

Assessment Component 1: 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
“When you live in a poor neighbourhood, you are living in an area where you have poor schools. When you have poor schools, you have poor teachers. When you have poor teachers you have poor education. When you get a poor education, you can only work in a poor-paying job. And that poor-paying job enables you to live again in a poor neighbourhood. So, it’s a very vicious cycle” Malcolm X
Introduction
To explore the landscape in relation to teacher expectations in contemporary education environments is critically important, especially given the latest challenges faced by the system at the end of formal education such as the use of Centre Assessed Grades at Key Stages 4 and 5 in England and Wales; the ever growing attainment gap between boys and girls as highlighted by Strand (2014) as well as the performance of students from lower socio-economic environments in comparison to their more affluent peers (Gilborn, 2008; Hirsch, 2007)). Fast forward to 2017 and the attainment gap between the ‘rich and the poor’ is still as critical as it was at a decade earlier. Research by the Education Policy Institute (Andrews et al., 2017) reveals that the rate of change is slow. If we continued at the same rate then we would take over half a century to reduce the gap to the duration of child’s formal school career. Why is this important? Worries in Wales about the unequal attainment  with regard to gender, socio-economic status and ethnicity have haunted school leaders for over half a century since they were initially identified (Wiseman, 1964). Socio-economic disadvantage and its impact on student attainment continues to widen further (Welsh Government, 2020) Furthermore, I passionately believe that, as a school leader in an urban school with above average levels of ethnic students and a larger proportion of male students combined with higher levels of depreviation as defined by the Welsh Index of Multiple Deprivation (Welsh Government, 2019), addressing the issue of teacher expectations is critically important to the success of the school and wider community. Watson (2018) argues that education policy over the last thirty years has been inherently biased towards the more advantaged students. This advantage means that these individuals have greater mobility; the conditions within which they “live” mean that they will have greater control over their destination. Hence, the educational environment  which teachers create whilst students develop in their care contribute to the shaping of the opening of new doors. Pinkett et al. (2019) claim that the British education system is centred on middle class values, whereby approximately 70% of teachers identify themselves as middle class. Teachers’ own socio-economic origins often inflence how they interact with the status of the children that they teach (Alexander et al., 1987). This is deemed to be more significant for schools with a higher proportion of children from the lower socioeconomic group, meaning, that there is clear detachment (for teachers originated from the middle to upper classes) from reality and an inability to empathise with life as a disadvantaged child in the 21st century. Similarly, it is not just white children from low-socioeconomic backgrounds that underacheive; it is a pattern which is replicated across the many different ethnic backgrounds.  
Teacher Expectations
Teacher expectatations shape and guide the way a teacher thinks and acts in the classroom. This influences how they construct the learning experience for the learners in their care and ultimately impact upon academic performance. The research area of teacher expectations can be mapped back to the late 1960s to the ground-breaking  work of Rosenthal and Jacobsen (1968). Through their work, they showed that positive expectations can positively influence performance and conversely negative expectations influence performance negatively. This was named ‘The Pygmalion Effect’. Their work, and that of others,  revealed that the concept of self-fulfilling prophecies are an active contributor to the future achievement of individuals, especially throughout duration of ones’ time in formal education. (Gentrup and  Rjosk, 2018).  It has been suggested by Jussism et al. (2009) that teachers are susceptible to the formulation of inaccurate expectations, treating children differently depending on their expected levels of performance, thus resulting in the children behaviours conforming to the teacher’s expectations. The question that we must continue to explore is whether or not teacher expectations of learners are of urgent concern.  

For the purpose of this paper,  I will adopt the definition of “teacher expectations” by Timmermans and Rubie-Davies (2018, Pg. 242): “inferences made by teachers with respect to students’ potential to achieve based on the teachers’ current knowledge about those students”. They demonstrate that teachers will have  differing expectations based on individual characteristics of the individual chidren such as gender, ethnicity, social class (socio-economic status, ability). Research by De Boer et al. (2010) suggests that teachers can have biased expectations for specific sub-groups within a class as well as the majority of a class. Furthermore,  a teachers’ judgment of an individual’s cognitive ability has been identified as influential in a child’s development and growth from reception age (Alvidrez & Weinstein, 1999). Alexander et al. (1987)  stipulate that such decisions by teachers’ are most influential in the early stages of a child’s academic career as this is when they formulate their learning routines.  Therefore, in my professional opinion this has significant implications for the education profession as a whole, especially in Welsh education as we undergo a number of substantional education reforms e.g. the new curriculum and the Additional Learning Needs bill as well as facing a recruitment crisis (NEU, 2018). 
In the next part of the paper I will explore the impact of teacher expectations on each of the identified student characterisitics.
Assessment in Wales
In Wales, assessment of pupil progress changed from standardised assessment tests to school’s producing teacher assessed levels across all curriculum areas thus producing the key summative measure of progress for an individual learner. The foundations of such a model meant a child’s progress was no longer measured by performance in a narrow test but through building an holistic profile of work over the course of  time in primary school. However, performance statistics in Wales have consistently shown that specifc groups achieve at lower levels  when compared to others throughout their primary school careers (Welsh Government, 2018). These include the long term under attainment of boys, students eligible for free school meals and those with additional learning needs. Estyn (2016) highlighted significant concerns with the process of teacher assessments in terms of accuracy, standards and consistency of the process across the country.  For example, they highlighted the inherent danger of unconscious bias in the assessment of individual pieces of work. “Unconscious bias refers to a bias that we are unaware of, and which happens outside of our control” (Pg.1, Equality Challenge Unit, 2013). The decisions that we make are influenced by our background, cultural and personal experiences. This implies that the learner profile was compiled using only the ‘best’ pieces of work. By its very nature, the process of teacher assessment is structurally subjective and, as such,  this assessment model can adversely impact upon standards of acheivement (Campbell, 2015). Lindahl (2007) echoes this viewpoint in that teacher assessment reduces the likelihood of objectivity in assessment which can increase the risk of conscious and unconscious discrimination, with girls being the beneficiaries of such assessment models. Conversely, conscious discrimination can be referred to as being deliberately biased towards a particular person or a group (McGregor-Smith, 2017). Similarly, Lavy (2018) suggests that teachers’ biased behaviours can have long term implications . For example, teachers’ explicitly favouring boys had a positive impact on achievement for that group at the expense of the other group. 
Additionally, Hansen and Jones (2011) revealed greater differences in teacher assessments of pupils in the foundation phase in relation to gender and ethnicity, which can be attributed to biased judgements.  Teacher assessments tendlean towards  the under-reporting of the achievement of student s from minority groups  (Bew, 2011).  Harlen (2004) surmises that a system which is heavily reliant on teacher assessment will further disadvantage students. This is because teacher assessments are affected by characteristics such as behaviour, especially boys, gender and additional learning needs. A system formed entirely on teacher assessments is unreliable; indicating that “unconscious bias disproportionately affects some of the most vulnerable groups” (Bew, 2011., Pg. 53).  When we fast forward to the Summer of 2020, the Covid-19 pandemic introduced a new dilemma to secondary schools across the land. Children across the country were  formally graded through the use of Centre Assessed Grades (CAGs) and it could be argued that this approach could  adversely affect the future life chances of a generation of children. There is a growing body of evidence that suggests differences between the teacher assessment and exam result is  linked to student characteristics such as gender and ethnicity (Ofqual, 2020). Studies reveal that the differences between actual and predicted grades could result in approximately 90% of grades being accurate to one grade. The victims of the error in such assessment are most likely to be male students with the gender effect being present in a range of subjects with estimates for girls being higher than males who obtained the same final grade (Delap, 1994; Delap, 1995; Everett & Papageorgiou, 2011). Such research raises questions around course design and assessment models in schools, exacerbating the potential for teachers to sterotype groups and sub-groups  of children in respect of their ability and attainment with Campbell (2015, Pg. 530.) indicating …’over- and under-assessment of pupils according to their characteristics’.  
Teacher expectations and socio-economic status
There has been a  substantial  drive in Wales and across the rest of the United Kingdom, to close the attainment gap between disadvantaged students and their more affluent peers (Egan, 2013). Socioeconomic status is a significant factor in academic achievement  (Clark, 1963; Hattie, 2009; Bhat et al., 2015). Students with low socioeconomic status tend to underachieve in school  (Teodor, 2012). Hattie (2009) suggests that the impact of socio-economic status (SES) is more influential in the formative years of a child’s life and this  can have longer lasting effects on future attainment. In my experience, as a leader in a school with a high proportion of students from low socio-economic backgrounds, teachers arrive at their classrooms in September with pre-conceived ideas, a ‘mental profile’, of the group of students on their list. They look at individual students, explore the gender of the group, their cognitive profile and also the proportion of students eligible for free school meals. These characteristics can either positively or negatively influence the expectations that they formulate for their class. Teachers’ expectations of students from lower socioeconomic schools are often lower than those students deemed to be from high socioeconomic schools (Hughes et al., 2005). Potentially, this has long-term implications for improving outcomes for the long term disadvantaged. An example of this is suggested by Burgess and Greaves (2009) in that the transmission of low expectations from teacher to students can have a negative impact on pupils’ effort which will ultimately affect the level of human capital that they offer.  It could be suggested that the unconsious, negative stereotyping of students from low socioeconomic backgrounds propel the self-fulfilling propehcies for this sub-group. 

Teacher expectations and classroom practice
It is well documented that the quality of teaching and learning that children experience in the classroom will determine the academic and wellbeing standards that they achieve (Allen & Sims, 2018). In 2012, Ofsted’s ‘No Excuses’ campaign was launched as a vehicle for raising expectations within classrooms and schools across deprived communities (Wilshaw, 2012). However, many schools continue with practices that propagate inequity amongst groups of students which are driven by external pressures. Macqueen (2013) identifies the grouping of students by acheivement level as one such practice which dates back to the 19th century. There are many consequences to such practice operating in schools. The impact of such practice reflected disproportionate numbers of disadvatanged students in these lower attaining classes which in turn yields inequity for these groups of students. The danger in the use of such practice encourages the adoption of pedagogical approaches that focus on stereotyping groups, especially those identified as lower attaining (Roberts-Homes & Kitto, 2019). Students within such groups are often stereotyped as students that require specific approaches to learning (Mazenod, et al., 2019). The inherent danger of such practices increases the chance that teachers’ expectations are altered for students in lower attaining groups, with a narrowing of curriculum entitlement supplemented by limited learning opportunities in comparison to their higher attaining counterparts. Hart et al.’s (2004) research epouses the deficient learning experience that children in lower attaining groups and the portrayal of such learners being over dependent on their teacher. Sherrington (2017) and Myatt (2020) highlight the prevalence of lower expectations for lower attaining, disadvantaged students which manifest in a poorer educational ‘diet’ in classrooms across the land. Furthermore, students placed within the lower attaining groups tend to be less efficacious thus impeding future progress (EEF, 2018). When this is coupled with such groups being populated with students from disadvantaged backgrounds then this raises questions around the extent to which teacher expectations may be restricting opportunities for lower attaining students to fulfil their true potential, especially when it comes to engaging in independent learning. It would be remiss of me not to highlight that ‘setting’ of groups of children in secondary school often depend upon prior academic achievement. Schools also have a tendency to place students within groups based upon their behaviour, which tends to result in placing ‘poorer’ children in the lower groups, regardless of their academic ability (Hallam, 2002).  A report by the Social Mobility Commission in 2017 confirmed that setting and streaming practices in schools across the country are detrimental for the development of children, especially as they are still dominated by disadvantaged learners. Subsequently,  this fuels negative attitudes towards school for these learners, leading  to them being stigmatised and leading to disengagement in learning and the formulation of of unhealthy relationships with peers (Barker Lunn et al., 1970). Alarmingly, students in the lower attaining groups are at risk of lower teacher effort which could adversely impact on their academic performance (Burgess and Greaves, 2009). This variation in teacher effort, combined with fixed pedagogical approaches, reinforces the Pygamalion effect for groups of children. Wiliam et al.(2001) reinforced the disparity associated with setting which leads to a narrow range of pedagogical approaches utilised when teaching bottom sets. As such, teacher expectations for these groups are lower which in turn impacts upon the future academic achievement that these students secure.  Moreover, expectations within the classroom environment can be transmitted through their attitudes, verbal and non-verbal interactions which can lead the children to behave in a particular way (Harvey & Slatin, 2001). Additionally, it is unlikely that these children will ever ‘escape’ these groups since almost 90% of children placed within a set in reception class will remain in such groups until they leave school. Thus, these individuals are increasingly likely to be victim to lower teacher expectations (Boaler, 2005). 
Within the classroom environment a child’s experience of success or failure is likely to be attributed to an interaction with a teacher or peer. Feedback provided through this interaction is likely to unintentionally  communicate what the child is or is not capable of achieving.  Feedback is essential for all students  as it communicates to the receiver how well they are performing. Vague, infrequent advice that does not focus on learning can have a negative impact on student progress and subsequent levels of self-efficacy (Kirschner & Hendrick, 2020). This has rammifications for students placed within the lower attaining groups who often receive feedback related to their behaviour which is not linked to their learning. This is because teacher stereotypes can profile students in lower attaining groups as being ill-disciplined and not interested in learning. Hence, progress in reading and mathematics is less than that of their peers in the higher attaining groups as feedback is often misplaced by the teacher. 
Woodcock et al (2019, Pg. 109) suggests that the  ‘..achievement expectations teachers hold can influence students’ future achievement’.   Zhang (2017) reveals that teacher expectations are affected by the profile of the community in which it serves i.e. low, middle or high socio-economic status. Whilst it is acknowledged that teacher expectations are affected by a cocktail of factors, it is acknowledged that teachers in low SES schools are more likely to hold lower expectations for their learners. What is more, teachers in low socioeconomic schools are more likely to have lower self-efficacy when it comes to meeting the needs of students, especially those in lower attaining groups (Timmermans et al., 2018).  Consequently, teachers are likely to construct negative attitudes towards these students, especially if they are male (Auwarter & Arguete, 2008). Therefore, it is important that  schools, both primary and secondary, commit to exploring  the organisational arrangements of their class structure as this contributes to the formulation of teacher expectations and ultimately, the learning experience and instruction practices which may affect  academic attainment for groups of children.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                This is compounded further when we consider that the longer the learners  are placed within these ‘ability’ groups, they are more likely to adopt ‘group’ identities 
I wholeheartedly support the claims made by Hallam et al. (2004) that schools appear to be well-intentioned in their decisions to operate highly structured setting arrangements. In my experience, it is illogical to operate such a structure at primary school. That said, it could be contested that the over-riding factor in operating such a practice at secondary school is designed to best meet an external accountability measure as opposed to meeting the needs of all children.
Teacher Expectations and Ethnicity
Over the course of the last 20 years, schools across the country have become more ethnically diverse than at any other time in history.  For example, in 2020, 33.9% of primay school children are of minority ethnic background compared to 26.5% in 2011 (DfE, 2020). Research in the USA by Black (2020) and in Germany by Glock et al. (2013) provides evidence to suggest that ethnic minority students are often disadvantaged in school. It would appear that teacher expectations and explicit behaviours are influenced by implicit beliefs and attitudes. This, in turn, resulted in teachers behaving differently towards ethnic students thus having an undesirable influence on academic performance. In order words, ethnic minority students are more susceptible to lower teacher expectations as they are often viewed by teachers as being less capable and in relative terms, experience persistently low academic performance (Hughes, Gleason, & Zhang, 2005). 
Research indicates that children benefit from being assigned a teacher who shares an identity with them. As such, the benefit of this is stronger for ethnic students as they generally learn more and perform better. It has been suggested that this is due to the teacher having higher expectations of the child. Ewijk (2011) found no evidence that student ethnicity directly affects grades given by teachers. However, his research supports that of Hughes et al. (2005) in that children belonging to the ethnic minority group are subject to lower teacher expectations. This in turn, can induce students to perform less well. This has significant implications for their long-term future as these students  may achieve below the average standard of the group and therefore be placed in a lower attaining set which serves, in itself to perpuate a negative self-concept and experience the Golem effect (Babad et al., 1982). Ethnic minority students also tend to be found in the lower socioeconomic areas and as such may be at risk of societal stereotypes exhibited by teachers who tend to be from areas deemed to be high in socioeconomic status. This increases the likelihood that they may not be in the high-attaining groups and thus experience a less cognitively demanding experience in school which is attributed to a lack of ability as opposed to the possibility of biased treatment (Rubie-Davies et al., 2006).
It could be suggested that the proportion of ethnic minority students employed in schools does not always positively support this situation. As such, this serves to challenge policy makers to improve the recruitment and retention from the ethnic community, especially where the population of the school community is ethnically diverse. 
Teacher expectations and Gender
Policy development at a national level has continued to be steered towards addressing the underachievement of boys i.e. addressing the gender gap (QCA, 2008). Estyn (2008) highlighted that gender is only one factor which influences academic outcomes and emphasises socio-economic and ethnicity as important factors. Sadly, research by Myhill and Jones (2004) revealed that teachers developed sterotypical profiles of each gender which manifested itself in boys tending to underachieve whilst  girls are high achievers . ‘Theoretical’ teacher expectations were often not replicated in practice for most teachers. It would seem that boys would be identified as having behavuioural issues with a overt focus on what they they are unable to do. Consequently, this reinforcement within classrooms may lead boys to live out the stereotype and thrive on the culture of low expectations as well as having a diluted learning experience in the classroom (Rubie-Davies, Hattie, & Hamilton, 2006). As discussed previously, the streaming and setting of children from an early age is detrimental to the progress of specific groups of children. Hallam and Parsons (2013) indicated that boys were over represented in the bottom group by a ratio of approximately 2:1. It could be inferred that these practices which occur early on in a child’s school career predicates the performance gap at the end of their formal schooling. Thus, engineering a vicious cycle of low expectations which is fundamentally built of sand i.e. teacher assessments that are not representative of boys’ true progress fuelled by prejudiced viewpoints of working class boys. Dusek and Joseph (1983) emphasise that girls too are also the “victims” of harmful stereotypes throughout the school system. This manifests itself in subject choices, for example, girls tend to shy away mathematics and science based subjects as result of stereotyping around cognitive ability to access such courses and that it is too difficult for girls in comparison to boys of similar profile (Tiedemann, 2002). This has longer term implications for the labour market as leads to skewed gender patterns in industries such as Engineering (Reuben et al., 2015). 
Conclusion
The experience that children experience in school are vital in terms of their social, emotional and cognitive development, second only to their immediate family. The relationship a teacher has with a child can significantly contribute to their future outcomes. Within the classroom environment these permeate through teacher behaviours and perceptions through implicit attitudes and stereotypes for students Pianta (1994).Having explored the research surrounding the impact of teacher expectations on children, I categorically believe, that there is a compelling case for this to be explored further with trainee teachers and existing teachers. Jussim et al. (2005) highlights that even the smallest effect can have a significant impact on an child’s outcome, especially if these are amassed over the course of their school career. It is permissible to put forward the claim that students are affected, positively and negatively, as a result of teacher (stereotyped) decisions. These beliefs and stereotypes are the product of an individuals’ knowledge structure over time and cause us to categorise groups of people and associate behaviours, predominatnly negative  about those groups (Stangor, 2016). I therefore consider that the addressing of teachers’ expectations is a matter of urgency for the education system. 
 It is clear that socio-economic status of children is a primary driver in shaping the beliefs and expectations of their teachers. This is even more critical for sub-groups such as boys, with additional learning needs in low socio-economic schools from a minority background. Likewise, we must exercise caution in the use of labels e.g. ‘bottom set’,  to describe categories of children as these support the formulation of a ‘typical’ profile and as such can fall foul to lower teacher expectations . I argue that it is morally unjust and unjustifiable for primary schools to deliberately stream children based on assessments that are intrinsically biased towards and inhibit those from disadvantaged sub-groups. Such decisions have long-lasting effects to the point that they lessen intergenerational mobility, which defeats a core purpose of education (OECD, 2010). Similarly, over forty years of research would suggest that teacher behaviour alters when they interact with students deemed ‘higher attaining’, not only more frequently but more positively, which supports the acquisition of pro-social behaviours. The opposite is true for those deemed lower attaining (Hallam & Ireson, 2003).
If we are to truly realise the vision  for our country and reduce the attainment gap between learners from deprived backgrounds and their peers then we must tackle the issue of teacher expectations head-on (Welsh Government , 2017).  This includes challenging the status-quo on assessment processes which are equitable and fair, improving the quality of pedagogy on display in our schools to ensure that our teachers are capable of responding to the students in their care, irrespective of their perceived academic ability. Equally, developing appropriate professional learning training programmes, which raise teachers’ levels of self-efficacy whilst simulataneously seeking to identify and challenge prejudices within teachers linked to their implicit beliefs in so far as to deliver high expectations and aspirations for all. The utopia is to achieve a bias-free education system. It may be achieved through creation of a more diverse, professional workforce.
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