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CRAPI'ER I 

INTRODUCTION 

Problem and Purpose 

Much research has been directed toward establishing or refuting 

the fact that teachers have differential expectations for students and 

that these expectations can influence student performancEl. The purpose 

of this paper was to examine and bring together data and conclusions 

from the research studies and literature relating to this expectancy 

effect as it occurs in education. This problem was judgEld valid and 

worthy of consideration because some popular accounts of the results of 

research investigations have been misleading and the cause of much 

confusion. Teacher expectancies have been found by some experimenters 

to have a profound effect on the academic achievement of students, 

while others have found little significant evidence of this. Other 

accounts have seemed to imply that the mere existence of an expectation 

on the part of the teacher would automatically guarantee its fulfillment. 

The major concern of this paper was examintng how the expectancy 

phenomenon, also called the self-fulfilling prophecy, could operate in 

classroom si tua tions. The attempt was made to consider the following 

questions in depth: 1) What is the expectancy effect and h~~ far 

reaching is it in education? 2) How do teachers develop certain types 



2 

of expectations for their students? 3) In what ways do teachers 

convey their expectations to students? 4) HovT does student perception 

of teacher expectations affect. school performance? The implications 

of the self-fulfilling prophecy for education to be drawn from this 

study of expectancy effects were also considered. 

The Self-Fulfilling Prophecy 

The self-fulfilling prophecy was defined as one person's belief 

or conception about another that somehow comes to be realized. It has 

been said to explain how a " ••• person's expectation for another 

person's behavior can quite unwittingly become a more aceurate pre

diction simply for its having been made."l It was in thHse terms that 

the cause and effect relationship between a teacher's expectation of 

a child's ability and the student's eventual achievement in school 

was studied. 

It must be understood that to prove a prophecy is correct does 

not necessarily mean that it led to its own accuracy. The self-

fulfilling prophecy is said to be based on two assumptions: 

1) ••• that the act of making a definition about (3, situation 
is also an act of making a prophecy about it. 

2) ••• that the act of making a prophecy about a situation 
is also an act of creating the conditions through which the 
prophecy is realized.2 

lRobert Rosenthal and Lenore Jacobson, Pygmalion in the 
Classroom (New York: Holt, Rinehart and Hinston, 1968), p. vii. 

2J • rjichael Palardy, "1,fuat Teachers Believe--vlhat Children 
Achieve," The Elementary School Journal 69 (April 1969): 370. 
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"The prophecy that the sun will rise is not the effectivEl agent in 

bringing on the dawn.") When a prediction is based on previous 

occurrences, the prophecy is "contaminated by realltYo,,4 There is a 

very important distinction to be made between a teacher's prophecy 

coming true because it is based on knowledge of past performa,nce and 

its coming true because it is self-fulfilling. 

3Rosenthal and Jacobson, Pygmalion in the Classroom, p. 25. 

4Ibid. 



CHAPTER II 

REVIEW OF LITERATURE 

Current Research Findings 

In reviewing the literature on the subject of expl~ctancy 

effects, an attempt was made to compare the results of investigations 

to the findings obtained by Rosenthal and Jacobson. They concluded 

that changing the teacher's expectations regarding the intellectual 

abilities of certain randomly selected children actually led to 

changes in intellectual performance. 5 

In Rosenthal and Jacobson's controversial study of thE! self-

fulfilling prophecy, twenty percent of the children in a particular 

grade school were selected at random to be singled out as potential 

bloomers. The teachers were told that on the basis of a previous 

test, these were the children who would show academic advancHment in 

the near future. The students were tested eight months later am 

Rosenthal and Jacobson interpreted their data as showing that these 

children identified as bloomers had made significantly greator gains 

on a group intelligence test than did the other children.6 It was 

contended by the researchers that their data from this experiment was 

5Ib· d ... __ 1_., p. VJ.11. 

6Ibid., p. vi. 
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consistent with and supported the theory that teacher expectations 

function as self-fulfilling prophecies. 

The "rork of Rosenthal and Jacobson suggested but did 11.ot 

prove that teacher expectations have a major effect on the intel-

lectual performance of students. Since their experiment" many 

studies by other investigators have been carried out to test the 

same hypothesis. Not all results were found to be consi8tent with 

the Rosenthal-Jacobson data; some substantiating their rElsults only 

in part, and some not at all. 

Heichenbaum, Bowers, and Ross7 conducted an investigation of 

expectancy effects with four teachers of female adolescerlt juvenile 

offenders. As experimental time was short, changes in intelligence 

test scores were not expected. The criterion measures WElre objective 

and subjective scores given by the teachers. The four tElachers had 

taught the girls for several months and had formed their own opinions 

of the students' abilities. These previous expectancies were included 

as a factor in the study when the teachers were asked to rate the girls' 

academic potential. Six 13 te bloomers were then identified by the 

investigators, supposedly on the basis of a test to deter~ine academic 

potential. Three of these six girls were actually choserl because all 

teachers had identified them as having high potential. 'I'he other 

three girls had all been rated by the teachers as having generally low 

7Donald H. Heichenbaum, Kenneth S. Bowers, and Robert R. Ross, 
"A Behavioral Analysis of Teacher Expectancy Effect," Jou.rnal of Per
sonality and Social Psychology 13 (December 1969): 307. 



6 

potential. This differed from Rosenthal and Jacobson's study, as the 

teachers in this experiment were v-ven expectancies vIhich confirmed 

their previous vieHs and also ones that were not totally consistent 

with the low expectancies they already had for some students. It was 

one of: the stated purposes of the investigation to study the influence 

of the teachers' prior expectations on the effects of the inrnlced 

expectancy. 

The findings of l"1eichenbaum, Bowers, and Ross confirmed Rosenthal 

and Jacobson's findings, as the effect was observed on objectively 

scored exams but not on those subjectively scored. 8 These results 1·rere 

consistent with Rosenthal and tJ acobson' s where expectancy effl3cts were 

significant on intelligence measures but not on teacher grades.9 

Kester and 1etchworth10 did not find evidence to support the 

hypothesis that teacher expectations based on knOi-Iledge of a student's 

intelligence test scores affect the student's performance or attitudes 

toward school. As Kester and Letchworth were working wi th sel~ondary 

level students, their findings did not totally discredit Rosenthal and 

Jacobson's data. There is the possibility that the expectancy effect 

works to a great degree only in younger children who are not as well 

developed in their concepts of self. The younger child is more 

8Ibid., p. 315. 

9Rosenthal and Jacobson, Pygmalion in the Classroom, p. 178. 

10Scott W. Kester and George A. Letchworth, "Communication of 
Teacher Expectations and Their Effects on Achievement and Attitudes 
of Secondary School Students," The Journal of Educational Research 
66 (October 1972): 54. 
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susceptible to teacher expectations because the teacher is seen as 

a significant person and as a more valuable source of rev.rards to him 

than he would to an older student. l1 This idea was supported by 

Rosenthal and Jacobson's findings Which showed a great g..:Lin in 

intelligence test scores among the first and second-grade) students in 

their study. Although Kester and Letchworth did not replicate the 

Rosenthal-Jacobson findings, they did note that teachers spent more 

time communicating with the pupils they thought were brighter, and 

thus teacher expectations did influence teacher-student interaction. 12 

The work of Rosenthal and Jacobson attempted only to show the 

existence of expectancy effects and originally only mild speculation 

was made concerning the process through which teacher expectations 

were actually conveyed to the students. In studying thej.r data, they 

did notice that there was no difference in the amount of time teachers 

spent with the students. It was concluded by Rosenthal ..:mJ Jacobson then 

that "it may have been more a matter of the type of interaction which 

took place beu-reen the teachers and their pupils which sElrves as the 

determinant of the expected intellectual gains. 1t13 In rElgard to this 

quality of interaction hypothesis, the results of Kester and Letchworth's 

investigation were not totally inconsistent, even though they did find 

a difference in the amount of time tbe teacher spent with high and low 

expectation stUdents. 

llIbid • 

l2Ibid., p. 55. 

13Rosenthal and Jacobson, Pygmalion in the Classroom, p. 159. 
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Brophy and Good14 investigated this intervening process of 

teacher-student interaction on expectancy effects through an obser-

vational study of dyadic contacts between teachers and students in 

a classroom. They carried out this interaction analysis in four 

first-grade classrooms, in which the teachers were asked to rank 

their pupils in order of achievement. In each class, three boys 

and three girls high on the teacher's list and three boys and three 

girls low on the list were chosen for the interaction study. It 

was found that teachers demanded better performance from those 

students for whom they had high expectations. Teachers l(ere also 

more ljkely to accept poor performance from pupils for whom they 

held low expectations. 15 

A difference in the quality of teacher-student interaction 

was definitely noted. Good and Brophy reported that the students 

were especially treated differently when they gave no re:sponse or 

the wrong response to a question. vIi th the high expectation pupils, 

the teacher tried to repeat or rephrase the question, gi"lre clues, or 

ask another closely related question that would lead to the right 

answer. There was an attempt made to work with the individual student 

and provide him ample opportunity to respond. With the low expectation 

students, the answers to questions were given or another student called 

14Jere E. Brophy and Thomas L. Good, "Teachers' Communication 
of Differential Expectations for Children's Classroom Performance: 
Some Behavioral Data," Journal of Educational Psychology 61 (October 
1970): 365-366. 

15Ibid • 
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on if there was any hesitation. Very little student-teaeher inter

action was permitted.
16 

Brophy and Good concluded that teachers do communicate their 

performance expectations to different students through their behavior 

and that" ••• the nature of this differential treatment is such as 

to encourage the children to begin to respond in ways wh:Lch would con

firm teacher expectancies." 17 The work of Rubovi ts and rvlaehr18 in 

studying pre-service teachers in microteaching situations also lent 

further support to the hypothesis that teacher expectations influence 

the quality of teacher-student interaction. 

Jose and Cody,19 investigating the influence of ~~acher expec-

tation on first and second-grade students' general intellectual and 

academic achievement, found no significant differences b~tweEm experi-

mental and control f,!'oups. Differences in intelligence test scores, 

achievement, and behavior were not found to be significant, nor were 

observable changes in teacher behavior or teacher-student interaction. 

Jose and Cody suggested that the expectancy modification used may 

16 Thomas L. Good and Jere E. Brophy, "The Self-Fulfilling 
Prophecy," Today's Education 60 (April 1971): 52. 

17Brophy and Good, "Teachers' Communication of Differential 
Expecta tions for Children's Classroom Performance: Some Beh~lvioral 
Data," p. 373. 

18pamela C. Rubovi ts and Hartin L. IvIaehr, "Pygmalion Analyzed: 
Tot-lard an Explanation of the Rosenthal-Jacobson Findings," Journal 
of Personality and Social Psychology 19 (August 1971): 203. 

19Jean Jose and John Cody, "Teacher-Pupil Interaction as it 
Rela tes to A tteP1pted Changes in Teacher Expectancy of Academ:l.c 
Ability and Achievel"1ent," American Educational Research ,Journal 8 
(JamJ.ary 1971): 47. 
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not have been strong enough to counter the many natural factors 

occurring in the classroom that can influence the teacher. 20 Elashoff 

21 and SnovT interpreted Jose and Cody's results as indicating that the 

failure of other studies to replicate the origj.na1 Rosenthal-·Jacobson 

findings may have been due to the failure or relative weakness of the 

expectancy induction. 

To test how expectancies are conveyed to the SDldent, and to 

study teacher behavior and teacher-student interaction, it may be more 

valid to use naturalistically formed teacher expectancies. 1:eacher-

pupil interaction can then be observed for those students thG teacher 

ranks either hig!! or 1moJ'. In this way the results will not be dependent 

on how strongly the expectations were induced. 

Davidson and Lang22 concluded that elementary school :is l'lore 

meanincful for girls than for boys, as l'lore girls than boys feel that 

their teachers think favorably of them. These findings have consider-

able consequences for education. Teachers have lone; reported more 

proble:'1s vrith boys :in their classrooms than with e;irls. It :is not 

necessarily b-~sed u':)on a teacher bias against boys, but can be attributed 

to the more disruptive behavior of boys in general. Their behavior is 

not consistent VIi th the behavior t.he teacher expects in the classroom. 23 

21Janet D. Slashoff and Richard E. Snow, eos., l.:.gJ!'lalion Recon
sidered (~'lorthin~ton, Ohi.o: Charles A. Jones, 1971), pp. l~9·-50. 

22~Ielen ::I. Davidson and Gerhard Lang, "Children's Perceptions 
of Their Teachers' Feelings Tm.rard Them Related To Self-Perception, 
School Achieve-r-.ent and 3ehavior," Journal of ExperiJl1ental Edllcation 
29 (December 1960): 112. 

23Brophy and Good, "Teachers' Communication of Differential 
Expectations for Children's Classroom Performance: Some '3ehavioral 
Data," p. 373. 
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It is not only these behavior expectancies but also the EPCpectations 

that a teacher has about boys' intellectual capabilities that are 

important. All expectations influence the teacher, whosE~ resulting 

actions help to determine his students' behavior and performa,nce. 

Palardj4 conducted a study of the effects of teaeher beliefs 

on the achievement of first-grade boys in reading. He found that 

when teachers reported that they believed boys to be less successful 

in beginning reading than girls, the boys in their classE~s actually 

were far less successful. But if the teachers stated th~lt they 

believed boys could do just as well as girls, the boys in their class-

rooms were equally as successful in learning to read. It seems that 

teachers tI ••• assess children, reject discrepant information, and 

operate on the basis of previously developed attitudes. ' ••• ,,25 

Palardy's overall results and conclusions were consistent 'vi th Rosenthal 

and Jacobson's findings of the self-fulfilling prophecy in the classroom. 

Baker and Crist made the following generalizations about teacher 

expectations: 

1) 'reacher expectancy probably does not affect pupil I.Q. 
• • • • • • • • • • • • • • • • • • • • • • • • It • • • 

2) Teacher expectancy may affect pupil achievement. 
• • • • • • • • • • • • • • • • • • • • • • • • I' • • • 

3) Teacher expectancy probably affects observable tE~acher and 
pupil behavior, • • • • The teacher behavior most likely 
to be affect.ed involves eliciting and reinforcing of children's 

24 
Palardy, .,1tlhat Teachers Believe--\olhat Children Achieve," p. 374. 

25Elyse S. Fleming and Ralph G. Anttonen, "Teacher Expectancy or 
Hy Fair Lady," American Educational Research Journal 8 (Narch 1971): 251. 
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responses, the kind of attention given to pupils, thH al"1ount 
of teaching actually attel'YJpted, subjective scori;~g or grading 
of pupil work, and judgments or ratings of pupil ability and 
probable success. • •• The pupil behavior most likElly to be 
affected involves the kind of response given to the teacher, 
the child's initiation of activity, his class-appropriate 26 
behavior, and his feelings about school, self, and tElacher. 

The Rosenthal-Jacobson Study 

The methods of thH Rosenthal-Jacobson investigation or the 

"Oak School Experiment" and the accuracy of the conclusions drav.rn 

from the results have been repeatedly questioned. The most complete 

analysis of Rosenthal and Jacobson's study was done by Janet Elashoff 

and Richard Snovl. They reanalyzed the original data from the experi-

ment and concluded that the study did not adequately" ••. • de!11onstra te 

the existence of an expectancy effect or indicate ,,,hat its size may 

be ... 27 Elashoff and Snow com.mented in the introduction of their book, 

Pygmalion Reconsidered, that". • • no one has yet been a,ble to change 

I.Q. substantially in a controlled and consistent wayo,,2E1 They 

summarized their criticisms of Rosenthal and Jacobson's Vi'ork as a 

research report by stating: 

The RJ jJi.osenthal-Jacobson7 report is misleading. The text and 
tables are inconsistent, conclusions are overdrama tiz.ed, .and 
variables are given prejudicial labels. • • • Frequency dis
tributions are lacking for either raw or I.Q. scores. Compari
sons bett"een text and appendix tables are hampered by the use 

26philiP Baker and Janet L. Cris t, "Teacher Expectancil3s: A 
Review of the Leterature," in Pygmalion Reconsidered, eds., Janet D. 
Elashoff and Richard E. Snow, pp. 61-62. 

27Elashoff and Sn01-r, eds., Pygmalion Reconsidered, p. !.J.4. 

2B:rbido, p. iv. 



of different subgroupings of the data and the absence of inter
mediate analysis of variance tables. • • • There are technical 
inaccuracies: charts and graphs are frequently drawn in a mis
leading way and the p-value or significance level is incorrectly 
defined and used. Statistical disc~~sions are frequently over
simplified or completely incorrect. 

In reply Rosenthal stated that tlthey .fjlashoff and Sno"!!7 could 

not disprove the fact that the experimental children did gain more IQ 

points than control children, • • ." He felt that they e,ven trans-

formed his original intelligence measurements into different forms, 

many of which" ••• were biased statistically to minimi2:e any effects 

of teachers' expectations. t.30 

Thorndike31 also took issue with the inadequacies of Rosenthal 

and Jacobson's research procedures and the inappropriatetleSs of the 

conclusions drawn from the data. He stated that their study" ••• is 

so defective technically that one can only regret that it ever got 

beyond the eyes of the original investigators!" He cited dat.a to show 

that the testing was "utterly worthless and meaningful." Though their 

book, Pygmalion in the Classroom, he felt may be an "effl;:)ctive addition 

to educational propagandizing," he stated it. did "nothing to raise the 

standards of educational research.,,32 

The area of teacher expectations may prove to be ,a, valuable 

positive force in education, but Snow concluded that the work of 

29Ibid ., p. 10. 

30aobert Rosenthal, "The Pygmalion Effect Lives," Psychology 
Today 7 (September 1973): 59. 

31Robert L. Thorndike, "Review," American Educational Research 
Journal 5 (November 1968): 708-710. 

32Ibid. 



14 

Rosenthal and Jacobson would make an important contribution to educa-

tion only if it prompted others to do valid research in related areas. 

The study, he felt, did not come close to providing an adequate 

demonstration of the self-fulfilling process in the classroom. He 

stated: 

Pygmalion,33 inadequately and prematurely reported in book and 
magazine form, has performed a disservice to teachers and schools, 
to users and developers of mental tests, and perhaps worst of all, 
to parents and chilClren whose newly gained expecta ticms may not 
prove quite so self-fulfilling.34 

llany other attempts at replicating Rosenthal and ~racobson' s 

results have either failed, or found the expectancy effeet in the 

classroom much less profound. The "Oak School Experimen'~" ha.s also 

often been criticized because the experimental subjects in the study 

"'Tere the teachers and not the students, as the teachers received the 

experimental treatment. I·Ji th this in mind, is it possible then" •• 

that Pygmalion in the classroom was the experimenter and the teachers 

under scrutiny 'vere his Galateas7,,35 Rosenthal has long admitted 

that experimenters tend to obtain the data that they expect to get. 

. , 

In SU1ll!'lary, there have been questions raised about the validity 

of the intelligence quotient measurement, the statistical an.;tlysis of 

33Rosenthal and Jacobson took the name for this phenomenon of 
expectancy effects from the Greek myth made so well known by George 
Bernard Shaw's play, Py~alion. According to Greek mytholo~T, the 
goddess of beauty and love in response to a SCUlptor I s prayers gave 
life to an ivory s~~tue of a ~aiden. 

34Richard Snow, "Unfinished P"y-gmalion," Contempora.ry Psychology 
14 (April 1969): 199. 

35James J. Buckley, "Who Is Pygmalion, 1tlhich Is Galatea?" Phi 
Delta Kappan 50 (October 1968): 121-f.. 
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their data, and the difficulty in replicating Rosenthal a.nd Jacobson's 

findings. The over-all pervasiveness of the expectancy phenomenon 

in education has also been questioned. Al though the self-fulfilling 

prophecy may not be as dramatic as Rosenthal and Jacobsort describe 

it, their experiment did point out the need for further study in this 

area in education. The question of how the expectancy effect occurs 

in the classroom with natural, non-induced teacher expeci~ncies, is 

in need of investigation. 



-
CHAPTER III 

TEACHER-STUDENT INTERACTION 

The Formation of Teacher Expectancies 

In the investigations to test for the self-fulfilling 

prophecy, many of the expectations were false ones, deliberately 

created in the minds of the teachers. As similar results have 

been also found using already existing teacher beliefs, j.t is indeed 

unfortunate that children in our society are labeled. utbels tell 

teachers what to expect. Children are described as either slow 

learners, culturally or socioeconomically deprived, disadvantaged, 

advantaged, gifted, retarded, deserving, or perhaps barely educable. 

Existing labels are only one of the great many factors that combine 

to influence a teacher's perception of his students' abilities and, 

therefore, his expectations of them. It is important to consider 

the factors on which these expectations or predictions for success 

or failure for each student are based. 

Before seeing a child actually perform academically, a. teacher 

usually has already compiled numerous ideas about his abiliUes. 

Teachers have often seen the child's part grades, or talked to 

his previous teachers, or seen achievement and intelligence scores, 

or perhaps even have drawn conclusions from having one or more of 

-, 
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his brothers and sisters in the classroom. Parental income and 

values, social class, achievement and intelligence test scores, 

along with skin color, and language ability are the most important 

of the contributing factors to teacher expectations)6 In one study 

it was found that such factors were very important. 

Highly prized middle-class status for the child in the class
room Was attained by demonstrating ease of interaction among 
adults; high degree of verbalization in Standard American 
English; the ability to become a leader; a neat and clean 
appearance; coming from a family that is educated, employed, 
living together, and interested in the chil~1 and thE~ ability 
to participate well as a member of a group. 

Our goals in educational policy have come to be no longer 

based on only "who ought to be educated" but also today on "who is 

capable of being educated. ,,38 Pidgeon39 stated that one of the 

major factors which influences the expectations of the teacher is 

what he believes about intelligence and its measurement. When 

teachers base their predictions on intelligence testing t.hey accept 

two beliefs: 1) that the estimate of their pupil's pote1ntial 

abili ty vTas reasonably accurate and, 2) that the level o,f achievement 

36Robert Rosenthal, "Teacher Expectation and Pupil Learning," 
in Teachers and the Learning Process, edt Robert E. Strom (Englewood 
Cliffs, New Jersey: Prentice-Hall, 1971), p. 56. 

37Ray C. Rist, "Student Social Class and Teacher Expectations: 
The Self-Fulfilling Prophecy in Ghetto Education, II Harvard Educational 
Review 40 (August 1970): 422. 

38Rosenthal, "Teacher Expectation and Pupil Learning," in 
Teachers and the Learning Process, edt Strom, p. 56. 

holm: 
39nouglas A. Pidgeon, Expectation and Pupil Performance (Stock
Almqvist and \{iksell, 1970), p. 39. 
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that the student will shovT ",ill be consistent with his potential 

ability. 

The real danger of the intelligence test is said to be its 

" • • • 
40 subtle influence upon the mind of the teacher." The problem 

is that teachers are constantly being assured in their classrooms 

that these test measurements do give reasonably accurate estimates 

of potential ability. They base their expectancies on these test 

scores, either high or lovr, and as a result the child's performance 

seems to be consistent with them. As Herton41 stated "the specious 

validi ty of the self-fulfilling prophecy perpetuates a rE~ign of error. 

For t.he prophet will cite the actual course of events as proof that 

he was right from the beginning." 

Wha t is important, even perhaps critical about intelligence 

tests and scores is the way that the teacher makes use of the infor-

mation. The specific information about the child must ba seEm" ••• as 

42 merely hypothesis--t~e best guess at the moment." For children from 

disadvantaged homes, the initial measurement of potential may be totally 

invalid. His background experiences and verbal ability ,are not always 

conducive to high test scores. If the intelligence test called for the 

401-1. Ravitz, "The Role of the School in the Urban Setting," 
Education in Depressed Areas, ed. A. H. Passow (New York: Teachers 
College Bureau of Publications, 1963), p. 15, cited by Pidgeon, 
Expectation and Pupil Performance, p. 35. 

41 
Robert K. Herton, Social Theory and Social Structure (New 

York: The Free Press, 1968), p. 477. 

42Good and Brophy, "The Self-Fulfilling Prophecy," p. 53. 
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child to read the questions, a low score may only indicate a reading 

disability. 

Differences in intellectual capabilities undoubtedly do exist, 

but teachers need to constantly re-evaluate their assumptions of 

students' a bili ties. The consequences of labeling children need to 

be investigated. What are the harmful expectations produced in the 

minds of teachers when they are told that" ••• a child is educable 

but slow, deserving but disadvantaged?,,43 In many ways a teacher 

has" ••• little encouragement to see the child as the I~hild is, and 

so depends upon test scores, or other advertisements, such as skin color 

or family income.,,44 This has relevance to the self-fulfilling prophecy 

because as Glock45 stated" •• once teachers predict l,earntng a bili ty 

they are moti va ted to make these predictions come true." 

student Perception of Teacher Expectancies 

How do expectancy effects operate in the classroom? Can they 

be used to the advantage of the student and not against him? To 

answer these questions, one must exa.1'J1ine the teacher's role tn 

conveying his expectancies or predictions to the student. 

After a reanalysis of his data, Rosenthal proposed a four-

factor theory to explain the process that accounts for the increases 

43Robert Coles, IITdhat Can You Expect?" The New Yorker 45 
(April 19, 1969): 176. 

44r-;ark Harris, "Teaching Is a Form of Loving," ~ychology 
Today 7 (September 1973): 59. 

4.5r1arvin D. Glock, "Is There a Pygmalion in the Classroom?" 
The Reading Teacher 25 (February 1972): 407. 
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in intelligence because of teacher expectancy changes. Teachers who 

expect good performance from certain students he stated, tend to: 

1 ) create a warmer social-emotional mood around their "special" 
students (climate); 

2) give more feedback to these students about their performance 
(feedback) ; 

3) teach more material and more difficult material to their 
special students (input); and 

4) give their special stuagnts more opportunities to respond 
and question (output). 

Teachers encourage students more when they expect more from them. 

They calIon the students more often, ask them more difficult questions, 

and prompt them toward the right answer. Unconsciously i~e teacher 

alters his teaching techniques to make his expectancies amd predic-

tions come true. As Rosenthal stated "one prophesies an event, and 

the expectation of the event then changes the behavior of the prophet 

in such a '-lay as to make the prophesied event more likely. ,,47 

Brophy and Good feel that if teacher expectancy does have an 

important effect, it should be expressed clearly in statements of 

outcomes of observable sequences of behavior. The aura of magic about 

expectations and their dramatic effect should be dispell€!d. In their 

investigations they assumed that: 

(a) The teacher forms differential expectations for student 
performance; (b) He then begins to treat children differently 
in accordance wi th his differential expectations; (c) The 

46 Rosenthal, "The Pygmalion Effect Lives," p. 60. 

47Rosenthal, "Self-Fulfilling Prophecy," Psychology Today 4 
(September 1968): 49. 
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children respond differentially to the teacher because t..l1,ey 
are being treated differently by him; (d) In responding to 
the teacher, each child tends to exhibit behavior which compli
ments and reinforces the teacher's particular a"'Cpecta.tions for 
h:im; (e) As a result, the general academtc performance of 
some children will be enhanced while that of others .,rill be 
depressed, Hith changes being in the direction of teacher expecta
t:~ons; (f) These effects will show ll~ in the achievement tests 
glven at the end of the year, • • • • . 

Good and Brophy emphasized that their work does not mean 

• • • that any expectatjon is, ipso facto, lsi£.7 going to come true.,,49 

They did mean that teachers can communicate their expecuLtions to 

children by changes in their behavior which are based on expectations, 

It is not therefore limited to subtle voice nuances and E~xpression 

changes, but also includes overt changes in teacher beha,Qor. 

In another investigation Good wished to determine if teachers 

. . , calIon pupils perceived as high achievers signif::icantly more " 

than they calIon pupils perceived as 101101 achievers." 50 He asked the 

teachers to rank students' achievement and used this as a measure of 

existing expectations, He found that teachers do treat pupils differently 

and therefore, students do not get equal opportunities in the classroom. 

There are many reasons for asking questions and tf:lachers try to 

choose the students liTho .,rill satisfy their specific purpose. In other 

48Brophy and Good, "Teachers' Com.munication 
Expectations for Children's Classroom Performance: 
Data," pp. 365-366. 

of Differential 
Some Behaevioral 

49Good and Brophy, "The Self-Fulfilling Prophecy," p. 52. 

50Thomas L. Good, "vlhich Pupils Do Teachers CalIOn?" The 
Elementary School Journal 70 (January 1970): 193. 
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words, choosing students to answer questions is not randomly done. 

If the purpose of the teacher is to motivate the class, the teacher 

will calIon a student whom he feels will respond appropriately and 

not on a pupil who consistently gives incorrect answers. 51 

Good also concluded that teachers who need proof that they 

are doing a good job, may call upon students they know will respond 

correctly. When teachers "rant reenforcement they naturally will not 

call on the students of low ability or who they perceive as having 

low potential. 

Also, teachers starting with good intentions, may limit the 

chances for their slower pupils to respond in the classroom " ••• in 

the hope of reducing their anxiety and removing them from criticism 

by their peer group. ,,52 Good used the analogy of a roulE~tte table 

• • • where the teacher can place bets on pupils' performance and II 

then has the power to manipulate forces that will allow her forecast 

to be realized." 53 

It has been stated that " ••• out of a large group of children 

and an adult unknown to one another prior to the beginning of the 

school year, there emerge patterns of behavior, expectations of 

performance, and a ••• stratification system delineating those 

doing well from those doing poorly.IIS4 The teacher encourages some 

51Ibid. 

52Ibid. 

53Ibid. 

5~ist, II Student Social Class and Teacher Expecta,tions: The 
Self-Fulfilling Prophecy in Ghetto Education, II pp. 412-4,13. 
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to respond and others to remain silent. 

Having more opportunities to take part in class discussions 

could cause high expectancy pupils " ••• to clarify their thoughts 

more through dialogue with the teacher and to demonstrate their 

proficiency more frequently.,,55 This would lead to bettEn' achievement. 

He begins to feel t.~e teacher's feelings, the pleasure of approval, 
and begins to learn More. There comes a time when the issue is not 
only emotional but intellectual, when a teacher's expecta,tions be
come a child's sense of prideful achievement, which in turn enables 
him to expect more of himself.56 

The Effect of Teacher Expectancies 

on Student Self-Concept 

In dealing with the effect of teacher expectations on academic 

performance, one aspect was to develop an understanding of how a 

student's perception of his teacher's beliefs and feelings about him 

could affect his self-concept and how this in turn could relate to his 

success in school. Purkey57 stated that "the almost unavoidable con-

clusion is that the teacher's attitudes and opinions regarding his 

students have a significant influence on their success in school." 

Perhaps teacher expectations can affect other things not. as dramatic 

as intelligence test scores, such as how students feel about themselves 

and school. 

5.5ttubovi ts and Naehr, "Pygmalion Analyzed: Toward an Explana
tion of the Rosenthal-Jacobson Findings," p. 202. 

56Coles, "What Can You Expect?" p. 177. 

57Wil1iam Watson Purkey, Self Concept and School Achievement 
(Englewood Cliffs, New Jersey: Prentice-Hall, 1970), p. 47. 
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It has been found that vThen a teacher believes that his 

students can achieve, the students are more successful, and that 

low teacher expectations influence a student's performance negatively. 

By setting different levels of expectations the teacher imposes on 

certain children a dudnished self-concept. To a significant extent 

the teacher " ••• predetermines the child's developing image of 

himself not only as a pupil but as a person.,,58 

The ways significant others evaluate the student directly 
affects the student's conception of his academic abiJ~~ty. This 
in turn establishes limits on his success in school.5 

For the purpose of this paper the self-concept was defined as 

the individual's perception of himself. As the self-coneept is acquired, 

its development is contingent on many factors. Because a child spends 

such an extended length of time each day in the classroom, it is not 

hard to see that his teacher does have a great impact an~ could very 

well be one of the most important shaping forces on his developing 

concept of self. 

Rosenthal mentioned changes in self-concept only :in positive 

ways When he discussed the performances of students for 1Nhom teachers 

had high expectations. He stated that changes in teacher-sUldent 

communication along with altered teaching techniques fl ••• have 

helped the child learn by changing his self concept, his expectations 

58c. F. Palfrey, "Headteacher's Expectations and Their Pupils' 
Self-Concepts," Educational Research 15 (February 1973): 123. 

59Purkey, Self Concept and School Achievement, p. 47. 
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style and skills.,,60 
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"A basic assumption of the theory of the self coneept is that 

we behave according to our beliefso,,61 If this assumption is accepted, 

then it follows that a teacher's beliefs about his students are crucial 

because they cause the teacher to differentiate his beha'nor toward 

them. Good and Brophy concluded that low teacher expecultions can 

interfere with a student's achievement in two basic ways. The teacher's 

resulting behavior 1) limits the amount of material that the student 

can learn 2) and stifles the student's motivation and ~lves him a 

feeling of alienation. 62 Resulting teacher behavior " ••• separates 

low achievers from classroom life and militates against their educa

tional progress. ,,63 

Davidson and Lang64 noted that the student's perc1sption of the 

teacher's feelings toward him correlated positively with his self-

perception. Also the more positive the student's perceptions of the 

teacher's feelings, the better his achievement. 

It is very difficult to hide true feelings from children. They 

6~osenthal and Jacobson, Pygmalion in the Classroom, p. 180. 

61 Purkey , Self Concept and School Achievement, p. 45. 

62Good and Brophy, "The Self-Fulfilling Prophecy, 'tl p. 52. 

63Good, "Which Pupils Do Teachers Call On1" p. 19'7. 

64navidson and Lang, "Children's Perceptions of Their Teachers' 
Feelings Toward Them Related To Self-Perception, School Achievement 
and Behavior," p. 116. 
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pick up very subtle cues for their perceptions of adult expectations. 

If the teacher who e:{pects achievement shows it t,hrough actions, so 

does the teacher ~'Tho does not. The teacher , .. ho conveys hopelessness 

for her pupils usually does it without ever verbalizing his attitude. 

He does not have tOj every subtlety of his behavior conveys his low 

expecta tions to the students. This is important because it seems 

that, 

••• any behavior of significant people that causes a young 
child to think ill of himself, to feel inadequate, incapa'ale, 
unworgl.lY, unwanted, unloved, or unable, is crippling to the 
self. 5 

It has often been noted that a student's achievement is closely 

related to his O't'Tn conception of his abilities. With time if a 

student keeps on perceiving himself as a failure, his continual lack 

66 of success vlill be reflected in his self-concept. This could have 

profound effects on the child's achievement in school. Teachers need 

to believe in the potential of their students. Purkey has stated that 

"perhaps t.he single :'lost important step that teachers can take in the 

classroom is to provide an educational atmosphere of success rather 

than failure.,,6? It •• Smile at your student; tell him he can, even 

. f d bt· t d h . h+ ,,68 l you OU l, an e Tng, v. 

65Purkey, Self Concept and School Achievement, p. 33. 

66Glock, "Is There a Pygmalion in the Classroom?" p. 408. 

6?Purkey, Self Concept and School Achievement, p. 55. 

68:iarris, "Teaching Is a Form of Loving," p. 59. 
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Effects of Low Expectations for Students 

In trying to determine how expectations and predietions were 

communicated to the students, the emphasis has been on the effects 

on students for v.lhom teachers had high expectations. But what are 

the consequences then of low expectations for certain ch:i.ldren1 Can 

teacher expectancies actually ". • • serve as building blocks which 

may tend either to promote or to block achievement opportunities 

for students1,,69 

It has already been found in an investigation by Good that 

students perceived by teachers as low achievers were deprived of 

opportuni ties to respond in classroom situations. A teaeher often 

praises a correct response, criticizes or corrects an undesirable 

answer, or perhaps asks for an explanation or for the student's 

further thoughts on the subject. In one study it was found that 

teachers gave no such feedback to low expectation students 14.75 

percent of the time as compared to only 3.33 percent of the time for 

high expectation students. 70 How does this difference in teacher 

behavior affect these students who as Good said" ••• d::tily march 

to a factory that isolates them and affords them limited compensations 

and reuards." 71 

69Joav Gozli and Edward L. Heyen, "The Influence of the Teacher 
Expectancy Phenomenon on the Academic Performances of Educable Hentally 
Retarded Pupils in Special Classes," The Journal of Special Education 
4 (Fall 1970): 424. 

70Brophy and Good, "Teachers' Communication 
Expectations for Children's Classroom Performance: 
Da ta," p. 372. 

of Differemtial 
Some Behavioral 

71 Good• "vlhich Pupils Do Teac'1ers CalIOn?" p. 1.96. 
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It is strange educational strategy that attempts to transform 
low achievers whose language skill is usually underdE~veloped, 
into successful classroom participants by ignoring them. The 
low achievers have limited skills and short attention spa.ns. 
If limited opportunity to respond and negative feedback a,re 
the classroom perscription, the treatment will surely fai,l 
to help low achievers overcome their deficiencies. ~rhe treat
ment is more likely t07~stain inadequacies and contribute to 
an educational ~emise. 

The results of low teacher expectations can more elearly be 

seen .Then viewing disadvantaged students. Ghetto childrf9n's academic 

performance tends to decrease proportionately as they remain in 

school. rany teachers of disadvantaged children expect their pupils 

to be unable to learn. As teacher expectancies are related to student 

expectancies, the problem is apparent. If little is expected from 

pupils in a particular school, the pupils \o1ill tend to d,evelop a 

similar low expectation of their own abilities.73 

Good called this the end result of a process that begins when 

It ••• difficulties in teaching the lows erode the teacher's confidence 

in his ability to teach them.,,74 The teacher then feels that perhaps 

these students are unable to learn like the others. As this attitude 

becomes more firmly set, the child's chance of failure becomes assured. 

Good said that the teacher may no longer really try to work _lith these 

children. A teacher will just go through the motions each time ". • • 

of teaching them just long enough to reassure himself that the children 

73Pidgeon, Expectation and Pupil Performance, p. 16. 

74Good and Brophy, "The Self-Fulfilling Prophecy," p. 52. 
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indeed cannot learn." 75 This seems to be consistent with Rosenthal's 

findings of the hazards of unpredicted success. He found that when 

a child that was not expected to do well actually did, the teacher 

looked upon his behavior as undesirable. The better the low-expectancy 

child performed, the less well they were regarded by the teachers.76 

All attention is focused on disadvantaged children's failures, 

as the teacher is more tuned to finding evidence of failu.re than 

success. The teacher sees what he expects to see, and ur~ortunately 

the student sees what the teacher sees. If the teacher does not 

notice when the student is doing adequate work, the opportunity is 

lost to reinforce the behavior. Teachers see what they aLre told to 

expect and whatever actions the student shows that are not consistent 

are disregarded. "It's a bad system, in Which the teachE~r hasn't 

time to see the child behind the expectation.,,77 Teachers need to 

encourage these children and praise the success that they do show, 

and be very slow in criticizing them. 

In the eyes of the child, the school can become "the enemy, 

distributing failure and defeat. ,,78 Some students would rather • • • 

give up, because to make attempts to learn causes them to suffer 

continual humiliation. 

75Ibid., pp. 52-53. 

76 
Rosenthal, "Self-Fulfilling Prophecy," p. 47. 

77Harris, "Teaching Is a Form of Loving," p. 59. 

78rurkey, Self Concept and School Achievement, p. 41. 



30 

Once a child becomes convinced that school is not thH place for 
him, that it is a place of threat and anxiety where he cannot 
hope to succeed and where his identity is lost, then the school 
as well as the student is in a very difficult position. 79 

Glock suggested that one should study carefully the educational 

system" •• which seems to have a builtin program of failure." 

According to this system It ••• a certain percentage ••• are expected 

to fail," and the teacher because of his expectations may be the 

sustaining factor in the system. 80 Bloom81 has been quoted as 

describing the entire educational process as one large s l9lf-fulfilling 

prophecy. 

Each teacher begins a new term (or course) with the expectation 
that about a third of his students will adequately learn what 
he has to teach. He expects about a third of his st~dents to 
fail or to just" get by". • •• This set of expectations, 
supported by school policies and practices in grading, becomes 
transmitted to the students through the grading procedures and 
through the methods and materials of instruction. This system 
creates a self-fulfilling prophecy such that the final sorting 
of students through the grading process becomes approximately 
equivalent to the original expectation. 82 

79Ibid ., p. 42. 

80Glock, "Is There a Pygmalion in the Classroom?" p. 1-1-07. 

81Benjamin S. Bloom, "Learning for Mastery," Evaluation Comment 
(May 1968): 1, cited by Good, "Which Pupils Do Teachers CalIOn?" p. 190. 

82Ibid ., pp. 190-192. 



CF.APTER IV 

CONCIDSIONS 

Implications for Education 

In vieTH of the research and findings, several implications 

of the expectancy effect for education have become apparEmt. Some 

popular accounts of the self-fulfilling prophecy have been misleading, 

and have caused a lot of confusion when they seem to imply that the 

mere existence of an expectation will bring about its own fulfillment. 

Good stated that the real problem results when teachers recognize 

this idea as "utter nonsense" and reject it. This he felt, leads 

teachers sometimes to completely reject the concept of the self

fulfilling prophecy.83 

This study of expectancy effects has also shown that i~here 

may be yet" ••• a greater tragedy than being labeled as a slow 

learner, and that is being treated as one.,,84 In rlany of these studies, 

teachers were told what to expect, that certain children would make 

academic gains. In others, the existing expectancies of the teachers 

Were determined and used as vital factors in the investigation. It 

83Good and Brophy, "The Self-Fulfilling Prophecy," p. 52. 

~ist, "Student Social Class and Teacher Expectations: The 
Self-Fulfilling Prophecy in Ghetto Education," p. l.j1J8. 
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is these personal expectancies that teachers have that are important. 

It is imperative that every teacher be avTare of hj s own E~pectations 

for students, and be able to judge i-lhether these predictions are 

based on reliable factors or perhaps on prejudices. 

This study of the self-fulfilling prophecy has also led to the 

need for the re-evaluation of the harmful effects of grouping students. 

Abili ty grouping in classrooms has become prevalent as tl~achers often 

see it as the only way to efficiently teach a large numbl~r of students 

based on reliable factors or perhaps on prejudices. 

This study of the self-fulfilling prophecy has also led to the 

need for the re-evaluation of the harmful effects of grouping students. 

Abili ty grouping in classrooms has become prevalent as teachE~rs often 

see it as the only ifay to efficiently teach a large number of students 

and still provide for individual needs and differences. Kohl felt 

that this grouping is self-perpetuating and, therefore, students 

would remain in the same ability group throughout their school years.85 

The students in the lower groups and t..he teacher are aware that they 

are not suppose to rerform academically as well as the other students. 

It was found in one investigation that "the fundamental division of 

the class into those expected to learn and those ~pect.ed not to, 
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The effect of continual low expectations for a student was 

found to be very destructive, working to lower the student's self-

concept and affecting him not only as a student but as a person. The 

long range effects of low teacher expectancies needs further study. 

Although the expectancy phenomenon in education is seen as 

valid and worthy of study, it is not considered by most competent 

researchers as a panacea for all our educational problems. 

To assume that expectancy can influence students' academic 
achievement to some degree seems reasonable. However, to 
believe that changing ~pectations will resolve our educational 
problems is erroneous.~ 

Recommendations for Further Research 

Whether or not the self-fulfilling prophecy in education is 

as pervasive as it is sometimes said to be, it is vi tal that its 

results in the classroom be considered. The question for future 

research is not so much whether there are expectancy effects, but 

how they operate in the classroom setting. Previous investigations 

suggest that future research efforts should concentrate on patterns 

of interaction between the teacher and individual student. There 

needs to be continued study to discover why a student's perception 

of teacher beliefs can affect his academic performance. 

There also seems to be evidence of a need for further study on 

the idea of modifying behavior of teachers and students by modifying 

87Gozali and Meyen, "The Influence of the Teacher Expectancy 
Phenomenon on the Academic Performances of Educable ~1entally Retarded 
Pupils in Special Classes," p. 424. 



34 

the teacher's perception or label of the student's academic potential. 

If teachers knew that even their slower students could and should 

make substantial progress, they would come to expect more from them 

and perhaps increase their own efforts to insure that more was 

actually obtained. 

Summary 

The purpose of this paper was to examine and bring together 

data and conclusions from research studies and current literature 

relating to the expectancy effect in education. This problem 'Has 

felt valid because some popular accounts of the results of investi

gations in this area have been the cause of much confusion. 

The expectancy effect or self-fulfilling prophecy or "Pygmalion 

Effect" was defined as one person's belief or conception about 

another that somehow comes to be realized. In reviewing the Ii ter

ature on the subject, an attempt was made to compare the results of 

other investigations to the results obtained by Rosenthal and Jacobson. 

In their experiment, Rosenthal and Jacobson reported that changing 

teacher expectations about intellectual abilities of certain randomly 

selected children led to changes in intellectual performance. Other 

attempts to replicate their results have either failed, or substantiated 

their data only in part. 

The work of Heichenbaum, Bowers, and Ross with adolescent 

juvenile offenders, tended to confirm Rosenthal and Jacobson's findings. 
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Kester and Letchworth's investigation with high school students, did 

not, but in not doing so could be seen as evidence to support the 

hypothesis that the expectancy effect works only to a groat degree 

in younger children. Kester and Letchworth did find that teachers 

spent more time communicating with pupils they felt were brighter. 

After studying their data, Rosenthal and Jacobson concluded 

that tho type of interaction be~reen teachers and students could 

have led to the increased intellectual gains. IJIany other studies 

to test this quality of interaction hypothesis were then done. Brophy 

and Good in an investigation of teacher-student interaction found 

that teachers demanded better performance from those students for 

whom they had high expectations. It was found that students were 

especially treated differently when they failed to answer a question 

correctly. Teachers were more willing to work with students when they 

felt they should be able to respond correctly. The investigation of 

Rubon ts and ~"aehr also lent further evidence in support of the qua Ii ty 

of interaction hypothesis. 

Jose and Cody found no significant results when investigating 

the influence of teacher expectation on young students' :intelligence 

and academic achievement. This study was interpreted in terms of the 

weakness of the expectancy induction and conclusions were drawn about 

the superiority of using naturally formed teacher expectations. In 

this way the teacher-pupil interaction could be observed without the 

results being dependent on how strongly the expectations were induced. 

Palardy found that teacher expectations were a significant 

factor in the differences between boys' and girls' achievement in 
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beginning reading. Teachers that expected boys to be just as successful 

in learning to read as girls, found that in their classroom the boys 

were equally successful. 

One of the major concerns of this paper was to consider how 

expectancy effects could operate in the classroom. This was done by 

examining teacher formation of expectancies and how they were conveyed 

to students. It was found that children in our society are labeled 

and that these labels are based on many factors often unr.elated to 

shown academic ability. Parental income and values, social class, 

past performance along with achievement and intelligence test scores, 

skin color, and language ability were found to be the most important 

factors. 

The teacher's role in conveying his expectancies was examined 

in detail. It was noted that t.l1e teacher subtlety alters his actions 

and teaching techniques to make his expectations and predictions come 

true. Rosenthal's four-factor theory of changes in clim.ate, feedback, 

input, and output was presented. The investigation of Good in trying 

to determine which pupils teachers tend to calIon, added evidence 

to support Rosenthal's theory. It was stated that teachers have reasons 

for asking questions and they will choose the students who they feel 

will satisfy their purpose. 

There was also an attempt made to understand how a student's 

perception of his teacher's beliefs and feelings about him could affect 

his self-concept and how this could in turn relate to his performance 

in school. The self-concept was defined as the individual's perception 
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of himself. Davidson and Lang found that a student's perceptions of 

his teacher' s feelin~s toward him correIa ted posi ti vely v1i th his 

self-perception, and the more positive the student's perception of 

the teacher's feelings, the better his achievement in school. 

The effects on students of continual low expectancies were 

also investigated. Researchers noted that if all attention is on 

children's failures, the opportunity is lost to reinforce any adequate 

work that is done. It was found that inconsistencies in behavior and 

performance were disregarded by teachers. 

The implications for education relating to the self-fulfilling 

prophecy were also investigated. It was found that ability groupine; 

if not handled with the utmost care could be detrimental, and that 

expectancies also play a large part in the education of disadvantaged 

children. These children that are exposed to continual failure come 

to expect it of themselves. 

Further research was suggested along the lines of how teachers 

conveyed expectations to students, with a focus on teacher-student 

interaction. The effect of teacher expectations on studEmt self

concept Has also suggested as a factor to be studied in changing 

performance. 

It vTas the contention of the author that this paper has shown 

the implications of the self-fulfilling prophecy in education, and 

has hopefully provided some insight to deal with them as they were 

found to relate directly to the classroom experience. 



38 

BIBLIOGRAPHY 

Books 

Biddle, Bruce J., and Ellena, \{illiarn J., eds. Contemporary Research 
on Teacher Effectiveness. New York: Holt, Rinehart and Winston, 
1964. 

Elashoff, Janet D., and Snow, Richard E., eds. Pygmalion Reconsidered. 
Horthington, Ohio: Charles A. Jones Publishing C()mpany, 1971. 

Nerton, Robert K. Social Theory and Social Structure. New York: The 
Free Press, 1968. 

Pfungst, Oskar. Clever Hans. New York: Holt, Rinehart and Winston, 
1965. 

Pidgeon, Douglas A. Expectation and Pupil Performance. Stockholm: 
Almqvist and Wiksell, 1970. 

Purkey, ltJilliam Watson. Self Concept and School Achievement. Englewood 
Cliffs, New Jersey: Prentice-Hall, 1970. 

Rosenthal, Robert, and Jacobson, Lenore. Pygmalion in the Classroom. 
New York: Holt, Rinehart and Winston, 1968. 

Rosenthal, Robert, and Rosnow, Ralph L. Artifact in Behavioral Research. 
New York: Academic Press, 1969. 

Strom, Robert D., ed. Teachers and the Learning Process. Englewood 
Cliffs, New Jersey: Prentice-Hall, 1971. 

Journals 

Aronson, Elliot, and Carlsmi th, J. Merrill. "Performance Expectancy 
as a Determinant of Actual Performance." Journal of Abnormal 
and Social Psychology 65 (September 1962): 178:182. 

Blakey, Hillard L.; Jahns, I:rwin R.; and Schroeder, '.Jayne L. "The Case 
of the Self-Fulfilling Prophecy. " Adult Leadersh:iE 71 (December 
1971): 225-226. 

Brameld, Theodore. "Education as Self-Fulfilling Prophecy." Phi Delta 
Kappan 54 (September 1972): 8-11. 



39 

Brophy, Jere E., and Good, Thomas L. "Teachers' Communication of 
Differential Expectations for Children's Classroom Performance: 
Some Behavioral Data." Journal of Educational Psychology 61 
(October 1970): 365-374. 

Buckley, James J. "Hho Is Pygmalion, l111ich Is Galatea?" Phi Delta 
Kappan 50 (October 1968): 124. 

Claiborn, 1,rlilliam L. "Expectancy Effects In the Classroom: A Failure 
to Replicate." Journal of Educational Psychology 60 (October 
1969): 377-383. 

Coles, Robert. "What Can You Expect." The New Yorker 45 (April 19, 
1969): 169-170, 173-177. " 

Davidson, Helen H., and Lang, Gerhard. "Children's Perceptions of 
Their Teachers' Feelings Toward Them Related to Self-Perception, 
School Achievement and Behavior." Journal of ExEerimental 
Education 29 (December 1960): 107-118. 

Fleming, Elyse S., and Anttonen, Ralph G. "Teacher Expectancy or Hy 
Fair Lady." American Educational Research Journal 8 (r-iarch 1971): 
241-252. 

Gephart, Hilliam J., and Antonoplos, Daniel P. "The Effects of Expectancy 
and Other Research-Biasing Factors." Phi Delta K~ 50 (June 
1969): 579-583. 

Glasman, Naftaly S. "Teachers' Low Expectation Levels of Their CUl
turally Different Students: A View From Administration." Journal 
of Secondary EdUcation 45 (February 1970): 82-94. 

Glock, Harvin D. "Is There a Py~alion in the Classroom?" The Reading 
Teacher 25 (February 1972): 405-408. 

Good, Thomas L. "itlhich Pupils Do Teachers CalIOn?" The Elementary 
School Journal 70 (January 1970): 190-198. 

Good, Thomas L., and Brophy, Jere E. "The Self-FUlfilling Prophecy." 
Today's Education 60 (April 1971): 52-53. 

Gozali, Joav, and Heyen, Edward L. "The Influence of the Teacher 
Expectancy Phenomenon on the Academic Performances of Educable 
Hentally Retarded Pupils in Special Classes." The Journal of 
SpeCial Education 4 (Fall 1970): 417-424. 

Haberman, }~artin. "The Relationship of Bogus Expectations to Success 
in Student Teaching (or Pygmalion's Illegitimate Son.)" The 
Journal of Teacher Education 21 (Spring 1970): 69-72. 



40 

Harris, Lark. "Teaching Is a Form of Loving." Psychology Today 7 
(September 1973): 59. 

Jeter, Jan. "Teacher Expectancies and Teacher Classroom Behavior." 
Educational Leadership 30 (April 1973): 677-681. 

Jose, Jean, and Cody, John. "Teacher-Pupil Interaction as it Relates 
to Attempted Chane;es in Teacher Expectancy of Academic Ability 
and Achievement." American Educational Research ~r ournal 8 
(January 1971): 39-49. 

Kester, Scott H., and LetchvTorth, George A. "Communication of Teacher 
Expecta tions and Their Effects on Achievement and A tti tudes of 
~3econdary School Students." The Journal of Educational Research 
66 (October 1.972): 51-55. 

Kohl, Herbert. "Grea t Expectations." The New York Review of Books 11 
(September 12, 1968): 31. 

Lawlor, Francis S., and Lawlor, Elizabeth P. "Teacher Expectations: A 
Study of Their Genesis." Science Education 57 (J,anuary-Harch 
1973): 9-14. 

Mann, Haxine. ""lfuat Does Ability Grouping Do to the Self-Concept?" 
Childhood Education 36 (April 1960): 357-360. 

Meichenbaum, Donald H.: Bowers, Kenneth S.; and Ross, Robert R. "A 
Behavioral Analysis of Teacher Expectancy Effect." Journal of 
Personality and Social Psychology 13 (December 1969): 306:316. 

!"Ieichenbaum, Donald H., and Smart, Ian. tlUse of Direct Expectancy to 
Hodif'y Academic Performance and Attitudes of College Students." 
Journal of Counseling Psychology 18 (November 1971): 531-535. 

Palardy, J. Nichael. "What Teachers Believe--Hha t Children Achieve." 
The Elementary School Journal 69 (April 1969): 370-374. 

Palfrey, C. F. "Headteachers' Expectations and Their Pupils' Self
Concepts." Educational Research 15 (February 1973): 123-127. 

Pigge, Fred L.; Fleming, Elyse S.; and Anttonen, Ralph G. "Do Teachers 
Get l:lhat They Expect?" Childhood Education 47 (l'lay 1971): 541-542. 

Rist, Ray C. "Student Social Class and Teacher Expectations: The Self
Fulfilling Prophecy in Ghetto Education." Harvard Educational 
Review 40 (August 1970): 411-451. 

Rosenthal, Robert. tiThe Pygmalion Effect Lives." Psychology Today 7 
(September 1973): 56-63. 



41 

Rosenthal, Robert. "Self-Fulfilling Prophecy." Psychology Today 2 
(September 1969): 44-51. 

Rubovits, Pamela C., and Haehr, Hartin L. "Pygmalion Analyzed: 
Toward an Explanation of the Rosenthal-J aco bson Findings." 
Journal of Personality and Social PsycholoQ' 19 (August 1971): 
197-203. 

Sampson, Edward E., and Sibley, Linda B. "A Further Examination of 
the Confirmation or Nonconfirmation of Expectancies and Desires." 
Journal of Personality and Social Psychol0Q' 2 (Ju.ly 1965): 133-
137. 

Snow, Richard. "Unfinished Pygmalion." Contemporary Psychol0Q' 14 
(April 1969): 197-199. 

Thorndike, Robert L. "Review." American Educational Research Journal 
5 (November 1968): 708-711. 


