Assessment Component 1 – 4000 word essay (50%)
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.
‘There is perhaps no topic that has so engaged the interest of social psychologists as that of stereotypes, prejudice and discrimination’ (Stangor 2000). To begin looking at teacher expectations of learners, it must first be important to look at prejudice and discrimination in more detail. Allport’s 1954 research has been influential in defining prejudice. He suggests that prejudice is more complex than stereotypes and further implies that it involves negative feelings or attitudes towards members of a group (Allport 1954). He believes that in contrast to stereotypes which have been thought to involve ideas or beliefs about a group that prejudice encompasses an emotional component. For prejudice to occur, negative feelings towards group members such as likes/dislikes, anger, fear, disgust or discomfort must be present (Stangor 2000). One of the most pertinent observations from Allport 1954 is that prejudice often occurs quickly and without knowledge. It has been argued by researchers that everyone is prejudiced when matched against their own group over others. This leads us to the knowledge that we must control our prejudices which can often be difficult due to the automaticity of the process (Devine, 1989). Whilst prejudice and stereotyping aren’t new concepts, social categorisation from which stereotyping and prejudice appear is a fundamental process that it may always be a part of human thought. Allport’s 1954 research was based around social categorisation which he felt could often change into unwanted prejudice and he frequently argued that society should work had to control it. Allport 1954 describes prejudice as ‘thinking ill of others without sufficient warrant’ and concludes that it is often an ‘absence of fact’. He also notes that prejudice can be seen as irrational and resistant to change and ‘not reversible when exposed to new knowledge’. He also argues that prejudice is both erroneous and inaccurate. Stangor 2000 argues that to be classed as prejudice a definition would need to contain both an unfounded judgement as well as a ‘feeling-tone’ attached. It should also be acknowledged that prejudice doesn’t have to be thought of as purely negative but can be classed as positive prejudice (Stangor 2000).
When examining social categorisation further, one of the biggest negative outcomes of this occurs due to the fact that when a person has been categorised, then stereotypes of and prejudicial feelings about the category in which they’ve been placed arise. Research has shown that stereotypes have frequently tainted our perceptions and judgements of others (Cantor & Mischel, 1977) and often we are unaware that it is taking place. When stereotypes or prejudice encompass negative associations and behaviours towards others, then this behaviour is called discrimination (Stagnor 2000).
Teacher expectations and the impact that they have on student performance have been well researched which began with Rosenthal and Jacobsen’s (1968) study Pygmalion in the Classroom. Expectance effects link to both self-fulfilling prophecies and self-maintaining expectations (Van de Bergh et al, 2010). Self-fulfilling prophecies have been categorised as situations through which a false conception of a situation evokes a new behaviour that makes the original false conception more or less true (Merton, 1957). Self-maintaining expectations also referred to as the so-called Golem effects, occur when negative expectations that are based on ‘real’ differences, create low expectations and therefore have negative consequences on the end performance (Babad, Inbar & Rosenthal, 1982). Researchers have investigated the self-fulfilling prophecy effect of teacher expectations on student performance in both naturalistic and experimental settings, drawing conclusions that self-fulfilling prophecies seem to have little impact on student achievement (Jussim & Harber, 2005; Rubie-Davies 2008). The term ‘teacher expectations’ is defined by judgements made by teachers with respect to students’ academic potential based on the teacher’s knowledge of the students (Good 1987, Riley & Ungerleider 2012). 
As expectations that are inaccurate lead to self-fulfilling prophecies (Merton, 1948; Madon et al 2011) other research examines whether there are particular subgroups of students for whom the teachers’ inferences on academic performances are less accurate (Timmermans et al, 2016). For the most part, accuracy of teacher expectations is based upon the interactions between the teacher’s expectations and previous academic achievement of the student (Alvridez & Weinstein 1999; de Boer et al 2010). The most commonly recognised variables related to research on teacher expectations have been mainly demographic characteristics od students and their families such as socio-economic status, minority status and gender (Rubie-Davies; 2008). Expecting too much or too little of students leads to teacher expectation bias (Van de Bergh et al, 2010). Previous research has found when examining students with equal academic performance, teachers will have lower expectations for future academic performance if the student is from a less affluent background and when the student is a boy. 
There has been much research regarding teacher expectations as a possible ‘mechanisms’ (Timmermans et al, 2016) through which the achievement gap between majority and minority students, gender, and students’ monetary backgrounds could develop (Jussim et al, 1996). Although much research has been centred around teacher expectations, little is known about other factors surrounding teachers perceptions other than ability and background (Hecht & Greenfield, 2002) and it is still important to ascertain which factors affect teachers expectations (Hughes et al, 2005) as teacher expectations may influence  teacher behaviour, pupil performance and placement of pupils within the ability range (Brophy & Good 1970; Rubie-Davies 2007). Through investigation of teachers expectations into the future of academic performance of students, teachers may be influenced by student behaviour in the classroom and on student engagement with the task (Hughes et al, 2005). Research and evidence regarding the links between teacher perceptions of student attributes and their expectations for academic performance are rather limited leaving questions on these links unanswered. According to Rubie-Davies (2010) this is an important area of research to pursue as an increased understanding of the links between teacher expectations and perceptions of student attributes may help with the analysis of determining teacher and student characteristics that appear to have important ramifications for student social and academic outcomes. 
When examining previous research it is assumed that teacher expectations are largely dependent on not only student background characteristics but as well on teachers’ perception of working habits, popularity, self-confidence, student-teacher relationship and classroom behaviour. It has been found that teacher expectations for the academic achievement of primary students to be positively connected with students perceived assertiveness, independence and self-confidence (Alvridez & Weinstein 1999; Rubie-Davies, 2010). This research suggests that teachers have higher expectations of a student if they perceive them to be independent and confident in their studies. The research also suggests that social behaviour in the classroom and engagement on task as factors that affect teacher expectations of a student. The study conducted by Lavoie and Adams (1973) found that teachers who perceived students to have low academic ability and social growth, work habots and attitudes were more likely to predict low outcomes for the students and have lower aspirations for them. Other research has suggested that student engagement was a large factor in teacher expectations of their students. Student engagement was categorised as effort, frequency of doing homework, attentiveness and disruptiveness. Teacher expectations directly corresponded with the level of student engagement with the perceptions that the more engaged in the task, the better the educational outcome (Kelly & Carbonaro; 2012). The evidence showed that engaged students tended to be more compliant and show appropriate classroom behaviour which is likely to have impacted on the teacher expectations and positive perceptions of the students (Rubie-Davies; 2008). It has also been suggested that the quality of student-teacher relationships has had a bigger impact on teachers’ expectations than either performance or background (Rubie-Davies; 2010). Therefore, the teachers had higher expectations for students that they perceived as having a better student-teacher relationship (Timmermans et al; 2016). Subsequently there has been research which seems to suggest that teachers tend to perceive certain students’ likely boys who exhibit attributes like good behaviour, solid work ethic, socially adaptable, more detached or more likely to misbehave. These perceptions may be reflected in the teachers’ expectations of future academic success (Timmermans et al; 2016). 
Educational policy has been aimed at creating inclusive classrooms whereby students with additional learning needs are educated in mainstream classrooms. Studies have shown that students with Dyslexia already show low academic performance in reading and/or spelling and it is important to identify other risk factors that may further slow their achievement. One such risk factor could be teacher expectations for students with Dyslexia (Clark, 1997). These could be generated by stigma imposed upon them by their teachers. Furthermore, a label of Dyslexia may create a negative attitude in some teachers which in turn may cause further lower expectations and in differential treatment of them (Hornstra et al; 2010). The educational success of inclusion can depend on many factors but can largely be due to the teachers attitudes towards inclusion and of their willingness to teach to the needs of the students (Lindsay; 2007). Teachers have varied in their attitudes towards inclusion (Avramidis & Norwich, 2002) and in their beliefs relating to students with learning disabilities (Jordan, Schwartz & McGhie-Richmond, 2009). Research showed that some teachers thought that learning disabilities were a permanent characteristic of the student but others felt themselves to be responsible for all of their students’ achievements regardless of learning difficulties (Hornstra et al; 2010). It is suggested that beliefs of teachers regarding the students learning disabilities may be affecting their instructional practices. They may also impact on teacher expectations of the students with learning disabilities (Hornstra et al; 2010).
Research has shown that biased teacher perceptions of students can affect interaction with them and influence the curricular and instructional opportunities offered to them and which in-turn may affect their academic outcomes (Alvidrez & Weinstein, 1999). This may also be significant for students with the label of Dyslexia whom teachers may hold lower expectations for these students when compared with others not bearing labels (Hornstra et al, 2010). The differences in teacher expectations of students with Dyslexia against students without learning disabilities can be evidenced by accurate perception of the lower levels of attainment in reading and spelling. However, lower teacher expectations may both be of accurate judgements of certain students but could also be the result of group stigmatisation and stereotyping by teachers. Stigmatisation occurs when a negative attitude is attributed to a group in general as opposed to basing judgements on the individual characteristics of a student (Dovidio, Major & Crocker; 2000). Furthermore, where expectations reveal perceptions of individual students, attitudes can reflect stereotyped judgements about groups and can be regarded as a characteristic of the person holding that attitude. Jussim & Harber (2005) have suggested that negative group evaluations or stigmatisation can cause bias in relation to teachers’ perceptions of individual students. They also found that teacher expectations have been stronger for stigmatised groups which include students of ethnic minority and low achieving students when compared with the general student population. The label Dyslexia may also make students exhibiting this learning difficulty more likely to be stigmatised and may mistakenly lead the teachers’ expectations to be lower for these students. Hornstra et al (2010) reported that they felt teachers may have been unwilling to explicitly report their attitudes for fear that the expression of a negative attitude towards Dyslexia would be socially undesirable. The research suggested that students with Dyslexia were found to receive lower teacher scores for writing achievement when the teacher held negative implicit attitudes towards these students. This effect may be assumed to reflect confirmation bias (Nickerson, 1998). Confirmation bias happens when  teachers’ hold more negative attitudes towards Dyslexia but also tend to rate the academic achievement of students with the same negative attitude. This was also true of the teachers views on spelling with the Dyslexia students achieving lower compared to their peers when teachers held negative attitudes towards them. Looking at the effects, it would be plausible that the teacher attitudes are being communicated towards the student in some way whose achievement is subsequently affected, student-teacher interaction could also contribute alongside the amount of time and effort spent with the Dyslexic students may possibly depend on the teachers’ attitudes. The effects of teacher attitudes on students’ achievement with Dyslexia can also be explained using Jussim et al (1996) self-fulfilling prophecy effects. It has been argued by Brophy (1985) that teachers may interact both in a qualitatively and quantitatively different manner with students who they hold a more positive/negative attitude towards. Rosenthal (1994) suggests that teachers may provide less opportunity to respond or less informative feedback to students that they hold negative attitudes for which may link particularly to Dyslexic students with reading and spelling instruction. Moreover, teachers with negative attitudes may show less warmth to the Dyslexic pupils, with interpersonal warmth generally communicated by non-verbal behaviour. Honstra et al (2010) study found that teacher expectations did not support the association between teacher attitudes and student achievement, they did however find connections between teacher expectations independent of teacher attitudes and student achievement. Jussim et al (1996) have shown the effects of teacher expectations on students from vulnerable groups such as lower income backgrounds, or a history of low academic achievement to be more susceptible to the effects of teacher expectations than that of their peers. Teacher expectations were found to be equally strong for both students with dyslexia and learning difficulties. Teacher expectations of students with dyslexia were possibly based on actual performance and so may be fairly innacurate (Jussim & Harber, 2005) whereas attitudes involve group stereotyping (Honstra et al, 2010). Honstra et al (2010) study highlighted that having a label of dyslexia may not always be helpful, although it can have its benefits of having additional support (Riddick, 2002) it may also be detrimental to the student as it places them at risk of stigmatisation by the teachers. Therefore, caution should be shown in labelling procedures and on group stigmatisation. Honstra et al (2010) study suggests that the possibility of teachers who work with students with dyslexia have implicit negative biases that they may have no knowledge of towards them. These biases may not be clear but nonetheless can negatively affect the academic achievement of students with dyslexia. Within inclusive classrooms there is a need to recognise this implicit negative attitude towards students with dyslexia and to narrow the risk of unequal treatment against their peers. Further examination of teacher interactions with dyslexic students is also advisable to reveal how teachers communicate these negative attitudes towards dyslexic students (Rosenthal, 1994). Lesson observations would help teachers identify any negative practices towards their dyslexic students in comparison with their peers to check for differential behaviour and instruction. Implicit attitudes have been thought to be expressed mainly as non-verbal bbehaviour (Davidio et al 2002) so teachers should be made aware of the way in which they interact with students with dyslexia and the potentially non-verbal signals that they may be communicating unintentionally to them. Timmermans et al (2016) study found that teachers appeared to have lower expectations for students that they saw as having positive social behaviour within the classroom which is in contrast to other research (Lavoie & Adams, 1973).They also didn’t find evidence for a relationship existing between teachers expectations and future academic performance or with student-teacher relationship which have all been discussed as being evident with pupils with dyslexia in previous research. They did find however, that teachers’ perceptions of student work habits were more important for higher performing students and teacher interaction was more important for lower performing students (Timmermans et al, 2016).
Similarly, in the research conducted by McFarlane and Woolfson (2013) states that mainstream teacher attitudes may be a barrier that contributes to successful inclusive practices. They further suggest that most teachers tend to be positive towards inclusion but feel that its practical implementation can be problematic (Avramidis & Norwich; 2002). It can be argued that balanced and even negative attitudes towards inclusion may represent better teachers’ perceptions (Boer et al 2010). Research suggests that mainstream teachers were less positive regarding students with learning difficulties than special school teachers, with suggestions that in-service training and experience are important factors that influence teachers attitudes (Brady & Woolfson, 2008). Inclusion for students with social, emotional and behavioural difficulties (SEBD) has been difficult and problematic for teachers and is often associated with negative teaching attitudes (Cook, 2001). When compared with other groups of students who have learning difficulties, they are still more likely to be placed in a special school. The typical SEBD group tend to consist of males, with a majority from low income backgrounds and with lower academic achievement than their peers (Simpson et al, 2005). Macfarlane & Woolfson, (2013) found that teaching experience predicted teachers’ feelings towards pupils with SEBD in a negative way. Thus, the teachers who had greater experience had less positive feelings towards these students than newer teachers. Pupils with SEBD also present with a plethora of difficulties, it is plausible that the more the teachers experience these difficulties the more negative their experiences and thus their perceptions of them. Another explanation could be linked to the date that the teachers completed their initial training being before inclusion was a concept and have subsequently retained these attitudes since their initial training (Brady & Woolfson, 2008). Timmermans et al (2016) study found that teachers differing perceptions between boys and girls was directly linked to behaviour and work habits. Gender bias may be present if teachers base their perceptions on how they think the students behave within the classroom rather than their actual behaviour. Some evidence was found in this study to support the theory that teacher expectations differ between boys and girls on some occasions and this did influence teachers’ decisions regarding attainment (Riley, 2014). Female students were also perceived to work harder and produce better quality work by their teachers than the boys (Bennet et al, 1993). 
In addition to this, students who exhibit traits of attention deficit hyperactivity disorder (ADHD) may be viewed negatively by both peers and adults which can lead to an increased risk of co-morbidities like depression and anxiety (Bussing & Mehta, 2013). Teachers are also likely to view them negatively alongside healthcare providers. Teachers face extreme difficulty with their daily interactions with students with ADHD which include keeping them engaged, managing behaviour such as classroom disruptions and trying to optimise learning (Visser & Strain, 2008). Stretched over time these interactions between ADHD student and the teacher can influence the teacher’s perception of them and subsequently future interactions with students suffering with attentional issues (Lawrence et al, 2014). Even if negatively held biases are not stressed, students with ADHD are acutely aware of how others perceive them which can lead to feelings of worthlessness and despair (Mueller et al, 2012). These stigmas can have lifelong consequences for the student which follows into later life and may manifest itself in difficulty with employment, drug use and an increased risk of unlawful behaviour if ADHD is left untreated (Cahill et al, 2012). Research still remains underdeveloped in the area of teachers perceptions of students with ADHD alongside the effects of these perceptions on interactions between the student and teacher. Lawrence et al (2017) found that a number of teachers felt that the home environment had the most influence on students with ADHD with most expressing negative perceptions of the home which included a lack of discipline, inadequate parental involvement and lack of encouragement to be independent as well as a lack of parental interaction with the student. The study also noted that there was a varying difference in the way that teachers perceived boys and girls with ADHD noting that boys tended to be more non-verbal and girls tended to be louder and drew more attention. The boys were found to be more physically aggravating to their peers (Lawrence et al, 2017). However the behaviour of the boys was viewed to be more socially acceptable and viewed as normal and more positively than the girls. It was also noted by Lawrence et al (2017) that girls were more defiant in their behaviour and boys were more likely to be formally diagnosed with the condition than girls. ADHD was also found to be more acceptable in younger children with their peers often protecting them and to help them stay on task, this changed when students moved to higher school years and exhibited more social difficulties. The study also found that teachers had a distinct lack of training on how to teach students with ADHD with many using learned strategies to try and help them with many wanting to be inclusive of students with ADHD but were struggling due to the lack of in-service training and knowledge about the condition. 
Several studies have focussed on teacher perceptions of behaviour within the classroom focussing on the teacher perceptions that girls are better behaved than boys and therefore achieve more academically than their male counterparts but have not fully looked at the actual behaviour within the classroom (Timmermans et al, 2016). The Honstra et al (2010) study looked at teacher attitudes towards pupils with dyslexia against that of their peers but did not focus on dyslexia against other learning difficulties. Lawrence et al (2017) call for greater research into teacher perceptions of students with ADHD and suggest better training is needed for teachers to fully support the inclusive ethos of the school that we are being pushed to achieve. McFarlane & Woolfson (2013) also support the need for better in-service training on SEBD to support teachers in their teaching of SEBD students. They also push for the continued consideration of the multidimensional nature of teachers attitudes and the role that other teaching staff have  in the promotion of inclusion and in the level of specificity in relation to factors that may influence both attitudes and behaviours towards students with SEBD. It is evident from the research that has been done into teacher expectations of students with dyslexia, ADHD and SEBD that teacher expectations are of urgent concern in contemporary education and will continue to influence the behaviours, instruction and outcomes for students with learning difficulties. 









































