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In this article Eigil Pedersen, Thérése Annette Faucher, and William W. Eaton
have taken on one of the most difficult questions in educational research: the impact
of the classroom teacher on children’s adult status. The authors detail the results
of a research project of unconventional methodology and unusually long duration.
They sought originally to examine atypical IQ changes but came to focus on the
enduring effects of one remarkable first-grade teacher. Drawing upon the idea of
the “self-fulfilling prophecy,” the authors relate the effects of teachers’ attitudes
and resultant behavior to the subsequent adult status of sixty children. Their con-
clusion, in contrast to that of many recent studies, is that the classroom teacher may
have a significant effect on children’s chances for success in later life.

Social-science and educational-research textbooks frequently describe and recom-
mend logical and orderly procedures for conducting research, and the designers of
many research projects probably follow these directions. Despite these recom-
mendations, real-life circumstances frequently impose conditions that make routine
methods of research impossible. We are convinced, nonetheless, that useful work
can be done by employing the ad hoc procedures often demanded by less-than-
ideal circumstances. In the pages that follow, we report the findings of one non-
standard project in the hope that these data will illustrate a potentially effective
approach to educational research and, at the same time, illuminate one of the
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most obscure problems in the field: the impact of classroom teachers upon chil-
dren’s subsequent adult status.

By every standard our research has proceeded in a most atypical fashion. First,
one of the authors! has been personally involved with the research setting since
the age of four, initially as a pupil and later as a teacher. Hence, the choice of
research questions resulted from reflections upon personal experiences rather
than from a standard review of the scholarly literature. Another unusual aspect is
that the research was conducted in short episodes over a long period of time—not
only in the early exploratory stages but also in the stages of analysis and writing.
Progress was slow because the author’s heavy administrative responsibilities made
him very much the part-time researcher. There was ample opportunity, therefore,
to become aware of the changing concerns and the state of knowledge in this field
during the long period between 1967, when the first parts of the data came to the
attention of the author, and the present time. This undoubtedly led to somewhat
different findings than might have emerged from a more conventional research
project. As a result, the direction of this study was greatly influenced by three
unexpected, if not serendipitous, findings: the discovery, while checking permanent
record cards for pupils’ addresses, of a regular pattern of 1Q change; the discovery
that 1Q change varied by first-grade teacher and by the gender of the student, a
finding that led us to focus on the effect of teachers rather than 1Q change; and the
discovery of an unexpected relationship between first.grade teachers and adult
status. However tortuous the path has been, the results have been dramatic, as we
will attempt to demonstrate.

Our research setting, the Ray School (a fictitious name), was located in a large
northeastern city in North America. Situated in one of the poorest areas of the
city, the fifty-year-old building that housed its students stood out like a fortress
in the streets. During the period when the subjects attended Ray, freight terminals
of a large railway, as wellas a steel-fabrication plant, were located in its immediate
neighborhood, and most of the pupils had to cross at least one major traffic artery
to get to the school. Across the street from the front entrance, the buildings of a
brothel, thinly disguised as residences, blocked the view of a junkyard. Crowded
tenement houses were interspersed with an automobile repair shop, 2 dry-cleaning
plant, and an armature-wiring factory. The asphalt schoolyard was enclosed by a
chain-link fence and the ground-floor windows were protected with vertical iron
bars.

At the time the subjects were attending Ray, approximately one-third of the
students were Black children; the rest were mainly Anglo-Saxon in origin, with
a sprinkling of pupils from other ethnic backgrounds. All of the 400 to 500 pupils
were at least nominally Protestant. Given the mores of the time, boys and girls
had their own entrances, used separate basements, and were segregated into
different play areas in the yard. Although classes were integrated by gender,
children moved from place to place in formal line at the sound of bells, girls in
front and boys behind. The children were frequently unruly and often fought with
one another. Certain children, moreover, were often strapped—officially there

1 When the word “author” is used, it refers to the senior author.
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were about 500 strappings a year—and occasionally a difficult child was referred to
a detention home.

Ray had the reputation among teachers as being the most difficult school under
its particular board. Not surprisingly, teachers reluctantly accepted assignments
there, and a rapid and continuous turnover of novice principals and newly trained
teachers was commonplace. Nonetheless, a solid core of experienced teachers
continued to teach at the Ray School since the Depression.

In the total system of about eighty elementary schools of which Ray was a part,
it was the school board’s policy to administer group IQ tests routinely to all third-
and sixth-grade children. Compared to others in the system, Ray School students
consistently had the lowest mean 1Q.

When a class was promoted into the following grade, it was generally the policy
to divide it into two equivalent groups so that each of the two teachers at the next
grade received a fair share of boys and girls, of promising and slow students, and
of well-behaved children and “troublemakers.” Additionally, the school had two
: “special” classes—one junior and one senior—to accommodate the supposedly

small proportion of children who could not benefit from placement in hetero-

geneous classes. This process of grading and dividing classes was continued
throughout each child’s entire elementary-school career.

When the author returned as a teacher to the Ray School, in the early 1950s, it
was using a two-track system, with two equal classes in each grade. Because of shared
teaching with the other fifth-grade teacher and because of many extracurricular
activities, he became well acquainted with the seventy-five children in both
classes. He followed the progress of these children over several grades, maintaining
an interest in their subsequent academic achievement. He was shocked by two
things: the widespread failure by Ray School graduates, even scholarship winners,
in the first year of high school and the extremely poor high-school completion
rate. Only five of the seventy-five students ultimately graduated from high school.
Even in light of the low IQ scores previously mentioned, this poor record of
achievement ultimately motivated the author to embark on this research study,
convinced that different outcomes in school achievement must be related to factors
over and above differences in 1Q.

Because all social research should have well-defined boundaries, it was necessary
to decide which factors to study. For years the author had been critical of the

* amount of time and effort invested in the discovery of unalterably gloomy facts
dsociated with the high drop-out rate of disadvantaged pupils. While recog-
‘nizing the importance of the pursuit of knowledge for its own sake, he decided to

© eoncentrate on some aspects of the problem that might be subject to change as a

~esult of intervention. The research, in other words, was intended not simply to

: f,’e!:tplain failure, but to produce findings that might lead to improvements of the
’mﬂ_emic performance of future students.

e Research Project

2 mﬂj«' part of the data for this project came from the permanent record cards
of students attending the Ray School. Each card contained a cumulative record of
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_ their permanent record cards, show substantial variations over three-year periods.
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family background, school achievement, and anecdotal information about the
children during their seven years at the school. Each card noted the child's date of
entry, the class to which he or she was admitted, and considerable personal informa-
tion, including birth date, records of vaccination; address, parents’ names, parents’
occupations, telephone numbers, names of brothers and sisters, and additional
information considered potentially useful to the school. During the child’s school
career successive teachers annually entered averages of achievement grades in
reading, arithmetic, handwriting, spelling, physical education, and other subjects.
Teachers also recorded their estimates of such personal characteristics as level
of effort, reliability, cooperation, leadership, and initiative as well as informa- ;
tion on attendance and tardiness. In addition, space was available for teachers, 1
principals, and secretaries to enter unstructured comments about the pupils as they
saw fit. Hence the cards frequently included such statements as “family always
fighting” or “this family very poor,” as well as remarks about individual children
such as “Jimmy is a nuisance and has to be watched all the time,” or “Susie is a
lavely child and a joy to have in the classroom.”

Although the search through the record cards was initially undertaken as a
means of locating former students, an unexpected phenomenon consumed our
attention for some time. We were struck by the frequent and substantial variation

~ in the IQ scores listed for the same children over time. The most extreme case was

that of a girl whose recorded IQ scores differed by thirty-three points. In the third
grade, her 1Q was listed as 9, and in the sixth grade it was 126.

According to some psychologists, 1Q is a stable characteristic and changes very
little beyond school-entry age: (Bloom, 1964). We are not prepared to engage in the
argument over whether intelligence changes, and, indeed, we abandoned this ap:
proach because further unexpected findings emerged during the analysis. There is
no question, however, that many of these children’s 1Qs, as listed many years ago on

At this stage of our inquiry, Rosenthal and Jacobson’s Pygmalion in the Class-
room (1968) was leading many educators.to believe that teacher expectations could
systematically alter pupils’ 1Qs. Nonetheless skeptics such as Thorndike (1968,
1969) offered equally plausible alternative hypotheses. Some: argued, for example,
that the observed differences in IQ resulted simply from measuremeny. error.
To abtain a quick test of this hypothesis, we drew at random fifty permanent
record cards for hoys and fifty for girls and analyzed the association betwen sex
and 1Q change by means of a chi-square test. This analysis showed that girls were
about as likely to increase in 1Q as they were to decrease but that boys were twice
as likely to decrease as they were ta increase. The probability of chance occurrence
of the observed pattern of difference was less than .02, and we interpreted this find-
ing as statistically significant. If the observed IQ changes had indeed resulted from
error of measurement, the error was random for girls but systematic for boys. This.
analysis supported the idea that higher teacher expectations for the academic.
achievement of girls as opposed to that of boys were part of the reason for the
observed scores. The difference in patterns of IQ changes by gender encouraged
us to develop a more extensive research project aimed at fully exploiting the avail-
able data and gathering more information to study the phenomenon.

4
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Our earliest plans were more grandiose than proved feasible. We envisioned
three stages of research: the first to analyze the data already available in the

ermanent record cards, the second to supplement this analysis by additional data
about the subjects’ adult status, and the third to observe teachers working with
students of various social-class levels. The three studies were to be done in sequence
such that the results from one study phase would determine the design for the
next phase. This report, however, only describes some of the findings of the first
two phases; the third phase was never begun.

The First Stage of the Study

The first stage of the study, which is based entirely on data from the school records,
is presented in brief form. Detailed descriptions of findings will be given only for
those parts that led directly to the change in plans for the later analysis.

The general idea behind the early stage of research was that, in some way, the
child’s evolving academic self-concept arose out of background experiences, per-
sonal attributes, and school experiences. Thus, a negative academic self-concept
could result from an impoverished background or from exposure to teachers whose
expectations for pupil achievement were low. Negative self-concept and associated
low effort would result in generally low levels of motivation and relatively poor
learning. This would lead to low IQ-test performance in the third grade and even
poorer results in the sixth; in sixth grade, the ability to read the IQ test items
~ accurately and quickly, while essential, would most likely be depressed in students
* suffering from cumulative deficit.
* We began with five sets of hypotheses. The first four related IQ change to back-
ground, school experience, personal characteristics, and school achievement. The
last was a quasi-longitudinal analysis examining 1Q change as a predictor of teacher

comments. Testing these hypotheses involved searching for statistically significant
- associations between 1Q change and the variables mentioned above. Because our
data were not gathered experimentally, the reader is cautioned against drawing
causal inferences.

As suggested above, our first set of hypotheses dealt specifically with background
* factors associated with subsequent 1Q change. These factors included gender; home
& stability, defined by the incidence of record-card entries such as “parents always
- fighting” or other indications of family instability; completeness of family, defined
; by the presence or absence of one or both natural parents in the home; and geo-
¢ graphic mobility, indicated by the frequency of change-of-address notations on the
;- record cards. Our guiding hypothesis was that unfavorable family background and
. male gender were associated with IQ decrease.

. The results of the analyses were mixed but generally supported our initial
hypothesis. Boys were found more likely to experience I1Q decrease than girls? and
L hilh geographic mobility was associated with 1Q decrease. Home stability was not
“Bﬂ_lﬁcfmtly related to IQ change. Completeness of family, however, was found to
be significantly related but not in the simple pattern we had expected. Rather, we

2 The .05 level of significance is used unless otherwise noted.
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TABLE 1
Percentage of Pupils Experiencing 1Q Change, by First-Grade Teacher

First-Grade Teacher

1Q Change Miss A Miss B Miss C Others
increase 36% 31% 12% 34%
No change 31% 46% 48% 36%
Decrease 33% 23% 40% 30%
Total 100% 100% 100% 100%
(n) {78) (69) (40) (120)

X3 =10.7; df = 4; p < 05; N = 307

noted a tendency toward stable IQ in children from families with both parents,
whereas 1Q increase most often occurred in children with only one parent at home.
1Q decrease was the modal pattern for orphans and foster children. This latter set
of relationships concerning completeness of families is significant at the .01 level
of confidence. We concluded that these findings supported the hypothesis that back-
ground and gender do influence IQ change.

In addition to varying family backgrounds, children can be subjected to different
school experiences. If teacher expectations for pupil performance can be manipu-
lated, as Rosenthal and Jacobson (1968) have asserted, then one might also
postulate that different teachers, because of their individual outlooks, may have
different levels of expectations for children. And if evolving pupil self-concept has
an impact on IQ-test performance, then experiences such as failing and repeating
grades or receiving negative teacher comments should also have a similar bearing.

Our second general hypothesis was that I1Q decrease is associated with indications
of low academic ability, such as experiencing a year with a first-grade teacher who
held low expectations for pupil performance, receiving negative teacher comments,
and failing or having to repeat grades. The analysis showed the predicted relation-
ships between failure and 1Q change (p < .001) and teacher comments® and IQ
change (p < .02). These results lent further support to our general hypothesis. The
relationship between first-grade teacher and 1Q change is presented in detail,
because it shows that the subsequent pattern of 1Q change does significantly vary
with first-grade teacher, and because this finding led to the change in the design
of our analysis. The relevant data are presented in Table 1.

Table 1 presents the percentages of pupils experiencing 1Q change, categorized
by teacher and by direction of change. Miss A, Miss B, and Miss C were teachers
who had worked at the school for many years, whereas “Others” are a collection of

8 It is discouraging to find that teachers were about twice as likely to warn future teachers of
the shortcomings of their pupils as they were to encourage a positive mindset. If this is an indicator
of general attitudes of teachers toward pupils in this school, such negative teacher outlooks might
help to account for the diminishing level of motivation over the years observed in this study. An
interesting paraliel observation is Rist’s (1970) comment about negative pupil characteristics sought
out during the initial interview with parents prior to the entry of children to school.
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individuals who stayed for short periods and then moved on. This table shows, for
example, that while 36 percent of Miss A’s pupils subsequently experienced 1Q
increase, only one-third that proportion—12 percent—of Miss C’s children did.
The differences in these patterns are statistically significant at the .05 level. We will
return to a more refined analysis of this phenomenon after we have further exam-
ined the idea of 1Q change as a label influencing teacher attitudes toward pupils
and expectations for pupils’ success in school.

Our idea of the relationship between teacher influence and IQ change involves
the notion of the self-concept. Unfortunately, the permanent record cards provided
no direct measure of self-concept. We were convinced, however, that some of the
personal characteristics estimated by the teachers could be assumed to be associated
with pupils’ academic self-concept. Therefore, we focused on effort and on leader-
ship and initiative as indicators, or proxy measures, of self-concept. We hypothe-
sized that high scores on these variables would be associated with 1Q increase. The
analysis strongly supported this hypothesis, the level of significance being .01 for
leadership and initiative and .001 for effort.

The analyses completed at this point.supported the association between 1Q
change and background, first-grade teacher, and self-concept. The next general
hypothesis, an extension of this analysis, is that high achievement grades in school
are likely to be associated with IQ increase. We examined this hypothesis in two
ways: first, reading achievement in the first grade was used as a predictor of later
1Q change; then, school achievement grades averaged over the whole school career
were examined in relation to IQ change. Both analyses supported the hypothesis.
For example, 35 percent of pupils whose first-grade reading marks were very good
or excellent experienced 1Q increase, whereas only 18 percent of pupils with fair
or unsatisfactory reading grades subsequently experienced IQ increase (p < .001).
Also, grades averaged over the whole school career in reading, language, arithmetic,
French, history, and even art were significantly associated with IQ change (each
p<.0I).

The fifth hypothesis, which was analyzed in a quasi-longitudinal pattern, was
that teacher comments, negative or positive, are directly related to IQ change.
The question behind this analysis is whether or not teachers’ attitudes toward pu-
pils are influenced by labels such as IQ or by patterns of label changes, such as 1Q
change. This question is valid whether or not the child’s intelligence was really
changing, because teachers’ expectations for pupil achievement could be influenced
by the scores entered in the child’s records.

Because the results of this analysis changed the direction of our research, we will
present them here in some detail. Since teacher comments were signed or initialed,
it was possible to determine at which grade the comments were made. It was thus
[fossible to determine the negative or positive quality of teacher comments follow-
ing 1Q change. The reader will recall that the first 1Q test took place in the third
grade and the second during the sixth grade. The sixth-grade teachers were required
to enter the results of the sixth-grade IQ tests on the permanent record cards by
Phcmg them just below the third-grade test results. Thus, while entering the
second of two results, the sixth-grade teacher would become aware of whether 1Q
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had changed or not and, if so, in what direction and by how much. Before the
end of that school year, the same teacher would enter comments on the permanent
record cards. In the following September, the seventh-grade teacher received the
permanent record cards for these pupils and may well have noted pupil 1Q-change
patterns prior to writing her own comments on the cards. We therefore had a
situation that could be analyzed to determine if the subsequent comments listed
by the teachers were in the same pattern as the perceived 1Q changes.

Our analysis, illustrated in Table 2, showed, for example, that sixth- and seventh-
grade teachers were more likely to write positive comments for children whose 1Q
had increased than for children whose I1Q had decreased or remained the same.
Thus, regardless of how 1Q changes came about, it seems likely that, once the
pattern of change had been established, subsequent teachers may have reinforced
this pattern. This is a tentative conclusion resulting from scanty evidence. Other
explanations are possible; ours, however, is consistent with the theory of the
self-fulfilling prophecy proposed by Merton (1957) and illustrated in school set-
tings by Rist (1970).

We returned to a more refined analysis of the relationship between first-grade
teacher and 1Q change because it was here that we were examining the effects of 1Q
change, considered as a label, on teachers. We intended to test the hypothesis that
teachers’ attitudes toward children can be affected by different labels such as 1Q
and gender. Table 1 reported the relationships between first-grade teachers and
1Q-change patterns of the children. In this analysis we restricted our interest to the
three long-service teachers because we wanted to study the effects of labels on
individual teachers, not on categories of teachers.

It was possible, by identifying the gender of the pupils of these three teachers, to
consider gender as a label and use it as a factor in our analysis. We were quite certain
that, if there was bias in assigning children to these teachers that was systematically
related to the academic potential of the children, gender was not a significant
element of that bias. In other words, there was no reason to suspect that any first-
grade teacher was given smart girls and dull boys, no matter how estimates of the
academic potential of entering first graders might have been assessed at that time.
Furthermore, if a bias among the pupils of one teacher was not balanced by the

TABLE 2
Percentage of Teacher Comments Following Pupils’ 1Q Change

1Q Change
Teacher Comments Decrease No Change Increase
Positive 9% 8% 15%
None 70% 83% 77%
Negative 21% 9% 8%
Total 100% 100% 100%
(n) (93) (116) (94)

x2 =12.11;df =4; p < .02; N =303
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TABLE 3

percentage of Pupils Experiencing 1Q Change, by Sex of Pupil and First-Grade Teacher
Miss A Miss B Miss C

1Q Change Boys Girls Boys Girls Boys Girls

Increase 33% 38% 18% 39% 12% 13%

No change 33% 28% 43% 49% 41% 52%

Decrease 33% 33% 38% 13% 47% 35%

Totald 99% 99% 99% 101% 100% 100%

i) (39) (39) {28) {41) (17) (23)

Miss A: x2 = 1.0; df = 2:p > 70;
siiss B: x2 = 8.5; df =2; p < 0Z;
Miss C: x2 = 0.5; df = 2; p > .80;
N =287

agome columns do not sum to 100% because of rounding off.

opposite bias among the pupils of the other teachers, it is likely that there was no
differential allocation of children by ability and by gender. Therefore, we exam-
ined the subsequent 1Q-change patterns of the pupils of Miss A, Miss B, and Miss
C separately for each gender, without any other hypothesis than that we expected
differences to emerge if the teachers had different attitudes about boys as compared
to girls.

Table 8 shows that among Miss A’s pupils, the boys’ 1Qs seemed somewhat less
likely to increase than the girls’, but the differences are not statistically significant.
In Miss C's class, although her boys' IQs seemed more likely to decrease than
did the girls', the difference is still not statistically significant. In effect, it appears
that to be assigned to Miss C was unfortunate no matter what one’s gender. The
very curious pattern for Miss B lent support to the hypothesis that a teacher
may have different reactions to children with different labels. As Table 3 shows,
the 1Qs of boys from Miss B’s class were about twice as likely to decrease as they
were to increase, and the 1Qs of girls in the same class were three times as likely
to increase as to decrease (p < .02).

Miss B was the author’s first-grade teacher when he was a pupil at Ray School.
While the author has very few memories of Miss B’s classroom, others who were in
her class recalled that Miss B had a differential seating policy for boys and girls.
In the Ray School, all the seats were screwed to the floor in six rows of eight seats
each. Miss B's policy was to seat the girls in the first four seats of each row and to
place the boys in the last four seats. Teachers often assign seats in order to achieve
classroom control; children sitting in the front rows work more attentively and
fet! smarter and better liked by the teacher than those in the back rows (Schwebel
%C!\erlin, 1972). But we concluded further that Miss B’s differential seating pattern
lndl(alffd different expectations of boys’ and girls’ school abilities. Since girls were
:cc:'sgml;: lahﬁ 'fr(?flt T'ows,.it‘is probable that she had‘ highf?r expectations for fhe
lﬂangemen((“e,\m.l(-m of girls than of l)oy's. The bias evidenced by her se’atmg

may also have been expressed in the nature and degree of her inter-
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action, as well as the quality of her teaching, which may have consistently bestowed
advantages on girls and disadvantages on boys.

It is now many years too late to make any detailed study of Miss B and her
behavior toward these children. The only conclusion we wish to draw from this
analysis is that teachers may respond to particular labels in different ways. Fur-
thermore, these differing responses may lead to different—and academically signi-
ficant—treatment of certain children, which, in turn, may lead to different levels
of success in schooling and influence future capacities, personal characteristics,
and achievements. ‘

The foregoing analyses were based on data available in school files for many
years. The questions raised, however, could not be answered with only the data on
the permanent record cards. We decided, therefore, to move to the next stage of this
study—the interview stage. Before describing the design of the interviews, we
discuss in some detail the questions influencing the design of this next stage of our
research.

The Second Stage of the Study

The Problem and Theoretical Background

We have already implied that some pupils in a school may have experiences that
enable them to adapt to and cope with both school and society, while the experi-
ences of other pupils prevent them from effectively meeting increasing demands
for achievement. These observations are based on the analysis of data available on
the permanent record card of each pupil. The information, however, came to an
end after the seventh grade, when students were about thirteen or fourteen years
s old. Naturally, we wondered what had happened to school children following
v graduation from Ray School. Were they caught up in the so-called welfare cycle?
Had there been any long-term effects of schooling on this cycle? Did the children
of families on welfare end up on welfare themselves? Could it be shown that cer-
tain kinds of experiences and achievements in elementary school would lead to
upward mobility? The answers to such questions would require data to be collected
by interviewing some of the former pupils.

Questions to be asked always depend on a theory to be examined; we therefore
give a brief description of the assumptions that shaped our inquiries. Qur work
was based on the notion that—other things being equal—pupils who are expected
to do well demonstrate higher achievement than those who are expected to do -
poorly. Furthermore, if pupils get a good start in school, they will benefit not ;
only throughout their school careers but throughout their adult lives as well. i

The basic model guiding our work (Brookover % Gottlieb, 1964) can be pre- |
sented in terms of a “significant other”—a socializing agent interacting with a sub- |
ject being socialized. 1f the significant other has positive expectations, his or her
behavior during social interaction conveys those expectations to the subject. Since
the subject regards the significant other as knowledgeable, she or he accepts the
implied positive judgment, thus beginning the development of a positive self- ;

SRAF RS
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concept. Having been led to expect success, the subject is motivated to try hard.
Among comparable pupils, those who work harder usually achieve more. In school
settings, the significant other notes and rewards achievement in a variety of ways,
and these positive evaluations, as well as other, more objective indicators of success,
reinforce the already positive self-concept. Continuing effort becomes habitual
and a tendency to succeed becomes part of the subject’s personal reputation—
another sort of label. Colloquially, the subject is regarded as a “winner.” This
reputation, as well as more objective indicators such as test results and reports of
academic standing, influence, in turn, the expectations of subsequent significant
others in related fields of endeavor. In addition, the self-confidence of the subject
is apparent in classroom behavior and leads to more positive expectations in other
social interactions. The original positive expectations of the first significant other
have thus been justified, and the self-fulfilling prophecy has come true (Merton,
1957).

The model presented above raises a number of questions. One question that is
basic to our research is: where do the expectations of the significant other originate?
To answer it, one can focus on the personality and general outlook of the significant
other, on the characteristics of the subject, or on some combination of both. Differ-
ent foci will give rise to different research designs. Rist (1970) chose to focus on the
subjects, whereas our research was more concerned with assumed differences among
the significant others.

In his research, Rist followed a single class through kindergarten and first and
second grades. He noted that the teachers treated each child differently and that this
differential treatment corresponded to differences in the social background of the
subjects. Rist found that the first teacher to whom the children in his study were
assigned expected relatively disadvantaged children to do poorly. He drew these
conclusions not only by observing the teacher’s behavior but also from the teacher’s
own statements. The differential treatment of children produced the development
of behavior and achievement patterns that the teacher expected.

In the work we describe here, we took a slightly different approach, which led
to the conclusion that children of substantially similar backgrounds who were as-
signed to different teachers exhibited different levels of success. We believe that
some teachers are more positive in their attitude toward children and are, perhaps,
bettér teachers. If children are fortunate enough to begin their schooling with an
'Ogﬁmistic teacher who expects them to do well and who teaches them the basic

» lkmi needed for further academic success, they are likely to perform better than
A those exposed to a teacher who conveys a discouraging, self-defeating outlook.

"T:ﬁcllmarch Design and the Interview Schedule
, Sliwe we focused on 1Q change as our major dependent variable in the first stage
of study and because we chose our sampling method at that time, we decided to
; IQ change as an element in the choice of the subjects. Our data were drawn
Mrapproxi.mately a twenty-five-year time span and were designed to link school
frience with later adult achievement. Random sampling of students was pos

but actually locating the selected persons who are now adults was clearly

11
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impossible. We calculated that our resources would allow us to interview sixty sub-
jects but were concerned that a loss in sample size would seriously jeopardize the
possibility of significant findings. To offset this danger, we decided to choose sub-
jects concentrated at the extremes and the middle of the IQ-change distribution.
We identified one hundred subjects of which we were finally able to find and inter-
view sixty. (One of these turned out to be a case of mistaken identity and was
dropped from subsequent analyses.) The resulting sample of thirty females and
thirty males was divided into three groups of ten females each and three groups of
ten males each who had experienced either an IQ increase, an 1Q decrease, or
virtually no change in IQ as recorded in the third and sixth grades.

At that time, our theoretical model assumed, in part, that apparent IQ change
influenced teachers’ expectations for their pupils. We believed that changes of
four points or less would have been dismissed as falling within the standard error
of the tests; we expected, however, that teachers probably would have been influ-
enced by changes as large as ten points or more, since changes of such magnitude ap-
proach or exceed one standard deviation on a normal 1Q distribution.

Unfortunately, despite these criteria, we were not able to obtain ideal 1Q-change
characteristics for all of the subjects interviewed. Although we had no difficulty
obtaining twenty cases who had experienced four points or less change, we had to
include seven cases with changes smaller than ten points, in order to obtain our
interview sample of sixty cases. Table 4 summarizes the 1Q-change patterns of the
final sample interviewed, and shows large contrasts among the subjects. The sixty
individuals interviewed may be classified into three groups of twenty each with very
different 1Q-change patterns. For example, the figures for boys in the decrease row
show that the boy with the smallest decrease had a change of seven points from the
third to the sixth grade, whereas the boy with the largest decrease had a change of
twenty-one points.

As stated previously, our design of the interview sample was greatly influenced
by Rosenthal and Jacobson’s (1968) notion of the “Pygmalion effect” on 1Q change.
We had already embarked on the interview schedule, modeled on the design illus-
trated in Table 4, when the correlation of first-grade teacher effect with pupil
gender (Table 3) shifted our interest from IQ change to teacher effect. This shift
in focus was strengthened by the criticisms of the work of Rosenthal and Jacobson
and by the appearance of Rist’s article, to which we have already referred. Because
of limitations in time and resources and the career demands of the researcher, we

TABLE4
1Q-Change Pattern of the Thirty Boys and Thirty Girls in the Interview Sample

Range of Change Magnitudes Mean Change Magnitude
1Q Change Boys Girls Boys Girls {n)
Increase 8to 24 8 to 33 13.0 143 (20}
No change 1t04 1t04 2.6 25 (20)
Decrease 7to21 9 to 21 145 159 (20)
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moved ahead to the revised second stage without a revised sample. We will say more
Jater about the shortcomings of this sample for our purposes as they emerged.

Having decided upon the size and type of sample, we had to address the problem
of the substance and design of the interview schedule. Our subjects were said to be
disadvantaged in part because they were living under conditions of relative poverty.
Inspired to some extent by the notion of the culture of poverty, we developed the
following general hypothesis: in cases where schooling inculcates children with
middle-class values and attitudes, upward social mobility is likely to occur; but in
cases where schooling fails to achieve this effect, individuals continue in adulthood
to exhibit values, attitudes, and personal characteristics associated with the culture
of poverty. This general hypothesis generated a number of more specific hypotheses
and questions to be examined with interview data. Only a very small part of all
these efforts, however, is reported here. The data used here bear mainly on two
variables—first-grade teacher and adult status. Pupils were asked to evaluate the
effectiveness of their former teachers, to grade them for effort, and to make unstruc.
tured comments about their overall performance. At the same time the interviewer
was requested to make observations and inquire about the social status of the
subjects.

We intended to study the social mobility of disadvantaged children by using
variables from the permanent record cards (and recalled by adults from their child-
hood) as predictors of adult status. Questions were designed to extract indicators
of adult status, to be combined for use as a single dependent variable. The achieve-
ment of relatively high adult status would in this sense become the operational
definition of upward social mobility. We therefore devised a number of questions
concerning occupational status and occupational history in order to obtain a list of
positions the subjects had held since entering the work world. Moreover, in order
to obtain other indicators of adult status, we asked questions about the type of
dwelling, amount of rent paid, the number of rooms, the state of repair, cleanli-
ness and orderliness, and the condition of the furnishings.

Occupational prestige became an important component of our analysis of
adult status. Our initial attempt to assign values to the subjects’ occupations
using the Blishen (1958) scale was ultimately unsuccessful. The range of occupa-
tions from such a uniformly low socioeconomic background was simply not broad
enough to be captured by that method. We also came to the conclusion that we
were really not interested in comparing our subjects to any external standard but
merely to get maximum discrimination among them. Thus, we decided to list
each subject’s occupation on two identical sets of small file cards; occupations
ranged from “professor of sociology in a junior college” to “unemployed, has never
Evorked." Next, two experts in job classification each sorted one set of the cards
into ranks, from highest to lowest occupational prestige. The judges worked inde-
pendently, arranging the subjects into ranks from one to fifteen. They were then
instructed to collapse the fifteen ranks into five ranks of any convenient size. After
this procedure was completed the two sets were compared. Of the sixty cases,
i“dxe'i were in agreement on forty-two; there were twelve cases in which subjects
were in different but adjacent categories and six where the differences were larger
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TABLE 5
Components of Adult Status and Their Values

Values Added to Arrive at Total Adult Status Score

Component 1 2 3 4 5 6 7
Highest Vil or Vil IX X X1 Xl or

grade lower higher

Rent $5650r $56-$79 $80-$89 $90-$99 $100-$119  $120-$134 $135 or
paid less more
Type flat multiple apart- house

of housing dwelling ment

Repair of poor fair good very good excellent

housing

Personal poor fair good very good excellent

appear-

ance

Occupa- low moderately moderate moderately high

tional low high

level

than one category in the hierarchy. Despite these measures, we decided arbitrarily
on the final ranking of the twelve cases in different but adjacent categories, and
for those with larger differences the in-between rank was assigned.*

Other variables thought to be related to adult status were included in the inter-
view schedule; thus, subjects were asked to indicate the age and grade when they
had left school. In addition, our interviewer was required to comment on the
personal appearance of the subject being interviewed. Recognizing the subjective
quality of these estimates, we took steps to assure greater objectivity. The inter-
viewer was first asked not only to evaluate the general appearance but also to note
such specific things as the style of dress, grooming habits, and body posture. Pre-
cautions were taken to make sure that the interviewer had none of the information
on the school record cards and was ignorant of the hypotheses about to be tested.

Table 5 illustrates the components of adult status and the values used to deter-
mine an adult-status score. Two examples will help explain how to read Table 5:
having completed grade twelve or higher contributed six points to one’s adult-
status score whereas having completed only eighth grade contributed two points.
The second-lowest occupational prestige rank—"‘moderately low” in the table—
made a contribution of two points.

No attempt was made to factor analyze these indices and weight them for the

4 The 70 percent level of agreement is a low estimate of interrater reliability because it considers
all failures in agreement as equal, even though the subjects may be in adjacent categories. We also
calculated the rank-order correlations of the judges’ ratings using their original fifteen-category
classifications, The Spearman rho, corrected for ties, was cqual to 82 (see Siegel, 1966, for
discussion).
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development of an adult-status scale because such sophisticated treatment of rela-
tively crude data might create more confidence in the results than could be justi-
fied by the original accuracy of the component data. The intercorrelations among
these six component variables used summatively to create the variable adule status
range between .50 and 80. To arrive at adult-status rankings, each subject’s scores
were summed along the six indicator variables. This aggregation was predicated
on the assumption that the more indicators considered in deriving adult-status
rankings, the less likely it would be that some atypical scores o one of the variables
would result in an inappropriate rank for an individual. The resulting total index
had a possible range from six to thirty-two points and was cut into nine approxi-
mately equally spaced ordinal ranks for the adult-status score.

‘T'he distribution of adult status is presented in Table 6. In some of the analyses
presented later, the adult-status ranks were further collapsed to produce only three
ranks with twenty-two subjects in the high category, twenty subjects in the middle
category, and seventeen subjects in the low category. Scale 1, with nine categories, is
presented in the left section of Table 6; Scale 2, a three-category scale, is presented

on the right.

Findings from the Second Stage of the Study

The data obtained from interviews were added to information already available
in the permanent vecord cards, and the overall analysis was conducted along three
different lines of inquiry. At first, simple contingency tables were developed to
show the relationships between variables (sometimes for subclasses of subjects)
and significance was determined by the application of the chi-square test. Follow-
ing that, analysis of variance and the F-test for significance were used to compare
means.

At the outset of this article, we reported that certain trends in educational re-
search and unanticipated results deflected our interests and changed our focus

TABLE 6
Distribution of Subjects on Adult-Status Scales
Number of Number of
Level Scale 1 Cases Scale 2 Cases
Highest 9 ) 'm;;—### N
8 6 3 22
7 10
) 6 5
Medium 5 7 2 20
4 8
3 6
2 6 1 17
Lowest 1 5
1
otal 59 59
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during the study. The result of a simple cross-sectional analysis of the variables
“first-grade teacher” and “adult status” precipitated such a change in focus. If we
had known that the emphasis of our study would shift from 1Q change to the effect
of first-grade teacher, our sample design for the interviews would have been differ-
ent. We would have included equal numbers of Miss A’s former pupils and of the
former pupils of other first.grade teachers, all selected at random. Because it was
100 late to start over, we decided to continue, knowing that we now had a less-than-
appropriate sample. In describing the results of this stage of our work, we shall,
with one exception, present a chronological narrative because we believe that the
process we are analyzing is developmental—one in which the sequence of events
helps to determine the ultimate outcome.

Before we begin, however, the one exception commands our immediate atten-
tion: the remarkable relationship we observed when we cross-tabulated adult status
with first-grade teacher and performed an analysis of variance (Table 7A).

Analysis of Table 7A shows a marked difference between the adult status of the
individuals we interviewed who as children had been assigned to Miss A and those
who had been assigned to Miss B, Miss C, and other teachers. There was remarkably
little difference between the mean adult status of those assigned to Miss B, Miss G,
and Others; and, indeed, these differences are clearly not significant. For greater
simplicity of presentation, we have not shown the patterns by gender because we
found this variable did not affect adult status. Miss A’s pupils, boys and girls, did
well; by comparison, pupils of other teachers, regardless of gender, did poorly.

We have combined in Table 7B the pupils of Miss B, Miss C, and Others into a
single category called “Others” to simplify the table and to minimize problems of
analysis arising from small numbers in cells of contingency tables. Table 7B shows
that Miss A’s superiority as a teacher, inferred from her reputation, to be described
later, seems to have some relationship to the subsequent performance of her pupils.
For example, two-thirds of her pupils achieved the highest adult status, compared
to less than half that proportion for the former pupils of the other first-grade teach-
ers. None of Miss A’s pupils was in the lowest status category, but more than a
third of other respondents had this unhappy experience.

TABLE 7A
Adult Status, by F irst-Grade Teacher

First-Grade Teacher

Adulit Status Miss A Miss B Miss C Others
High 64% 31% 10% 39%
Medium 36% 38% 45% 22%
Low 0% 3% 45% 39%
Total 100% 100% 100% 100%
(n) (14) (16) {11) (18)

Mean adult status 70 4.8 4.3 46

F =3.49; df =3,52; p < .02; N = 59.
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TABLE 7B
Adult Status, by First-Grade Teacher

First-Grade Teacher

Adult Status Miss A All Others
High 64% 29%
Medium 36% 33%
Low % 38%
Total 100% 100%
{n) (14} (45)

Mean adult status 7.0 4.6

£-12.03; df =1,57; p < .001; N =59

These findings are so dramatic that one might suspect the results are spurious.
Indeed, colleagues challenged the results and proposed alternative explanations.
These challenges were, by and large, concerned with two questions. First, were
there any factors operating prior to schooling that could influence the school career
and adult status of the subjects? In other words, did Miss A receive from the very
beginning pupils of higher quality than did other teachers? Second, could we dem-
onstrate how first-grade teachers actually influenced their pupils’ later achieve-
ments? Was there a process of influence that we could identify and describe?

Rist, responding to an earlier version of our paper, suggested that the results
might be spurious on the grounds that Miss A had perhaps received more than her
fair share of children from relatively good social backgrounds. On the face of it
this possibility seemed unlikely: the school attempted to assign children equally
to all teachers; no objective screening devices such as [Q tests were employed for
the assignment of children to any teacher on the basis of ability; and the fourteen
former pupils of Miss A in our saniple did not come from a single cohort but from
classes that spanned an eleven-year period.

We felt, however, that Rist might have a point. Referring to the permanent
record cards and the interview schedules’ for background information such as
father’s occupation® and completeness of the family, we noted some differences sug-

8 l'! should be noted that the information given in the interviews generally agreed with the infor-
fnalmn on the permanent record cards. This gives us some confidence in the memory of the adults
m(vn\ iewed, as well as in the accuracy of the information on the permanent record cards.

6'Ihe. occupation of the father was indicated both on the permanent record card and in reply to
a question in the interview of adult subjects. Occupations from these sources were compared for
cach father (N := 48) and were vanked separately by each co-author, after consultation with an ex-
gl‘" from the personnel office of a large corporation. Two scales were thus constructed—a four-
d:g::z :zal::: -llnldl five-degree scale. The combined scores from both scales were 1‘0(!11ccd toa six-
tion in‘lhc c.mlu llllmnu_ of the father ;}nd the occupatu.)u O.f lhc. mol'hcr were taken ml'u.cons-ldt?ra-
tions could m-. :1';1 \.L‘l‘.mge of occupations and economic situations is rather narrow. Still, distinc-

de as shown below:
Rauk

Occupations
6

+ FINUTU et . .
Porter or waiter on railways, coremaker, blacksmith, plumber, carman.
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TABLE 8
Relationship of Miss A to Adult Status, with Effect of Background Variables Removed

Cumulative Standardized

Variance Regression Incremental

Variables in the Equation Explained (R?) Coefficient (B) F
Number of children 139 -0.33 7.5"
Father’s occupational status 220 0.23 3.1
Family ever on welfare 228 oM 0.7.
Miss A . 331 0.34 8.3

*p < 01

gesting that Miss A had been slightly favored. For example, father’s occupational
status was positively correlated with being in Miss A’s class (r = .20) and positively
correlated to adult status (r=-29). Being from large families was negatively related-
to adult status (" = —.87),and Miss A had slightly less than her share of children
from large families (r=—19).

To unravel these differences, we performed a modified stepwise-multiple-regres-
sion analysis relating father’s occupational status, welfare status, number of chil-
dren in the family, and membership in Miss A's class to adult status as the depen-
dent variable. We directed the computer program to enter Miss A as the last
variable, so that we could calculate the increment 1O explained variance solely
attributable to her.

Table 8, which presents the results of this regression analysis, shows that the
background variables explained nearly 23 percent of the variance in adult status.
Miss A added 10 percent of explained variation, which is significant at the .01
level (see Cohen, 1968). This test provided a consefvative estimate of Miss A’s effect,
and finding a high level of significance with a small sample size gave strong Sup-

ort to the likelihood that she had influence on adult status over and above the
effects of background variables, We could not completely eliminate the possibility
of spuriousness, because we could not control all possible background variables.
However, the background variables we were able to control are powerful ones;

therefore, the probability that the relationship of Miss A to adult status was spur-
5 Salesman, typesetter, postal clerk, clerk, dairy foreman, taxi driver.
4 Checker, milliner, commercial artist, carpenter.
3 Mechanic, cook, truck driver, laborer.
2 Laborer, cleaner, janitor, truck driver, construction worker, butcher, ma-

chine operator, painter-laborer.

1 Father chronically i}, unemployed, absent, or on welfare; mother dish-
washer, houseworker, switchboard operator, laborer, waitress, on welfare.

{n arriving at these ranks, consideration was given to whether or not the laborer, for example, was
a long-term employee of 2 company that had enrolled him in a pension plan, or whether he simply

drifted from job to job as a laborer without any chance of accumulating fringe-beneﬁts or job
security.
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ious is greatly reduced. OQur task now is to explain how her apparent influence was
actually achieved and to suggest, if possible, the process by which the assumed pat-
tern of Miss A's positive expectations became a sclf-fulfilling prophecy.

First, however, we should discuss Miss A. Since she was at the late stages of a
terminal illness when we began the interviews, we could not observe her in the
(lassroom or ask her to explain her effects on children. We can offer a description of
Miss A’s remarkable reputation as a teacher. Not only did Miss A have a good repu-
ration as a teacher in Ray School, but she was still remembered by the individuals
we interviewed about a quarter of a century after they had been her students. Dur-
ing the interviews, the subjects were encouraged to recall and evaluate each of their
clementary-school teachers. These former students were instructed to use the same
scheme that had been applied to them when they were in school; hence, respondents
graded their old teachers E, VG, G, F, or U (excellent, very good, good, fair, or un-
satisfactory) for achievement, and A, B, C, or D for effort. Many of the subjects
could not remember the names of their teachers, and sometimes their memories
were actually wrong, as we discovered when comparing their recollections with
information on the permanent record cards. Despite the general difficulty of re-
membering every teacher, not a single subject who had been in Miss A's class
failed to recall that fact correctly. Of those who had not been Miss A’s pupils in
first grade, 31 percent had no recollection of who their teacher had been, fewer
than half identified their first-grade teacher correctly, and four subjects incorrectly
named Miss A as their teacher. Memory seems (o have been influenced by wishful
thinking!

There are other indications of Miss A’s reputation as a good teacher. Of those
who had heen members of Miss A’s classes, more than three-quarters rated her very
good or excellent as a teacher, whereas of those assigned to other first-grade teach-
ers, fewer than one-third described them as very good or excellent. The grades for
effort are similar: 71 percent of the former pupils of Miss A rated her effort A,
whereas only 25 percent of the pupils who had been in the classes of other first-
grade teachers rated them Al

Reputations of teachers do not in themselves account for the performance of
their pupils, but it is worth noting that after hearing an informal presentation of
one of our interim reports, Robert Collins, a staff writer of Reader’s Digest, became
interested in Miss A as a topic for an article. We gave him leads on former pupils
and colleagues of Miss A, and he conducted a number of interviews, not only with
former pupils but also with teachers and principals who had worked with her. The
article corroborated our findings concerning Miss A’s reputation. Collins (1976)
reported that Miss A had taught for thirty-four years in Ray School and that “she
kept control by sheer force of personality and her obvious affection for the chil-
dren, never needing to lose her temper or resort to physical restraint” (p. 144).

It was said of Miss A's teaching that “it did not matter what background
or abilities the beginning pupil had: there was no way that the pupil was not go-
ing 1o read by the end of grade one” (p. 144). One informant reported that Miss
:le[l her pupils with a “profound impression of the importance of schooling, and

ow one should stick to it” and that “she gave extra hours to the children who
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were slow jearners” (P- 144). When children forgot their lunches, she would give
them some of her own, and she invariably stayed after hours to help children. Not
only did her pupils remember her. but she apparemly could remember each for-
mer pupil by name even after an interval of twenty years. She adjusted 10 new
math and reading methods, but her secret for success Was summarized by a former
colleague this way: “How Jid she teach? With a lot of lovel” (P 144). One woul
add, with alot of confidence in children and hard work.

Academic Achievement ,

1f it can be shown that, on the averageé Miss A’ pupils reached higher levels of
academic achievement than children who were p\aced with other teachers, W€
would have the beginnings of an exp\anation for their subsequent higher socio-
economic achjevement as adults. Since teachers evaluated the achievement O

upils in each subject, recorded the grades on the pupils’ permanent record cards,
and then averaged all the academic grades into a mark called «General Standing”
we used this average as an indicator of Miss A's effectiveness as @ teacher. Be-
cause analyses of these data showed that achievement in virtually every elemen-
tary-school subject that has any academic content 18 highly correlated with achieve
ment in reading (as W€ noted in our earlier analysis of 1Q change and academic
achievement), this average of all school subjects signiﬁed, in large parts the ability
1o read. Not only was this true N first grade put it also held for subjects such as
geography and history in the higher grades. These high correlations with reading
undoubtedly resulted in large measure from the traditional method of teaching

TABLE9
Achievement in First Grade, by First-Grade Teacher?

Achievement in First Grade Miss A Others
High 64% 28%
Medium 29% 44%
Low 7% 28%
Total 100% 100%
P (14) {39)
Mean achievementc 6.5 49

F =628 df =151 P < 02;

/_,/
ap similar pattern occurs for Grade | Reading. Miss A's pupils appear 10 h des thafy,
those of others; however, the difference is not statistically significant at the .05 tevel (F = 3.79,df=
151,p < 057}

bThere weré gix missing cases for first-grade genera\ standing.

¢ The means presented in this and following 1ables were ca\cu\ated on the following pasis: any pupil
with excellent was scored 9; very good plus, g;very good, 7; good plus, 6: good, 5; fair plus, 4, fair, 3;
fair mMinus, 2: and unsatisfactory. 1. High achievement inctudes excellent and very good. Low achieve-
ment includes fair and unsatisfactory: Medium achievement includes good plus, good, fair plus.

N =53
ave higher gré
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TABLE 10
Pupils’ Second-Grade Achievement, by First-Grade Teacher

First-Grade Teacher

Achievement in Second Grade Miss A Others
High 64% 28%
Medium 29% 36%
Low 7% 36%
Total 100% 100%
(n) (14) (39)

Mean achievement 6.5 4.9

- ——

F - 6.54; dgf 1,51, p < 01; N=53

«content” subjects by assigning readings in textbooks and requiring oral or written
responses Lo questions following such assignments.

Table 9 shows the percentage of high, medium, and low achievement scores and
presents the mean achievement for Miss A’s children compared to other teachers’
pupils. The figures in Table 9 clearly indicate that Miss A’s pupils achieved sub-
stantially higher grades at the end of the year than did pupils of other first-grade
teachers. But this observation raises a serious question. Could these results simply
indicate that Miss A was an “easy marker” compared to the other teachers? If so,
the difference would not be meaningtul, since it would result simply trom a
different standard of grading. One way to answer this question is to see what sub-
sequent teachers thought about the performance of Miss A’s pupils.

Table 10 is identical to Table 9 except that the achievement marks are those
entered on the permanent record cards a year later by the second-grade teachers.
Thus, we can compare the subsequent achievement level of Miss A’s pupils to that
of the pupils of other teachers without the possible bias that may be influencing
the figures in Table 9. Each second-grade teacher would have received her fair
share of children from Miss A's class and from the classes of other first-grade
teachers. Table 10 gives the same impression as Table 9. Since the marks of Miss
A's pupils were essentially the same in the second grade, we conclude that the
apparently higher achievement ot her pupils as shown in Table 9 could not have
resulted from her being an casy marker. Based on an analysis of variance, these
differences in achievement were found to be statistically significant (p < .02 for
Table9, p < .01 for Table 10).

"l:here still is room for skepticism: one may ask how long these differences in
achievement persisted, and whether they were sufficiently enduring to explain the
longterm cffeet on adult status suggested in Table 7A. The permanent record
cards enabled us to analyze differences in mean achievement throughout the school
C.aret‘?r of children who were in Miss A’s class and of other children. The figures
:;:gni';::::’l (],:]Sl.m“:.tlmt l’hc (liﬂ'ercnces in. mean achievement between Miss A’s chil-
e \hh(l(r teachers pu.plls were xl\;llx}tglllccl throughout the clemcntary-sc.hool

- sugh the magnitude of the ditferences changed, there was not a single
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TABLE 11
Mean Achievement in Each Year of Elementary School, by First-Grade Teacher

First-Grade Teacher
Others

Mean Ach jevement AMiss A

Grade | 6.5 4.9
Grade ! 6.5 4.9
Grade 11 ] 59 5.1
Grade V 55 4.8
Grade V 5.7 46
Grade V1 5.0 4.2
Grade V1 a1

year in which the mean scores of Miss A’s children wereé ot higher than those of
others. This result suggests that a good peginning in school will indeed have bene-
ficial effects throughout one’s schooling:
The reader will recall that our basic hypothesis dealt with the jmportance of a
positive self-image. 1f children aré lucky enough to have a first-grade teacher
who has high expectations for their achievement, they will be more likely to de-
velop positive academic self-concepts and to be moreé successful in school. Unfor-
tunately, as Wé noted earlier, W€ had no way of measuring directly what the self-
concept of 2 child was thirty years ago; however, some plausible ways of ob-
taining indirect indicators of self-concept wereé available. For one thing, children
who have positive self-concepts in school would probably work harder than those
who have negative feelings about (heir academic potemial. The resulting expendi-
ture of effort should produce achievement close to 2 pupil’s maximum potemial,
and high achievement should, in turm, enhance the self-concept. Wwe thought it
reasonable, then, to us€ effort as a proxy measufe for self-concepts since a more
direct measure was not available.

Teachers reported to parents several times 3 year on 2 pupil’s level of effort
and summarized these grades on the permanent record cards. These marks for
industry enabled us t0 compare the level of effort for Miss A’s children with that

TABLE 12
Mean Effort in Each vear of E lementary School, by First-Grade Teacher
First-Grade Teacher 3

Mean Effort Miss A Others |
Grade | 7.1 53
Grade 1} 7.3 6.2 1%
Grade ! 7.0 5.8 '
Grade \V 74 62 4§
Grade V 6.7 68
G 6.8 6.2 1

rade V!

Grade Vi 70 8.2 3
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TABLE 13
Mean Leadership and [nitiative in Each Year of Elementary School,
by First-Grade Teacher

First-Grade Teacher

Mean Leadership and Initiative Miss A Others
Grade | 5.4 4.5
Grade 11 6.3 5.3
Grade 111 6.5 5.1
Grade |V . 6.8 5.1
Grade V 6.2 5.7
Grade VI 6.5 58
Grade VII 6.9 5.9

of others. Inspection of Table 12 shows that in every year pupils originally as-
signed to Miss A had higher mean levels of effort than other pupils; this may in-
dicate a more positive self-concept. The permanent record cards contain other
proxy measures for self-concept; for example, teachers also recorded estimates
of leadership and initiative. Table 13 shows that the pattern for leadership and
initiative resembled the pattern for effort. Although the magnitudes of differ-
ences varied, teachers’ estimates of leadership and initiative for Miss A’s pupils
were higher on the average in every year than their estimates for pupils of other
teachers.

It is worth considering the possibility that Miss A’s reputation might have had
some impact on the marks given by the second-grade teachers, insofar as they
would tend to be aware of which children had been with Miss A, and which had
come from other classes. If, for example, second-grade teachers were very impressed
with Miss A, they may well have expected her children to show more leadership
and initiative, and they may have selectively perceived these qualities. By the time
the children had reached the third grade, however, teachers were not so likely to
have known which child had begun with Miss A and which had been assigned to
other teachers. Nevertheless, Table 13 suggests that third-grade teachers saw sub-
stantial differences between Miss A's former pupils and those of other teachers—
even greater differences than those noted by second-grade teachers. We believe these
data support the idea that the development of a positive self-concept in the early
1 years will tend to perpetuate itself in subsequent levels of achievement,
ership, and initiative.?
2 e permanent record cards provided other opportunities to look at self-con-
% indicators, but this information is a little more difficult to interpret. Although
clear that leadership, initiative, and effort are relatively positive, teachers’
ons of reliability and cooperation could have indicated submissiveness,

,lllve not discussed the statistical significance of any of the findings in Tables 11, 12, or 13,
g to the binomial theorem (Slcgel 1956) the chance of seven plus-minus events having
tion seven times in a row is .008. The effect observed repeatedly seems a real one.
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or compliance; thus, these factors could be indicative of negative as well as posi-
tive self-concept.

Table 14 presents specific data on reliability and cooperation. Unlike the pre-
vious four variables, reliability and cooperation did not show consistent pat-
terns over a child’s elementary-school career. Miss A’s pupils appeared to have been
high on this characteristic in her own estimation, but the difference virtually disap-
peared in the last three years of elementary school. Miss A’s pupils may still have
worked harder, taken more initiative, and achieved higher grades, but they were
no more likely to have been “good little boys and girls” than children who were
originally assigned to other first-grade classes. Perhaps more than children who
are self-assured, children who have little confidence in their abilities may cooper-
ate with their teachers under any circumstance. But, because the pattern of data
in Table 14 is not statistically significant, these inferences are completely specula-
tive.

A perennial problem in dealing with data resulting from teacher estimates is
the possibility of a “halo effect,” such that once teachers decide who are the ““good
pupils,” the tendency may simply be to give them high marks in all personal char-
acteristics. If this is indeed what occurred, then the meaning of the relationships
reported in this section may be equally hard to interpret. However, out confidence
in the quality of the data being analyzed is increased by the fact that personal
characteristics that seem less clearly related to positive self-concept were also less
likely to follow exposure to Miss A than variables that do seem closely related to
positive self-concept. The different results in Table 14 as compared to those in the
preceding three tables suggest that teachers were honestly attempting to make
careful discriminations and were not simply entering a string of identical grades
for all personal characteristics on each child’s permanent record card.

Beyond Elementary School

Although we had many data for our subjects between the ages of approximately
five to thirteen, an interesting question is what happened between thirteen and
the time we interviewed them in their early thirties. It would have been particu-

TABLE 14
Mean Reliability and Cooperation in Each Year of Elementary School,
by First-Grade Teacher

e

First-Grade Teacher

Others

Mean Reliability and Cooperation Miss A

Grade ! 6.8 5.2
Grade 1! 6.9 6.0
Grade 1| 7.2 5.9
Grade IV 6.6 6.3
Grade V 7.3 7.5
Grade V! 6.9 70

Grade V! 7.0 6.9
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compared to 42 percent for the pupils of other teachers). This result is intriguing
in view of the evidence that length of schooling correlates highly with adult
status (r = .50). The trends are in a direction that supports our general hypothe-
sis, but the relationship reported here is not statistically significant,

In retrospect we have learned that our interview schedule was especially weak
in certain respects: merely asking for length of schooling was not as usefy] as we
had thought originally, because school performance depended on which stream—
college preparatory or vocational—pupils were tracked in, as well as the length of
time they persisted. Because of this law, we are unable to draw conclusions con-
cerning the effect of Miss A on length of schooling as a means of influencing adule

hypothesis that a good first-grade teacher can provide children such a major head
start, that the effects, in terms of both academic self-concept and achievement
will continue to be felt in later life, Although an attempt was made to analyze the
possibility that this relationship was spurious, the observed relationships persisted.

The Third and Final Stage of the Analysis

Up to this point, the pattern of data is still somewhat fragmented. Although the
findings from the prior analyses supported our general hypothesis concerning the
teacher as significant other, the S€parate parts have yet to be brought together
into a single, comprehensive analysis. It now seems appropriate to offer one co.
herent model. This, then, is the aim of our third stage of analysis, which attempts

(.il'sadvantages that accompany this technique. The first major disadvantage
18 that readers unfamiliar with the technique sometimes incorrectly attribute a
Quasi-mystica] causality to the observed relationships. One should be aware, there-
fore, l!\at we do not consider the estimation of a path coefficient as a causal state-
mem_ ' and of itself; in fact, the estimation procedure is based on multiple re.
Bression and is no more or less valid than any other regression analysis. Causality is
a COmplex'methodological and philosophical topic that is certainly beyond the
sﬂcl:ﬁa(t)il( );hlf GC(‘)‘r‘t. Even in the physical science.s wh.ere highly cqntrolled ex[.)er.i-
Clearly ene ;S ];O:»?lhle, th.e 2lsse§smer.lt of causation is problematic, and yet it is
charagie, offot mi t’hal? in socxal-scnen?ce research, I\{onethe.less, the longitudinal
over Cmss-sec:iur '< "F" gives us a (!eﬁmte ad'vant&?ge In making causal sta!tem.ents

Trectional research done in the social sciences, where causal attributions
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are also sought. In evaluating the results of our research, we urge readers to keep
in view all those characteristics habitually used in determining causality: the size
of the sample, the generalizability of the research setting, the possibility of corre-
lated but unmeasured antecedent variables, the possibility of reciprocal causation,
the methodological biases producing artifactually high correlations, and so on.

Another problem with path analysis is the number of statistical and metho-
dologic assumptions required. These assumptions include all of those used for
multiple regression and the general linear model; a high level of reliability of
measurement; ‘“‘undebatable” causal order; and the inclusion of all important
i variables in the system. The assumptions required for multiple regression are
typically robust, and we have not violated them severely. The fact that some of
our variables are dichotomous or ordinal in nature is not problematic (Boyle,
1970; Cohen, 1968; Labovitz, 1970). All of the variables have been measured with
an acceptable degree of reliability, and we never depart from our undebatable
causal ordering. Although it is difficult to prove that we have included all impor-
tant variables in the system, it is clear, nonetheless, that we have included the ma-
jor variables, in a fashion comparable to other path analyses.

With these caveats and explanations behind us, we can now exploit the sev-
eral advantages of path analysis. To begin, we may use this technique to link to-
gether the previously disparate analyses into one longitudinal model of a process
of intergenerational mobility—an extension suggested by the well-known Blau-
Duncan (1967) model. Other extensions of this model of intergenerational mo-
bility have included the examination of such social-psychological variables as am.
bition and mental ability, as well as the effects of high school and college. None
of these extensions, however, has focused on the elementary school. Thus, path
analysis achieves our primary goal of building a single model spanning the genera-
tion upon which our research was conducted. The ability of path analysis to link
longitudinally an entire process is another asset of the procedure. Finally, it al-
lows one to multiply adjacent paths and calculate mediated effects, in order to iso-
late the mechanism through which Miss A’s influence was felt. In addition,
the size of all the standardized partial regression coefficients in different parts of
the model are directly comparable. This is critically important in evaluating the
magnitude of Miss A’s effects.

Before continuing, specific differences between this research and other models
of intergenerational mobility must be noted. Among other things, the adult-
status score reported here is not comparable to other occupational-prestige scomes.
It is a reliable measure of status, but it is more global (including personal ap-
pearance, for example) and more sensitive to social influence such as might be
exercised by a first-grade teacher. As a consequence, the variance and sensitivity
of adult status are maximized within a narrow socioeconomic range. In construct-
ing the variable “Miss A,” we have deliberately contrasted a superior teacher with
ordinary teachers. The research setting, therefore, is by no means typical. It
should be readily apparent that our data cover only a narrow range of socioeco-
nomic status and make use of a maximally powerful teacher variable and a very
sensitive dependent variable.

26




First-Grade Tcachers
PEDERSEN AND FAUGHER

In constructing our path analysis, we have chosen the model that most succinctly
expresses in logical fashion the complex relationships involved. Although our
model does not represent the most powerful explanation for intergenerational
mobility, it does exploit the data for all their informative value and minimizes
any weaknesses in them. _

The three exogenous variables shown in Figure 1 are identified as the father's
occupational status, the number of children in the family, and the first.grade
teacher. Of these three variables, the first two were chosen because both have
becn shown to influence subsequent achievement more strongly than any other
hackground variables, and, therefore, as control variables, they provide the most
conservative test of Miss A's influence on adult status. As with previous analyses,
the variable “first-grade teacher” was coded in dichotomous form, with respon-
dents in Miss A’s class receiving a score of 2 and others a score of 1.

In the center of the diagram, the elementary-school process is represented by
two kinds of endogenous variables—general standing and personal character-
istics. These variables represent a selection from the complex year-by-year data
available to us. Each is a summary index made up from a set of related varia-
bles that correlated highly within each set but not so highly across individual sets.
General standing is an aggregate measure of achievement in all the individual
academic school subjects averaged over an entire year; second grade was chosen
hecause it is the earliest measure independent of the effect of Miss A; seventh
grade was chosen because it is the final stage of the elementary-school process,
most distant from the effect of Miss A, and closest to adult status,

The personal-characteristics variable is formed from marks for effort, coopera-

FIGURE 1

Path Analysis Representing Dependence of Adult Status on Elementary-School and
Background Factors
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tion, reliability, leadership, and initiative summed over the years from the third
to the sixth grade. Choosing these years between second and seventh grade allowed
us to study the interactive relationship between general standing and personal
characteristics. The validity of the personal-characteristics variable was strength-
ened by summing the marks in these areas over four years. In contrast to the
general-standing grades, which depend on relatively objective test results, the
personal-characteristics variables were simply the teachers’ estimates, and these
could vary markedly from year to year due to differences in a teacher’s perception
of a given child or of children in general. Hence, personal characteristics correlate
highly within any particular year but not as highly from one year to another,
the range spanning from .91 to .48. In contrast, the measures of academic
achievement were more stable from year to year, ranging from .62 to .70. Sum-
ming personal-characteristics grades over four years reduced the distorting effect
of any idiosyncratic teacher estimate; such a precaution, however, was not neces-
sary in analyzing academic achievement.

Adult status, the main dependent variable in this study, is a summative index
of six variables described earlier: type of house, rent paid, educational attain-
ment, occupational prestige, appearance of house, and personal appearance of
the respondent. The individual correlations between each of these six component
variables and adult status range from .50 to .80. An attempt has been made to
obtain these variables from independent sources, so as not to create any artificial
intercorrelations among variables resulting from same-observer bias. As a conse-
quence, data on a father’s occupational status, the number of children in the fam-
ily, and the first-grade teacher are objective facts obtained from the permanent
record cards and corroborated by subjects during the interviews. General stand-
ing in second grade has been measured by the reports of achievement from sec-
ond-grade teachers; personal characteristics from third to sixth grade were esti-
mated by four different teachers for each child; and, finally, general standing
in seventh grade was measured by the seventh-grade teacher. Thus, because chil-
dren were sent to different teachers in each subsequent year, we gained the bene-
fits not only of longitudinal data but also of data from independent sources as
well. The causal ordering of variables in Figure 1 is based on strict temporal se-
quence of occurrence.

The estimation of the model is based on standard techniques of path analysis
(Durican, 1966). Unanalyzed relationships between exogenous variables are sim-
ple correlations. The path coefficients in Figure 1 are standardized partial regres-
sion coefficients and represent a measure of effect in standard-deviation units. As
may be seen, having Miss A as a first-.grade teacher noticeably improves academic

performance in the next year. The eftect, .30, is statistically significant (p <.05)"

and stronger than the effect either of father’s occupational status (.12) or of the
number of children in the family (—.12). Miss A apparently also has influenced
personal characteristics, and Figure 1 suggests that this took place very largely
through her impact on subsequent academic performance.

Academic performance in the second grade further appears to have had a pow-
erful influence on personal characteristics in the third to the sixth grade (.56).
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The indirect effect of Miss A is .17 (.30 x .56); the direct effect of Miss A on per-
sonal characteristics in these years, however, appears to be very small (.02). Aca-
demic standing in the seventh grade is the last and strongest measure of elemen-
tary-school attainment. This score is influenced not only by academic grades ob-
tained five years earlier (.35) but by personal characteristics in the previous four
years (.39). Miss A's influence is constrained to act through these two school vari-
ables, but nevertheless, it is still fairly potent: through second-grade performance
her effect is .10 (.30 X .35); through personal characteristics her effect is .06
(:30 X .56 X .39); and the total effect of Miss A on seventh-grade academic per-
formance is .16.

All of these variables contribute to adult status. Background factors appear to
have moderate effects in the predicted direction: father’s occupational status has
an cffect of .11 and size of family a negative effect of —.27. The personal-character-
istics variable seems to have a negligible effect, .05, on adult status. Academic stand-
ing has a2 moderate effect of .30, and Miss A has a direct effect of .32. Overall, the
direct effect of Miss A is the strongest influence on adult status, and it is statisti-
cally significant at the .01 level. Thirty-eight percent of the variance in adult sta-
tus is explained by this model.

Summary and Conclusions

This study has focused on the relationship between school experiences and suc-
cess in adult life. The findings display a positive correlation between one first-
grade teacher and the adult success of children from a disadvantaged urban
neighborhood. Most importantly, the findings suggest that an effective first-grade
teacher can influence social mobility. We have described the process through
which a good teacher shapes both the academic self-concept and achievement of
the pupil so that an initial foundation yields cumulative benefits in later stages
of life. The analysis was strengthened by the use of longitudinal data and indepen-
dent measurements and estimates of the characteristics and achievements of one
group of children,

The findings of this research are at variance with the conclusions of Coleman,
Campbell, Hobson, McPartland, Mood, Weinfeld and York (1966) and Jencks.
Smith, Acland, Bane, Cohen, Gintis, Heyns, and Michelson (1972), who are
pessimistic about the effects of schooling on later adult status. As far as we can
ascertain, Jencks and his colleagues dealt largely with this material cross-section-
ally—incorporating several sources and aggregate data on different individuals.
Although they have not analyzed teacher influence on the later achievement of
pupils, they state:

There is no evidence that building a school playground, for example, will affect
the students’ chances of learning to read, getting into college, or making $50,000
avear when they are 50. Building a playground may, however, have a considerable
cffeet on the students’ chances of having a good time during recess when they are 8.
The same thing is probably also true of small classes, competent teachers, and a
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dozen other things that distinguish adequately from inadequately financed schools.
(p- 29)

These findings have been criticized by Luecke and McGinn (1975), who claim
that the application of regression-analysis techniques to cross-sectional data pro-
duces misleading results. By drawing attention to their oversights, we are not '
attempting to belittle the contributions of these researchers but, rather, we are
making a plea that an important element of social life such as education should
be studied with a broad range of hypotheses and methodologies.

We share many points of agreement with Coleman and Jencks. Like them,
we recognize, and our path analysis reveals, the importance of family character-
istics for adult status. Our differences with them arise from two factors: first, the
particular nature of our data, which focuses on relationships not available in
other analyses of the impact of schooling; second, our subjects are drawn from a
very marrow socioeconomic range, and thus the relative impact of the teacher is
more obvious than it would have been in a study with a sample from a broader
socioeconomic range. We do not dispute the fact that, regardless of teacher qual-
ity, children from privileged background are more likely to achieve high adult
status than children from disadvantaged backgrounds. But our research does
show that the teacher can make a difference, not only to pupils’ lives in schools but
to their future as well.

Our conclusions must be viewed with caution. We have already explained the
shortcomings in the size of our sample and the limits on the generalizability of
our research setting. We have presented evidence that further work on the rela-
tionship between teacher effect and adult status is necessary. In the meantime,
teachers currently at work should not accept too readily the frequent assertion
that their efforts make no long-term difference to the future success of their
pupils. While we must not return to the unreasonably inflated expectations for
public education of the last decade, we must also not dismiss the likelihood that
teachers’ best efforts may have positive long-range results. To do less may destroy
teachers’ morale and minimize their importance, as significant others, to their
pupils.
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