitudes as the result of teacher
expectations about pupil performance. The experimental de-
sign used was Random Replication (A X R) of Treatments X

Subjects and Treatments X Levels (Lindguist, 1953).

Pre-experimental Procedures

Selection of subjects. The sample was drawn from six

middle-class junior high schools in three different Oklahoma
cities, and consisted of an experimental group of 75 seventh-
grade pupils of "average™ ability, a control group of 75
seventh-grade pupils of "average" ability, and 23 English and
mathematics teachers. "Average" ability was defined as that
ability indicated by a score of 90 to 110 on the Qtis-Lennon
Mental Abilities Test: Intermediate Level.

19
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During the summer preceding the fall school term, the
cumulative records of all seventh-grade pupils in the six
junior high schools were screened, and on the basis of
available scores on various intelligence tests which had
been given in grades four to six, pupils were selected as
potential subjects.

In scheduling these pupils, two criteria were followed.
First, the pupils were assigned to English and mathematics
sections designated as "average." All participating schools
followed practices of grouping pupils according to "ability
level." Seocond, an experimental or control pupil in any
one class, say English, could not appear in a mathematics
class which was being used in the experiment. Thus, no
subject was exposed to the experimental treatment by more
than one teacher. As a consequence of the selection pro-
cedure, only about 300 pupils of a total seventh-grade pop-~
ulation of some 1500 were ultimately potential subjects.
The final determination of subjects who met the criterion
of "average ability" as operationally defined for this
study was made at the time the pretests were given.

Selection of instruments. Four instruments were uti-

lized to collect the data: (1) The Category System of Obser-
vation (CS0) for recording teacher-pupil communication, and
which was essentially a modification of Bales' Interaction
Process Analysis and Chapple's technique for measuring inter-

action on a temporal basis; (2) the Stanford Achievement
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Tests: Partial Advanced Battery (Language Arts and-Mathe-

matics); (3) the Otis-Lennon Mental Abilities Test: Tnter-

mediate Level; and (4) semantic differential scales.

Systems of interaction analysis. Although there were

many systéms of analyzing interpersonal or group interactionms,
the purposes for which the various techniques were designed
ranged from recording counselor and client interaction to ana-
lyzing the interaction that occurs among all members of a
school classroom. Those systems which were developed spe-
cificélly to record classroom interaction (Flanders, 1964 ;
Hughes, 1963; Medley & Mitzel, 1958; Withall, 1951) empha-
sized the interaction of the total group and focused rather
directly on the‘cognitive aspects of the teaching-learning
process. Aébéuch, they would have generated data superflu-
ous to this study. The study of teachers' communication of
their expectations required an instrument in which the focus
was upon those variables which were predicted to be partic-
ularly relevant, and none of the existing techniques were es-
pecially suitable.

Bales (1950) developed a category system of interaction
analysis which was designed primarily to record communica-
tion in a wide variety of small problem solving groups. Ai-
though the general focus of Bales' system was not appropriate
for the needs of this study, some of the category definitions
and the general structure of the system were suitable and pro-

vide the basis for the design of the CSO. In addition, an
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observation technique devised by Chapple (1949) emphasized
the recording of the time element in communication. Accord-
ing to Chapple, there should be a positive relationship be-
tween the amount of time two people spend in contact with
each other and the quality of their interpersonal communi-
cation. Although Chapple's recording procedure was not em-
ployed, his theory provided the rationale for using time as
well as categories to measuring interaction quaiity.

Rosenthal and Jacobson (1968) have identified three
ma jor dimensions of possible importance to the self-fulfill-
ing prophecy phenomenon in the classroom: first, the posi-
tive-negative nature of teacher-pupil interaction; second,
the amount of time or frequency'of teacher communication to
a pupil; and, third, whether teacher communication was verb-
al or non~-verbal. The CSO combined these three rather broad
dimensions into a system of seven categories specifying the
quality of behavior observed and four categories which speci-
fy whether the communication is from teacker to pupil or pu-
pil to teacher, and whether the pupils communicating were of
the experimental or control group. The amount of time spent
in each instance of communication is used as the unit of
measure.

Three categories were used to record the positive-accept-
ing~supportive communication of the teacher to his pupils and
the pupils to their teacher. Category 1 provided for the

measurement of direct, verbal, positive references to the pu-
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pils' ability level (e. g., "You're too bright to be wasting
your time"). Categdry 2 was used to record measurements of
communication of a positive, verbal nature, but which are
not direct references to the pupils' ability level (e. g.,
praise, extolling, concurrence, kidding). Category 3 pro-
vided for communication of a.positive but non-~verbal nature
(e. g., smiling, aning, admiring, nodding approval).

That behavior which was purely task oriented and there-
fore neutral (e. g., giving information, clarifying, or re-
peating with no discernible tendency toward positive or nega-
tive behavior) was recorded in Category k.

In addition, there were three categories in which nega-
tive-rejecting-defensive communication of the teacher to his
pupils and of the pupils to their teacher was recorded. Cate-
gory 5 was uysed to record all non-verbal, negative communica-
tion (e. g., cool, detached, aloof, inattentive). In Cate-
gory 6 the observer recorded all verbal communication of a
negative nature which did not make specific reference to
the pupil's ability to perform in school (e. g., sarcasm,
nagging, scoffing, extreme arbitrariness). Category 7 was
used to record direct, verbal references to the pupils'
lack of academic ability (e. g., "I'm no genius," or "You
may not be the smartest student in the world, but . . .").
The categories for the system of observation used in the

present study are shown in Figure 1 and are defined in Ap-
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pendix A.

In order to score the CSO, the observer was seated so
that he could perceive all teacher-pupil interaction, both
verbal and non-verbal. Since communication can be established
between two individuals even though one of them is engaged
in interacting with a third person, the observer was con-
stantly attentive to facial expressions and bodily movements
as well as verbal intercourse. Verbal and non-verbal ex-
pressions which could not be perceived by the person toward
whom the expression is being directed were not recorded.

The communication had to have a sender and a receiver. In
addition, the observer had to be able to distinguish among
teacher-experimental group interaction, teacher-control group
interaction, and teacher interaction with other members of
the class.

As was previously mentioned, all interaction between
the teacher and either the experimental pupils or the con-
trol pupils was recorded in a category indicating the type
of communication and whether the interaction is teacher in-
itiated or pupil initiated. Each entry was recorded as a
measure of time (in seconds) and, thus, provides both a
measurement of the frequency of communication and the amount

of time spent communicating.

S ——————

Form J of the Otis-Lennon Mental Abilities Iest:{?lnger-

mediate Level (Appendix C) was used to determine the ability

levels of the pupils. This instrument was selected for two
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Direct Reference
1 (Positive)
~-Verbal--

2 Accepting/Supportive
--Verbal--

3 Accepting/Supportive
--Non-Verbal-~

Task Oriented

k (Neutral)
Rejecting/Defensive
5 ~--Non-Verbal--
6 Rejecting/Defensive
-~Verbal--

Direct Reference
7 (Negative)
-~-Verbal=--

Fig. 1. Categories of the Category System
of Observation
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reasons: (1) It offered an adequate estimate of the general
range of intellectual functioning of a pupil at the seventh-
grade level; and (2) it made use of the same answer sheet as
used in taking the Stanford Achievement Battery. The Stan-

ford Achievement Tests: Partial Advanced Battery (Form X)

was selected to measure pupil achievement in the two subject
areas being tested, language arts and mathematics. The in-
strument has been well standardized and requires minimum
administration time (see Appendix D).

| Two sets of semantic differential (Osgood, 1957) con-
cepts and scales were used--one as a measure of change in
attitudes of pupils, the other as a posttest measure of
teacher attitudes. The concepts on the semantic differen-
tial for the pupil were "Teacher," "Me," "School," "Fellow
Student,"” "Math," and "Eﬁglish." .The teaéher was measured
on the concepts 6f "Teéching," ﬁPupils," "Tests," "Achieve-
ment," "Intelligence," and "Médiocrity".(éee Appéndices E
and F). In addition,.a brief questionﬁaire (Appendix G)
was administered to all teachers to determine if at any time
they gained knowledge of or insight into the real purpose of
the experiment.

All instruments except the CSO had been thoroughly field
tested or standardized and were considered to possess ade-
guate validity and reliability. The CSO appeared to be near
enough to the structure of Bales' system and to the prin-

ciple of operation of Chapple's system that the reliability
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and validity of those techniques was believed to lend cre-
dence to the CSO, at least for the purposes of the research
for which it was constructed.

Although observer reliability can be established in a
number of ways, the emphasis was on observer agreement.in
the present study. The investigator periodically had all
observers record the same teacher-pupil interaction. 4n
estimate of reliability was then determined by Scott's
(1955) coefficient, "Pi." Scott's method is "unaffected by
low frequencies, can be adapted to percentage figures, can
be estimated more rapidly in the field, and is more sensi-
tive at higher levels of reliability" (Flanders, 1960, p.
13). Reliability coefficients of teacher to pupil communi-
cation using amount of time as the measuré\famged from .85
to .95. Reliability estimates of pupil to teacher communi-
cation using the same unit of measure ranged from -.12 to
+.69,'as training time on the CSO increased. Therefore, as
with most category systems, extensive training of observers

was required if reliable data was to be collected.

Experimental Procedures

Establishing teacher expectations. Expectations re-

garding pupil abilities were established by a two-phase com-
munication. During the teacher preparation week before
school started, meetings were held with the English and
mathematices teachers in each participating school, and

the teachers were given the following verbal communique:
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Good mornlng/afternoon. I am Mr. Kester,
Assistant Professor of Education at Oklahoma Bap-
tist University. I need to use some of the pupils
scheduled in one of your seventh-grade classes for
an experiment related to my dissertation. It is
anticipated that it will require a minimum of in-
terruption in that class.

In general, the experiment is related to the
manner in which "intellectually superior™ pupils
relate to each other and to peers of M"average" in-
tellectual ability within an "average' setting.
The theoretical construct involved is the social
intelligence identified by J. P. Guilford (said
parenthetically). We have placed a few "above-
average" pupils in your "average" sections of
English or math. They were tentatively selected
on the basis of IQ scores available in their cumu-
lative records. During a two-day testing session’
next week, the ability level of these pupils will
be confirmed and you will be notified as to their
identity.

The students will be taken from your ___ hour
class (designate to each teacher which-of his ..
classes will be used in the experiment). during
the first two days of school for some tests.. They
will be tested again in nine weeks. During the
testing sessions, other pupils in your classes
will also be tested. This measure is intended to
provide camouflage to prevent the experimental sub-
jects from realizing that they are of special in-
terest to us (to alleviate the "guinea pig" effect,
as it is called). At no time during the entire e
experiment are the "bright" pupils to be awale that
they are experimental subjects. In addition; during
the second, fourth, sixth, and eighth weeks, an ob-
server would like to come into your class and ob-
serve the social interaction of our experlmental
subJects with their "average" peers.

. Because experlmental error in typical educa-
tional field studies is introduced from many:sour-
ces, I would like to ask that, if you agree to as-
sist me, from this moment until the end. of the ex-
periment you talk to no one about the experiment--
neither to pupils, fellow teachers, counselors,
administrators, nor my observers. Even though the
counselors and administrators know the full details
of the experiment, someone would invariably over-
hear your discussion and jump to some incorrect,
and conceivably injurious, conclusions.
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dre we agreed?

You will receive an additional communique after
the initial testing sessions, and the observer will
contact you before the observation session to locate
his position in the classroom and ask you for a class
seating chart. Other than that (and your keeping
"mum"), you'll not have any part in the experiment.

Are there any questions?

After pretests had been administered and the subjects
assigned to experimemtal or control groups, teachers were
given a written communique (Appendix G) which listed the
names of the "bright" pupils and reiterated that the nature
of the experiment was to observe the manner in which such
"bright" pupils behaved in a classroom situation among
"average" peers. The teacher did not receive any informa-
tion regarding the control pupils; in fact, the teachers
were supposedly unaware that there were control subjects in
the study. Again the teachers were asked to refrain from
discussing the experiment with anyone in order to "control
the 'guinea pig' effect in pupil behavior." (This instruc-
tion was actually an attempt to control the exchange of in-
formation among teachers which might lead them to suspect
the true nature of the experiment.) In addition, the cumu-
lative records of the experimental pupils were pulled from
the school files and were not accessible to teachers during

the period in which the experiment was being conducted.

Administration of the pretests. During the first week

of school, all the potential subjects were given the Stan-

ford Achievement Tests (Language Arts and Mathematics), the
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Otis~Lennon Mental Abilities Test, aﬁd the pupil's semantic
differential scales. Upon receiving the results of the
Otis-Lennon, subjects within each class to be used in the
experiment, those who scored "average" or 90-110, were ran-
domly assigned to either the experimental group or the con-
trol group in one of the English or mathematics classes.

The experimental group in each class was the same size as
the control group. In some of the classes, the experimental
group and control group were as small as two subjects; in
others, they were as large as six. As a result of the final
selection of subjects during the pretest, 75 seventh-grade
experimental pupils and 75 seventh-grade control pupils

were used in the study.

Observations of teacher-pupil communication. During

the second, fourth, sixth, and eighth weeks of school, an
observer visited each class containing the matched groups of
pupils and, using the CSO, recorded teacher-pupil and pupil-
teacher interaction for both the experimental and control
groups. FEach observation session was fifty minutes in
length. The total observation time for all experimental
classes was 80~100 hours in four successive measurements
over a period of eight weeks.

Administration of the posttests. During the ninth week

of school the same instruments used in the pretests were
readministered to both the experimental and control groups.

In addition, teachers were given a semantic differential
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measurement (Appendix F) and the questionnaire related to
their knowledge of the nature of the experiment (Appendix

G).



CHAPTER III
RESULTS

Data recorded for pupil subjects (S,) included pretest

p
scores for mathematics achievement, English achievement,

IQ, and attitudes; posttest scores for the same areas; and
difference scores for each area, to include the direction.
of any change. The data of teacher subjects (Sy) included
teacher to experimental pupil communication (T - Pﬁ); téach—
er to pupil control group communication (T - PC)5 pupil ex-
perimental group to teacher communication (PE - T); and pu-
pil control group to teacher communication (Pp - T). Teach-
er subjects' data also included a posttest only measure of
attitude.

The communication data were originally measured in sec-
onds, but were converted to tenths of minutes when recorded.
Each instance of communication was also recorded as fre-
quency data. Thus, teacher-pupil interaction was recorded
as a time and occurrence measurement according to category
(see Figure 1).

The semantic differentials consisted of six concepts,

each measured by seven different seven~point scales. The

32
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adjective pairs were heavily weighted with the evaluative
factor. Each scale was scored from one to seven, a score
of one being the lowest (nearest the undesirable or negative
adjective).

Where analysis of variance was the statistic used to
analyze the data, an integrated technique which was devel-
oped by A. E. Dahlke (1966) was employed. In addition,
references to "occurrences" of communication appear to im-
ply frequency data. However, occurrence data were trans-
formed into means within each category, and summed across
teacher subjects. They were, therefore, continuous data,

and analysis of variance was an appropriate statistic.

Analysis of Teacher-Pupil Communication
Measurement of teacher-pupil communication was made
in several dimensions: the quality of the interaction as
indicated by the accepting or rejecting, friendly or un-
friendly nature of the communication; the verbal or non-
verbal nature of the communication; the amount of time spent
communicating; and the occurrence of communication.

The quality of interaction. The primary concern of

the present study was to investigate the quality of the
communication between teacher and pupil and between pupil
and teacher. There were seven categories of communicative
behavior in which the amount of time of each instance of
communication was recorded. As described in the previous

chapter on methods and in Appendix A, there were three cate-
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gories in which positive-accepting-supportive communication
of the teacher to his pupils and the pupils to their teacher
was recorded. Category 1 provided for measurements of di-
rect, verbal, positive references to the pupils' ability
level. Category 2 was used to record measurcments of com-
munication of a positive, verbal nature, but which were not
direct references to the pupils' ability level. Category
3 provided for communication of a positiVejbut‘nbn—verbal
nature.

There were also three categories in which negative-
rejecting~defensive communication of the teacher to his
pupils and of the pupils to their teacher was recorded.
Category 7 was used to record direct, verbal references to
the pupils' lack of academic ability. In category 6 were
recorded all other verbal communication of a negative na-
ture. Category 5 was used to record all non-verbal, nega-
tive communication. Category 4 was used to classify all
communication which was completely task-oriented and was
indisdgrhible as to its positive or negative nature.

Hypéthesis 1 stated that teachers would communicate in
a more positive, accepting, supportive, friendly manner to
pupils whom they thought to be intellectually superior than
they would to pupils of like ability, but whom they con-
sidered to be average. A 2 X 4 (groups X replications) an-

alysis of variance with repeated measures in the replica-

tions dimension comparing the positive-accepting-supportive
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éommunication of teachers to the experimental and control
pupils was significant at the p <.001 level, using the
amount of time as the measure (see Table 1). When using oc-
currence measures, the difference was significant at the
p L.05 level, between the experimental and control groups
(see Table 2). In addition, the amount of time spent by
the teachers communicating to the pupils in a positive-ac-
cepting-supportive manner increased significantly with each
measure (p<.05; Table 1).

The present experimenter also predicted that teachers
would communicate in a more negative, rejecting, and de-
fensive manner toward their pupils of average ability than
toward the allegedly bright pupils. However, the differ-
ence in the teachers' negative communication toward each

group was not significant.
Table 1

Analysis of Variance Performed on the Time Teachers
Spent Communicating in a Positive-
Accepting-Supportive Manner

Sovrce daf MS F p
Groups 1 676.26 17.16 .001
Measures 3 53.12 3.31 05
Interaction 3 9.30 .58 NS
Error [(R-1]] Wy 39.41

Error [R(R-1)(M~1]] 132 16.03
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Table 2
Anaiysis of Variance Performed on the Occurrences of

Teachers! Communicating in a Positive-
Accepting~Supportive Manner

Source af MS - F P
Groups 1 272h.26 6.5 .05
Error L 416,81

Interaction time and occurrences. In order to assess
the amount of time spent by the teacher communicating to the
experimental pupils as opposed to the control pupils, a
2 X 4 (groups X replications) analysis of variance with re-
peated measures over the replications was used. The teach-
ers in the study spent significantly more time (p <.005)
communicating with pupils whom they considered to be "bright"
than with the control pupils of like ability, whom they con-
sidered to be "average." (See Table 3.)

Comparing the occurrences of teacher to experimental pu~
pils as opposed to control pupils over the four measurements
was accomplished by a 2 X 4 (groups X replications) analysis
of varliance wlth repeated measures over the replications di-
mension. However, when using occurrence data, no significant
difference between the groups was.found.

Ihe relationship of P - T to T - P interaction. In

order to test the assertion that positive-accepting-support-
ive pupil communication to teacher would increase the mag-

nitude of positive-accepting-~supportive teacher communica-
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tion to pupil, the time teachers spent in positive communi-
cation was divided into three levels of pupil communication
to teacher~-high, medium, and low. Thus, teacher communi-
cation to experimental and control pupils was compared to
the level of pupil to teacher communication. 4 2 X 3 (groups
X levels) analysis of variance yielded no significance for
the main effect of groups. However, a linear trend for the
experimental group's data indicated significance at the
p <.001 level (see Table 4).
Analysis of Expectancy Effects
on Pupil Achievement

Achievement resulting from teacher expectations. The

importance of the self=-fulfilling prophecy in the study
was the effect that teacher expectations had upon pupil
achievement in the two subject areas measured--mathematics
and language arts. It was hypothesized that pupils who were
expected by their teachers to achieve well would perform
better in the subjects tested than those pupils of like
ability of whom nothing was expected. A 2 X 4 (groups X
replications) analysis of variance with repeated measures
on the replications dimension yiglded no significant differ-
ence in pupil gain in 1anguageharts as opposed to mathe-
matics (p<.025; see Table 5).

The investigator also suspected that the more "sub-
jective" interaction of the language arts classroom would

provide a more functional climate in which teacher expecta-
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Table 3

Analysis of Variance Performed on the Amount of Time
Teachers Spent Communicating with Experimental
Pupils vs. Control Pupils

Source df NS F p
Groups 1 588.27 11.17 ,005
Measures 3 83.01 k.32 .05
Linear Trend 1 247.31 4.78 .05
Interaction 3 8.45 oLk NS
Error [G(R-1)] Ll 51.76
Error [G(R-1)(M-1) 132 19.20

Table 4

Linear Trend Analysis Performed on the Relationship
Between Positive P-T Communication and
Positive T-P Communication

Source af MS F p

Linear Trend 1 L,199,10% 16.37 .001
Error 20 256,46

*Corrected for unequal N
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tions could be communicated than the more "objective" inter-
action of the mathematics class. The hypothesis was, then,
that the effect of teacher expectations as depicted by pupil
gains in achievement would be greater in the language arts
than in mathematics. As reported above, there was signifi-
cant difference between pupil performance in the two sub-
jects. Hawever, the difference noted may not necessarily
be due to the experimental effect. Contrasts comparing
the experimental group versus the control group for language

arts and for mathematics indicated no significance.
Table 5

Analysis of Variance Performed on the Gain in Pupil
Achievement in Language Arts as
Opposed to Mathematics

Source daf MS F o
IAXM 1 1192.01 5.77  .025
Error 148 206,25

Pupil achievement as a function of time and occurrences.

In analyzing the effect of the amount of time or the occur-
rences of teacher communication on pupil achievement, both
experimental and control pupils' achievement scores in math-
ematlcs and language arts were grouped either above or be-
low the median on T - P commumnication. A 2 X 2 (groups X

above-below medians) analysis of variance for both mathe-
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matics and language arts indicated no significant relation~-
ship between the amount of time or the occurrences of teach=-
er communication and the gain in pupil achievement in those

subject areas.

Analysis of Pupil Attitudes

Teacher expectations and pupil attitudes. It was pro-

posed that if a pupil was expected to achieve well, he would
also develop attitudes which are more favorable toward
school, his teacher, himself, the subjects which the experi-
mental teachers taught (mathematics and English) and his fel-
low studetits than those pupils of like ability, but of whom
nothing special was expected. The attitude change scores
for each concept or object were obtained from the semantic
differential scales. A 2 X 6 (groups X attitudes) analysis
of variance comparing the attitudes of the experimental group
to those of the control group was not significant.

There was, however, a significant difference (p <.01)
among the attitudes of the pupils (see Table 6). A con-
trast between language arts and mathematics was significant
at the p £.001 level, thus accounting for approximately 70
per cent of the variance obtailned when measuring the dif-
ference among all attitudes (see Table 6),

Pupil attitudes as a function of time and occurrences.
In analyzing the degree to which a teacher's expectations

influence pupil attitudes, the attitude scores for the ex-

perimental pupils and for the control puplls were catego-
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rized as above the median or below the median on teacher to
pupil communication time and occurrence. A 2 X 2 (groups X
above-below medians) analysis of variance matrix was set
up for the time teachers spent communicating and the fre-
quency of teacher communication. Neither analysis yielded

significance.
Cadiaen - Table 6

Analysis of Variance Performed on Pupil Attitudes Toward
Teacher, Self, School, Mathematics (M),
English (LA), and Fellow Students

Source df MS F p
Attitude Measures 5 384.70 9.17 .01
Contrast (M X L4) 1 1395.36 33.27 .001
Error 740 41.93

Analysis of Other Data

Teacher expectations and IQ change. Although there
was no hypothesis related to the effect of teacher expecta-
tions on pupil IQ, the data were collected and analyzed.
for purposes of future research. It was not surprising to
find that a 1 X 2 (groups) analysis of variance comparing
the IQ gain of the experimental pupils with the IQ gain of
the control pupils showed no significant difference.

Teacher attitudes. As related in the methodology chap-

ter, a posttest measure of the attitudes of St's toward the
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concepts of "teaching,'" "pupils," "tests," "achievement,"
"intelligence," and "mediocrity" was obtained. The data
were analyzed using the D statistic. The D matrix for the
data is given in Table 7. Three interesting clusters of
concepts arc evident: the first consists of "teaching,"
"pupils," "achievement," and "intelligence™; the concept
"tests" stands alone; likewise, the concept "mediocrity"
stands alone, and is considerably distant from all other
concepts rated (D's = 3.40—- 6.02). In addition, the con-
cepts of "achievement" and "intelligence'" were extremely

close together in semantic space (D = .69).
Table 7

D Matrix for Teacher Attitudes

Concepts Tchg  Pupl Tsts Achv Intell Medioc

Tchg .92 3.01 1.15 174 6.02
Pupl . .92 2.89  1.05 1okl 5.62
Tsts 3.01 2.89 2 bk 2.15 3.40
Achv 1.15 1.05 2.4l .69 5.43
Intell 1.7 1.44 2.15 .69 4.97

Medioc 6.02  5.62 3.40 5.43 4.97

Teacher awareness. In response to the end-of-study

questionnaires regarding the teachers' knowledge of the true

nature of the experiment, only six teachers reported that
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they suspected that the real purpose of the experiment was
different from that which they were originally led to believe.
0f those six, only one correctly identified the true nature
of the study. Thus, for all practical purposes, 22 of the
S¢'s had no knowledge of the experiment which might alter

the effect of the experimental condition (see Figure 2).
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Teachers who suspected that the real purpose
of the experiment was different than they were
told (6).

Teachers from category 4 who were correct in
%d?ntifying the real purpose of the experiment
1),

Teachers from category A who incorrectly iden=-
tified the real purpose of the experiment (5).

Teachers who did not suspect that the real pur-
pose of the experiment was different than they
were told (17).

Teachers who did not know the real purpose of
the experiment (22).

Fig. 2. Histogram of the Teachers' Knowledge

of the Experiment



CHAPTER IV
DISCUSSION -

The basic assumption underlying the present study was
that a prophecy can be instrumental in its own fulfillment
(Merton, 1948). Specifically, the self-fulfilling proph-
ecy concept was applied to an educational setting at the
secondary school level. The major purpose of the study was
to investigate how teachers communicate their expectations
about pupil performance to the pupils, and to determine
the effects of such teacher expectancies on pupil achieve-
ment in mathematics and language arts and on pupil atti-

tudes toward certain school-related concepts.

Teacher Communication of Expectations

Initiating the experimental condition. The logic used
for establishing teacher expectations was essentially the
same as was used by Pitt (1956), by Flowers (1966), and by
Rosenthal and Jacobson (1968)--a fictitious ability level
for selected pupils was reported to the teachers involved
in the experiment. The experimental teachers were told that
the selected pupils were "bright" (IQ greater than 120).

None of the teachers had had pre#ious contact with the pupils.
45
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In addition, the teachers were told that these "bright" pu-
pils had been placed in one of their "average" classes in
order to observe the bright pupils' interaction with their
average peers. They were instructed not to treat the pu-
pils differentially.:

Of the 23 teacher subjects, 17 evidently suspected no
deviation from the purpose of the experiment as it was
originally explained to them. Of the six who did suspect
that the purpose might be different, only one suspected
that her behavior was being observed to see if she behaved
in a special way toward the bright pupils. None were aware
of the observation of their interaction with a control group
of pupils.

The dimensions of communication quality. How does a

teacher communicate his prophecy to his pupils? What is
the nature of the teacher-pupil interaction which may. lead
to the self-fulfillment of the prophecy? Rosenthal (1966)
noted some individual differences among experimenters in
the degree to which they obtained results consistent with
their expectations. Those experimenters who were most ef-
fective in communicating their expectations were more
friendly, likeable, and encouraging, but not overly person-
al. The process of communicating one's prophecies also ap-
pears to be unintentional and very subtle. Both visual and
auditory cues were shown to be operative in studies done by

Fode (1960). In the present study, the teachers' communica-
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tion to both the experimental and control pupils, and the
communication of both groups of pupils to the teachers was
recorded in the categories of the CS0 as both a time meas-
ure and an occurrence measure. The rationale for the use of
amount of time was originally proposed by Chapple (1949).
Tt was Chapple's contention that there is a positive rela-
tionship between the amount of time two people spend in
contact and the quality of the relationship between them.:
Although the amount of time spent communicating is signifi-
cantly, positively correlated with the occurrences of commu-
nication, amount of time appeared to provide a better index
of the amount of contact. An additional consideration was
Flanders' (l965) assumption that the verbal behavior was an
adequate sample of a person's total behavior and was highly
correlated with nonverbal behavior. The CSO, therefore,
provided not only a means by which to measure the quality
of behavior, but also as the guality is verbally and non-
verbally communicated and as it is indicated by the amount
of time spent in communication.

The guality of teacher-pupil communicatiof. Consider-

ing both the verbal and non-verbal behavior, teachers tend
to communicate in a significantly more encouraging, support-
ive, friendly manner toward pupils whom they consider to be
intellectually superior than they do toward average pupils.
Since both Pgp's and Pg's were taught by the same teachers,

the differential treatment was not due to teacher differ-
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ences, as might well have been the case in Flowers' (1966)
study. There are, of course, several possible explanations
for the variability which teachers displayed in the quality
of their communication.

One can deduce that the experimental condition was oper-
ative, and that the teachers tended to give preferential
treatment to those pupils who were supposedly bright as op-
posed to average or below average. It is also possible
that the scores yielded by the CSO were but an artifact of
the instrument itself. The construct validity of the in-
strument warrants additional study. Too, perhaps the self-
fulfilling prophecy was operational in observer behavior.
The observers knew which pupils composed the experimental
group and which composed the control group. Thus, even
though observers reported a conscious attempt not to suc-
cumb to experimenter effects, observer bilas is an obvious
possibility.

Another distinctly possible explanation is that after
even a few days of classroom contact, the teachers were
able to tell that the "bright" pupils were not performing
better than some others in the class who were only average.
Such was reported by four teachers and eventually led them
to suspect that the purpose of the experiment might be dif-
ferent from that which was originally stated. Under these
conditions, one might expect the teacher to increase his ef-

forts to get the allegedly bright child to perform up to his



49 .
ability level., 4 linear trend of teacher communication over
observations was significant, and would seem to support such
a hypothesis.

An additional interpretation can be made--an inter-
pretation which does not preclude the operation of the
experimental condition. One might suspect that thé typi-
cal middle~class, white teacher might identify, or attempt
to ldentify, more readily with brighter pupils. Brighter
puplls generally have a higher level of performance which
in turn can serve as a reinforcement for ﬁhe teacher's
effort.

One of the early criticisms of interpreting Rosenthal's
(1966) results as evidence of the existence of the self-
fulfilling prophecy phenomenon was that such results could
possibly be accounted for in terms of operant conditioning.
It was thought that perhaps the experimenters were shaping
the behavior of their subjects by unintentionally and subtly
rewarding them when they responded as the experimenter ex-
pected them to respond. Rosenthal and Jacobson (1968) point
out that if that were the case, one would expect a typical
learning curve for the subjects. However, no learning curve
was found. In fact, the subjects' first responses were af-
fected as much as thgir last responses (Rosenthal, 1966;
Rosenthal & Jacobson; 1968) .

There did, however, appear to be a learning curve for

experimenter behavior (Rosenthal, 1966)., Rosenthal and Ja-
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cobson (1968) hypothesized that a subject's responding in
the direction predicted by the experimenter is reinforcing
to the experimenter, and that subjects, therefore, may unin-
tentionally shape experimenter behavior. The results of the
present study do appear to confirm this latter contention.
As the magnitude of positive, supportive, accepting communi-
cation of the pupils toward the teacher increases, there is
a significant tendency for the magnitude of the positive,
supportive, accepting communication of the teacher to the
pupils to increase. There is an unintentional shaping of
behavior, but it is the pupils who shape the teacher's beha-

vior in the process of teacher expectancy communication.

The amount of teacher-pupil interaction time. Ten
months after the posttest, Rosenthal and Jacobson (1968)
asked the teachers in their experiment to estimate the
amount of time they had spent with both the experimental
pupils and the control pupils. There was no significant
difference in the time spent with one group or the other.
Rosenthal and Jacobson (1968) concluded that possibly di-
rect observation of teacher-pupil interactions might have
given different results, but that it seemed plausible to
think that it was not a difference in the amount of time
spent with the children of the two groups which led to the
differences in their rates of intellectual development, but
rather the quality of the interaction.

In view of the lapse of time between the end of the
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Rosenthal and Jacobson (1968) study and their survey of
teacher opinion as to the amount of time spent, and in the
light of Chapple's (1949) assumption that the amount of
time spent interacting and the quality of interaction are
one and the same, direct observation of the time spent in
teacher to pupil communication was investigated. The
teachers of the present study spent more time communicating
with their allegedly brighter pupils, and there appeared to
be a high positive correlation between acceptingy encourag-
ing, friendly behavior and the amount of time spent by the
teacher in communication--a finding which substantiates
Chapple's contention. Even so, when the difference in the
amount of time the teachers spent communicating with those
pupils whom they thought were bright was compared to the
level of pupil achievement, there was no meaningful differ-
ence between the experimental and control groups. Thus,
even though a teacher may spend more time with his allegedly
"brighter" pupils, that evidently affected neither pupil
achievement nor intellectual ability, at least not within a
nine-week period of time and not after the pupils were al-
ready in the seventh grade.
The Effects of Teacher Expectations on
Pupil IQ and Achievement
The most dramatic results in experimentation on inter-

personal self-fulfilling prophecies have been obtained by
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Rosenthal and Jacobson (1968). The first and second grade
experimental pupils in their studies showed significant
gains in IQ over the control pupils. Their fifth and sixth
grade experimental pupils showed gains over the control pu-
pils on language and arithmetic which approached signifi-
cance. Pitt (1956), on the other hand, found no significant
difference between his fifth grade experimental and control
pupils in objective test scores or school grades. Charles
Flowers (1966), using seventh grade pupils in two different
schools, did find that his allegedly superior group in one
school obtained higher, but statistically insignificant,
scores in reading and arithmetic tham-its control class,
and that the experimental group in his other school made
significant gains in IQ over its control class. In summary,
then, experimentation to date indicates that the effects of
the teacher's expectations about pupil achievement based on
a knowledge of the pupil's intelligence level is an elusive
phenomenon. There is also considerable evidence that it is
unlikely that teacher expectations about a pupil's intelli-
gence level is significant, except in the early grades of
school.

In the present study, no significant gains in language
arts or mathematics achievement by the Pp's over the Pg's
were found. When pupil gains in language arts as compared
to mathematics were analyzed, there was, however, a signi-

ficant difference in favor of the language arts. It was
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predicted that the highly verbal, relatively subjective
climate 6f the language arts classroom would provide a more
functional medium in which the teacher could communicate
his expectations to his pupils. However, as previously re-
ported, an analysis of the experimental group versus the
control group for each subject area showed no significant
differences. Therefore, it is doubtful that there is a
meaningful difference in the interaction climate of a
classroom that can be attributed to the subject area itself.
It is also noteworthy that there was ao significant differ-
entiation between the IQ gains of the experimental group
and those of the control group in this study.

There is one point of possible importance in inter-
preting the lack of achievement and IQ gains in this experi-
ment. Examiners reported that all pupils were extremely
concerned about their missing two days of classes required
for each testing session, especially in order to take tests
which the other pupils were not taking and which would not
count as part of their school record. In addition, although
standardized instruments were used and examiners were given
what was considered to be sufficient training in adminis-
tering them some variation in testing procedures is suspected.
Thus, it is probable that an intensified examiner training
program would have increased the reliability of the scores

obtained.
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The Effects of Teacher Expectations
on Pupil Attitudes

Previous experimentation indicates that teacher ex-
pectations about pupils' ability levels may have a meaning-
ful effect on the pupils' attitudes and interests. Some of
Rosenthal and Jacobson's (1968) special pupils were assessed
by their teachers as being more intellectually curious; more
interesting, appealing, and happy; and possessing a greater
probability of future success. Pitt (1956) also found that
the teachers' beliefs about pupils' IQ levels affected the
pupils' views of themselves, their teachers, and school.

In an effort to corroborate Pitt's and Rosenthal and
Jacobson's findings, which were based on subjective analy-
ses of teacher and pupil ratings, semantic differential
scales were used to measure several school-related concepts:
school, teacher, self, mathematics, English, and fellow stu-
dents. There appeared to be no significant difference in
the experimental pupils' changes in attitudes as compared
to those of the control group. However, it is very likely
that the lack of simplified directions for marking the
rather complex scales could have seriously affected the re-
liability of the attitude measures.

Some interesting~results were, nevertheless, obtained.
There was significant variation in the attitudes of all pu-
pils, particularly between thelr attitudes toward mathe-
matics and English. The positive change pupil attitudes to-

ward English was highly significant when compared to the
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positive change in their attitudes toward mathematics.

Teacher Attitudes

In a questionnaire approach, Flowers (1966) compared
the attitudes of the teachers of his two experimental
classes to those of his control classes. He found that the
teachers of the experimental groups preferred to teach their
"bright" classes; that their allegedly superior classes of-
fered fewer disciplinary problems, and that they had more
positive attitudes toward the teaching process and pupil ac-
complishments in the experimental classes. In an attempt to
systematically analyze attitudes toward certain concepts re-
lated to the present study, a semantic differential schema
was administered to the teachers after the posttest data
had been gathered on the pupils. A pretest-posttest design
would have been more useful, but that would have seriously
contaminated the experimental condition.,

Teacher attitudes toward teaching, pupils, tests,
achievement, intelligence, and mediocrity revealed some in-
teresting relationships. By examining the means of the
various concepts and their distance in semantic space,
clusters appeared. Teaching and pupils were very close:
together in meaning, as were intelligence and achievement.
In fact, an analysis using the D statistic showed iﬁtelli-
gence and achievement to be closer togetHer than any of the
other concepts. It appears that in the teachers! way of

thinking, intelligence and achievement have very much the
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same meaning. Consequently, one could reasonably predict
that with such an attitude, the teacher might well communi-
cate to the pupil his expectations for the pupil's perform-
ance simply by being informed or thinking he is.informed,
of the pupil's ability level.

The concept "tests" was considerably further from teach-
ing and pupils than from intelligence and achievement, but
obviously stood by itself. Likewise, the concept mediocrity
was singular in its meaning, received the lowest mean score
of all attitudes rated, and was extremely distant in seman-
tic space from all other concepts tested. This finding
would seem to lend credence to the notion that the typical
middle~class teacher considers a condition of average or
mediocre to be a low value, and not desirable in a school
setting. It appears, in fact, that the values of the middle-
class teacher most probably favor the above~average pupil.

Conclusion and Implications for
Future Research

The findings of the present study show that teachers
do behave differently toward those pupils whom they consider
to be intellectually superior than toward those they consider
to be only average in intellectual ability. They make more
direct references to the special pupil's being able to
achieve; and are more friendly, encouraging, and accepting
of the allegedly brighter pupils, expressing such acceptance

both verbally and non~verbally. In addition, teachers spend
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more time communicating to their "superior" pupils.

Although there is little evidence that teacher expec-
tations affect pupil performance.at the secondary school
level, a pupilfs IQ, achievement, and attitudes might very
well be affécted if all of his teachefs expect him to per-
form above average. In this experiment, only one-third of
the teachers who worked with the pupils during the day ex-
pected anything special from them.

The evidence from all studies to date indicates a need
for a comprehensive, intensive study of the way in which
teachers communicate their prophecies. The dimensions ex-
amined in the present experiment were extremely gross. A
refinement of the category instrument and improved, more
elaborate observation techniques would no doubt prove very
useful.

An area of study obviously related to the effective-
ness of the teacher's communication of his expectancies is
the self-concept of the pupil. To what degreé;does a
teacher's expectations about a pupil's performance affect
the pupil's self-concept? At what age does the tedthgr's
expectations diminish so as to become insignificant? What
dimensions of pupil self-concept are operative in the inter-
personal self-fulfilling prophecy? All these questions need
further investigation.

Finally, the entire area of teacher attitudes needs to

be researched. Not only teacher attitudes toward pupil a-
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bility level, but attitudes toward themselves, toward all
facets of school life, and toward various personal charac-
teristics of other people need to be studied.

The demands made upon the schools, the puplls, the
teachers, and the experimenters in such research efforts
promise to be staggering, but not prohibitive. On the other
hand, the information gained about teacher-pupil rela*ion-
ships, the teaching-learning processes, and the general
social structure of the typical American educational seting

promises to be most rewarding.



CHAPTER V
SUMMARY

The purpose of the present study was to investigate
the way in which teachers communicate their expectations
about pupil performance to the pupils, and to determine
the effects of such teacher expectancies on pupil achieve-
ment and attitudes. The basic assumption underlying the
study was that a prophecy can be instrumental in its own
fulfillment (Merton, 1948). Research by Rosenthal and Ja-
cobson (1968), Flowers (1966), and Pitt (1956) provided the
basis for the present experiment.

The following predictions were made: (1) Pupils who
are expected by their teachers to achieve well will perform
better in the subjects tested than those pupils of like
ability of whom nothing special is expected. (2) Pupils
who are expected by their teachers to achieve well will de-
velop attitudes which are more favorable toward school, the
teacher, self, subjects tested, and fellow students than
those of like ability of whom nothing special is expected.
(3) Teachers will communicate in a more positive-~accepting-

supportive manner to the experimental pupils than to the

59
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control pupils. (4) Teachers will communicate in a more
negative-rejecting-defensive manner to the control pupils
than to the experimental pupils. (5) The effect of teacher
expectations as depicted by pupil gains in achievement is
greater in the language arts than in mathematics. (%)
Teachers spend more time communicating with pupils whom
they consider to be "bright" than with pupils of like abil-
ity, but whom they consider to be "average." (7) Teachers
communicate more often with pupils whom they consider to be
"obright" than with pupils of like ability, but whom they
consider to be "average." (8) The degree to which a teach-
er's expectations influence pupil achievement and attitudes
is a function of the amount of time the teacher spends com-
municating with the pupils. (9) The degree to which a
teacher's expectations influence pupll achievement and atti-
tudes is a function of the number of occurrences of teacher
communication to the pupil. (10) Positive~accepting-support-
ive pupil communication to teacher increases the magnitude
of positive~accepting-supportive teacher communication to
pupil,

The sample of subjects was selected from incoming
seventh-grade classes and seventh grade faculties in six
different junior high schools. Commergial instruments
were used to measure IQ and achievement. A category system
based on Bale's (1950) Interaction Process Analysis was de-

vised to measure teacher-pupil interaction. Attitude.
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measures were obtained by using a system of semantic differ-
ential scales. FEach teacher subject Was assigned an experi-
mental group of pupil subjects and a control group of pupil
subjects matched for IQ. Pretests of pupil achievement in
mathematics and language arts, of IQ, and of attitudes to-
ward school-related concepts were given. During the follow-
ing nine weeks, four one-hour observations were made of
teacher-pupil interaction. At the ninth week, posttests
were administered for pupil achievement, IQ, and attitude.
In addition, teacher attitudes toward several school-related
concepts were measured, and a questionnaire related to the
teachers' knowledge of the experiment was administered.

The data were analyzed by means of analysis of variance,
trend analysis, and the D statistic. The results were inter-
preted in terms of the quality of teacher-pupil interaction;
the amount of time and occurrences of teacher-pupil inter-
action; the effect of the experimental condition on pupil
achievement and attitudes; the effect of the amount of time
and the occurrences of teacher communication on pupil achieve-
ment and attitudes; and teacher attitudes toward their pro-
fession, their pupils, and other concepts related to achieve-
ment and aptitude.

As predicted in hypothesis 3, teachers communicated in
a more friendly, encouraging manner to pupils whom they con-
sidered to be bright than to those whom they considered to

be average. Teachers also spent significantly more time com-
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municating with those pupils who were allegedly brighter
(hypothesis 6).

| Teachers did not appear to communicate more negatively
toward the control pupils than toward the experimental pu-
pils as predicted in hypothesis 4. They simply communica-
ted less with those pupils who were not labeled as "intel-
lectually superior.”

The prediction made in hypothesis 10 was that the manner
of pupil communication would determine the teachers' mode of
communication. When the pupils communicated in a positive,
accepting manner, the positive nature of teacher communica-
tion was enhanced.

Hypothesis 1 received no support. The effect of the ex-
perimental condition on pupil achievement was not significant.
However, hypothesis 2, predicting that teacher expectations
would affect pupil attitudes, was partially supported. Inter-
action among pupil attitudes was significant, but the differ-
ence between language arts and mathematics accounted for most
of the variance. In addition, experimental pupils changed
their attitudes to a significant degree in favor of language
arts as opposed to mathematics. Contrary to hypotheses & and
9, neither changes in pupil achievement nor pupil attitudes
depended upon the amount of time teachers'spent communicating
with the pupils or the occurrences of teacher to pupil com-
munication.

The findings of the present study show that teachers
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do behave differently toward those pupils whom they consider
to be intellectually superior than toward those they consider
to be only average in intellectual ability. They make more
direct references to the special pupil's being able to
achieve; and are more friendly, encouraging, and aécepting
of the allegedly brighter pupils, expressing such acceptance
both verbally and non-verbally. In addition, teachers spend
more time communicating to their "superior" pupils.

Although there is little evidence that teacher expec-
tations affect pupil performance at the secondary school
level, a pupil's IQ, achievement, and attitudes might very
well be affected if all of his teachers expect him to per-
form above average. In this experiment, only one-third of
the teachers who worked with the pupils during the day ex-
pected anything special from them.

Suggestions for future research included (1) an inten-
sive and comprehensive study of all relevant dimensions of
teacher-pupil communication; (2) the relatiocnship between
teacher expectations and pupil self-concept; (3) and the
role of teacher attitudes in prophecy communication, and the

effect of teacher-pupil interaction upon teacher attitudes.
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APPENDIX A
Definition of Categories

Direct Reference (Positive)--Verbal: Any direct verbal

reference by either the teacher or the pupil about the
pupil's ability level, e. g., "You are too bright to
waste your time," etc.

Accepting/Supportive~-Verbal: All verbalizations, other

than direct references to the pupil's ability level,
which indicate praise; acceptance, extolling, reassur-
ance;'comforting, sympathy, concurrence, acceptance,
joking, laughing with, kidding, greeting, e. g., '"Yes,
that's right," or "I understand just how you feel," or
"See you tomofrow,ﬁ etc.

Accepting/Supportive--Non-Verbal: Behaviors that are

of the same intent as the Accepting/Supportive verbal
category, but are exgressed non-verbally, e. g., smiling,
waving, nodding approval, admiring, sharing, doing for,
laying hand on shoulder approvingly, horseplaying, etc.

Task Oriented--Neutrdl: Gives orientation, information;

repeats, clarifies, confirms, asks orientation, infor-

mation, opinion, or analysis with no tendency toward
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positive or negative behavior.

Re jecting/Defensive--Non-Verbal: Cool, detached, formal,

aloof, unappreciative, inattentive, failing to give as-
sistance, frowning, shaking head or finger in disap-
proval, ignoring, punishing physically, etc.

Rejecting/Defensive--Verbal: Disapproving, defensive

or negative tension releasing verbalizations, e. g.,
disagree, sarcastic, critical, harping, badgering, nag-
ging, teasing, scoffing, extreme arbitrariness, giving
warnings or threats, etc.

Direct Reference (Negative)--Verbal: Any direct verbal

reference by either the teacher or the pupil about the
pupil's ability level, e. g., "I'm no genius," or "You
may not be the smartest student in the world, but . . .",

etc.



APPENDIX B

CSO Score Sheet

Sch_- Tchr _ PgpAbs ___ Pp Abs____ Obs Pd____
CATEGORY T-Pp Pg-T T-Pg Po-T
(pos)
A{_S 5
5
(Nggt) L
S
R‘/[D‘ 6
(ggg) 7
- COMMENTS -
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APPENDIX C
OTIS-LENNON MENTAL ABILITY TEST*
Intermediate Level, Form J
New York: Harcourt, Brace & World

Copyright, 1967

*Results in Appendix I reproduced from Otis-Lennon Mental
Ability Test, copyright, 1967, by Harcourt, Brace & World,
Inc. Reproduced by special permission.
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APPENDIX D
STANFORD ACHIEVEMENT TEST:
Advanced, Partial Battery, Form X
New York: Harcourt, Brace & World

Copyright, 1967

*Results in Appendix I reproduced from Stanford Achievement
Tests, copyright, 1964, by Harcourt, Brace & World, Inc.
Reproduced by special permission. ’
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APPENDIX E

SEMANTIC DIFFERENTIAL: PUPIL

Instructions

The purpose of this study is to measure the meanings
of certain things to various people by having them judge
them against a series of descriptive scales. In taking
this test, please make your judgments on the basis of what
these things mean to you. On each page you will find a
different concept to be judged and beneath it a set of
scales. 7You are to rate the concept on each of these scales
in order.

Here is how you are to use these scales:

If you feel that the concept at the top of the page is
very closely related to one end of the scele, vou should
place your check-mark as follows:

fair X : : : : : unfair

or

fair : : : : : X unfair

If you feel that the concept is quite closely related
to one or the other end of the scale ?but not extremely),
you should place your check-mark as follows:

strong X : : : : weak

or

strong : : : : : : X weak
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If the concept seems only slightly related to one side
as opposed to the other side (but is not really neutral),
then you should check as folkows:

active : X : : : passive

or

active : : : X : passive

The direction toward which you check, of course, depends
upon which of the two ends of the scale seem most charac-
teristic of the thing you're judging. If you consider the
concept to be neutral on the scale, both sides of the scale
equally associated with the concept, or if the scale is com-
pletely irrelevant, unrelated to the concept, then you should
place your check-mark in the middle space:

safe : : X : : dangerous

IMPORTANT: (1) Place your check-marks in the middle of
the spaces, not on the boundaries:

THIS NOT THIS
D S X :

(2) Be sure you check every scale for every concept--do not
omit any.
(3) Never put more than one check-mark on a single scale.

Sometimes you may feel as though you've had the same
item before on the test. This will not be the case; so0 do
not look back and forth through the items. Do not try to
remember how you checked similar items earlier in the test.
Make each item a separate and independent judgment. Work
at a fairly high speed through this test. Do not worry or
puzzle over individual items. It is your first impressions,
the immediate "feelings" about the items, that we want. On
the other hand, please do not be careless, because we want
your true impressions.



good

fair
unpleasant
high

dull

tense

valuable

high
dirty .
awful
fair
boring
worthless

easy
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CONCEPTS AND SCALES

TEACHER

SCHOOL

bad
unfair
pleasant
low
smart
relaxed

worthless

low
clean
nice
unfair
fun
valuable

hard
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ENGLISH

unfair

high

valuable

fun

hard

bad

clear

MATH

boring

hard

valuable

low

fair

hazy

unpleasant

fair

low
worthless
boring
easy

good
hazy

fun

easy
worthless
high
unfair
clear

pleasant



clean
smart
awful
fair
dishonest
bad

relaxed

dishonest
dull
valuable
bad

high

calm

cruel
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FELLOW STUDENT

dirty
dull
nice
unfair
honest
good

tense

honest
smart
worthless
good

low
agitated
kind



APPENDIX F

SEMANTIC DIFFERENTIAL: TEACHER

Instructions

The purpose of this study is to measure the meanings of
certain things to various people by having them judge them
against a series of descriptive scales. In taking this test,
please make your judgments on the basis of what these things
mean to you. On each page you will find a different concept
to be judged and beneath it a set of scales. You are to rate
the concept on each of these scales in order.

Here is how you are to use these scales:
If you feel that the concept at the top of the page is

very closely related to one end of the scale, you should
place your check-mark as follows:

fair X : : : : : : unfair

or

fair : : : : : X unfair

If you feel that the concept is quite closely related to
one or the other end of the scale (but not extremely), you
should place your check-mark as follows:

strong X : : : : weak

or

strong : : : : X ¢ weak

If the concept seems only slightly related to one side
as opposed to the other side  (but is not really neutral),
then you should check as follows:
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active : X : : : passive

or

active : : : D S : passive

The direction toward which you check, of ccurse, depends
upon which of the two ends of the scale seem most character-
istic of the thing you're judging. If you consider the con-
cept to be neutral on the scale, both sides of the scale
equally associated with the concept, or if the scale is com-
pletely irrelevant, unrelated to the concept, then you should
place your check-mark in the middle space:

safe : : X

IMPORTANT: (1) Place your check-marks in the middle of
the spaces, not on the boundaries:
THIS NOT THIS
X ¢ :X :

(2) Be sure you check every scale for every concept--do not
omit any.
(3) Never put more than one check-mark on a single scale.

Sometimes you may feel as though you've had the same
item before on the test. This will not be the case; so do
not look back and forth through the items. Do not try to
remember how you checked similar items earlier in the test.
Make each item a separate and independent judgment. Work
at fairly high speed through the test. Do not worry or
puzzle over individual items. It is your first impressions,
the immediate "feelings" about the items, that we want. On
the other hand, please do not be careless, because we want
your true impressions.



fair

good

weak
happy
dishonest
easy

unpleasant

fair

good

weak
happy
dishonest
easy

unpleasant
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CONCEPTS AND SCALES

TEACHING

INTELLIGENCE

unfair
bad
strong
sad
honest
hard

pleasant

unfair

bad

strong

gad

honest

hard

pleasant




fair

good

weak
happy
dishonest
easy

unpleasant

fair

good

weak
happy
dishonest
easy

unpleasant

8L

TESTS

PUPILS

unfair
bad
strong
sad
honest
hard

pleasant

unfair
bad
strong
sad
honest
hard

pleasant
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ACHIEVEMENT

fair : : : : : : unfair

good : : : : : : bad

weak : : : : : : strong

happy : : : : : : sad

dishonest : : : : : : honest

easy : : : : : : hard

unpleasant : : : : : : pleasant

MEDIOCRITY

fair : : : : : : unfair

good : : : : : : bad

weak : : : : : : strong

happy : : : : : : sad

dishonest : : : : : : honest

easy : : : : : : hard

unpleasant : : : : : : pleasant
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APPENDIX G
KNOWLEDGE OF EXPERIMENT

Do you suspect that the real purpose of this experiment
was different than you were originally led to believe?

If the answer to question number one is "yes," what do
you think really is the purpose of the experiment? (If
your answer to question number one was "no," just leave
this question blank.)

When, if ever, did you begin to suspect that the pur-
pose of the experiment might be different than originally

stated?

What led you to suspect that the purpose of the experi-
ment was different than that which was stated?
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APPENDIX H
COMMUNIQUE TO TEACHERS

To: (Name of Teacher)
From: S, W. Kester, Ass't. Prof. of Educ., 0. B. U,
SUBJECT: STUDY OF INTELLECTUALLY SUPERIOR PUPILS

Dear (Mr./Mrs./Miss)

As a part of a research project related to the function-
ing of intellectually superior children, several exception-

ally bright pupils (IQ greater than 120, Otis=-Lennon MAT)

have been identified in this school. The following have been
assigned to your hour class, which is one of the classes

to be used in the study:
(Names of Pupils)

It is our purpose to observe and record the behavior
of these pupils in an "average" classroom setting. An ob-
server-experimenter wiil be coﬁtacting you to ask your co-
operation. We realize that your participation will be some-

what of an inconvenience to you and an intrusion in your
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class, but we will do everything possible to make our pres-
ence unimposing!

The following procedures would help us immeasurably:

1. To avoid the "guinea pig" effect among the pupils,
perhaps you might announce the observer as, ". ., .
a student from O. B, U, who is trying to learn about
what takes place in the classroom. He/she will be
with us four or five times this nine weeks; so we
will just go on about our business," or something
to this effect.

2. Because "guinea pig" effects are picked up from
many soufces, we aléo ask that you not discuss the
experiment with anyone--pupils, fellow teachers,
counselors, administrators--until after the first
quarter has ended and all data have been collected.
You will then be provided with a full report of the
study.

3. If you would, please, allow the observer to seat
himself so that he can see the faces of all the
pupils in the room. - -

L, It would also be extremely helpful if you would
assist the observer in filling out a seating chart
and inform him of any changes that you make between
observations.

We realize that without the cooperation of the classroom

teacher, very little information useful to education can really
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be gathered. We want you to know that we appreciate your

giving of your time and effort.



APPENDIX I

TBM CARD FORMATS AND PRINTOUTS OF DATA

Pretest and Posttest Data for Pupil
Achievement and IQ

Pretest Data Only for Pupil Attitudes; Card O

Pupils' subject identification numbers
Sex (l=male; 2=female)

Teacher identification number

Group (l=experimental; 2=control)

Pretest scores in mathematics

Posttest scores in mathematics

Direction of change in score (2=up; l=down
change)

Difference scores in mathematics

Pretest scores in language arts

Posttest scores in language arts

Direction of change in score (2=up; l=down
change)

Difference scores in language arts

Pretest scores in IQ

Posttest scores in IQ

Direction of change in score (2=up; l=down
change)

Difference scores in IQ

Pretest scores in pupil attitude toward te
Pretest scores in pupil attitude toward se
Pretest scores in pupil attitude toward sc
Pretest scores in pupil attitude toward ma
Pretest scores in pupil attitude toward En
Pretest scores in pupil attitude toward fe
student

Card identification number
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; O=no

; O=no

; O=no

acher
1f
hool

thematics

glish
1low



1-34.
35.

36-37.
38.
39-40.
L1,

42-43 .
L.

45-46.

A7.
L“8-1+9 .
50.
51-52.

53=54.
55-78.

Ut -\
L ] -

Tllb

12-18,
19-25.
26”32 .
33-39.
40-46.
L7-48.
49-50.
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Posttest Data for Pupil Attitudes; Card 02

Information repeated from Card Ol

Posttest scores in pupil attitude toward teacher
Posttest scores in pupil attitude toward self
Posttest scores in pupil attitude toward school

Posttest scores in pupil attitude toward mathematics

Posttest scores in pupil attitude toward English
Posttest scores in pupil attitude toward fellow
student

Card identification number

Difference Score Data for Pupil Attitudes; Card 05

Information repeated from Card Ol

Direction of change in score (blank=up; l=down;
O=no change)

Difference score for pupil attitude toward teacher
Direction score for pupil attitude toward teacher
Difference score for pupil attitude toward self
Direction score for pupil attitude toward self
Difference score for pupil attitude toward school
Direction score for pupil attitude toward school
Difference score for pupil attitude toward mathe-
matics.

Direction score for pupil attitude toward mathe-
matics

Difference score for pupil attitude toward English
Direction score for pupil attitude toward English
Difference score for pupil attitude toward fellow
student

Card identification number

Blank

Teacher Attitude Scores; Card 06

Teacher subject identification number
Sex (l=male; 2=female)
School identification number

Scores for
Scores for
Scores for
Scores for
Scores for
Scores for

teacher
teacher
teacher
teacher
teacher
teacher

attitude
attitude
attitude
attitude
attitude
attitude

toward teaching
toward pupils
toward tests

toward achievement
toward intelligence
toward mediocrity

Total score for teacher attitude toward teaching
Total score for teacher attitude toward pupils
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Column

Key

51-52. Total score for teacher attitude toward tests

53=54. Total score for teacher attitude toward achievement
55-56, Total score for teacher attitude toward intelligence
57-58, Total score for teacher attitude toward mediocrity
59-60, Card identification number

61-78. Blank

Obszrvations 1-4 of Communication of T-PE and Pp-T
in Both Frequency and Amount of Time;
Cards 07, 09, 11, 13

1-2. Teacher subject identification number

3. Sex (l=male; 2=female)

L=17. T-P. (frequency); 2 columns per category, beginning
with columns 4~5 as category one

18-31. PE-T (frequency); 2 columns per category, beginning
with columns 18-19 as category one

32-45. T-Pp (time); 2 columns per category, beginning with

columns 32-33 as category one
L6~-59. P-T (time); 2 columns per category, beginning with
columns 46-47 as category one

60. Group (l=experimental; 2=control)
61. Observation number
62-63. Card identification number

64=78., Blank

Observations l-4 of Communication of T-Pp and Py-T
in Both Frequency and Amount of Time;
Cards 08, 10, 12, 14

1-2, Teacher subject identification number
3. Sex (l=male; 2=female)
L=17. T-P~ (frequency); 2 columns per category, beginning

with columns 4-5 as category one

18-31, Pc-T (frequency); 2 columns per category, beginning
wgth columns 18-19 as category one

32=45, T-Pg (time); 2 columns per category, beginning with
columns 32~-33 as category one

L6-59, Po~T (time); 2 columns per category, beginning with
columns 46-L7 as category one

60. Group
61. Observation number
62~63. Card identification number

61,-78. Blank
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