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ABSTRACT

The concept of the self-fulfilling prophecy used by
Merton (1948) to explain large scale social and economic
phenomena, such as prejudice in everyday life and the causes
of bank failures, has been introduced into classroom
research by Rosenthal and Jacobson (1968) in terms of
teacher-expectation studies.

This thesis reports a naturalistic study concerning
teacher-pupil interactions in the classroom and parent-child
relationships in the home arising from paredt and teacher
expectations of the children's ability, in the context of
Malaysia - a non-Western culture. It was expected that the
quality and quantity of teacher-pupil interactions in the

classroom, and parent-child relationships in the home would

be related to parent and teacher expectations of the children's

ability. The general propositions guiding this study are

given as a research model outlined below:

i) Early in the child's life, even before he enters school,
his parents have formed their expectations concerning
the child's ability.

ii) Parent expectations are translated into self-fulfilling
prophecies. The quality of parent-child relationships
may be determined by the parents' expectations of the
child's ability.

iii) When the child enters school, teachers also form their
expectations regarding the child's ability. Perhaps
becauaé both parents and teachers are influenced by
overt child behaviours, in most cases the expectations

teachers hold towards the child would match the
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expectation held by the parents.

iv) Teacher expectations are also translated into self-
fulfilling prophecies. Thus teachers begin to treat
each child differently in accordance with their expec-
tation of the child's ability.

v) Finally, the cycle of self-fulfilling prophecies
operates so that the more able child finds support to
develop his talents both at home and at school, while
the less able child is Eonstantly reminded of his

weaknesses.

The results from 30 hours of classroom observation of
teacher-pupil interaction with 48 new entrants classified by
their teachers (N = 4) as 'highs' (N = 24) and 'lows' (N = 24)
[ﬁsing teacher-pupil observation schedules based on Brophy
and Good (1969) and Ashcroft (1972)/ support the hypothesis
that teachers treat pupils differently according to
teacher expectations concerning the pupils' ability.

The results from individual home interviews with parents
of the same children /using standardized interview schedules
based on Marjoribanks (1971)/ also support the hypothesis
that parents treat children differently according to
parent expectations concerning the children's ability (high,
medium or low).

It is suggested that there exists a supportive net-
work of expectations between the pafents and the teachers. It
is further suggested that closer attention be given to this
network of expectations between home and school, and not
expectations of each in isolation to explain the relative

performance of children at school.
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The implications of the above results for Malaysia, in
particular, is that current emphasis on educational improve-
ment should also focus on the interpersonal factors arising

from teacher and parent expectations of the children, and

their consequences.
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INTRODUCTION

EDUCATION IN MATLAYSIA - A BACKGROUND

TO THE PRESENT THESIS

The research to be reported in this thesis was under-
taken in Malaysia, a multi-racial country with about 10
million people, consisting of three major ethnic groups =-
the Malays, the Chinese and the Indians. Like many other
developing nations, the concerp for educational provision in
that country has been one of the major issues in recent years.
However, little research on this issue has so far been done.
In the meantime, the disparities between the two major ethnic
groups - Malays and Chinese, particularly in the educational
and economic fields seem to grow wider. The disparities are
said to be due to such factors as poverty, inadequate school-
ing facilities, lack of pre-school preparation, and more
recently, the problem of attitudes has been proposed as a
contributing factor.

The following section traces some of the major develop-

ments in Malaysian education pertinent to the present study.

Historical Survey of Education in Malaysia

A brief historical survey of educational development in
that country shows that in the years before and immediately
after independence in 1957, the qualitative aspects of
education were largely neglected. The period ﬁefore indepen=-
dence was characterized by separate English, Malay and
Chinese schools. Each type of school offered education in
the language of the respective ethnic groups, although this had

never made the schools entirely ethnically homogeneous. There
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was no common curriculum and the schools developed separately.
It would probably be true to say that only the English schools
provided a common ground in the sense that the three major
groups had the opportunity to be in one school.

On the eve of independence, education in Malaysia was
described by Hayden (1967) as being anything but Malaysian,
referring mainly to the fact that the textbooks used contained
materials not suitable to the then Federation of Malaya but to
the country of origin of the various races. (See Report of
the Committee on Malay Education, 1951).

Evolution of a National System of Education

The Report of the Committee on Malay Education in 1951

recommended the implementation of a national system of
education. An Education Ordinance in 1952 provided for the
use of Malay and English as the medium of instruction in
schools, the registration of schools and teachers, and the
establishment of a federal inspectorate. Much of the Educa-
tion Ordinance was never implemented. In some quarters it
was considered to be too daring and unrealistic because of
the costs involved (Wong and Eee, 1974). In other quarters
it received strong criticism from various ethnic groups
(Hayden, 1967). One most obvious reason for the criticism
at that time seemed to be centred on problems of the dominance
of the two languages. Another reason was the threat posed by
the new system which seemed to deny the relative independence

enjoyed by the various schools for almost a century.
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Introduction of the Malayan Secondary School Examinations

From the mid-1950's several important Reports and
Committees have given the question of a national system of
education extensive consideration. The Razak Report (1956)
for example, recommended the establishment of a federal
inspectorate, the creation of a unified teaching service and
the establishment of a common curriculum for all schools.

For the first time, too, the question of selection of pupils
into secondary schools was menfﬁoned. The Report claimed that
only a proportion of primary school pupils were intellectually
capable of deriving full benefit from secondary education and
so to allow all of them to proceed to secondary schools would
involve a considerable wastage of resources. That, coupled
with economic necessity led to the introduction of the Malayan
Secondary School Examination (MSSEE) at the end of the primary
school when the children were only 11 or 12 years old. The
result was that for the majority of children their formal

education ended at 12 or 13 years of age.

Raising the School Leaving Age

In 1960, a Committee to review the Razak Report was
established. By and large, it endorsed the report. However,
the Review Committee thought the time was ripe for changes
regarding the school leaving age. It considered that children
at the age of 13 were too young for any normal and legal form
of employment outside their own families, and such a young
group without family supervision was a potential social problem.

Under utilisation of educational resources was another
argument for raising the schoolleaving age to 15 years.
According to the Review Committee (1960) there wﬁre more
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places in secondary schools in 1960 than there were pupils to
£ill them. This was different from the preceding years when
many children of primary school age could not find places in
secondary schools at all.

The decision to raise the school leaving age to fifteen
years of age was effected in 1965 when the MSSEE was abolished.
All primary school children gained automatic promotion into

secondary schools (see Report of the Implementation of the

Education Review Committee, 1971).

Early School Leavers and Wastage at Primary Schools

The abolition of the MSSEE, and the introduction of
automatic promotion into secondary schools failed to solve
the problem of early school leavers. Attendance at the primary

school level exceeds 90% according to the Mid-Term Review,

Second Malaysia Plan 1971-75. However, at the post primary

school levels the situation is somewhat different.

For example, the 1968 figures show loss amoné school
aged children in Malaysia at the 11 year old level to be 38%.
(Education in Malaysia, 1970, p. 20.) Individual figures for

eéch of the eleven states in Peninsula Malaysia ranged from
50.3% in the State of Perlis down to 43.8% in the State of
Selangor (see Murad Report, 1973, p. 111).

The problem of early leavers was seen by the Malaysian
Government to be serious and led to a nationwide study of

school dropouts. (Murad Report, 1973). Murad found that not

only did a substantial number of students leave school at the
transition age between primary and lower secondary education,
but among those who left school most had no pre-school train-

ing of any kind at all. In addition, he reported that the



xviii.
reasons for leaving school were not solely financial but were
related to the negative attitudes parents and children had
towards the school. In part, the Report suggests, teachers
may have contributed to the negative self concept children
have of themselves judging from the fact that children who
left school felt their teachers did not expect them to succeed.

As a result, Murad (1973) recommended (a) compensatory
educational services to help remedy early educational dis-
advantage both at the pre-school and lower primary school
levels, and (b) a combination of adult-parent education.
Murad's study and recommendations may well have prompted the
current focus on early childhood education in Malaysia. It
wili be clear from the following discussion that current
emphasis on early childhood education is concerned with the
need to equalize educational opportunities and to reducing

the number of early school leavers among the disadvantaged.

Education for the Disadvantaged: the Current Focus

Indications are that in the field of education a lot of
attention is now given to the needs of the disadvantaged.
Increasingly, the focus is on early childhood aspects oj."|
education believing that children are disadvantaged very early

in their lives. The recommendations made by the Seminar on

Early Childhood Education held in Kuala Lumpur in 1973 were
evidence of emphasis being given to early childhood education
in Malaysia. For example, the seminar dalled for (a) a form-
alized objectives of early childhood education, the establish-
ment of pre-school education for children in rural and

ec 7omically depressed areas, and the evaluation, improvement

and expansion of existing pre-school programmes, and (b) a joint
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concern and responsibility of both Government and Community
in regard to pre-school education.

At present both the Ministry for Rural Development and
the Ministry of Education are engaged in fostering early child=-
hood education programmes. The Ministry of Education, in
particular, is engaged in a compensatory education project
aimed at identifying problem areas and developing suitable
remedial materials for deprived and disadvantaged pre-school
and lower primary pupils (Lokman, 1975).

It is recognized that research is also needed in the
following areas:

"a) research into the relationship between school milieu
and student aspirations,

b) research into the effects of pre-school education upon
children who differ by socio-economic status and region,

c) research into teacher expectations and behaviour toward
the culturally disadvantaged,

d) research into the relative effectiveness of competitive
reward structure in the classroom, and,

e) research into the environmental factors that have an
important bearing on a child's orientation towards
education such as child-rearing practices."”

(Seminar on Early Childhood Education, 1973, p. 240).

The above recommendations for research, and projects by
the two Ministries in Malaysia are strong evidence of the
current realization that the national system of education
must inevitably consider the qualitative aspects of education
as well as widening educational provision.

The present research reflects the current concermns in

Malaysia. In particular, the concern of this research is
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with aspects of teacher expectations and teacher-pupil inter-
action, and with parent expectations and parent-child relation-
ship among new entrants in the Malaysian context. Inter-

n: “ionally there has been considerable development and interest
in the field of teacher-pupil interaction, and parent-child
relationship over the last decade. The major features of
teacher expectation and parent-child relationship studies

are reviewed in the following chapter.



CHAPTER T

A REVIEW OF THE LITERATURE ON

(i) TEACHER EXPECTATION STUDIES AND

(ii) PARENT-CHILD RELATIONSHIP STUDIES

i. Teacher Ixpectation Studies

Introduction

It has been proposed that schools by operating on
selective middle cléass criteria discriminate against child-
ren from certain 'socio-economic and ethnic sub-cultures so
that their failures is assured (Adams, 1974). The implica-
tion here seems to be that the schools in Western societies
are failing to provide equality of opportunity. Although
. such a claim may not necessarily be true of all schools or
all societies, there have been some studies which give
support to the statement.

Becker (1952a, 1952b) for instance reported that not
only did teachers distinguish three social class groups

among thelr students, but they also felt the lowest of the

groups to be the most difficult to teach, uncontrollable, and

morally unacceptable on such attributes as physical cleanli-
ness and ambition to get ahead. In addition, teachers

learnt to revise their expectations with regard to the amount

of material they could teach lower class children, and learnt

to be satisfied with a lower level of accomplishment. The

following quotation from one principal illustrates the point:

"Our teachers are pretty well satisfied if the
children can read and do simple number work when

they leave here." (Becker, 1952, p. 474).
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Rist (1970) found that kindergarten teachers made eval-
uative Jjudgments of the expected capacities of the children
to perform academic tasks after only eight days in school.
The children designated as "fast learners" received the
majority of teaching time and attention from the teacher,
while those designated as "slow learners" were taught infre-
quently, and received little supportive behaviour from the
teacher.

The above two studies also serve to introduce us to
current allegations that teachers are engaged in subtle forms
of discrimination within the classrooms, and, thereby, set in
motion self-fulfilling prophecies. Basically this means that
teachers obtain Jjust what they expect from students in the
way of performance in school. Thus if teachers expect high
performance, they will set it, and conversely, if they expect
low performance from certain children, these children are
likely to perform poorly in school. The outcome is a matter
of self-fulfilling prophecy. However, the importance of the .
self-fulfilling prophecy within the school had not been given
much attention, until it was strongly implicated in the work

of Rosenthal and Jacobson (1968). Their book Pygmalion in

the Classroom attracted a number of reviews and criticisms,

but more importantly it has generated a great deal of educa-
tional research into the phenomena known as 'expectation
effects'. A summary of the original report is now presented,
to be followed with criticisms made by reviewers of the study,
and a review of some of the contemporary studies on teacher

expectations.



3

Pyegmalion in the Classroom -a summary of the original report

The quotation below partly summarizes the work reported -

in Pygmalion in the Classroom

"eeoeoe 20 percent of the children in a certain
elementary school were reported to their teachers
as showing unusual potential for intellectual
growth. The names of these 20 percent of the
children were drawn by means of a table of random
numbers, which is to say that the names were drawn
out of a hat. Eight months later these unusual or
'magic' children showed significantly greater
gains in IQ than did the remaining children who
had not been singled out for the teachers' atten-

tion." (Rosenthal and Jacobson, 1968, p. vii).

As reported by Rosenthal and Jacobson the instrument
used to measure children's intellectual abilities in the study
was the Flanagan's Tests of General Ability (TOGA), a non
language group intelligence test providing verbal and
reasoning subscores as well as total IQ. The authors' main
criterion for IQ gain was the difference between simple gain
scores from the pretest in May 1964 to the basic post test in
May 1965. In their study expectancy advantage has been
defined as mean gain in IQ for the experimental group minus
mean gain for the control group.

In summarizing the results across the eighteen classes
(Grades 1-6) Rosenthal and Jécobson acknowledged the fact
that their findings demonstrated teacher expectation effects
to be most noticeable in the lower grades only. Their con-
clusions concerning teacher expectation effects especially

in the lower grades were that:



".... teachers' favourable expectations can be
responsible for gains in their pupils' IQs and,
for the lower grades, that these gains can be
quite dramatic." (Rosenthal and Jacobson, 1968,
p. 98).

In general then, it was Rosenthal and Jacobson's conten-
tion that the change in teachers' expectations regarding the
intellectual performance of the allegedly 'special' children
had led to an actual change in the performance of these
children.

Reaction to the results presented in Pygmalion in the

Classroom was widespread and both favourable and unfavourable.

These reactions are discussed below.

Reviews and Criticisms of Rosenthal and Jacobson (1968)

Two contrasting reactions to the report contained in

Pygmalion in the Classroom are first given. Typical of the

more favourable comments is the following excerpt.
"Here may lie the explanation of the effects of
socio-economic status on schooling. Teachers of
a high socio-economic status expect pupils of a
~lower socio-economic status to fail."
(Hutchins, San Francisco Chronicle August 11,

1968 cited in Elashoff and Snow, 1971, p. 9).

Comments that were less favourable were also made:
"Pygmalion, inadequately and prematurely reported
in book and magazine, has formed a disservice to
teachers and schools, to users and developers of

mental tests, and perhaps worst of all, to



parents and children whose newly gained expec-

tations may not prove quite so fulfilling."

(Snow, 1969, p. 199).

Amongst the noteworthy commentators were: Snow (1969);
Neurmberger, (1969); Jensen, (1969); Thorndike (1969); and
Elashoff and Snow (1971). The criticism evolves around three
main issues: (a) a question about the validity of the IQ
measurement instrument used; (b) a question about the
statistical analysis of the data; (c¢) some difficulty in
replicating the research findings; and (d) a question of the
pervasiveness of the teacher expectations effect. The issues
have been extensively discussed by Elashoff and Snow (1971)
and it is sufficient to note three specific issues raised by
“ them.

Firstly, Elashoff and Snow felt that the descriptions
of design, basic data, and analysis were incomplete. In
addition, they claimed that the report gave overly dramatic
conclusions, inaccurate statistical discussions, and were
generally misleading.

Secondly, Elashoff and Snow criticized the lack of
clarity about the details of how children were assigned to
the different treatment groups, subject losses during the
experiment, and the lack of balance in the design. For
example, they noted:

"A 20% subject loss from pretest to posttest

reduces the genéralizability of the study and

raises the possibility of differential subject

loss in experimental and control groups." (p. 19).
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Thirdly, Elashoff and Snow questioned the norms, reli-
ability, and validity of the IQ measurements used, i.e. the
TOGA. For example, their examination of the TOGA manual
suggested that the test was not fully normed for the youngest
children, especially for children from lower socio-economic
backgrounds. They also questioned the lack of standardized
administration procedures, when the tests were administered
to the children separately by the class teachers.

Replies to some of the above criticisms have been made
by Rosenthal (1969, 1970), and in Kester and Letchworth
(1972). For example, in reply to the criticism concerning
statistical analysis of the data, Rosenthal (1970) clearly
establishes that his handling of the variance assumptions
underlying the statistical analysis was methodologibally
correct. And in reply to the criticisms concerning the
intelligence test used, Rosenthal (1969) carefully established
the predictive validity of the instrument and by clarifying
the extent of the differences obtained in reasoning IQ.

In spite of the satisfactory replies given by Rosenthal,
a re-analysis of the original data, in Rosenthal and
Jacobson (1968) was considered necessary by Elashoff and

Snow following their criticisms of Pygmalion in the Classroom.

A Summary of their main results contained in a book entitled

Pyemalion Reconsidered (1971) is given below.

"Pygmalion Reconsidered”

Elashoff and Snow's (1971) re-analysis of Rosenthal and
Jacobson (1968) revealed no treatment or "expectancy advantage"
in grades %, 4, 5 and 6. However, according to Elashoff and

Snow, the first and second graders may or may not exhibit
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some expectancy effects, but the data could not provide clear
conclusions. In spite of the negative findings in the upper
grades, they did consider that there was "enough suggestion
of an expectancy effect in grades 1 and 2 to warrant further
research". (p. 44).

The results from the re-analysis of the original data
in Rosenthal and Jacobson (1968) by Elashoff and Snow (1971)
suggests that while the latter could not confirm the results
obtained by Rosenthal and Jacobson about teacher expectancy
effects on pupils' IQs in grades 1 and 2, neither could
Elashoff and Snow reject them altogether.

At this stage it would be sufficient to say that even
though Rosenthal and Jacobson (1968) were instrumental, and
-perheps largely responsible, for generating research into
teacher expectation studies, it was left to subsequent
researchers to establish with greater certainty teacher
expectation effectsin the classroom. A review of the types
and results of later studies on teacher expectation now

follows.

Tyoes of Teacher Expectation Studies

Teacher expectation studies are either induced and
naturalistic. Where expectations have been induced, teachers
were given false information regarding their pupils' abilities.
In naturalistic studies, experimenters relied on teachers'
own expectations concerning their pupils' abilities. The
studies gave product or process data or both product and
process. Product studies were concerned with measuring
teacher expectancy effects on pupils' IQ, performances on

achievement tests, language tests, mathematic ability tests,



and even on swimming ability. A summary of the results
obtained in the following review of literatures on teacher
expectation studies is given in Table 1.

A shorter review of teacher expectation studies was
made by Baker and Crist (1971 in Elashoff and Snow, 1971).
Brophy and Good (1974) provide an extensive review of the
literature. - The present chapter reviews a representative
selection of the types and outcomes of expectation studies.

In the following sections two types of teacher expec-
tation studies are given: the first concerns induced studies
and the second, naturalistic studies. Both provided product

data only.

Induced Expectation Studies with Product Data

Induced expectation studies when expectations effects
on IQ was the criterion report no effects irrespective of
thé age level sampled. For example Evans and Rosenthal (1969,
cited in Brophy and Good, 1974), and Fielder, Cohen and-
Feeney (1971) found no expectation effects on pupils' IQ
among elementary school children. Evans and Rosenthal (1969)
reported no expectancy advantage for either boys or girls on

either total or verbal IQ.
No teacher expectancy advantage on IQs were also

reported by Goldsmith and Fry (1970) on high school students,
and Fleming and Antonnen (1971) on second graders.

When product measures .other than IQs were the criteria
positive expectation.results were reported especially with
échool-based subjects such as reading, swimming and mathema- -
tics. |

Findings in support of the expectation hypothesis have

included a study by Flowers (1966) on the ability of children



TABLE 1

TYPES OF TEACHER EXPECTATION STUDIES AND THEIR OUTCOMES

(a) Induced Expectations

Product Measures

Studies
Evans and
Rosenthal
(1969)

Goldsmith and
Fry (1970)

Fielder, Cohen,
Feeney (19?1)

Fleming and
Antonnen (1971)

Flowers (1966)
Schrank (1968)
Burnham (1968)

Schrank (1970)
Johnson (1970)

Subjects

Elementary I.Q.
School
Pupils

High school I.Q.
Pupils

Elementary I.Q.

school pupils

Second I.Qe
graders

Seventh Reading
graders maths IQ
Airforce Maths
personnel

7-14 year  Swimming
year olds

Airforce Maths
personnel

Nine year Skilled task

olds (marble

dropping)

Criteria

OQutcomes
No effects on total
or verbal IQ
No effects on IQ
No effects on IQ

No effects on IQ

Highs gained in
reading and maths,
not IQ

Highs achieved
more than lows

Highs improved in
swimming ability

No effects

More marble drop-
ping from highs



TABIE 1 (cont.)

- (b) Induced Expectations

Product

and Process Measures

Studies

Conn, Edwards,
Rosenthal and

Crowne (1968)

Claivorn (1969)

José and Cody

(1971)

Beez (1968)
Carter (1969)

‘Brown (1970)

Kester and
Letchworth
(1972)

Meichenbaum,
Bowers and
Ross (1969)

Rubovits and
Maehr (1971)

Subjects

1st-6th
graders

1st grad-
ers

1st and 2nd
graders

Kindergar-
ten pupils

Kindergar-
ten pupils

1st grad-
ers

7th grad-
ers

Juvenile
delinquents

6th-and

Criteria

I.QI

I.Q.

I.Qe

Word learn-

ing

Word
ing

learn-

Paired assoc-
iates (States
and Capital
cities
learning

IQ and achie-

vement test

Achievement
test

Teacher-

7th graders pupil inter-

tion

OQutcomes

No effects on IQ;
no overt differ-
ences in teacher
behaviours

No effects on 1IQ;
no effects on
teacher's overt
behaviour

No change in IQ;
no effects on
teacher's overt
behaviour

Tutors taught highs
more words

Tutors taught highs
more words

No expectancy ad-
vantage, but tutors
tried to teach
highs more pairs

No expectancy ad-
vantage on IQ and
achievement tests;
teachers spent more
time and were gen-
erally more suppo-
rtive of bright
students

Bloomers showed
expectancy advan-
tage in achieve-
ment scores, but
not on grades assi-
gned by teachers;
more positive in-
teractions and less
negative teacher
interactions with
bloomers.

Teachers had more
interactions with
gifted students;
requested more
statements from
them; and praised
them more frequently



TABLE 1 (cont.)

(b) Induced Expectations

Product and Process Measures (cont.)

Studies Subjects Criteria
Rothbart, 8th graders Teacher-
Dalfen and pupil inter-
Barnett (1971) action

Outcomes

No group difference
in teacher praise
and criticism, but
teacher was more
attentive toward
brighter students;
teachers considered
brighter students
to have greater
potential for school
success.



TABLE 1 (cont.)

(¢) DNaturalistic Expectations

Product Measures

Studies

Palardy (1969)

Doyle, Han-
cock and Kifer

(1972)

Douglas (1960)

Mackler (1969)

Baker Lunn

(1970)

Subjects

1st grad-
ers

1st grad-
ers

8-12 years

1st grad-
ers

Elementary
school
pupils

Criteria

Reading

IQ,reading

School
achievements
(tracking)

School
achievement

English
test

Outcomes

Boys expected to do
well did well, those
not didn't

Teachers system-
atically overrated
IQ of girls and
underestimated IQ
of boys; higher
reading achievement
scores than IQ
would predict

High SES children
were placed up-
wards, but low SES
children were placed
downwards; lows in
higher sections
improved, lows in
lower sections
deteriorated

By end of first
grade highs and lows
differ by seven
months on achieve
ment. No student
moves into top

track after third
grade

Low SES children
are underrated on
English test, high
SES children are
overrated



(d) Naturalistic Expectations

TABLE 1 (cont.)

Process Measures

Studies

Becker (1952a)
(1952b)

Rist (1970)

Dalton (1969)

Good (1970)
Kranz, VWeber
and Fishell

(1970)

Rowe (1972)

Brophy and Good
(1970a)

Evertson,
Brophy and Good
(1972

Subjects

Kindergarten
pupils

4th graders

1st graders

Elementary

school
pupils

1st graders

1st graders

Outcomes

Teachers divided children into
three ability groups;

teachers interacted positively
with highs

Teachers were more direct and
critical with lows, but more
indirect with highs

Teachers interact more fre-
quently with highs

Teachers gave more time for
highs to response to questions
than lows. Teachers gave more
but less appropriate praise to
lows

No difference in total contacts;
difference was in quality
rather than guantity of cont-
acts e.g. demand quality per-
formance from highs, less fre-
quent criticism directed at
highs

Failed to replicate findings
in Brophy and Good (1970a);
instead, three teachers
favoured lows, and three did
not concern with either highs
or lows
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to read, Burnham (1970 cited in Brophy and Good, 1974) on the
ability of children to swim, and Johnson (1970) on the ability
of children to perform skilled tasks.

In two studies by Shrank (1968, 1970), teachers' expec-
tations about whole classes were manipulated rather than
those for individual students, using children's mathematical
abilities as the criteria to measure expectation effects.
Shrank found that students placed in the highest groups
achieved significantly more on mathematics than those placed
in the lowest groups even though the students were chosen at
random.

Unlike induced expectation studies referred to above,
the following naturalistic studies with product data were
mainly concerned with measures employing school based criteria

such as reading achievements.

Induced Expectation Studies with Process and Product Data

Studies by Cann, Edwards, Rosenthal and Crowne (1968);
Claiborn (1969); and Jos& and Cody (1971) found neither
expectancy gains in pupils' IQ nor expectancy effects oh
overt teacher behaviours. José and Cody (1971) thought that
their negative results may be due to the inability of gxperi-
menters to influence the already established teacher expecta-
tions in regard to their pupils. This was evidenced from
post interview data with teachers in José and Cody's study
during which eleven out of eighteen teachers stated that they
did not expect more from the children who had been predicted
to bloom academically.

Except for the abovementioned studies, the following

reviews found that teacher expectation effects were mani-
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fested in teacher behavioural patterns such as time given for
pupils to respond to questions, positive reinforcements,
negative reinforcements and so on, which were always sub-
jected to perceived veridicality of information about pupils.

Thus Beez (1970) found that tutors taught more words to
those children they were led to believe were clever during
word learning tutorial sessions. Brown (1970) however, repor-
ted no expectancy advantage, but noted that tutors tried to
teach children believed to be clever more pairs in pair
associate learning of States and their capital cities.

More positive teacher interactions with 'bloomers' but
fewer negative interactions were reported by Meichenbaum,
Bowers, and Ross (1969), Rothbart, Dalfen and Barrett (1971),
- and Lester and Ketchworth (1972).

It would appear from the above studies that in cases
where teachers believed the information given to them about
children's abilities were real, such knowledge was found to
affect teacher behaviours. The critical point seemed to be
whether teachers honestly felt the children to be able or not
able. If this assumption was true, then teacher-pupil inter-
action with pupils of different abilities would be most
noticeable in naturalistic studies where information concern-

ing children's abilities was true (veridical).

Naturalistic Studies with Product Data

Again school-based influences rather than IQ effects
were reported to support the expectation hypothesis.

In a study comparing pre- and post-reading achievement
results of students taught by teachers who believed differ-
ently about boys' reading abilities, Palady (1969) found that
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boys taught beginning reading by teachers who expected them
to do as well as girls did so, while those boys taught by
teachers who did not expect them to do as well as girls did .
not do so.

A number of naturalistic studies involves tracking,
i.e. a system whereby new entrants were assessed for their
abilities in different school subjects and placed according
to the results so obtained. The general findings by
Douglas (1964); and Barker Lunn (1970) were that children
placed in the lower tracks not only retained those tracks
when they got to higher grades, but their achievement also
deteriorated. This earlier research by Douglas (1964) now
viewed as 'naturalistic' adds weight to the hypothesis that
teacher expectations can affect pupil performance on school

based subjects.

Naturalistic Expectation Studies with Process Data

Like in most induced expectation studies with process
data, naturalistic studies also providing process data repor-
ted that teachers were influenced by their expectations
concerning different pupils. These expectations were also
menifested in differential teacher behaviours with each of
the students. These studies are now reviewed.

In three primarily anecdotal studies, Becker (1952),
Silberman (1969), and Rist (1970) observed that teacher-pupil
‘interactions in the classroom were determined by teachers'
impressions about pupils' abilities.

Silberman (1969) has shown that differential teacher
attitudes were associated with teacher behaviour. Using a

sample of ten female third grade teachers who taught in upper-
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middle-~class suburban school systems for at least three years,
he obtained responses to the following interview items:

1e Attachment: If you could keep one student another year

for the sheer joy of it, whom would you pick?

2e Concern: If you could devote all your attention to a
child who concerns you a great deal, who would you
pick?

e Indifference: If a parent were to drop in unannounced

for a conference, whose child would you be least pre-
pared to talk about?
4., Rejection: If your class was to be reduced by one

child whom would you be relieved to have removed?

Following these interviews, 20 hours of observation
data were collected in each class to see how teachers treated
the students they nominated. A summary of the results show
that the teachers provided more praise to attachment students
and held them up as models to their classmates; ©teachers
initiated frequent contact with concern children and praised
their work frequently, but were more careful to reward their
efforts; teachers' contact with indifference children were
seldom noticed, and finally teachers viewed rejection child-
ren as making illegitimate and overwhelming demands upon
them, they often received criticism when they approached the
teachers. According to Silberman if concern students could
do no wrong, rejection students could do no right.

Rist (1970) noted at least nine variations in teacher
behaviour in the kindergarten setting. These are given below:
Ts Verbal supportive - "That's a very good job".

"You are such a lovely girl." "My ... but your work
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is neat.”
Verbal neutral - "Laura and Tom, let's open our books
to page 34." "May, your penéil is on the floor."
Verbal control - "Lou, sit on that chair and shut up.”
"Kurt get up off that floor."
Non-verbal supportive - Teacher nods her head at Rose.
Teacher smiles at Liza. Teacher claps when Laura
completes her problem at the board.
Non-verbal neutral - Teacher indicates with her arms
that she wants Lily and Shirley to move further apart
in the circle. Teacher motions to Joe and Tom that they
should try to snap their fingers to stay in beat with
the music.
Non-verbal control - Teacher focus at Lena. Teacher
shakes finger at Amy to quit tapping her pencil.
Physical contact supportive -~ Teacher places her arm
around Mary as she talks to her.
Physical contact neutral - Teacher touches head of Nick
as she walks past.
Physical contact control - Teacher strikes Lou with a

stick. Teacher pushes Curt down in his chair.

Rist found during his period of observation that the

teachers utilized somewhere between two and five times as

much control-oriented behaviour with 'clowns', that is those

children at the bottom group of the class they considered to

be repeaters and real failures, as with the 'Tigers' that is

children in the top group of the class. The combination of

neutral and supportive behaviour for the 'Tigers' never

dropped below 9%% of the total behaviour directed towards
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them by the teacher, the lowest figures for the 'Clowns' were
73%.

The results of two studies which employed teacher-pupil
interaction categories as opposed to anecdotal studies cited
above, are now presented.

Good (1970) sought out to assess opportunities given by
the teacher for pupils to respond in four first grade class-
rooms. After two days of observations in each classroom he
found that the number of opportunities given each child to
respond was a function of his achievement ranking - high,
middle, or low in the class. Good found high achievers con-
sistently receiving many more response opportunities compared
to low achievers in all the classes.

In another study, Brophy and Good (1970) found that
a) high performing first grade pupils received praise more
frequently for correct answers than low performing pupils,

b) low performing pupils received criticism more frequently
for wrong answers than high performing pupils, c¢) teachers
responded by giving no feedback to pupil's responses (correct
or incorrect) more frequently to low performing than high
performing pupils. In conclusion, Brophy and Good considered
that these results are consistent with the possibility that
teachers could translate expectancies into differential
treatment of their pupils.

Support for Good (1970) and Brophy and Good (1970) was
also illustrated by Willis (4970) who concluded that

"e... the teachers provided consequences for the

behaviour of the ILE (Least Efficient students) which

might be described as systematic extinction of the
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behaviour the LE most needs to develop for

social competence" (p. 5072A).
In a more recent study, Brophy and Good (1974) found that
among nine classroom teachers observed only the behaviours of
three of them support their earlier findings that teachers
interacted differently with high and low teacher expectation
pupils. The authors concluded that the phenomena of differ-
ential treatment given by teachers to pupils based on teacher
expectations was not universal across teachers, but they
also said that the difference between teacher-pupil inter-
éctions in the classroom among low and high ability pupils was

a matter of quality rather than quantity.

Additional Data

In addition to the above studies, research has found
that teacher expectations concerning pupil abilities were
based on the physical as well as the interpersonal factors
of the students. Teachers' expedtatiops concerning pupil
abilities based on physical factors have been reported by
Yee (1968), Rubovits and Maehr (197%) on race; Cherry-(1974),
Goebes and Shore (1975) on sex; Clifford and Walster (1973),
Rich (1974) on physical attractiveness. Teachers' expecta-
tions concerning pupil abilities based on interpersonal
factors have been reported by Becker (1953), Rist (1970) on
social class; and, Feshbach (1969), Silberman (1969) on
personality. ZFinally, teacher expectations concerning
pupils' abilities were found to be quite accurate (Willis,
1972, cited in Brophy and Good, 1974; Haigh, 1974). For
example, Haigh found that the rankings which could be |

interpreted as reflecting teacher expectations teachers
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assigned to various students concerning reading abilities

compared well to their scores on reading performance tests.
It would be interesting to note that few studies have
attempted to explore the possibility that teacher-pupil
«nteraction could be a function of the 'geography' of the
classroom such as seating location of the pupils. For exam-
ple, Adams and Biddle (1970) discovered that most classrooms
contain what they called 'action zone' where teachers spent
most of their time interactiggkghe students. It has been
suggested that the frequency of teacher-pupil interaction may
be the function of the seating location of children. Some
support to Adams and Biddle (19?0) were obtained by Delefes
and Jackson (1972) who found students secated in the front or
middle room to involve more in teacher-pupil interaction, but
Bates (1973) failed to find any support for the hypothesis
regarding seating location. While these studies were not
central to the present thesis, they are important in that
they go beyond the present framework of investigating the

antecedents of teacher-pupil interaction in the classroom.

Teacher Expectation Studies - a summary of results

In summary, the results are

1s There was no direct observable evidence to suggest that
teacher expectations affect the cognitive behaviour
(e.g. IQ) of pupils. The fact that teacher expectations
may affect pupil IQs at the lower grades suggests that
perhaps at that level teachers have not formed firm
impressions of‘children's-abilities.

2. There were direct observable evidence that teacher

expectations affect school dependent behaviours such



22.
as reading and mathematic abilities of high teacher
expectation pupils. This suggests that perhaps IQ is
more stable in character than school-based subjects.
The finding also gave support to Thorndike (1969) who
felt that "the self-fulfilling prophecy could be most
effective in those areas most directly teacher based
and school dependent." (p. 692).

Teachers were found to communicate their differential
expectations regarding pupils' abilities in terms of
the frequency and type of interactions. The findings
were that the fregquency and quality of teacher-pupil
interactions favoured those pupils for whom teacher
expectations were high compared to those pupils for
whom teacher expectations were low.

Where expectations have been induced, informations
concerning pupils' abilities affect teacher expecta-
tions only when these informations agree with teacher
judgments and attitudes.

Teacher expectations were not based solely on perceived
pupils' abilities but were based on both physical and
interpersonal factors.

Teacher expectations concerning pupil abilities were

found to be quite accurate and stable.

The results of previous expectation studies suggest

that it would be more useful for future studies to abandon

the Rosenthal and Jacobson product type studies in favour of

product and process data. Research may also benefit more

from naturalistic studies because they deal with actual

classroom situations, and avoid any side effects arising from
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induced expectations.

Some review of the literature on parent-child relation-
ships have been included in this Chapter, in view of the
possibility that success or failure at school could be a
function of the attitudes parents hold towards their children.
For example, it has been found that middle and lower S.E.S.
pupils and parents have the same educational aspirations but
with the lower classes it is often a wish to achieve whereas
with the middle class achievement it is an expectation (Swift,
1968; Sugarman, 1970). The next section reviews of the
literature on parent-child relationship studies which suggest
that parentéchild relationship is a function of parental
attitudes, and this in turn determines the child's success or

failures at school.

ii. Parent-Child Relationship Studies

Parental Attitudes and Children's Success at School

The studies reviewed below found that parent attitudes
are directly related to children's success or failures at
school.

Hence, Medinnus (1961) concluded that thé lack of
parental encouragement could bé a causal- factor in the child's
poor adjustment to the demands of the first grade. St. John
(1972a, 1972b) studied mother-child congruence in school-
related attitudes among both black and white mothers. It was
found that maternal estimations and aspirations, although
more optimistic than those of the children themselves, were
better predictors of children's attitudes than were their
socio~-economic background. Douglas (1964) found that not only

were the highest average scores on performance tests obtained
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by children whose parents showed the most interest in their
education but that this relationship persisted within each
social class.

Vellekoop (1969) claimed that parents determine to a
large extent pupils' perceptions of themselves, and that the
children entered school with all the values, knowledge and
skills they acquired at home. While correlating children's
aspiration with their parents' S.E.S. Vellekoop did not,
nevertheless, attempt to exploré how parents actually exert
their influence on the children. However, a study by Strodt-
beck (1962) among Italian and Jewish immigrant families in
America did Jjust that. Strodtbeck found that the Jewish
families stressed the importance of education and intellectual
attainment. They were ambitious for their children, compared
with the Italians who were pessimistic about the chance of
their children getting on in the world. The Jewish families
seemed to believe that their future depended upon their own
efforts, while the Italians believed their destiny was outside
their contfol. )

In a study relating parent and teacher beliefs about
education, Ashoroft (1972) asked parents and teachers what
they considered to be proper pupil behaviours in drder_for
them to be successful at school. He found that where thére
was a high consensus between teacher and parent beliefs about
appropriate pupil school behaviours, there was é high proba-
bility of the teacher producing low 'negative sanctioning'
and high'positive directing towards the child. But where
there was a high dissensus of parent and teacher beliefs,_
teachers were found to apply more‘negative sanctions’to the

child. Ashcroft suggested that parental attitudes affected
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the child's behaviour at school, and that in turn determined
the quality of teacher-pupil interaction in the classroom.
Ashcroft, however, did not investiéate how parental attitudes

affected parent-child relationship in the home.

Differences in Parent-Child Relationships

Parental attitudes towards their children may be refle-
cted in differential parent-child relationship. Support to
this statement is given below. These studies are not, how-
ever, designed to examine parent-child expectations, but
they demonstrate that parents treat their children differ-
ently according to the sex of the child, the ordinal position
of the chiid, and the ability of the child.

Bronfenbrenner (1961) found that among tenth grade
adolescents, girls were especially likely to be overprotected
but independence, initiative and self-sufficiency were espec-
ially valued for boys. He suggested that these differences
were the result of differential aspirations parents held for
their children. Neegle (1952) and Tasch (1952) found in post
interviews that fathers reported not only that they expected
different behaviour for their sons and daughters but they
also said that they participated in different activities
with their sons than with their daughters.

Research has also indicated that parental responses to
children were also a function of the child's ordinal position.
The findings by Gilmore and Zigler (1964), Rothbart (1967),
Rothbart (1971) suggest that parents tend to be more suppor-
tive of, and also tend to exert more pressure for achieve-
ment upon first-born children. Rothbart suggests that these

findingsmay reflect a greater anxiousness by the mothers about
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good performance from the first-born child.

It has been reported by Rau (1967), Kogan (1973) and

Tzuen-Jen Lei (197%) that parents favour children who were

not at all handicapped. For example, among the mentally
retarded children, Rau (1967) reported that fathers of high
achievers reported greater frequencies in such socio-emotional
contacts as greeting the child, loving him, and talking to

him as did fathers of low achievers. No suggestion of
differential parental expectations was made in these three
studies, however.

| To summarize, the review on parent-child relationship
has showvn that (a) research has been unanimous in recognizing
that parental encouragements and supports are crucial in
‘determining a child's success or failure at school;

(b) studies indicate parent-child relationships may be a
function of parental attitudes towards the children. Research
concerning the last point are still lacking, and it is with
this concern that the present thesis incorporates an examin- -
ation of parent-child relationships in terms of parent expec-

tations concerning children's ability in the research design.

Summnary :
This Chapter began wi