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Assessment Component 1 
[bookmark: _ubfx5fyekv9m]Critically discuss whether prejudice and discrimination, in the form of teacher expectations of learners, are of urgent concern in contemporary education environments in the UK. 
[bookmark: _rehweky5gfb0]
[bookmark: _uk22n5aefq8q]Education in Wales is undergoing transformational reform. The new Curriculum for Wales and the National Approach to Professional Learning are just two elements of such an ambitious change to contemporary education in Wales. The success of the development of these inevitably relies upon the quality of the education workforce and its ability to prepare for, understand and enact such change. In the recently published Education in Wales: Our National Mission (Department for Education and Skills, 2020) Kirsty Williams highlights “we have set new ambitions and expectations of all learners and teachers” (p.4). Such new ambition and expectations require trust and empowerment of teachers as crucially “an empowered teacher is pre-eminently able to develop learners’ potential optimally” (Carl, 2009, p. 1). 
[bookmark: _2dt5en3tuy35]
[bookmark: _ra5s198wsefk]The new Curriculum for Wales provides a framework to support schools to design their own curriculum and assessment arrangements. Encouraging teachers to develop an integrated approach to learning where assessment and learner progression is at the heart of curriculum design. For this to be a reality there is a necessity for teachers to take ownership of the challenge ahead as “an essential act of our profession is the crafting of curriculum and learning experiences” (Wiggins and McTighe, 2005, p. 13). It could be argued that putting such faith in the teaching profession to be equipped to drive such change requires an understanding of the expectations that teachers have of their learners. This is of urgent concern as the new curriculum identifies key changes to assessment practices for teachers.
[bookmark: _whqtgjk8yvff]
[bookmark: _i5nosfbkc67r]The key changes recognise that assessment is intrinsic to the design of school level curriculum. The purpose of assessment is to ensure each learner makes progress from their starting point. This requires an understanding of previous learning, the appropriate challenge and support needed and an identification of each learner as an individual. For the assessment processes to be articulated there is a need for a partnership between all those involved with a learner, including the learner themselves. Teachers specifically will need to recognise and pay due attention to individual learning needs and develop a holistic view of each child. This could be viewed as a stark contrast to the previous assessment climate based upon heavily defined metrics for assessing children, formalised one-off tests, teaching to the test and the lack of deeper learning and acquisition of transferable knowledge (Campbell, 2015). However, the proposed changes to a teacher-based assessment of learners with a reliance on less quantifiable data to an encouragement of the use of more qualitative measures could be seen to raise urgent concerns. 
[bookmark: _ajyk9gchot51]
[bookmark: _7t2le8nz64fp]Such concerns focus on the nature of teacher expectations. Teacher expectations can be defined as “inferences that teachers make about the future behaviour or academic achievement of their students, based on what they know about these students now” (Good, 1987, p. 32). More recently Timmermans, de Boer and van der Werf (2016) found “that teacher expectations not only depend on student background characteristics, but also on teachers’ perception of student attributes such as working habits, popularity, self-confidence, student-teacher relationships, and classroom behaviour” (p. 220). On face value it can be accepted that teachers make inferences about learners constantly. This is a natural part of their job and an outcome of processing and understanding learner behaviours. However, it must be recognised that as human beings, teachers will be influenced by bias and stereotypes and acknowledging the role of teacher expectations raises questions regarding the potential of prejudice and discrimination in the light of the new assessment arrangements in Wales.
[bookmark: _bj93c4ym1j50]
[bookmark: _k4y98geyvq4n]It would be prudent to explore definitions of prejudice and discrimination in order to understand the impact upon teacher expectations and assessment. In the field of social psychology, seminal work by Allport in 1954 provided the impetus for research about prejudice. Allport (1979) defined prejudice as an opposed attitude or feeling towards someone purely because they belong to a group which an individual has disagreeable views of. However more recent definitions have proposed prejudice as attitudes towards both individuals and social groups and can be both negative and positive (Kite and Whitley, 2016). Rouse, Booker and Stermer (2011) suggests the notion of prejudice causes over-categorising and that attitudes towards others can reinforce and account for discrimination. 
[bookmark: _ksljts4mu66n]
[bookmark: _90qe4yhho6xf]Discrimination can be defined as behaviour towards an individual because of their membership in a social group (Allport, 1979). This can be both negative or positive, although the majority of research has focused on the negative aspects of discrimination (Kite and Whitley, 2016). Al Ramiah et al. states “discrimination refers to unjustifiable negative behaviour towards a group or its members, where behaviour is adjudged to include both actions towards, and judgements/decisions about, group members” (2010, p. 85). Where as prejudice can be viewed as related to affective, behavioural and cognitive attitudes, discrimination is related to behaviour. This links directly to the concept of teachers making judgements and decisions and the role of their expectations for the purposes of assessment. 
[bookmark: _r3dxj45rpxrq]
[bookmark: _pjkynba9vixj]When discussing prejudice and discrimination, a third aspect for consideration is stereotypes as “in the contemporary model of prejudice, beliefs are labelled stereotypes (Kite and Whitley, 2016, p. 13). Kite and Whitley (2016) share the work of Lippman (1922) as stereotypes being “pictures in our heads” (p. 13). The social context in which people exist and make decisions are based upon their own experiences and perspectives. Teachers are not exempt to this and as such cultural beliefs within an education setting may develop through socialisation. The Equality Act 2010 places a duty on schools to promote diversity and prevent discrimination. It maintains that it is unlawful for schools to discriminate against pupils because of association to a social group, through perception or unlawful behaviour, including direct and indirect discrimination. Taking this into account, it could be viewed that the nature of teacher expectations of learners may be at risk from prejudice and discrimination. This becomes of urgent concern when considering it in conjunction with the new assessment arrangements for schools in Wales. 
[bookmark: _oiirqfaxde44]
[bookmark: _j8qxwj90ke4o]Prejudice can be considered as explicit or implicit. Explicit prejudice is a conscious awareness of attitudes and opinions towards individuals, this is often subject to social desirability and shifts in societal norms. It “refers to intergroup stereotypes and attitudes that people intentionally retrieve from memory, such as when asked for their opinion on an issue” (Kite and Whitley, 2016, p. 177). Whereas implicit prejudice are expressions and are often subtle and non-verbal in nature. To a certain extent implicit prejudice is beyond an individual’s control as “attitudes emerge via automatic processing and are typically unconscious” (Peterson et al., 2016, p. 124). Individuals are relatively unaware of implicit action and to consider such attitudinal thoughts introspectively is difficult. The implicit attitudes that teachers have towards individuals or groups of learners will undoubtedly affect their ability to accurately assess learners, particularly when there is a removal of stringent guidelines which previously provided benchmarks to measure learner attainment. Harlen (2005) stated that “detailed criteria describing levels of progress in various aspects of achievement enable teachers to assess students reliably on the basis of regular classroom work” (p. 262). So if this “detailed criteria” is removed it could be argued that there is a greater risk of unreliability in teacher assessment. Harlan also acknowledged various sources of bias in teacher assessments which could influence judgement even with the presence of such detailed criteria. So this raises a question as to the implicit attitudes teachers have towards learners and the impact on teacher assessment. 
[bookmark: _6esptawpjl4j]
[bookmark: _de5xm169jpw]In support, Peterson et al. (2016) investigated the relationship between teachers’ explicit expectations and implicit prejudiced attitudes to learners’ achievement when considering the ethnic achievement gap in New Zealand. They explained that “differences in teacher expectations are important not only because they can influence teachers’ subjective judgements of their students’ academic abilities and grades, but also because when teachers hold different expectations for particular groups of students, they may engage, support and teach their students differently” (p. 124). In their research they found that when including controls for prior achievement, the explicit expectations that teachers had of learners did not contribute to the ethnic achievement gap. Their findings did show, however, that teachers’ implicit prejudice attitude did affect learner achievement in mathematics and reading. This was more so the case in mathematics than in reading. If a teachers’ implicit prejudiced attitude was in favour with the learner’s ethnicity there was a gain in achievement which equated to a whole academic year. Peterson et al. found that an implicit prejudice attitude manifested in both teacher expectation and also in the teachers’ behaviour, through subtle cues and direct overt differences in the way they taught learners. This is significant when considering the role teacher assessment has in the new curriculum and the potential that implicit attitudes of teachers could have on an over inflation of learner progress. If transferring the evidence to the Welsh context it could suggest that some learners will make exceptionally higher progress than others purely because of the teacher's positive view of a child’s ethnicity. If this is conflated over a number of years, it could cause extreme detriment to a child’s actual understanding of, in this case, mathematics. 
[bookmark: _ynldlcktvw7k]
[bookmark: _4z2rrlgfs631]Arguably, Peterson et al. had limitations to their study and relatively small effect sizes however they have reported the first study which accounted for prior achievement. They recognise that implicit prejudice attitudes were related to teachers’ ethnic bias and this was more significant when their expectations of pupils were lower. An earlier study by van den Bergh et al. (2010) supports the findings of Peterson et al. They reported gaps in ethnic achievement which varied greatly both across and within schools. van den Bergh et al. noted that “the issues of differential teacher expectations, ethnic achievement gaps, and prejudice are not only present in the Netherlands but pose problems in numerous societies around the globe” (2010, p. 499). Evidence suggests that these issues are still prevalent in Wales with attainment of black and mixed ethnicity learners, over an eight year period, were consistently below national averages and showed a decline in progress as they moved through statutory schooling (Brentnall, 2017). This attainment was measured using previous attainment targets, structured level criteria and external examinations. This raises more concern regarding the potential impact of prejudice, discrimination and bias on the new assessment arrangements, which have a heavier reliance on teachers’ views and a removal of structured assessment matrices. 
[bookmark: _i1cb7zwzyu5t]
[bookmark: _wv9079eaxivx]In van den Bergh et al.’s (2010) study they found that “teachers with negative prejudiced attitudes appeared more predisposed to evaluate their ethnic minority students as being less intelligent” (p. 518). The differences in achievement between Dutch-origin and ethnic minority children were also more significant in these classrooms both positively for the Dutch-origin learners and negatively for the ethnic minority learners. Despite the fact that the study had numerous limitations, namely the narrow focus, sample size and sample selection, it is important to take note of the findings for the context in Wales. The Pupil Level Annual School Census in 2019, identified 12% of all pupils in schools in Wales from minority ethnic backgrounds. This percentage changes dramatically across regions in Wales, for example Cardiff schools have 34.4% of ethnic minority pupils compared to 4.1% in Anglesey (Department for Education and Skills, 2020). When taking into account these statistics and the findings by Brentnall noted above, the work of van den Bergh et al. could pose significant challenges for teachers in Wales to consider about their own practices. 
[bookmark: _uwbmdssm0j05]
[bookmark: _bkhrltmym1ut]van den Burgh et al. (2010) highlighted the work of Gawronski, Geschke, and Banse (2003) who argued the notion of a self-fulfilling prophecy. They shared that even if a teacher attempts to act in an unprejudiced way, they can still demonstrate prejudice. Therefore “when the teacher already has in mind that a minority student will probably perform poorly at school, he or she may more or less unconsciously evaluate the student's performance in accordance with this assumption or expectation” (van den Burgh et al., 2010, p. 520). The effect of a self-fulfilling prophecy can have profound changes on learner behaviour (Good, 1987), meaning that stereotypical beliefs that teachers may hold can influence the assessment of pupils. “Self-fulfilling prophecies are real, widespread, and powerful; they can have profound effects, not just on achievement, but on intelligence; they are frequently inaccurate; negative expectancy effects are stronger than positive ones; and small effects accumulate over time” (Jussim and Harber 2005, p. 132). However, Jussim and Harber strongly question the impact of self-fulfilling prophecies on teacher expectations. They found that the effects are small and not long lasting and that the impact of teacher expectations influence only five percent to ten percent of children, both positively and negatively. This could be argued as being small, however alternatively it could be viewed that the lasting impact upon even the relatively small number of children would still significantly impact upon their progress. 
[bookmark: _1n578pywytrs]
[bookmark: _zds8fsvkoan]Despite the recognition of the work by Jussim and Harber, it is clear from the research above that teachers possess attitudes and values that are involuntary and unconscious. The potential impact of unconscious bias on the way that teachers assess pupils is evident. Understanding unconscious bias is imperative to ensuring an increase in the validity and accuracy of teacher assessment. 
[bookmark: _1nlaxdook1xz]
[bookmark: _6k0emcriob4n]A study by Lavy and Sand (2015) considered Israeli teacher gender grading bias through blind and non-blind assessments. They found variation within schools which demonstrated “a significant effect on the academic achievements of both genders during middle school and high school in math, science and language” (p. 4). They found that these effects determine whether a learner progresses into a higher level study as they progress through high school and into university, therefore indicating that teacher grading bias can have long term implications for academic choices and progress. Lavy and Sand (2015) identified that the over-assessment of boys in primary school had a lasting impact upon the boys’ achievements through to the end of high school and a consequential negative effect on girls. They also shared “evidence that suggests spillover effects across biased behaviour of teachers of different subjects can also impact students’ achievement in other subjects” (p. 26). In addition, these effects were greater on students who were from a minority ethnic group. Although it could be argued that many aspects of the Israeli culture and education system are different to that in Wales, the findings are still noteworthy. If teachers in Wales are not exposed to the notion of teacher expectations and bias there is a great risk that the new assessment arrangements will be flawed from the start and, as Lavy and Sand found, could have a long term impact on pupils. 
[bookmark: _svgei8mh199q]
[bookmark: _487la8kgd7oy]The understanding of unconscious bias in the classroom is further supported in a report by Dee and Gershenson (2017). They concluded that unconscious bias “can create feedback loops and self-fulfilling prophecies that perpetuate inequities and even create inequities where none existed before” (p. 9). It is clear that bias can influence teacher expectations. When teachers do not have specific prior knowledge or are not using it about an individual, then they allow prejudice and bias to form opinions. Stereotypes form unconsciously and mental connections are made to other sources of information. Teacher expectations are then formed through a potential myriad of unconscious thoughts. If the learner behaviour is consistent with these expectations then confirmation bias can occur. This perpetual cycle reinforces teacher expectations and can have, as the research above suggests, long term impact upon teacher assessment and subsequent learner achievement. 
[bookmark: _fkr9o7uvr1ye]
[bookmark: _sosnxogwmnl3]It could be argued that for the new assessment arrangements in Wales to be realised there is a need for all practitioners to recognise the impact their expectations can have upon teacher assessment and seek to identify ways to negate such influence. 
[bookmark: _m811zfdhqsw]
[bookmark: _qhv2rp9vha13]The new Curriculum for Wales signifies the important relationship between curriculum design and assessment arrangements. Much research in terms of teacher expectations has focused on the impact of teacher behaviour and their low or high expectations of learners. Rubie et al. (2004) explored that teacher expectations are more than this and that they involve all aspects of decision making that teachers experience in their role from planning to pedagogical understanding and the impact that this has on learner’s achievement. In support, Brophy (1982) concluded that the nature of teacher expectations was much more complex than the earlier research suggested (Rosenthal, 1974; Good and Brophy, 1980b). It was not just the level of expectations that teachers have for their learners but more about the complex link between teacher beliefs, planning and objectives, intended teaching behaviours and effects on learners, all of which is intrinsically linked to the new assessment arrangements in Wales.  
[bookmark: _lejjkpgqe52n]
[bookmark: _9n4p3os3vi3d]Rubie et al. (2004) investigated the relationship between teacher expectations and beliefs. In analysing teacher expectations of learners’ reading and actual progress made they found that learners made significantly higher progress when their teachers had high expectations of them compared to teachers with low or average expectations. However, there are limitations to this study as the number of teachers in each of the groups were small. It could also be argued that other factors within the social construct of a classroom could explain the difference in outcomes between the groups. Nevertheless, a significant finding emerged which showed that teachers with high expectations had a stronger pedagogical awareness than the low and average expectation teachers. They ensured that the organisation of learning motivated and interested learners rather than focusing on discrete learning activities. 
[bookmark: _zb58a4938b7m]
[bookmark: _170y9hsgfo3g]It could be argued that this study provides support for the role of teacher expectations and the new assessment arrangements developing in Wales. Rubie et al. (2004) found that by teachers focusing on learning they also monitored the learning experiences more closely. They moved away from the structure of traditional curriculum orders, which could be likened to the current assessment expectations which uses outcome and level characteristics for assessment. Teachers with high expectations adapted the role of facilitator, provided learners with clear objectives and reminded them regularly of their achievements and success, thus assessing learners throughout the learning journey. If high teacher expectations do influence learning progress, as Rubie et al. suggests, it raises important concerns regarding teachers prejudice and discrimination both positively and negatively. In addition, the need for teachers to act as facilitators increases the pedagogical demands on teachers and as Brophy found that this “may prove difficult for them to implement because the continuing cognitive demands built into the teaching role make it difficult for teachers to monitor their own behaviour” (1982, p. 64). 
[bookmark: _tqsj7tfwa817]
[bookmark: _cbyzp4j5ll95]If the notion of teachers as facilitators of learning is viewed as supporting the new assessment arrangements it is clear that teachers need to have an awareness of their own behaviour and attitudes. As teachers play such a crucial role in learners' academic and social development, they need to be aware that their own perceptions can both support or be detrimental to learners’ progress (Parks and Kennedy, 2007). As noted above, many research studies identify that teachers are influenced by their own prejudices and discriminate both directly and indirectly. When viewing assessment through the lens of teacher expectations there are a number of elements which can affect beliefs and actions towards others. It can be questioned whether teachers actually recognise their inherent prejudices towards others and if they do recognise them whether they try to override them when assessing individual learners.  
[bookmark: _pmd17uhhqqzs]
[bookmark: _m9o5tarowici]Many of the theories of prejudice examine people as individuals removed from a social context and suggest a negative connotation of prejudices and discrimination upon learners. However, another function of prejudice is to maintain a positive self-image and promote in-group social connections. Teachers by the very nature of their role are immersed in social environments. The classroom can be viewed as a socialising agent, it is a unique environment because of the individuals within it, both children and adults (Mitchell, 2019). The role that others have on the attitudes and beliefs of individual teachers is of significance when assessing individual learners. Teachers have an association with groups of learners and this very group membership could evoke bias in teacher’s judgements. Abrams and Hogg (2010) found that individuals who identify with a social group put their own emotion and significance into the behaviours of the group as a whole. If this is viewed in the context of a teacher and a class of pupils then it could be suggested that the learning outcomes of pupils are a direct reflection of the teacher. This could lead to teacher bias as wanting their learners to be perceived as high achieving, as Kite and Whitley describes that “social identity theory also holds that people are motivated to develop and maintain social identities that are positive and that clearly set their groups apart from other groups” (2016, p. 303). 
[bookmark: _ypinlj31n1nh]
[bookmark: _p7m45jy6sd3r]The social identity theory (Tajfel and Turner, 1979) supports the notion of ingroup bias. Linked to teacher expectations, ingroup bias could see teachers showing increased favour to their own class of learners. This theory could also be viewed in light of teachers developing an ingroup bias to groups of learners within their classes. As Timmermans, Kuyper and Van der Werf (2015) suggested that teachers have a general bias for their class or a specific bias for groups of learners. Parks and Kennedy (2007) discussed the influence that gender, race and personal characteristics have on teacher expectations of learners. They found that “teachers’ biases or assumptions about students’ capabilities and behaviour can have both major and subtle implications for students’ social and academic outcomes” (p. 938). 
[bookmark: _5g8dv5jj75vz]
[bookmark: _nzqgcvebj57w]All the studies referenced acknowledge limitations. Many contain small sample sizes, articulate a narrow focus and recognise ways to improve the validity of their studies. Jussim and Harber (2005) examined the correlation between teacher expectations and pupil outcomes and found that seventy five percent were mostly accurate. They argue for the need for improved methodologies, more research on the conditions where teacher expectations are facilitated and to develop an understanding of the impact they have on social injustice. 
[bookmark: _libhwhqk5yei]
[bookmark: _oza05l4x7fbw]In light of the new assessment arrangements in Wales and if the assessment of learners is to be fair and accurate, then there is a need to negate any form of teacher expectation. This suggests a need for systems to ensure consistency, with school leaders supporting the development of clear assessment processes to reduce any potential prejudice and discrimination. Many of the research papers make suggestions for professional learning for teachers so they are able to recognise the impact of their implicit attitudes. This is recognised in the work of Blair (2002, as cited in Peterson et al., 2016) that “although implicit attitudes are automatic, they can be controlled if people are willing and able to exert cognitive control” (p. 138). Professional learning and an acknowledgement of the importance of teachers having high explicit expectations for all learners in all areas of learning is a key consideration for teachers in Wales when considering the changes to assessment. This is further supported by Wong (2020) who identified four concepts that impact upon teacher assessment one of which being teacher emotion. She found that teacher emotion influenced teacher expectations and an ability to accurately assess children. Wong suggests that these findings should be viewed as an opportunity to think of new ways of assessing learners and ensuring professional learning supports the development of an understanding of teacher bias. 
[bookmark: _clahbunpihd7]
[bookmark: _v9pjzamk8q1m]Reinforcing the need for specific professional learning, de Boer, Timmermans and van der Werf (2018) reviewed the impact of nineteen teacher expectation interventions. They concluded that changing behaviour, creating awareness and addressing beliefs of teacher expectation bias were crucial for improving teacher expectations. This research provides a clear view that it is possible to raise teacher expectations through intervention and as a consequence increase learner achievement. The urgent concern of prejudice and discrimination related to the new assessment arrangements could be negated through the role of the National Approach to Professional Learning. This could be used as a catalyst to promote effective professional learning as “it will be important that extensive professional development programmes are initiated so that teachers can learn more about the complex interplay between their expectations and the associated beliefs and practices that can increase student learning” (Timmermans and Rubie-Davies, 2018, p. 19). 
[bookmark: _3eraps0aqjz]
[bookmark: _18yj3daxnaa5]It is clear that the new assessment arrangements in Wales bring with it a new challenge for teachers and their expectations of learners, this is of urgent concern. Research highlights that it is crucial that teachers need to be aware of their own prejudices and discrimination and how these can impact upon their behaviours. School leaders will need to examine any institutional prejudice and discrimination that may exist within their schools and ensure that teachers are supported through professional learning opportunities which instigate honest reflections upon their expectations and behaviours as teachers. 
[bookmark: _6mbht47hy0p5]
[bookmark: _clqb4z45fgi1]Education in Wales is moving from a world of compliance to opportunity and never before have teachers had such possibilities to make decisions about planning, pedagogy, assessment and their own professional development. Maintaining high expectations for all learners, recognising them as individuals and negating the impact of prejudice and discrimination will be the key to success and to ensure that all children thrive. 
[bookmark: _9z2f9lesb3td]
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