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Abstract

This essay examines current and past research on the effects of teacher expectations on academic achievement, with a focus on research dealing with urban elementary schools.  The essay concludes that while much of the research is controversial, teachers’ expectations can have a limited effect on certain groups of students’ academic achievement.  This occurs when teachers’ expectations influence teacher behavior toward the learner, the learning context, the curriculum, and assessment measures, in turn influencing student achievement levels.  Teachers’ expectations have the most effect on traditionally low-achieving students, suggesting that by changing expectations for and behavior toward those students, teachers can greatly influence academic achievement.  To do this, teachers should work to view the learner as a person capable of achievement.  Teachers should create a learning context where all students know the teacher expects them to succeed.  Teachers can create this environment through the equitable distribution of behaviors that transmit high expectations.  The Teacher Expectations and Student Achievement program focuses on several of these behaviors, including wait time and specific praise.  If teachers really expect all students to succeed, they will also provide all students with access to the curriculum, making sure that ability grouping is flexible and designed to allow students access to the curriculum at their current level of understanding rather than deny such access altogether.  Finally, to create high expectations, assessments should allow for students to demonstrate understanding rather than simply regurgitate facts.
The Effects of Higher Teacher Expectations on Academic Achievement for Elementary Students, 

Especially Traditionally Low-Achieving Students


Brightly colored posters proclaiming “Believe it and you can achieve it” frequently adorn the walls of elementary classrooms, and for good reason.  Expectations can have a profound effect on achievement.  However, such expectations are not always internal.  Certainly, a person’s own self-concept and self-efficacy beliefs can produce results, but other people having contact with a person can either enhance or temper that person’s beliefs, thereby increasing or decreasing a person’s ability to succeed in a given area.  In the context of teaching, parents, peers, teachers, and other school personnel can all influence a student’s belief in himself or herself and consequently affect that student’s achievement level.

Although many people can influence students’ beliefs about intelligence or ability, teachers frequently have a remarkable influence on students.  In one survey of 133 fourth-grade students from 16 urban classrooms, students were asked to rate their intelligence and then asked why they rated themselves as they did.  Approximately two-thirds of respondents rated their intelligence based on the comments or actions of teachers, while only five percent of students cited peers or parents.  Twenty-five percent of students said they determined their intelligence based on their own beliefs (Weinstein, 2002).  Clearly, teachers have a profound influence on students’ self-concepts, at least regarding intelligence.

However, such an influence on students’ beliefs does not necessarily translate to an improvement in academic achievement; furthermore, students’ perceptions of how teachers view them may not relate to teachers’ perceptions of and expectations for students.  This paper examines 1) the extent to which teacher expectations for students can influence academic achievement and 2) what actions teachers can take to develop and convey appropriately high expectations that result in increased achievement levels.  For this paper, the definition of teacher expectations includes those hypotheses teachers make about students’ potential achievement (Davis & Thomas, 1989) and how such expectations influence teacher behavior toward the learner, the learning context, the curriculum, and assessment.  Academic achievement includes student work in the classroom and data from standardized test measures. The research focuses primarily on students in urban elementary settings who may not always receive the benefits of sufficiently high expectations, although the implications for practice could benefit students in a variety of educational settings.  
Teachers’ Expectations and Academic Achievement


Research on the effect of teachers’ expectations began with the 1968 publication of Pygmalion in the Classroom, the results of a study conducted by Robert Rosenthal and Lenore Jacobson.  These researchers noted the effects of the self-fulfilling prophecy in bank runs, medicine, and animal research and decided to test whether they could observe a self-fulfilling prophecy effect in the classroom.  A self-fulfilling prophecy occurs when a person has an unrealistically positive or negative concept of a situation that becomes accurate as a result of actions taken due to the originally erroneous presumptions.  For example, a bank run may occur when enough people falsely believe a bank has financial difficulties.  As a result of the bank run, the bank may actually have financial problems, fulfilling people’s originally erroneous presuppositions.

To test the effects of the self-fulfilling prophecy in the classroom, Rosenthal and Jacobson (1968) administered an IQ test to all the students in an elementary school.  However, they told teachers the test was the “Harvard Test of Inflected Acquisition,” a measure designed to identify students on the verge of an academic spurt in achievement.  Rosenthal and Jacobson then randomly selected 20 percent of the students in the school as academic bloomers on the verge of such a spurt of growth.  Students then retook the IQ test one year and two years after the original test.  

After one year, results showed IQ gains for academic bloomers in the first and second grades to be significantly higher than for those not identified as bloomers.  Rosenthal and Jacobson (1968) hypothesized these results occurred because teachers in the lower grades expected more from these students.  They presumed teachers in the higher grades had not been as affected by the idea of academic bloomers because students’ reputations in the school were already well-established by that time.  They also hypothesized younger students might have been more sensitive to teachers’ expectations.  After two years, the gains between bloomers and control students disappeared for the younger grades but appeared in the fifth grade, a result Rosenthal and Jacobson had not expected.
The Pygmalion study engendered a host of controversy as to its effectiveness, especially for using IQ scores as the achievement measure.  Wild and implausible IQ gains in a number of first graders may have erroneously skewed the results.  Additionally, replications of the Pygmalion study are only effective one-third of the time.  However, if left to chance, results matching the Pygmalion study should only occur five percent of the time, suggesting that some merit exists to the concept of a self-fulfilling prophecy in the classroom. (Jussim & Harber, 2005).

Additionally, the Pygmalion study launched a plethora of research into the self-fulfilling prophecy and the power of teachers’ expectations on student achievement.  Such research remains somewhat controversial, but naturalistic studies confirmed a relationship between teacher expectations and student achievement; however, it is difficult in such studies to separate the effect teachers have on students from differences the students already possess (Weinstein, 2002).  Nevertheless, naturalistic studies do provide some evidence that erroneous expectations can develop spontaneously even after controlling for previous student motivation and achievement levels (Madon, Jussim, & Eccles, 1997).  
In the end, research shows that self-fulfilling effects can occur.  One model for teacher expectations explains that this occurs when the school climate and student characteristics induce teacher expectations that end up influencing teacher behaviors.  For example, teacher expectations may affect the learning opportunities teachers provide, academic learning time, curriculum coverage, and students’ self-expectations.  All these factors in turn affect student achievement (Proctor, 1984).  
Self-fulfilling effects are usually small and somewhat limited by a student’s own self-verification of the teacher’s expectations (Weinstein, 2002).  However, that does not negate the importance of teachers’ expectations on students’ achievement.  Such effects do exist and can be significant.  The question becomes how to make high expectations significant to the greatest number of students possible.  To determine this, one must look at which students teachers’ expectations most affect.  
Teachers’ Expectations and the Learner

 
When evaluating the effect of teacher expectations, it is important to realize that teachers typically do not have the same expectations for all students.  Teachers have different expectations for different learners.  Expectations for academic achievement may differ based on any number of factors, including socioeconomic status, student appearance, type of school, student behavior, and even where a student sits in the classroom (Davis & Thomas, 1989).  

However, more than race or gender or class, previous test scores and performance data provide the most consistent indicator for a teachers’ expectation for future success. One study used data from the Michigan Study of Adolescent Life Transitions to look at teacher expectations for seventh graders based on sex, social class and ethnicity.  Surveys asked teachers to rank their perception of students’ math performance, math talent and math effort at the beginning of the school year.  Students also ranked themselves on math ability, time spent on homework, and math effort.  Researchers also looked at students’ achievement on a standardized test and on their final report cards from sixth grade.  Results indicated no difference in teacher perception between African American and Caucasian students.  Economically, teachers perceived higher class students as performing more highly, having more talent, and exerting more effort, but these results did not outstrip actual differences in student performance.  When looking at gender, teachers thought girls performed more highly and exerted more effort than actual differences in results would suggest, lending some support to the idea that gender plays a factor in influencing teachers’ initial perceptions and expectations.  However, more significant than this correlation was the correlation between students’ final report cards from sixth grade and teachers’ expectations for the future (Madon et. al., 1998).  This data suggests that teachers base their expectations for student success on past successes. 
 The implication of such an assumption is that as a teacher, one can do little to change the achievement pattern of a student.  The student will achieve at about the same level he or she has reached in the past.  This assumption does not grant the learner the opportunity for success necessary in school.  It is a mistake to assume that just because a student has been a low achiever in the past, that pattern of behavior cannot and will not change in the future.  An effective teacher would expect a change in behavior and then actions could follow that make that expectation a reality.  Teachers will never create the environment necessary for change to occur if they do not first see learners as having the potential to change.
Rather than view poor achievement as a reality, teachers should view it as a reflection of the need for more instruction and clarification so that the learner can increase his or her achievement levels (Davis & Thomas, 1989).  One study looked at math scores for elementary school students to identify highly effective urban elementary schools and then compare those schools to typical urban elementary schools in the same district.  The study found higher expectations for mathematics learning common to all the schools with higher achievement.  In interviews with teachers at these schools, when asked to respond to the idea that all students can learn, teachers explicitly stated their responsibility as teachers to meet the learner at his or her current level of understanding and build from there, working through any problems that might emerge along the way.  Teachers at the typical schools wanted all students to learn, but did not mention their own responsibility in helping children learn (Clewell, Campbell & Perlman, 2007).  Teachers in highly effective schools, then, expect all students to learn and take the actions necessary to make this happen.

The idea that all children can learn is ubiquitous in education; however, teachers’ often qualify this statement and end up not really expecting all children to learn.  In a two-year study of two districts with 10,000 students, researchers identified three types of teacher reactions to the idea that all students can learn through interviews with 125 teachers.  In the interviews, teachers expanded on their thoughts regarding the idea that all children can learn.  Some teachers qualified the statement to mean that students could learn if the proper home support was available.  Others said students could learn if they were willing to put forth the effort.  A third group of teachers refused to accept any caveats to the statement, and insisted all students could learn.  Further observations of these teachers revealed additional commonalities among these “no excuses” teachers, including an insistence on completion of work and an expectation of high quality work (Corbett, Wilson & Williams, 2002).  In order to improve student achievement, teachers must first have high expectations.  Students with difficult home environments or behavior problems do have challenges to overcome, but teachers typically should not attach qualifiers to the idea that all children can learn.  However, perhaps a caveat does exist to the expression: All children can learn if teachers are willing to teach them.  Teachers must first believe students can overcome challenges so they can then work to help the students do so.
Such higher expectations do have an impact on academic achievement.  This impact is greatest in first, second, and seventh grade students who are in relatively new environments as well as for low-achieving students from lower social class backgrounds (Jussim & Harber, 2005).  In a study of 98 math teachers and 1,539 students using the Michigan Study of Adolescent Life Transitions data, researchers compared teachers’ initial perceptions of sixth grade students to the actual performance one might expect based on fifth grade final report cards and standardized tests.  Then the study looked at how students performed on a standardized test at the beginning of seventh grade after experiencing teachers’ perceptions throughout sixth grade.  Results showed that teacher perceptions that overestimated students’ performances more strongly predicted test scores than perceptions that underestimated performance; that is, when teachers had erroneously high expectations, students were more likely to have unexpected increases in test scores.  The reverse occurred for underestimating performance, but not to the same extent.  Furthermore, the highest correlation between artificially high expectations and academic achievement occurred among the students whose fifth grade scores put them among the lowest achievers.  In fact, the effect size for some low achievers was 0.41, the largest effect size ever in naturalistic studies of the self-fulfilling prophecy (Madon et. al, 1997).
This research has wonderful implications for classroom practice.  Of course, some other variable could have been in effect that created both the teachers high expectations and the students achievement, but as far as researchers know, the data suggests that teachers’ expectations can impact students, especially low achievers.  This impact is actually more likely to occur when teachers have high expectations rather than low ones.  Teacher expectations can significantly increase academic achievement for the students who need it most.  At the beginning of every year, every teacher should pick out two or three children who are struggling the most and work to maintain high expectations throughout the year for those students.  According to this research, the results could be extraordinary.
Essentially, teacher expectations influence academic achievement for the learner.  When teachers view learners as having the potential to succeed, then students are more likely to succeed.  This is especially true for low achievers, students who perhaps have previously lacked teachers with these high expectations and are only waiting on the chance to achieve.

 Of course, in order for such achievement to occur, teachers must first understand how teacher expectations translate to increased academic achievement.  A variety of teacher behaviors demonstrate teacher perceptions to students, creating either a learning context where higher expectations help to increase achievement or a learning context where lower expectations depress achievement levels.
Teachers’ Expectations and the Learning Context


The learning context is the environment in which learning takes place.  With regard to teacher expectations, the most significant factor in the learning environment is the extent to which teachers make their expectations apparent to their students.  Weinstein (2002) performed several experiments demonstrating students’ awareness of differing teacher behaviors.  In interviews with first-grade through fifth-grade urban students in several different cities, Weinstein consistently found that students thought teachers had higher expectations for higher achievers and gave those students more opportunities and choice.  Students thought low achievers received more negative feedback and teacher-direction.  

Students, then, are aware of differentiation in teachers’ behavior to students, behavior that probably occurs as a result of different expectations for students.  Basically, the classroom environment for high achievers is often quite different than it is for low achievers; perhaps this explains some of the profound effect high expectations can have on typically low achievers; such students rarely see the benefits of such expectations.  

Weinstein (2002) went on to rank teachers based on the level of differentiation students reported in their classrooms.  He examined 234 students in 16 fourth-grade through sixth-grade urban classrooms and found that the more students rated teachers as differentiating between students, the more teacher expectations for reading performance in the fall predicted year-end reading achievement beyond what initial differences between students would suggest.  In classrooms with high differentiation, expectations predicted nine percent to 18 percent of student achievement variance compared to a one percent to five percent difference for classrooms with low differentiation.


From these teachers, Weinstein (2002) chose two teachers with high differentiation among students and two teachers with lower differentiation rates and conducted further interviews and observations of the teachers and the students.  He found that the teachers who differentiated among students more were more likely to make public evaluations of students’ performance and ability.  Additionally students in those classrooms also blamed the students’ themselves for their lack of intelligence or ability, whereas students in less-differentiated classrooms believed that any student could listen and learn.

An environment where the teacher publicly denounces students’ abilities and other students pick up on that attitude can be detrimental to a student with low achievement levels.  Teachers need to make expectations more equitable; however, that is not to say that teachers should refrain from revealing their expectations to students.  Instead, teachers need to provide sufficiently high expectations to each student so that each student feels capable of success.


Teachers use a variety of behaviors with low achievers that translate their lowered expectations to their students; these include insincere praise, less feedback, less eye contact, and allowing fewer opportunities to respond to a question (Gottfredson, Marciniak, Birdseye & Gottfredson, 1991).  Because these behaviors are quantifiable, teachers can develop a repertoire of strategies to help make expectations more equitable in the classroom; that is, to raise expectations for lower achievers while maintaining them for high achievers.  While these behaviors typically occur between the teacher and the learner, when used collectively and equitably among students they work together to create an environment in which all students have the opportunity to succeed.  TESA, the Teacher Expectations and Student Achievement program, identified 15 specific behaviors teachers can change to demonstrate higher expectations to all students.  The program, begun in 1971 in Los Angeles and subsequently spread across the United States, groups these behaviors into three categories: behaviors that affect academic achievement, behaviors that provide constructive feedback, and behaviors that affect self-esteem (Cantor, Kester, & Miller, 2000).  Teachers learn these behaviors in five three-hour sessions spaced one month apart.  Between lessons, every teacher both observes three other teachers and has three other teachers observe him or her.  During observations, the recording teacher notes the behaviors of the instructing teacher and provides feedback (Gottfredson et. al, 1991).  Specific teacher behaviors include increasing the wait time between question and answer, asking higher level questions to all students, providing specific praise, and providing specific feedback on work (Rodriguez & Bellanca, 2007).  Such actions convey higher expectations to students; for example, if a teacher calls on a student to answer a question and then immediately goes on to another student if no response is forthcoming, the teacher conveys the expectation that he or she did not really expect the student to know the answer.  However, if the teacher pauses and waits for an answer, providing additional explanation and support if necessary, the teacher conveys the expectation that he or she expects the student to be able to master this material and participate in the classroom discussion.

TESA has had some success in schools.  An initial study of results during the 1973-74 school year found teachers did increase their use of behaviors conveying positive expectations for traditionally low achievers and the students language arts scores did increase (Gottfredson et. al,  1991).  A survey in 1994 of 931 teachers across the country resulted in a 95 percent favorability rating for the program from teachers who had participated, with 83 percent indicating they still observed and coded other teachers’ lessons up to two years after the training (Cantor et. al,  2000).  However, a 1988-89 study comparing two elementary schools, one implementing TESA training and one not, found only a significant effect in low-achieving first-graders (Gottfredson et. al, 1991).  The evidence that students in first grade and traditionally low- achieving students are most likely to benefit from higher teacher expectations could explain why the results were most significant at this level.  

The 1988-89 study only compared two schools and the school implementing TESA had just implemented the program that year.  More experience might have made a larger impact, as might a different or larger sampling.  More research is needed comparing schools that use TESA to schools that do not. Nevertheless, simply implementing TESA does not necessarily translate to increased student achievement.  Even the positive studies showed only a slight improvement in achievement.  TESA does make teachers more aware of behaviors that affect expectations, but teachers have to want to change their behaviors toward low-achieving students for change to occur.  Furthermore, it is not enough simply to not have negative expectations for students.  Teachers must make sure they are creating an environment that creates high expectations.


To create such an environment, teachers can use specific language to convey their expectations.  For example, in order to convey agency, a belief in one’s ability to achieve one’s goals, teachers can use phrases such as “How did you figure this out?” or “How are you planning to go about this?”  Such questions convey to students the idea that they can figure out problems; in fact, it makes such abilities implicit and taken-for-granted.  The teacher is already moving on to talking about different strategies the student is using to solve problems; there is no question the student is able to solve the problem (Johnston, 2004, p.31-32).  Of course, simply using a set of key phrases is not enough; students pick up on body language, tone of voice and other nonverbal communications.  However, if teachers truly believe that students can achieve, then using some of the phrases from teacher language researchers can help to convey those expectations to students.


Additionally, teachers who expect achievement from students create an environment where such achievement is possible.  Teachers who expect students will master material then spend most of their time on instruction of the material and keep students engaged with the content (Davis & Thomas, 1989).  Teachers also ensure every student has the opportunity to succeed, providing extra help and time if the student needs it (Corbett, Wilson, & Williams, 2002).  For teachers to convey high academic expectations to students, they need to make sure to appropriately interact with every student in a way that allows each student to feel the teacher expects them to succeed; however, fulfilling expectations goes beyond teacher-student interactions.  Teachers must also create an environment that provides access to the curriculum.
Teachers’ Expectations and the Curriculum

Teachers’ expectations for whether students can master the curriculum partially determine the opportunity students have to learn (Brophy, 1988).  When teachers have low expectations for students, they tend to tolerate more non-attending behaviors from those students, spend less time on academic instruction and cover less of the curriculum (Proctor, 1984).  In fact, a pedagogy of poverty often exists in urban settings where teachers give directions, monitor seatwork, and insist on mastery of basic skills before moving on to more higher-order thinking activities (Lee, 2003).  

Such activities send the message to students that they are incapable of handling more challenging material.  That is the wrong message.  While teachers should not ignore basic skills, every child should have access to the entire curriculum and be exposed to higher-order thinking activities.  For example, teachers can read stories aloud and all students can participate in discussions that work on comprehension, predicting events, understanding characters’ motivations and making inferences, even if not every child is yet able to read the selection on his or her own.  Certainly, every child needs practice reading material at his or her current reading level, but that does not mean the teacher cannot find ways to allow children access to more complex material as well.

In the study that compared highly effective urban schools to typical urban schools, researchers found that teachers in highly effective schools said they taught math at the analysis level or higher 66 percent of the time whereas only 36 percent of teachers in typical schools said they did so (Clewell et. al, 2007).  Effective schools have teachers with high expectations.  Teachers expect students to master material and students perform accordingly.

This is not to say that teachers should just give students the curriculum, expect mastery, and wait for success to occur.  Providing the scaffolding necessary for success goes hand in hand with expecting that success.  One classroom observation demonstrated how constructivist learning opportunities themselves actually helped the teacher to convey his expectations for students.  Constructivist learning occurs when the teacher starts with what the student already knows and builds from there.  In this math classroom, Mr. Lee, the teacher, began by activating prior knowledge, sending the message to students that they had the foundation and background to learn.  He then made every student an active participant in the classroom, sending the message to the students that they had the capability to take responsibility for their own learning.  Finally, Mr. Lee taught concepts first and computations afterward.  That is, he made sure students understood what they were doing mathematically before they worked out how to perform the mathematical operation.  This sent the message to the students that they could understand the concept (Jamar & Pitts, 2005).  When teachers just try to have students learn a mathematical operation without a deeper understanding of the concept, they send the message that they do not expect students to succeed at more difficult concepts, only at lower level computational skills.  In all subjects, teachers must work to challenge students so that the students know the teacher expects them to master the material.  

When challenging students, teachers must still be sure to meet students at their current level of understanding.  This may result in some teachers grouping students by ability for instruction.  However, such groupings can have negative consequences.  In a study by Weinstein (2002) in the 1970s, teachers in three different first-grade classrooms grouped students by ability level.  After five months, no student in the low group moved to the high group and membership in groups created a 25 percent variance in achievement levels beyond what preexisting student differences suggested should occur.  Grouping students by ability level can create gaps in achievement levels when students in the lower group do not get the same access to the curriculum as students in higher groups. 

Ability grouping can be effective, but teachers must find ways to make sure that all students have access to the curriculum.  For example, every group in reading in a class might read a mystery story at the appropriate reading level.  Then the class could work on the elements of mysteries together.  This allows every student to succeed at the appropriate level while allowing every student access.  Additionally, teachers should view ability groups as flexible, expecting that students in the lower groups will move up with the necessary support.


When Weinstein (2002) interviewed teachers who were either more or less likely to differentiate in their treatment of and expectations for students, he found that both teachers used ability grouping.  However, in the classroom where the teacher had markedly different expectations for students, the ability groups remained unchanging and existed for multiple subjects.  Additionally, the content given to these groups differed more than the differences in content for the teacher with little difference in her expectations for her students.  The teacher with less differentiation was also more flexible in her grouping, changing groups frequently and using ability grouping less often.  Ability grouping may allow different students the chance to access information at their level, but teachers should use such groupings with caution and with the knowledge that groups should change frequently as student abilities increase.
Teachers’ Expectations and Assessment


In order to measure students’ abilities, teachers must develop effective assessments.  These assessments should measure what students’ understand, not what they can regurgitate.  If teachers really expect students to learn, then they need to assess for learning, not for memorization (Rodriguez & Bellanca, 2007). Teachers might follow the Understanding by Design format, which focuses on what students need to understand as a result of instruction before planning learning activities.  Once the teacher has developed goals for the lesson, he or she develops an assessment plan, still before planning learning activities.  Such assessments look at what evidence students should show of mastery.  Assessments should not only include traditional paper-and-pencil tests, but also opportunities for the demonstration of knowledge (Wiggins & McTighe, 2006).  For example, students might write a story with a suspenseful beginning to show understanding of mood, or solve real-life problems in math to show evidence of addition and subtraction skills.  The key is to assess students to see what they understand.  This means teachers will instruct in a way that expects students to develop understandings rather than simply expecting students to memorize material.

Teachers should also assess students’ mastery of standards.  Constructivist standards tend to provide some sort of performance basis that allows teachers to assess whether a student’s mastery of content is adequate.  That way, teachers have an objective standard to have students work toward, helping to maintain high expectations.  However, when the school culture sees standards as guidelines for knowledge to disseminate to students rather than as knowledge to be constructed, standards become ineffective.  This occurs most frequently when policies link standards to standardized tests.  Then, the knowledge becomes a set of isolated facts rather than knowledge to build (Lee, 2003).  Teachers should have goals for what students should learn, goals that challenge students and expect high achievement.  Standards can help to develop these goals, but they can also limit such goals when teachers teach the standards as isolated content for students to memorize.  Instead, teachers should expect students to master standards in the context of rich learning opportunities.

Teachers’ Expectations and Implications for Further Research


Much of the evidence for the effects of teacher expectations on academic achievement is somewhat controversial.  The original Pygmalion study had design flaws, and repeats of the experiment only work about a third of the time, and then with limited results.  Naturalistic studies are difficult to draw conclusions from because an unknown variable could remain hidden.  Therefore, teacher expectations may not cause academic achievement, but this other variable could cause both.


Nevertheless, research has shown that as far as anyone knows, teacher expectations do play a role in academic achievement, especially for certain groups of students.  Most notably, high expectations for low-achieving students have a significant effect.  Researchers should try to duplicate these results, and to see what teaching practices result from these expectations that allow student success. 


Researchers should also continue to examine the effectiveness of TESA to obtain more data on the circumstances necessary for this program to be effective.  Researchers should also work to examine other methods that teachers can use to convey high expectations to all students.

Teachers’ Expectations and Personal Implications


I want to give every student the opportunity for success, and this research has helped me to realize the importance of my expectations in doing that.  I have also found this research inspiring because it suggests that as a teacher, my high expectations can have the greatest effect on the students who need the most help. 

This paper has helped me to add another lens for looking at my instructional practices.  I already design instruction using an Understanding by Design lens.  To plan a lesson, I develop standards-based goals and assessment strategies for those goals and plan accordingly.  When developing classroom management strategies, I use a responsive classroom lens, checking to see that I am making my behavior expectations explicit so that everyone understands exactly what to do.  I also provide logical consequences for inappropriate actions.  Now, I will add a third lens, an academic expectations lens, where I check to make sure that my interactions with students demonstrate my expectations that all students can succeed.   I will particularly work to make sure that I design the instructional activities in groups to allow students an entry point to access the curriculum, rather than having groups act as a barrier to learning by denying lower achieving students the opportunities they need for success.  I will also make sure that ability grouping is temporary and mixed with heterogeneous grouping.
Conclusion


All by themselves, teacher expectations do not automatically translate into higher academic achievement.  Those expectations need to coincide with effective teacher behaviors, significant classroom management skills, and instruction that reflects best practices. However, teacher expectations can make a difference, especially for low-achieving students.  Such a reality can be sobering because low achievers cannot afford low expectations from teachers, and yet, sometimes, perhaps even most of the time, that is exactly what happens.  Still, these results can also be tremendously encouraging to teachers.  A teacher has the opportunity to take struggling students, provide them with high expectations for academic success, and have those expectations become realities.  Nothing can be more rewarding.
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