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AFRICAN—AM.ER.ICAN CHILDREN arrive at kindergarten
- with fewer reading skills than whites, even when
itheir parents have equal years of schooling. In an ideal world, schools would
“ireduce these disparities. Unfortunately, national data show that, at best,
¢ black-white test score gap is roughly constant (in standard deviations)
from the primary through the secondary grades.’ At worst, the gap wid-
ens.? Among blacks and whites with equal current scores, blacks tend to
#nake less furure progress. This is the first of two chapters on how schools
thight affect this story. It examines evidence for the proposition that teach-

Thanks o Karl Alexander, William Dickens, James Flynn, Chriscopher Jencks, Meredith Phillips,
d Jason Snipes for helpful discussions and comments on earlier drafis. I am also grateful to Les
-+ Jussirn and Meredith Phillips for calenlarions that they conducted ar my request for this chapter. Jason
ipes provided able research assistance.

‘ See ehapter 7. The black-white gap in skills at the beginning of primary school is smaller for
‘Tiore recent cohorts.

2. Existing evidence on group-level disparity at the mean across grade levels within 2 cohort is not
" “entirely clear, because of measurement issues and dara problems. See chapter 7 above for a discussion
- &f methodological decisions that determine whether the gap appears to be constant or to grow wider
‘gver time within a cohort.

0
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ers perceptions, expectations, and behaviors interact with students’ beliefs,
behaviors, and work habits in ways that help to perpetuate the black-whit
test score gap.’
No martter what material resources are available, no matter what strat-
egies school disrricts use to allocate children to schools, and no matter how'
children are grouped for instruction, schoolchildren spend their days in
social interaction with teachers and other students, As students and teach= -
ers immerse themselves in the routines of schooling, perceptions and ex~
pectations both reflectand determine the goals that they set for achievemen
the strategies they use to pursue the goals; the skills, energy, and other
resources they use to implement the strategies; and the rewards they expect
from making the efforc. These should affect standardized scores as well-as
other measures of achievement. . si
Tt is 2 common, if controversial, assumption that teachers perceptions, -
expectations, and behaviors are biased by racial stereotypes. The lirerature
is full of seeming contradictions. For example, Sara Lawrence Lightfoot
writes: “Teachers, like all of us, use the dimensions of class, race, sex, n&&ni
to bring order to their perception of the classtoom environment, Rather
than teachers gaining more in-depth and helistic understanding of the child,
with the passage of time teachers’ perceptions become increasingly stere

typed and children become hardened caricatures of an initially diserimin
" :

On the other side, Jerome Brophy doubts that bias is important: “Few
Hnmnrm._.m can sustain grossly inaccurate expectations for many of their stu-
amb.ﬁ in the face of daily feedbagk that contradicts those expecrations.”s
mil Haller adds: “Undoubtedly thete are some racially biased people S_.._o
are teachers. . . . However . . . the problem does not seem to be of that
‘nature. Oomnn?_.bm it 50 is to confuse the issue, to do a serious injustice to
..._..._mn vast n.E_oHEN of teachers, and| ultimately to visit an even more serious
‘on¢on minority pupils, After all J. . children’s reading skills are not much
] improved by subtly (and not so subtly) labeling their teachers racists.”
-Some aspects of this debate dre substantive, but others are mmmemn :
..Hmuo n..,rmmﬁmn begins by distinguishing among alternative definitions of Hm“
cial bias and reviewing evidence of teachers’ perceptions and expectations
ﬁmﬂn sections address the ways in|which teachers’ and students’ vaﬁm&o_..m.
might be both causes and consequences of racially disparate perceptions
»b& cxpectations regarding achieyement, and might therefore contribure
1o ‘wnﬁmnﬁcmﬁmsm the black-white test score gap.

‘,.Wmnm in Teachers’ Perceptiong and Expectations

M.Nm@nnmmoumu perceptions, and behaviors that lock biased under one
eriterion often look unbiased under another. However, researchers who
udy racial bias seldom evaluare their findings by more than a single stan-
ard. H_pm discourse thar results can be quite perplexing. One body of lit-
rature alleges bias and another depies it, but much of this disagreement is
eally over what is meant by “bias” At least three different conceptions of
s appear in this debate. _
i ..mmmm.w.m deviation from some bénchmark that defines neutralicy, or Jack
t ._u._mm One type of benchmark is “unconditional” race neutrality. By this
nﬁom. teachers who are unbiased expect the same, on average, of black
: ig.mm students, A second type of benchmark is “conditional” race neu-
ality ~that is, conditioned on observable, measurable criteria. For ex-
ple, ._E.Em.mm& teachers should expect the same of black and white students
the condition that they have the same past grades and test scores. The
d type of benchmark is conditioned not on past performance but on

tory vision.”

Similarly, Reuben Baron, David Tom, and Harris Cooper argue th
“the race or class of a particular student may cue the teacher w0 apply th
generalized expectations, therefore making it difficult for the teacher
develop specific expectations tailored to individual students. In this man
ner, the race or class distinction among students is pexpetuated. The f
iar operation of stereotypes takes place in thar it becomes difficult
minority or disadvantaged students to distinguish themselves from the ge
eralized expecation.™

3. Whenever possible, T present vesults in rerras of “effect sizes” measured in mﬁun_mwn_.n_ni tit:
units, Tor example, if one group of students experiences 2 particular trearment and-an oth
cquivalent conrrol or comparison group does not, the effect size of the tzeagment on test scotes
difference berween average scores for the cwo groups after the treacmene, divided by the pooled:
dard deviacion of scores. Far an outcome that is normally distribured, 20 effecs size of m_..uo.
studenc from the fifideth o the fify-eighth percentile; an effect size of 0.50 moves the smdent
sivry-ninth percentile; and an effect size of 0.80 moves the student o the mn<nn€\b5ﬁ_uwnmnnn

4, Lightfoor (1978, pp. 85-86). o

5. Baron, Tom, and Cooper (1985, p. 251),

rophy (1985, p. 304).

,..Em_“.m_. .C,m..mm. p- %E.v is commenting on racial disparity in ability group assignmencs. See chapeer
or mose discussion of abiliey grouping, including Haller's findings.
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unobserved potential. It requires neutrality—for example, equal expecta-
tions and aspirations—in regard to blacks and whites who have equal po-
tential. Insofar as “potential” differs from past petformance, however, it is
difficult to prove. Assuming that black and white children are born with
the same potential (which seems a fair assumption), there is no distinction
at birth between unconditional race neutrality and neutrality conditioned -
on unobserved potential. However, disparities in potential may develop as
children grow older; recent literature on brain development, for example;
suggests that experience alters potential. Therefore unconditional race neu-
trality may or may not remain the best approximation to neutrality condi

tioned on unobserved potential.

report which gro
cally insignificant, Overall, the
and white students js clearly rej
An interesting study by D
o cluded in Baron, Torm, and Coo
clusion, ! Sixty-eight white fen

-1
o

1

-48pe was accompanied by a picny
| ms& Turner asked teachers to rate
ity of response, current academi
The race of the student in the pig
tor for each of the four outcomes
. I the benchmark is uncond;
to .rEn_ racially biased expecratior
--Stve racial bias? Consider people
m_m..m._m coin the odds of getting he
experimental situation where, unk|

250:50. If each

Unconditional Race Neutrality

Unconditional race neurtrality requires that teachers’ perceprions,.ex-
pectations, and behaviors be uncorrelated with students’ race. By this defi- -
nition, an unbiased perception, expecration, or treatment has the same
average value for all racial groups. This benchmark for racial bias is-the
standard in experimental studies. Such studies typically find that reachers
are racially biased. S

In experimental studies researchers systematically manipulate infor-
mation about students. Although race is included, the sample is selected to
avoid any correlation between race and the other characteristics noted.® 1 ;
a typical experiment, teachers receive information about students in writ-
ten descriptions, photographs, videotapes—or occasionally, real ch dren,

0, Baron, Tom, and Cooper (1985) fepare

ypothesis of identical
ccted (p < 0.002),%

per’s mera-

£ experience,

> abilities,

expectations for black

bra DeMeis and Ralph Tirner is not jn-
analysis but supports their cog-
elementary school teachers, with an
were selected from summer

ale

HAnDEnWN during the 1970s, They were
Hnm.wob&.bm to the question, “Whae hap-
the last time you watched it?,” and each

re of a black or a whire student,

the taped re et

sponses for personality, qual-
- and future academic abilities
€ was a statistically signijfi ic-
iy y significant predic-
ional race neutralicy,
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who learn from real Jife
that when one
ads are 60:40. Place these people in an
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n only one toss of the coin, will their
jronment where real differences i per-

teachers are found
make of this perva-

who act as the experimenter’s confederates. The teachers then Emnr to
or more measures of ability or academic performance for each studen
. . - . W ] T L
the experiment is run well, the reachers do not discern thar race is 3 varia
in the experiment or that the real purpose is to assess their racial T.mm.n.m..
Baron, Tom, and Cooper conduct a meta-analysis of experimental st
ies thar focus on teachers’ expectations, sixteen of which deal SMF_.H race
Teachers have higher expecrations for white students in nine of the studies

beeeen studies, In
dard deviation, IF nip
- sigiticant resule bue no effece sige g
eatsize across 2ll sixreen studies is (.23 -
i1, Ungﬁm and Turner (1978).
,_.,_.m. To compute the effece sizes for

8. This immediae discussion concerns experiments. However, shis first type of benchmarle:
used in naruraliscic setrings. Specifically, in the absence of reliable information about individug
which to base a benchmark that is not unconditionally race neutral, unconditional raciel neutrli
may seem the only morally defensible alrernaive.

9. Bacon, Tom, and Coaper (1983).
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formance between blacks and whites are the norm, if the _unﬁn.wEme fi §
declaring expectations unbiased is unconditional race nmcﬂ..mrﬁ%ﬂmmgmmn_u :
expectations are what one should nannﬁa. For the same reasos, mo_%m
of bias is also pervasive in naturalistic studies—that is, studies in real class
rooms, without experimental controls. . i

Experimental research of this kind establishes .&.En reachers vnrn.qm et~ -
tain stereotypes and use the stereotypes mn. one-time encounters with MM
perimental targeis. But it docs not establish that the mﬁmhnoqwmmaéw
represent biased estimates of the average if they were applied in re wn a
rooms outside the experimental setting. Nor does it prove that teachers. .
real classrooms treat students inappropriately, or that their STereotypes pre-.
vent them from forming accurate perceptions about individual students

relations between beginning-of-year and end-of-year assessments should
be among the highest.”” A sccond reason for stability migh be that few
- students try hard to change their positions. A third might be thar the pace
~and style of standard teaching offer few effective opportunities for students
who are behind to catch up.!® Most evidence about the accuracy of teach-
exs’ perceptions comes from cotrelations between teachers’ predictions and
- actual test scores, which typically range between 0.50 and 0.90. At least at
- “the low end of this range, one sighr alternatively focus on the inaccuracy
“of the predictions, in “glass half empty” fashion.
I'know of only three mE&J that report separate correlations for blacks
- and ‘whites. Haller finds that the correladon between teachers’ subjective
- assessments of the reading proficiency of fourth, fifth, and sixth graders
and students’ scores on the Comprehensive Test of Basic Skills is 0.73 for
whites and 0.74 for blacks.?® Jagqueline Irvine asked teachers to rank 213
fifth, sixth, and seventh gradeis on general academic ability during the
~second, tenth, and final weeks lof the 1983-84 school year. Correlations
between these ratings and scorgs on the California Achievement Test are
‘similar for blacks and whires.? Similarly, Margie Gaines finds that teach-

-ets predictions of performance pn the Iowa Test of Basic Skills are as accu-
rate for black students as for whites.?

EBvidence on Accuracy

For at least two decades, scholars in education have emphasized ..H..Hwﬁ
reachers’ contemporancous perceptions of students’ performance, as éo:
as their expectations of studenis’ future performance, are generally accu-
rate.' For example, it has been found that first grade ﬁmmnr.mnm can _,mﬁﬂu
enough about children in the first few weeks of school to w.nnnrnﬁ ﬁﬂr ﬂ.EM :
accuracy their rank order on ﬁwEﬁmnwmoE held at the beginning M. Mw%ﬂw
grade.” Once set, teachers’ mx@nnnmﬁonm do boﬁ. change a great de &rm
may be because their early impressions of proficiency are accurate, an ﬁ ¢
actual rank order does not change much. . R

There are several possible reasons for stability in Hmbw .oann.m_m. m:mp ‘
teachers’ perceptions and expectations might v.n H&Em:ﬂa\ Emg_ﬁn.‘mmﬁ.
fulfilling expecrarion effects, discussed Umwoﬁ. will rypically be scropgest or
the teachers whose expectations are least flexible.™ For these Hmnm_w? .

- 17, Experimental studies thar expose teachers to different sequences of facts show thar their expec-
~tations are sufficiently Aexible to remain M_Mnﬁmﬁn as new information becomes available; see, for
"+ example, Shavelson, Cadwell, and Tzu (1977). The pareern of flexibility among reachers in real class-
- t0oms.is not known. ﬂ
18, Indeed, Guskey (1982) finds that im provements in reacher responsiveness reduce the accuracy
" of teachers’ early predictions for np&.cm‘mmﬂwﬁnn performance; see discussion in text below.

. 19."See Egan and Archer (1985); Irvine (1985); Brophy and Goad (1974); Evertson, Brophy, and
Good (1972); Willis (1972). t :
. w.c_....mmzmn (1985, note 4). This study covers forcy-nine teachers and 934 fourth, fifth, and stxch
: mnmnmnwﬂ in five cities across four census regiops,
- 21::8ee Irvine (1990, p. 77), discussing findings presented first in Irvine (1985). The correlacions
" betwegh second-week rankings and end-of-yéar test scores are 0.63 for white males and 0.62 for black
males; The correlation for black males dipped in the tench week, but had recurned to the same range
as for whites by the end of the schaol year, Irvine emphastzes this difference in the pattern for black
and white boys. It seems to me, however, that similariry is the mote salient finding: of three compari-
sons for boys, in only one (boys at the rendh weeld) is the racial difference notable; and there is no
significant racial difference in the three comparisons for girls. Some teachers in Irvine’s study were
consistently more accurate than others. For the least accurate teacher, the correlations maved from
11 for the second week to 0.56 for the end of the year. Ar the high end, one teacher had corrclations
of 0.91,:0.92, and 0.89 for the second week, tenth week, and end of the year, respectively.
22. Gaines (1990}, |

13, For whatever ceasons, average scores on standardized examinations ._HE_ w© be _cﬁ..“”n _‘.umb_morm :
than .mon whites. Hence in gencral che most aceurare prediction is chat whites will have E_"m_un.n mncwmm
14. See, for example, Good (1987); Egan and Archer (1985); Mictman (1985); Hoge Bum w_.:n er:
s M ; Irasi 0). Do
1984); Monlk (1983); Pedulla, Airasian, and Madaus {198 . "
H G.v See Brophy and Good (1974, table 6.1), which presenes correlations from @..Qﬁ%ﬁ. .m.nobE‘
d Good (1972). . . o
- 16. Fecles and Wigheld (1985}, for example, provide a line of reasoning that might Fuppait hi;
outcome. Fssentially, in order to deviare from a previously established trajecrosy, .ﬂrn ﬂ_EAnnn iﬁﬂ
need suppore from the teaches in begining the process of change, If the reacher continuey v treat i
studenc as he or she did before the change, the siudent may decide thac the enviranment 15 40
sulficiently responsive o actain the new goal, feel lack of control, and return to _”_.ﬁ.o_nm Emmm.u..
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guish conditional from unconditional race neutrality; the existing litera-
- ture often makes a further distinction between past performance and fu-
~“ture potential.,

The similarity in correlations for Emn_a and whites means ﬂrmﬂp MW :
rank order of achievement among blacks is as mﬂm_u._n as that E.H.H.Mbm Wi §
and tha teachers achieve similar accuracy in assessing both raci mﬁocﬂ%&.m
does not, however, imply that teachers perceptions or nxmmnm_wﬁobm nrﬂm
the same impact on blacks and whites.” Zn:?.w_.. does it Bnﬁ_w at ﬁmwn. =
are racially unbiased. In this context, accuracy 1s not always the owm.m .mwmr
bias. If self-fulfilling prophecy were always perfect, for mxmb.pm ..vH._pm.Hw...
student’s performance would be exactly what the teacher nwmﬂn—uﬁn . et
fore if expecrations were biased, outcomes would be perfectly pre 2

but biased.

Ruce Neutrality Conditioned on Potential

. The third type of vab&p:.._ﬁwléEnw may or may not equate with
ither of the two discussed aboye—is the level of performance that a stu-
dent could reach at full potential, In this case, bias is found in the percep-
ion or estimation of m.mﬁnmJﬁw full potential. Full potential equals
demonstrated plus latent potential. It is alleged that teachers underestimate
thelatent potential of blacks mpre than that of whites,
=l is of major concern to African Americans that teachers underesti-
‘mate the potential of black students, if not necessarily their performance.
Consider the following passagd from a 1989 report entided Visions of a
Bester Way: A Black Appraisal of American Public Schooling: “We hold this
truthito be self-evident: all black|children are capable of learning and achiev-
_ing, Others who have hesitated] equivocated, or denied this fact have as-
sumed that black children could nor master their school-work or have
gautioned thar blacks were not ‘academically oriented.” As a result, they
have perpetuated a myth of Eﬁo:wnﬁcm._ inferiority, perhaps genetically based.

hese falsehoods prop up an EwaEBEn social hierarchy with blacks dis-
roportionately represented at ?m bottom, and they absolve schools of
aeir fundamenral responsibility to educate all children, no matter how
eprived, "4 W
An earlier description likewise alleges bias, judged against the bench-
nark of future potential: “In the middle class white school, student inac-
ntion was taken as an indication of teacher need to arouse student interest,
but-the same behavior in a lower class black school was rationalized as
oredom due ro limited student attention span. In general, the teachers in
lower.class black school were characterized by low expectations for the
ldren-and low respect for their ability to learn.”»

Race Newirality Conditioned on Observables

The second type of benchmark for measuring bias is race bnﬁhmrq
conditioned on observables. The assumption is that teacher’s perceptions

ons are unbiased if they are based only on legitimate observ:

and expectati teitydes

ictors of performance, such as past grades, test mnonam._, :

MWWﬁWMMWMMMHEQ %n:nw about personal m._uEmnw {for n.M.mBM.__P as mﬁmwwﬂn
by a survey). In this case, the benchmark is om.,_% nom.&ﬂon H y M.nw peam
if past performance or another of these predictors is correlate M i
the benchmark will be too. Bias is the difference _umﬂannb the actugl w rce]
tion or expectation and the benchmark for mncﬁ&ﬁn - n.m mo,nm

This type of bias can be estimated by regressing a ﬁmmw“ ersp ¢ mMmE
or expectations on both race and one or more other exp %anoh.mwmnﬁﬁ ;
that one regards as legitimare predictors of m.nmmnumambnm. e nmm joer
student race then measures the average racial gmm.mBonm reack _.M.m EOb
sample, This benchmark is probably more appropriate than Eﬂuow o
race neutrality when considering, for nHmB@—ﬂ. whether wn”wu ef nw ow.m i
biased judgments to nominare mE&nnﬁm.moH particular curric EM "’
ability groups. As I show below, it might also be more m@%h .._.Mm i
analyzing whether teachers’ biases produce mmrﬂ?_.m:pnm w%w. nnM o %m_
performance among black students. However, 1t 15 not su Eﬁmf i

i .cmw‘v.n%mn
93, Recall thar owo lines with different slopes can each represent 2 correladon of o :

] i ions could hay
i . Similasly; reachers’ carly perceptions or expectarions CoUiq nay
e e g Eﬁmnn w.”. nnw... vace than For the other (a5 represented by a stecper Liy
cheré perceptions or expectations and end-of-year perfo v
ty of different slopes is explored by Jussim, Eccles, and

{: Commiitee on Policy (or Racial Justice (1989), quoted in Miller (1995, p. 203). The task force
roduced the report included & number of nated black scholars at major univesities, incuding
saraLawrence Lightfoot of Harvard (the principal author), James B, Comer of Yale, John Hope Franlklin
uke, and William Julius Wilson, then ar the Universicy of Chicago.
Leacock: (1969}, quoted in Brophy and Good (1974, p. 10).

farger impact on performan
though the correladion berween tea e
the same for boch groups. The possibili
(1996), as discussed below.
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If, as they surely must, perceptions of children’s intellectual potential
affect the setting of goals in both homes and classrooms, teachers and par-
 ents who underestimate children’s potential will tend to set goals that are
t00 low.2 Such underestimation is undoubtedly a major problem, irrespec-
tive of race. A great waste of human potential and much social injustice
cesults from the fact that teachers are not given the incentives and support :
they need to set, believe in, and skillfully pursue higher goals for all stu- :
dents, and in particular, for African Americans and other stigmatized mi-
norities. The payoffto searching more aggressively for ways to help children
Jearn would surely be higher than most people imagine.

Reliable estimates of bias related to future potential are not possible,
because there is no clear basis on which to measure human potential.”
Surveys find thar expressed beliefs in the intellectual inferiority of blacks
have moderated over the years.”® In the General Social Survey, for example;.
the percentage of whites responding that blacls have less “in-born ability
to learn” fell from 27 percent in 1977 to 10 percent in the 1996.% Thereis -
no way to know the degree to which this reduction is due to changes in‘
beliefs as opposed to changes in social norms. The same survey found.in -
1990 that when respondents were not constrained to attribute differences i
to genctic factors, 53 percent agreed that blacks and Hispanics are less
intelligent than whites. Indeed, 30 percent of blacks and 35 percent. of
Hispanics agreed.”

Many experts think that genetic differences are at least partially vo blame
for existing black-white differences in academic achievement. A 1984 sui-
vey questioned 1,020 experts on intelligence, most of them Eomwhmoa_‘mﬁm
university-based rescarchers who study testing, psychology, and education.

&

26. Goals are not determined by teachess’ expectations alone. The curricular materials thaf an
handed down to teachers from the administradon, as well as studenes’ acmual behavior, also Emwwnh. .

27, Sec Ford (1996) for a useful discussion of the issuc in light of theories of rmulriple intelligences.
in the terminology of the presenc chaprer, those who think that porential is very distinct from perfor-
mance and that ability is equally distribured among the races will favor an uncondidionally yace--
neutral proxy in place of race neutrality conditional on observables. Those who believe chat ‘racial
differences in performance are good approximadons of racial differences in potential mighe favar ¢
proxy of race neutraliry conditional on observables, perhaps sugmented by a positive shift faccpr for

all studenss.
28, Miller (1995, chapter 8) presents a2 useful review of trends in surveys regarding beliefs:abo
bers in the Harris poll tend to produce smaller

black intelleccual inferioricy, He poinds out that num
percentages because they ask more directly about whether any black-white difference in intelligence
generic. R
29, Kluegel (1990, pp. 51415, 517); see also the intreduction to this volume,
30, Miller (1995, p. 183), based on Tom Smith (1990, p. 6). ;
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31, Miller {1995, pp- 186-87),
32, Herrnstein and Mucray (19
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Alm

mbnmm.w“ WMM _Mwmn percent) @%Rmmn&.ﬁrm opinion that black-white differ-

e ns<Woanhuﬂ..nm are at _.nmmﬁ partially genetic, Fifteen percent said nrm‘n

only cavi is responsible, M.A percent regarded the available evide
tent, and 14 percent did not answer: in other words o&%_wnw

m - | . E .
percent clearly disagreed.?* With expert opinion slanted so strongly in fa-

vor of the genetic hypothesi . .
like Richaod mmﬂbww asis and widespread media attention paid to books

tein and O.rm.w_nm Murray’s The Bell Curve, there is lictle
nmn.ﬁozg.. will cease or thar racial differences |
ential will disappear. N
th bias in the estimation of potental often claim
g prophecies. Their point is that children would
d onr.mH adults expected that they could, In most
propriace to describe bias of this type as produc-
:m_.”m::nmu of past trends.® Such an expectarion
rption of new information into a decision pro-

Whiters concerned wi

Self-Fulfilling Prophety
mEkW— MMMmEmM:bm prophecy occurs when bias in a teacher’s expectation of
performance affects that performance. Self-fulfilling prophecies

of the three types of bias discussed above, but

be well measured. The basic concept was
,Jw Robert Merton in 1948, and Robert
son's work on the topic sparked a small indus-
0s ,p_:m early 1980s.%4 The effect shows up (and
S_Mn range of experimental studies with ani-

Experimental studies in education typi-
ument of students to groups that have been

!

based on Snyderman and Rothman (1986, 1987).

: 9 4 ; & &
T S e ); Jeff Howard and Ray Hammond, “Rumors of Inferioriey,” New

. 33. See, for example, Good (1987).
m‘m Merton (1948); Rosenthal and
wm See Rosenthal {1994) for a review.

Jacobson (1968).
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The successful instigation of self-fulfilling prophecies by researches tion where the dependent variable is the student’s ultimate performance at
requires that (1) teachers believe false information about students; (2) teach the end of a school year. Assurmning that the estimated mmmmnﬁwum the teachers
ers act on the information in ways that students can perceive; and-(3) stu “expectation is not simply a stand-in for omitted variables, the idiosyncrati
dents respond in ways that confirm the expectation. The effect can fail to “contribution of the teacher’s expectation is the nobmnﬂcununn of Uu_.wm » HM
appear—and it often does—if any one of these conditions fails.?s In ex -some cases, teacher biases exist but do not affect acrual scores or H.mmnm
periments that confirm the effect, groups labeled as high performing out - either because téachers do nét act on their biases or because student Wmn_..ohu
perform those labeled as low performing. A meta-analysis by Mary Lee: - mance does not respond to the biased actions that teachers take. Finally, it
Smith identifies forty-four estimates of effect sizes for reading scotes, with is also important to note thaf a teacher’s perception of current mhmOHEm.Mnm
an average of 0.48 standard deviations distinguishing students with high and expectation of future pgrformance can differ, one mrosm% bias whil
and low labels.” The average across seventcen effects for mathematics is e other does not. % ’ g ¢
much smaller, at 0.18. Why the effects should be smaller for mathematic L
than for reading is unclear. Perhaps mathematics instruction is less flexible
and therefore less affected by teachers’ perceptions. i
Brophy; a leader since the early 1970s in research on teacher expecta
tions, asserts that on average, teachers’ expectations in real classfooms prob-
ably make only a small difference to their students’ achievement.’® He add
the caveat, however, thar teachers who hold rigid expecrations. and permit
these to guide their interactions with students can produce larger effects. ]
is plausible, but not established in any literature that I have seen,.that ex:
pectations of black students mighe be more rigid than those of whites,
Moreover, expectation effects might accumulate from year to year. Surpris:
ingly, there appears to be no good evidence on the degree to which expec-
tation effects accumulare, If small effects accumulate, they could make.
larger difference over time. In the short run, even a small &m.nh_.on.nnm_._n
expecrations could push a score across the boundary between two grade
levels, and thereby become consequential. b
In naturalistic studies, the magnitude of self-fulfilling muom_pmn..%. can be
estimated as the coefficient on a teacher’s expectation measure in.an equ:

.

. mwﬁah Jor Racial Differepcés in Fxpectancy Effects

E Lee Jussim, Jacquelynne Eccles, and Stephanic Madon are the only
anmnmnownnm who have tested for racial differences in the impact of teachers’
~perceptions on students’ tesy scores.* They collected teachers’ perceptions
of current performance, talept, and effort in mathematics for 1,664 sixth-
-graders in October 1982.22 They then tested for what they call racial stereo-
-type Emmqiﬂrmﬁ is, whether a student’s race predicts teachers’ perceptions
after controlling for backgrolind factors, including previous grades, previ-
:ous test scores, self-perception of mathematical ability, self-reported level

39, This multivariate equation includes cancrols for predictors of performance, such as pase perfor-
jance and sacioeconomic background; Typically, the estimate of self-fulfilling prophecy may rend o
e .ﬁﬁmmmﬂ_@ biased upward, rmnm&n,mom omitted variables that are positively associated with both
wwn.rn._. expecrations and studenr performance. Hence any findings of this sore must be taken as
uggestive; not definitive, i

Ao I I§-not unusual, for example, for a eeacher to say, “Becy is doing well now because she is
g a._unmmnm.ﬁ..rn grade and has seen some of this marerjal before. I don't expect she will do as well for the
est of .En..‘wnmh.. This teacher mighr be accurate in the current evaluation of the student, bue sill
ed in the expecration, Or the example might be reversed, with the expectation more positive than
E nia.mmhcn of current performance, In either case, the expecration might or mighr not be biased
rnp.wcn.w.nn— from the perspective of what past performance and atrirudes would predicr,

. .H. Jussim, Fecles, and Madon (1996, pp. 350-51). They speculate thar the void in the literature
tems from. the political risk of studying groups that do, in fact, differ. Instead, researchers have rended
@ focus-on experimental studies chat assume away differences. See also Jussim {1989) and Jussim and
‘Bactes (1992), which use the same data to study the accuracy of reachers” expectations without em-
hasizing' racial differences, . :
+42: Ofithe rocal student sample, seventy-six are African Americans—ideally; a larger number would
a,.,m_nnmnnnwv_n for such a study, The dara are taken from the Michigan Study of Adelescent Life Tran-
Jitions, iﬂnr was not inidally designed o study racial differences; for more on the Michigan study,
Sheg gmmnﬁ and others {1991). .

36. The most frequent explanation for failure is thar the eachers do not believe informarion abo
the srudents. Sometimes teachers figuie out the purpose of the experiment. Othey rimes, ‘teachy
have their own sources of credible informarion or have known the students long en
apinions hefore the experiment begins. In a meta-analysis of elghteen experiments in which IQor
similar measure of ability was the outcome, Raudenbush (1984) shows very clearly that evidence: E_
the effect was primarily found in srudies where teachers had no oppormuniry to for : an independent
impression of students hefore the experiment began. : : K

37. Smich (1980). She does nor say what percentage of these effect sizes are nE.m...Eﬁ
standard deviation of test score levels as opposed to cest score gains.

38. Brophy (1985, p. 304). Specifically, he estimates that teachers’ expectationsimake abour
percent difference, but he daes not say whether he means the difference in gain over a school yearor
the difference in total achievement (as in the level on a test). Brophy's starement is ﬂmmnn_ .3 hiis own
review of the liserature, whete individual studies seldom cover more than a single KWo&,. Year. -
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of effort, and self-reported time spent on homework. This is an example of
the second type of bias defined above, using a benchmark of racial neurral-
ity conditioned on observables, including past performance. They find no
evidence of racial stercotype bias in teachers’ perceptions of current perfor-
mance, talent, or effort for this sample of sixth-graders.® The coefficient
on student race is small and statistically insignificant.™

IF racial differences in teachers’ current perceptions arc explained by

students’ past performance and artitudes, then these perceptions can only

be an important source of a fiture black-white test score gap if they affect
blacks and whites differently. This is precisely what Jussim, Eccles, and
Madon find when they analyze the effects of teachers’ perceptions of per-
formance, talent, and effort in October on mathematics grades and scores
on the mathemarics section of the Michigan Educational Assessment Pro-
gram (MEAP) the following spring semester, in May 1983.% For both grades

and scores, the estimated impact of teacher perceptions is almost three-
times as great for African American students as for whites,® Effects are also: -

43, Although they do not report raw means by race, they do report that the corselations of race wil

grades and standard test scores were -0.12 and -0.14,
black seudentss having the lower scores and grades. “These correlations are probably smaller than i th
typical narionel sample of (black and white} sixch-graders. . E
44, Jussim, Eccles, and Madon (1996) perform separate calculasions to determine whethe
residual variance in teachers' perceptions lefe unexplained by the background factors is simil
blacks and whites. They find it to be slightly higher for blacks, .
“The correlarions of ethnicicy wich the absolute values of the residuals from the

inconsequential:
0.06 (p < 0.03), 0.07 (p < 0.05} and ~0.02 (not signifi-

madels prediceing teacher perceptions were
cant) for performance, talene, and efforr, respecciv
significant, these suggest only a very small difference in accuracy,

whires. . ‘H
Regarding ocher effects, they find a small positive relationship berween parental educarion (2 proxy
teacher’s perceprion of a student’s talent. There are also somé small

for socioeconomic status) and
gender effects. Teacher perceptions of performance and efforc are higher for gitls, after ¢ontrolling for

the factors lisred in the text. Hence it appears
although nar necessarily a false one.

45. As background variables, the equatien ta hem:
grades from the end of fifth grade, mathermarics scores from the end of fifth or beginning of sicth

grade, self-perception of abilicy, self-reporred effort ar mathematics, self-reported rime spent onhome-
worls, and indexes of the intrinsic and extrinsic vahues of mathemarics to the scudent, Interacrions.of
student race with reacher pesceprions of effort and
results, because of collinearicy with the interaction for race
mance might best be interprered as the interaction of race with all aspects af 2 teacher's perceptions.

46. The effect size for MEAP scores is enly 0.14 for whites, but .37 for African Ameticans.( <
0.001). This effect size for whites is quite close to that of 0,17 for mathemarics achievement scores
reported by Smith (1980). For grades, the effect size for African Americans is 0,56, ompared with

0.20 for whices (p < 0.01).

and less accuracy for blacks than for

i

and pecformance. The resul for perfore

1N

respectively (in both cases, p < 0,001), with- -

bur by a margin so small as to.be

ely” (p. 355). While two of the three are statistically

that weachers relied somewhat an a gender stereotype;

predicr scores and grades includes race, Em&‘mﬂmﬁa :

calent were rried, buc were found to groduce strange
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Mmm.mna .mo_,. gitls and for children from low-income families. Further, the
: ) : ' 3
Hm ect is cumulative across disadvantages or stigmas: black children from
.H.oimwﬁovﬁm _umnwmnoﬂn% experience the effects of both race and income
cachers’ perceptions of student effort do not affect MEAP scores but do

affect grades, even th : ,
h: mmmomH v en though they are not strongly noﬂ,.&mnnm with self-reports

What might explain raci

: al differences in the consequ 4
H mmnnnwnob.m.v Oue possibility {s that the result is thE%@m HMMMMNNWMM
- due to omitted variable bias. {This seems unlikely.®® More plausibly, teach

ers are Hnmm. flexible in their expectations of blacks, females, and anmﬁw
.. mo_..n low-income households. Or, as Rhonda Weinstein mmmnimﬂmm “mi-
. hority status may play a rolejin the vulnerability with which mﬂ&nm;m re-
spond to teacher expectatigns. Differences in cultural values (famil

compared to school) may serye to immunize some children from the i uw
pact of .ﬁn.mnrnn views of their jperformance or alternately to heighren EMH
snsceptibility to the dominant viewpoint.”® Perhaps the behaviors of both
eachers and students are affe¢ted by the combination of the student’s race

mb.&.ﬁmu..n her’ i oeeLe
5 .@...ﬂnmmn&nvnmwmﬁ ers perception fof performance. These possibilities are, ad-

: D al . .
e M_M:MHMMNW Mwon_h-ﬂnnn_ _ux MM&M_E m.m er the paper was published use a specification thar includes
add erms, including igreractions of race with past grades and scores, Th i
: I din , The effe
Mowwgmmﬁ M.muo:u rises from the original m.._.mw to 0.58 for African Americans and drops from %nm_”
: ‘mn.nm._._nww “ bwm%obn”wmn the nﬂoananwM on past grades and scores are estimated ta be moE.mﬁrﬂ
a ricans than for Whites, Hence it appears thar the perfi
- i performance of these black
MMM__..HM pMuunm ﬁ“ohﬂu &nmnm.n__”ﬁ on nnpn_._awﬁ current opinions and less anchared in EnﬁEan Mm Hunm“n
fors at of whites. One might speculate thar this is because
on ast grad d
- lessdiccurate measures of the knowledge c.m poteniial of the black studenes M._mbmom En.“ “WEHME_WM one
nm._.Muon be sure from the information avajlable, e
mn_.nwm.mw Mmuw.mnmnmg M..rmﬂ n_M_ make of absence of any relationship between self-reports and teachers
cep of effort, If teachets’ assessments really are grossly inac his fa i .
e ey s At grossly inaccurate, this face could contribure to
-the'd are believed nor ta be trying when in facr th
“* contribute to a lack of challenge for students wh ingoft o ol sl
contrbu 0 are slacking ofF- i
‘be M.‘..&.Hn.Em hard—and who would work harder if asked, g offeren though chey mightappesr o
‘Enom._w WM .”Mw n_wwn nmmmw_”nn wnnnnwnr_ua are also strong predictors for females and for whites from low-
: otds makes it more likely thar this is a real effect for blacks: i
‘Eccles; and Madon (1996) find no unexpla ial di o ks, Turthe, since Jusim,
“Eecle plained racial differences in the Qctob i
for blagks and whites after controllin P a—.
for black g for background frctors, and only a wivial diffi i
plained. variation, it seems unlikely that che ratings h  di . : s o¢ different
ed: variation, different interpretati i
i oo 1 e ke . g3 have very : pretations ot different
" m..E.—% mmnm._ummmrn&. and whites. Still, these :%EB need to be replicated several times in order to
< 49, Weinstein (1985, p. 344).
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Table 8-1. Spring Standardized Grades and Tést Scores in gﬁ\umﬁam&ma&

Fall Performance Ratings, Sixth Grade, 1982-83*

Standard deviation units

Fepresent stercotype bias for expected progress, even if there is no such bias
E.ﬁrm”nﬁ_:mmob of October performance. The accuracy of the stereotype
-might reflect self-fulfilling prophecy in the teacher's expectation, or it mi Wﬁ
not. Evidence thar reacher perceptions affect subsequent performance Emnn

Fall performance rating e L . £

[ ; e . y ,‘ME _u_mnwm than m.: whites suggests cither that black students respond dif-

etsure and race : .nnn¢mu~ than whites to mEEm_..wnnanBnE from teachers, or that teachers
Predicted spring grades treat black and white students differently; or both,
Blacks -1.00 -057 -0.14° 028 .
Whites 043 023 -0.07 0.11 R . .
Difference 057 082 —007 0.8 . ”..”U‘o Black and White O_En“hmh Respond to Teachers Differently?
Predicied spring scores r.w_p .,mb&h._m that T—.m&m stuglents respond more mﬁ.cbm_.% to teachers’
Blacks 079 —046 013  0.20 cliefs has not _unnn replicated, but it is consistent with findings from sev-
Whires . 030 -0.17 -004 009 02 ral other mEnfmm that ask Hn_m?—i questions. In one recent study, Clifion
Difference 050 =029 —0.09 011 7031 steel-asks eighth- and ninthigraders whom they most want to please

with their classwork.>! “Teache K is the answer of 81 percent of black fe-

ales, 62 percent of black male , 28 percent of whire females, and 32 per-
ent om.,%Eﬂ.m males. Whites arg more concerned with pleasing parents.
oris ‘.w,.ng_mpm and Karl Alexgnder find that teachers’ ratings of first-
@Q.. H..ﬁ.mﬂ.ﬁwa\ have larger effects for blacks than for whites on both
: r& and arithmetic scores on the California Achievement Test (CAT).»2
udith Kleinfeld finds that high{school students’ perceptions of their own

ty are more correlated with perceived teacher ratings of ability for blacks

utmore correlated with perceived parent ratings for whites.” Irvine :wmnrnm
ar:conclusions.>*
: MEMBV Eccles, and Madon wzmmmmr and I agree, that Claude Steele’s
ent wotk offers one reason why black and white students might respond
ifferently despite identical classroom conditions.’s Steele identifies phe-
omenor that he calls stercotype threat, and the resulting stereotype anxi-
that cag affect members of any stigmatized group. When the stereotype
.‘nﬂbm bility, “threatened” individuals are anxious not to perforn in

Source: Auchors calculatians based on data from Jussim, Eccles, and Madan (1996, pp.308-1

2. All other scudent characreristics are held constant. Grades and tesc scores relate to En ‘mathema:
ics section of the Michigan Educational Assessment Program, Fall ratings are such that 1 denores thy
lowess level of currene performance and 5 denotes the highest level. The overall mean is zera-and th
standard deviation is one. :

ers’ performance ratings, holding all other student characteristics cOnst
For both blacks and whites, there is a positive relationship between teach,
ers’ performance ratings in October and the students’ grades and: scores
May. However, the effect is stronger for blacks. Blacks who _.‘wnn?n ]
highest performance rating (5) in October are predicted to ougperfor
whites who receive that rating. Conversely, blacks who receive the low
rating in October lag an estimated half standard deviation behi d white
with that rating. .
If teachers tend to be accurate both in current perceptions ar .
pectations of future progress, the findings of Jussim, Eccles, an Made
require that teachers expect the pattern shown in table 8-1.%° This wey

.- Casteel: .med The sample includes 928 whites icar
o Casteel: . and 761 Afr Ameri

e, i nine schools in two public school districes. rean Amesicas, fom e
32; Enrwisle and Alexander (1988).
53, Kleinfeld (1972).
umm omonmnrnm &Mﬁm&o: in Trvine mGw.P pp. 46—49). In supparr of her’conclusion thar “researchers
?ﬂﬂm ..._.“M ) ”m.w mh,m_ M.”_..ﬁn aE:oEN_ﬂ pupils arc more negacively affected by teacher expecrarions
. students are, ine cites Baker (1973), Krupczak (1972), and Yee (1968
d any studies that contradicr these few: i e (19680, 1 have o
. Claude Steele, “Race and the Schooling of B i . ic M

€ g of Black Americans,” Atlansic M i
see also chapeer 11 below. ; - e bl B 1992, e

50. Jussim, Fecles, 2nd Madon (1996) assume that current perceptions are good estimatesiof
pectations for the furure and they use “perceptions” and “expectations” interchangeably. Jussim
argued in personal communication that chis is 2 reasonable assumprion, based on other rese
regarding the processes by which people form expecrations. Ir might, however, be inappropriate |
present context, for the reasons explained in the text, I do not know of any research thar Wnn.mﬁwﬂ
on teachers’ perceptions of current performance along with expectations for future. performy

bath blacks and whites.
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ways that might corroborate the stereotype. They fear thar the stereotype-
might become the basis of pejorative judgments by others, as well as of -
their own self-perceptions. L

One effect of this anxiety is “a disruptive apprehension” that can inter-
fere with performance. Under stressful test conditions, Steele finds thaf
women and blacks perform worse when they are primed to be conscious of
their race or gender. Steele theorizes that when the anxiety is sufficiently:
intense, it can provoke a response of “disidentification” with the task ar:
hand or with the general category of rasks. Students decide not to consider -
performance in that particular domain as important to personal goals or
scif-perceptions.

Steele has tested this idea only for high-achieving students at highl:
selective colleges. The &nmﬁn to which stereotype threat and anxiety might
apply to students in primary and secondary schools remains to be investi- -
gated. Jussim, Eccles, and Madon’s findings were for sixth-graders. Are-
children this young aware enough of stereotypes to be susceptible to stereo- -
type threat or stereotype anxiety? Perhaps.™ £

Susan Gross studied the mathemaries performance of students in'a -
racially integrated suburb of Washingron, D.C., during the 1985-86 school.
year.”” In fourth grade, 92 percent of blacks and 86 percent of whites who
were above grade level on the number of mathematics competencies that.
they had mastered scored in the eighth and ninth stanines (that is, ninths)
of the California Achievement Test for Math (CATM). In the sixth m_..u.n_n“
82 percent of whites who were above grade level in completion of compe- -
tencies were in the eighth and ninth stanines on the CATM. For blacks,
however, the figure was only 68 percent.® Gross points out that for the -
sixth-graders, this pattern of performance on the CATM was inconsistent

with in-school performance, and hence she cautions against basing ability
..m.maozw placements on test scores alone.

.+ Gross and her team also nobn_cgnﬁ_ focus groups with middle school
“and high school students. Sheireports “a deep commitment on the part of
‘.“Em_u.mnrpnﬂbm black students to do well in Epﬁrnﬁmﬁ% so that they could
“move on to good colleges and! wﬁomnmﬁob& careers.” But the same studenus
- Aelt “deep frustration at the Enianﬂm of racism they had experienced in the
ower expectations they had wﬂnﬁﬁm from teachers and other studens. . .

. “T'his was particularly true Hmmwh%nm the honors-level black students who
eported that each year they had to prove they were capable of doing hon-
ors work.”” Morcover, it was ﬂuoagob knowledge that children in upper
¢lementary grades felt the same types of pressure.® If the CATM was re-
; mm.amm as a test of ability for [sixth-graders, Steele’s theory could well ex-
‘plain why black students whojwere above mﬁuﬁn level on competencies got
lower CATM scores than theif white peers.®!
= Gross appears to find evidence of the type of disengagement that Steele
Eﬂ.oﬁrnmﬁmmu which could help to explain the larger negative impact on
black students that Jussim, ccles, and Madon find when their perfor-
mance is perceived to be low. Teachers told Gross that black students were
oqmnm?.mmmuﬁm& among studepts who were “least studious” and “did not
come to their classes prepared to work or in the proper frame of mind to
mﬁnba fully to instruction.”®
- Both teachers and administrarors reported that black parents were less
it .m_‘%mo::a of the school’s B_mmwos than white parents. However, when Gross
convened parents in focus Brqups, black parents were more supportive of
the idea that their children mrp:E strive for the higher level classes in math-
‘ m,BmEnm“ even if that meant m@”zbm lower grades. White parents tended to
- say thar their children mro:.E stay in the top sections only if they were
“likely to do well. Passibly the black parents were sending a mixed Emmmmmn.

““Shoot for the top, but if you don’t do as well as the white kids, we'll
. understand.”® If black children sense more ambivalence from their parents
 than do white children, their teachers’ opinions might take on a special
 significance for them, as the statistical evidence appears to show.

56, Ax informal but reliable evidence, T offer my personal experience, As a fifth-grader, I moved from
a segregated schoal to one thae was integrated. In my new classroom, the top reading group was white;
with ane or two exceprions; the middle group was mixed, bur mostly black; and the slow group warall’
black. While I did not believe thar this pattern was unfair, I wanted the reacher to know, 2nd I wanted to
fmow for myself, that T was an exception. The teacher placed me in the middle group, T could not
vnderstand why she could not see from my recerds thar I belonged in the top group, despiteithe fact thar
T was black. T recall being driven to establish myself as an exception to the racial pattern in the classroom
and fearing for a while thar my performance in the middle group might not be good enough to do so; T
mighe be trapped in the middle groupl AfRer a few weeks the teacher moved me up, and my mbEnQ. .
ahated. However, my conscant awareness of racial patterns in group memberships remained.

57. Gross (1993).

58. These fourth and sixth grade results are from a single year for owo different cohorts,: Wnﬂnn s.&nn -
the differences appear coasistent with a trend, they do not clearly establish one. Also, Gross daes-nor
report sample sizes broken down inco chase who were above, ar, ot below a given grade level. Ennnu.:,
is not clear how many children these percentages represent.

“59, Gross {1993, p. 282).

- 60. Susan. Gross, personal communication.

3 Gross teporss, in personal communication, that in a regression analysis using stuclents’ classroom

: m_m_..manmunn as a predicror, she found that the CATM test scores of the black high-achievers were

~ helow those predicted. These calculations were not published, however, and ave no longer available,

-62. Gross (1993, p. 281),

63, And this, in turn, mighr have contribuzed o the ambivalence thar seems to be expressed in the
I hahits of the black schoolchildren, as shown in figure 8-1 belaw.
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In a study inspired by the work of John Ogbu, Roslyn Mickelson dis-
tinguishes “abstract” from “concrete” attitudes in twelfth grade students.®
She finds thar concrete attitudes predict cumulative high school grade point -

Table m..m. Abstract and Concrete Beliefs abous the Importance of
Education for Success, by Race: and Socioeconomic Background,
=2 Twelfih Grade, Spring 1983

averages, but abstract attitudes do not.% Her measure of abstract attitudes © Mean score

reflects mainstream ideology, standard optimistic rhetoric about education L — :

and the American dream. Respondents were asked to indicate their level of = " Sociocconomic status  Mades Females
 agreement with the following statements: : ", and measure Black  White  Effectsize  Black  White  Effecs size

— Education is the key to success in the future.
—If everyone in America gets a good education, we can end poverty. 550  5.06 0.58 5.7
—Achievement and effort in school lead to job success later on. -G 438 90 053 4.43 me m.wm
—‘The way for poor people to become middle class is for them to gera. - Sample size 56 D24 e 84 241 o
good education. e colla
— School success is not necessarily a clear path to a better life. wﬁﬂ& 1“ ek
— Getring a good educarion is a practical road to success for a young mgnwwﬁm _M anW MWm .99 0.38 534 521 0.17
black [white] man {woman] like me. S = Sample size G% %%% -0.36 419 481 —0.63
—Young white [black] women [men] like me have a chance of making i .moﬁ%. Mickebon (990 ! e 140 93
it if we do well in school. = A-Sample is taken from eight Los Eumn_nm high schoals. Classification as white collar or blue collar

—Fducation Hnmﬁuw pays cm.gﬁf.nmhnﬂnnmoh %OE.DW T_m.nw Ty&.ﬁ& Enb .mhrwmnn_o=unoﬂ_um=pmonomugmﬁm_nnno:uhléERnoc.t..&ma:nﬂoﬁn &n
. : . \ L muuhnbnn ..
TGOHU.Q& Eﬁﬂbu.a. 35 " On-each index, higher values denote higher levels of agrecment with che given qumnnmnn or _H“\.“H_“n

. . . L beliefs; i i) . i
In contrast, her measure of concrete attitudes inchudes questions that iefs; see text for decalls. Raclal differgnces in abstrace scores are significant with p < 0.05; class

&m.n.nmunnmmOnnoﬁﬁannmncHnmunnmmE.,m .
.. . . . . ‘ nnr . .. .

elicit doubt and ambivalence about education as a route to mainstream significan wich p < 0.0601, Full mamin HHMMH nﬂm M&memw. wan%w. M_Wnaﬂma monnonnnﬁmnoﬁﬁn
mﬂhnmmm" mm A .76 for abscrace scores and 0.98 for

; ‘ o A, M_v._hwnwwnn mnonnm.mwn_u nmm.nnm mﬁnnm:&un_u_wnw.iEnnmﬁuF&n Hnmwnnnﬁ:ﬁﬁﬁn&in_nm_uﬁrn
—Based on their experiences, my parents say people like us are-not . full-sample standard deviation for either jahsteact or concrere beliefs, whichever applies. y
always paid or promorted according to our education. L

—All T need to learn for my future is to read, write and malke n_pmnma

_.mJuEﬂrozmw my parents tell me to i
= get a good education t
job, they face barriers to job Ewﬁnnmm. ° o o et good

‘ ¥
.”m. . MWhen our teachers give us homework, my friends never think of
doingir, ;

64. Ogbu (1978, 1983, 1987); Fordham and Ogbu (1986); Mickelsan {1990). .

65. Mickelson studied 1,193 seniors from eight high schools in the Los Angeles area during the
198283 school year. She analyzes only the responses of blacks and whites, who compose 41 -and 59
pescent, respecrively, of her working sample. Tn predicting grade point averages, the standardized coetfi-
cients on cancrete articudes in the full specification are 0.111 (z < 0.05) for blacks and 0.190 (p< 9.00)
for whites. These are not large effects. Scill, the facts that such 2 rough index of beliefs is statistically
significant ar all, and thar the disrinction berween abstract and concrete ardtudes is demonstrated §
clearly (see table 8-2), are important. The coefficient for abstract aritudes was aboue a fifth a5 large as
that for concrete arsitudes, The # seatistic is abour 1 for whites and less chan 0.5 for blacks, The regres-
cions control for mother's and father's oceupation and educarion, a locus of control index;: student’s
weekly hours worked, percenrage of close friends planning ta artend a four-year college, .,EW an indicaror
variable for each of the eight schools in the sample, Mickelson nores chat regressions EEW standardizec
test scores as the dependent variable produce the same story as for prades. | SR

&6. T think that “concrete’ is a gross misnomer for these attitudes, and that it has:confused the
interpreracion of Mickelson's worl. They are just as zhstrace as the others: “fairness” pmwb.o concret
They actually measute ambivalence or doubt abour the “abstract” artitudes, T

. .ﬂwnow_n in my family haven’t been treated fairly at work, no matter
how much education they have, ,

.. —-Studying in school rarely pays off later with good jobs.

Students might acquire sych concrete attitudes from routine, infor-

HEP mﬁmmos& interaction with friends, parents, and other adults mm_émz as

rom the broader socicty. u

. Mickelson finds that blacks express greater agreement than do whites |

.ﬂr. the optimistic but abstract beliefs about success and the American

ream, Eoﬂaﬁn in their concrete attitudes, which are actually expecta-

ons for fairness, blacks are less hopeful than whites. Table 8-2 summarizes

c pattern. (on both indexes, higher values correspond to higher levels of
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agreement). This finding suggeses why surveys usually find that blacks sub-
scribe to mainstream values as mach as do whites, but behave in ways ﬁ_pmﬁ. .
show less commitment to mainstream success. ‘

Do 'Teachers Treat Black and White Students Differently?
I know of only four experimental studies that deal with teachers’ treat- =
ment of black and white students, all dating from the 1970s.” These stud-
ies control differences between students by matching or random assignment, -
As with most of the experimental literature already discussed, the experi-
ments are contrived one-time encounters. All four experiments find that
teachers are less supportive of black than white students. :
In Marylee Taylor’s experiment, for example, a six-year-old student
was said to be watching from behind a screen as college students of educa- -
tion undergoing teacher training taught a prescribed lesson.® In cach case,
the phantom student was described as black or white, male or fernale, and
of high or low ability. The teachers were told that the students could see
and hear them and would respond to their instructions by pushing buttons -
to activate ten lights on a panel. In fact, all of the “student feedback” was
provided by a single adult, who was blind to the description of the “stu-
dent” given to any particular teacher, Taylor finds that black phantom stu-
dents received briefer feedback after mistakes (the standardized effeer size
is 0.613), less positive feedback after correct responses (0.423), and fewer
“helpful slips of the tongue”—that is, unauthorized coaching (0.536). Each
of the experimental studies suggests that some teachers may hielp white
students more than blacks, and that the differences may be large enough to
have nonrrivial effects on performance. .

67. Coares (1972); Rubovits and Maehr (1973); Feldman and Orchowsky (1979 .H_wiomﬂﬁu.ﬂm
See also Babad (1980, 1985) for related research from Israel, where teachers in the nx_unnEnE B
assignments on which the names are randomly either Buropean er Moroccan. ;

68. Taylor (1979) designed her experimenc in response to the possibility that ncnm.n&nnunn mEﬁ_E
behaviors had confounded the findings of racial bias in Rubovits and Machr (1973}. By placing the
phantom student behind a one-way glass, where they could allegedly see the teacher aid respond
the reacher’s questions and instruction, she removed any effects of targers’ actual _un_umﬁoa -Sessions’
were videoraped and the teachers’ behaviors were coded. The pamicipants were 105! twhise femals.
undergraduares at the Univessity of Massachuserrs, Amherst. They were told. that the gurpose of th
experiment was “to examine certain aspects of reaching behavior in a siruacion where feedback fro
pupil to teacher was limited.” Discussions after the experiment show that they believed; this premis
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‘accurate; as does their finding

“from “very much” to “not at
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" Studies of real classrooms confirm this hypothesis, While some find
- no.racial differences, more find differences favoring white students.® The
studies that do find differences are probably more likely to be published.
- Nonetheless, if the benchmark is unconditional race neutrality, there is
: -strong evidence of racial bias in how teachers treat students. It is nearly
 impossible in naturalistic studies to determine whether teachers would ap-
pear. racially biased if one nobﬂnc:m& racial differences in students’ bebav-
- lors, work habits, and social m_ﬂzm Buz since students and parents cannot
- read a teacher’s mind, they may #ink that differences in treatment reflect

favoritism. And when teachers

0 appear biased, trust may be eroded and rela-
ionships spoiled.

“Fvidence on Passible Reasons for Differential Treaiment

~"In general, there is no way of knowing whether teachers’ perceptions of
students’ artitudes and behaviors are accurate, Jussim, Eccles, and Madon’s
mnn_.Em that teacher perceptions of effort predict grades but not standard-
ized test scores suggests that teachers’ perceptions of effort may not be
JTE.. teachers’ perceptions of effort were only
Soﬁ_nnmﬂ_% cosrelated with students’ self-reports.

In 1990 the Prospects survey, conducted for the Un—umhﬁnnsﬁ of Edu-
cation; asked a national mm._dm_j of teachers to rate specific students in their
classes on the following criteria: “cares about doing well,” “gets along with
teachers,” and “works hard at school.”” The three response nmﬂnmoanw ranged
" Teachers rared black children lower than -
whites _uw' a mﬁmmmﬁnmz% mmmnmmnmnﬁ margin on all three :mBm To measure

v,EwﬂE studies conducred in naturalistic classroom sewings, Of seventeen findings from sixteen
udies, whites-are favored in nine, there is no difference in four, the opposite race to the teacher is
yored in two, the same race as the teacher is favored in one, and blacks are favored in one. One of

See wgm and others (1993).
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Figure 8-1. Teachers’ Perceptions of Studenss’ Levels of Effors*

Index”

Grade level

Source: Author’s calculations based on dara collected in the early 1990s for the Prospects mnﬂn_w\..n...m. :

educarional growth and apportunity; sec Puma and others (1993} i
a. Teachess rared students on the following criveria: cares abonr doing well, gets along with
tezchers, and works hard at school, Dara for first-graders represent one cohorr (1,979 black; 5,333

whire); third- and fifth-graders represent a second cohart (1,276 black; 4,045 white); seventh- and-

ninth-graders represent a third cohort (393 black; 2,424 white), Numbers are weighted to be

narionally representative. Chi-square tests on each item for each grade show thar through the seventh -
geade, all black-white differences are statistically significanc ac the 0.01 level or better. For the mmuﬂr -

grace, the differences are not sraristically significant, bur the black sample Is quire small. )

b, Composite index for black and white students in firse through ninth grades, constructed sach -

that white firse-graders are equal to 1 and higher index values are bexter; see text for demails.

Figure 8-1 shows the means for blacks and whites by mﬁmmmm level, As
can be scen, reachers perceive the greatest difference between black.and.
white students in the early years of elementary school. After the fifth grade -
the gap narrows, but it does not completely close. The apparent m:ﬂnE.HM
wi
data on eighth graders from the 1988 National Education Loggitudinal .
Study (NELS). Several authors have remarked on the similarity of black

in how blacks and whites relate to school by ninth grade is consiste

and white ateitudes in the NELS.”! But because that survey did'n T rea

71. See, for cxample, Solorzano {1992); Miller (1995); chapter 10 below.
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students earlier in their school careers (and also because it did not ask the
right questions), it may lead:people t underestimate the degree to which
racial differences in work habits, behavior, and attitudes below the eighth
grade affect teacher-student relations and the black-white test score gap.

. Reciprocal Effects wm&%m»“ Student Behavior and Teacher Performance

Teachers” judgments mrﬂ:# how much they enjoy teaching students
inevitably affect their own behaviors. This can apply in regard to entire
lassrooms and in regard to {ndividual students. Teachers may respond to
difficult students by withdrdwing support.”? This could help account for
ussim, Becles, and Madon’s finding that teachers’ perceptions at the be-
“ginning of the schoel year, m_.—ﬁrozmr unbiased, are stronger predictors of
-end-of-year performance foq black students than for whites. Specifically,
-~ among equally low-performing black and white students, black students
- might be mn_..na?& as more difficult, and therefore receive less teacher sup- .
“port than whites; while am¢ng equally high-performing students, black
_students might be perceived as less difficult, and therefore receive more
* teacher support than whitesf? I have not found any quantitative research
in naturalistic settings that tontrols for inirial student performance and
systematically measures racial differences in how much positive reinforce-
ment students provide to teachers. However, on average black siudenss may
give teachers less positive reinforcement than do white students wich simi-
lar levels of beginning-of-year performance.

~ For example, Willis and Brophy asked twenty-eight first grade teachers
to nominate three children to .nwmn_u of four groups, with the following results:4

arhment: Ifyou could Wnow one student another year for the sheer joy of it,
.- whom would you pick? .

A ‘Regarding boys in the attuchment groups, the teachers made more positive
.- “comments abour their clothing . . . more often assigned them as leaders or

72. On the types of student chat teachers like to teach, sze Brophy and Good (1974) and the
terature thar they discuss. Also, see below in the present chapter
73. Teachers’ expectations might be less flexible for black students than for whites. Inflexible per-
mmmo:m_ in EHF might lead eo teacher behaviors thar reinforce prablem behaviors in Jow-performing
dents and promote good behaviozs in high-performing students. This is a ripe ropic for future
garch, = - ;
Willis and Brophy (1974, p. 132), Extract Is from Brophy and Good (1974, pp. 186-93),
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classroom helpers . . . high ability [scudent] who is well-adjusted to the school
situation, conforms to the teacher’s rules and “rewards” the teacher by being
somewhar dependent upon her and by doing well in his schoolwork.

Indifference: If a parent were to drop in unannounced for a conference, whose
child would you be least prepared o tallk about?

Boys in the indjfference group were described as more likely to . . . have a
“blank” eye expression . . . to have a disinterested or uncooperative parent ...
to have failed to live up to the teachers’ initial expectations. . . . Nevertheless,
the Meropalitan Readiness Test scores of these boys did not differ signifi-
candy from those of their classmares.

Concern: If you could devore all your attention to a child who concerned you
a great deal, whom would you picle?

Boys in the concern group were especially likely to be described as .
having a speech impediment . . . being active and vivacious, seeking teacher
attention . . , needing readiness work, having generally poor oral and verbal
skills . . . and having generally low abilities. . .. [These children are] perceived
as making legitimate demands because they generally conform to classroom
rules but are in need of help due to low ability.

Rejection: If your class was to be reduced by one child, whom would you be
relieved to have removed?

Boys in the rejection group were described as being more likely to be non-
whire than white, coming from intact families in which both parents were
living, as being immarture and not well-adjusted, as heing independent, as
being loud or disruptive in the classroom, as being rarely inactive or not viva-
cious . . . as needing extra help because of generally low ability, as needing
readiness work. . . . These children did not differ significantly from their
classmates on the Metropolitan Readiness Test scores despite the teachers’
comments about low abiliry. ,

‘The rejection group is the only one in which nonwhite boys are over:.

represented in reachers’ remarks. Clearly, much more was involved in shap-

ing the teacher-to-student relationship than simply the child’s initial ability-
or academic performance, at least in first m_..mah Children’s work habits and
behaviors (and sometimes even their parents’ behaviors) m.m,mnnmm teacher -
preferences. Figure 8-1 has shown that in the 1990s teachers perceive that-
blacks rate lower than whites on attitudes, effort, and behavior. Based on
these parterns, my guess is that on average teachers probably preferito teach -
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whites, and on average they probably give whites more plentiful and _..5mB|
biguous support.
Mismatches of race between teachers and students do not appear to be

the central problem. Even black teachers need help in learning to cope with
some of the special demands that black children from disadvantaged back-

grounds may present.” Paula,; mn young black teacher enrolled in a program
to help teachers understand, E“mbmmnu and teach difficult students, admitted:
The first thing I knew was &mﬁ they were just BADD. I know part of the
problem was myself because [ was saying things that I probably shoulds’t

have said because they got me Wo upset and I wasn’t able to handle . . . . Ifele

that being blacl I would antomatically know more, and so forth, and in ways

I think I do, but [the training|program] has helped me to understand things
from many perspectives. . . . Black teachers who have been in different pro-
grams . . . havent got this cultjral awareness and I know that becatse they're

so negative, . . . Alot of them aren’t culturatly sensitive to their own culture.™

It remains an open questign how much difference teachers’ preferences

-about whom they teach makelto the educational outcomes of students. In

difficult schools there may be many “burned out” teachers, who are simply

“going through the motions and waiting for retirement. It is also unclear to
“what degree this pattern of bad student behavior and teacher burnout is
~- racially distinct. In many classrooms, teachers and students are embroiled
~in conflict and confusion tha they lack the skills and external support to
“resolve, Research to analyze the effectiveness and replicability of programs

‘stch as that in which Paula was enrolled should be a priority in order to

Wn?oﬁ Hrnmnroo:umom_u_Manrm&nbEmnﬂgmmérmnmvmrm&ohmmm
roblem. m
+ Indeed, signals about mmnmohambnn can have racial overtones, and these

: ...n.mb interfere with teacher-student relations and with learning, A summary
“of focus group discussions with black males between the ages of nine and
“ nineteen in Fort Wayne, Ind., in 1996 reports: “Students expressed disap-

pointment in their grades when moving from one class to another, but
could not explain the differences from year to year with the exception of

75. Simply matching the race of the student and the teacher is too simple a prescription: social class

. and professional competence also appear to be important. In chapter 9 below, I discuss how a teacher’s
-rage-and social class might affece student wﬂmo:.:munn

wm Cabello and Burstein (1995, pp. walwe
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saying that the teacher was prejudiced. Racial prejudice of the teachers was
a perception that was common in all the groups. . . . The teacher who
encouraged and expected more from the students was always mentioned,
but only as the exception.”” Teachers in integraced schools can be “biased”
in ways as simple as reinforcing a propensity of white children to speak
more often in class.”® As a result, black students may assume that the teach-

ers think whites are smarter or like the white students better. How teachers
communicate about academic ability—especially in integrated schools where :
the performance of whites is superior—can affect the degree to which black :

students disengage from the pursuit of excellence, or alternatively, stay en-
gaged and aim for mastery.”

" Race and the Role of Peer Culture

What teachers communicate to students about ability is important,
because positioning in the hierarchy of perceived ability has social signifi- -
cance for both individuals and groups—and this, in turn, has feedback .

effects on school performance.® Readily observable racial patterns in mes-
sages from teachers or black-white differences in actual performance’.can
produce stereotype anxiety and can blur the distinction berween racialand
achievement-related aspects of students’ identities. P

Shared stereotype anxiety probably encourages black students to mc:ﬁ .
peer groups that disengage from academic competition. Members may se-
cretly want to be “smart,” like the students (often dis proportionately white) -

whom teachers favor. Nevertheless, they may also resent any effort by blac
peers to defect from group norms by acting smare. In one school distric

with which I am currently familiar, it is common to hear that mo&m..w_mnw..
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to H_mmnBEn those of the smart white kids. However, the same black stu-
dents who make the accusations resent any insinuation that they them-
sclves are stupid. There is duality. It seems that being smare is valued, but
acting smare—or aspiring to move up in the achievement hierarchy, wich
the associated peer and teacher relationship patterns—is frowned on, at

© least in others. ;

How much these mmnﬁoﬁmm help to account for the black-white test score

g is uncertain. Philip Oﬁwor and Jens Ludwig conclude in chapter 10
; ..w.n_oé that adolescent peer pressure and the acting white hypothesis bear
virtually no responsibility m.m: black-white differences in academic perfor-

ance. Their study m&\mbnwm the debate, but it leaves the central question
resolved, as [ explain in a pomment following that chapter. Nevertheless,

rather than simply mﬂmnﬁ% black peer culture, reducing the amount of
unresponsive and ineffecti
response to the black-whire/test score gap.

teaching is almost surely a more important

. "+ Responsive Teaching

-~ As noted at the outset of this chapter, the average black child arrives at

kindergarten with fewer mnmmmEp.n skills than the average white child. Schools

ties; validating che expectation that black-white differences in achievement
ate normal, perhaps even inevitable. But if instruction is appropriately stimu-
fating'and responsive to children’s progress, teachers’ expectations may be
neither self-fulfilling nor sustaining. The moze inviting and responsive in-

~may then push students &owm in ways that sustain or add to racial dispari-

|

struction is to children’s own efforts to improve, the less teachers’ initial
I . ! - .
perceptions and expectations will predict later success.

‘Research thatr measures how instructional methods affect the accuracy

students accuse their peers of “acting white” when their personal’styles seem

of teacher expectations is rare. One relevant set of studies deals with “wait
Enmul#r_mﬁ is, how long a teacher waits for students to raise their hands,
m.E&an. to begin talking, and for students to continue talking after a
pause. Minority students in integrated classrooms participate more when
wait time is longer. This improves their performance relative to whites and
anges teacher expectations.®!

77. Janes (1997, p. 9). .
78. See, for example, Karz (1973), cited in boch Brophy and Good (1974) and TIrvine (1990).
79. In particular, it is impoetant thar teachess make clear that academic abilicy is noimmutabl
thar sustained effort mobilizes and develops ability. Dweck {1991} and Dweclk and Leggert (19
find staristically significent evidence among white children that those who believe thag ability Is fixe
cend to adopt performance goals, whereas thoss who believe otherwise tend to adopf mastery goal
Among those who believe abiliey is fixed and chat their own endowment is low, the performance go
serves to hide rheir ignorance. Bur both high and low achievers among those who believe thata
can be developed rend toward mastery goals, The same is probably mue for blacks, it-I do notkney
of any sesearch thas addresses this issue. : .
80. See the literature review in chapter 10 below.

81, In a summary of the literacure on wait time, Rowe (1986, p. 45) repocts thar teachers’ “expec-
i ns. change mhmn_npzm often signaled by remarks such as “He never contributed like that before.
wm_.um he has a special “ching” for chis topic.”. . . Thir effect was pareicilarly pronounced where minority
iis were copcerned [emphasis added). They }E more task relevant talking and rook 2 more active
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Corrective feedback is probably more significant than wait time, how-
ever. In a study that does not mention race, Thomas Guskey looks at forry-
four intermediare and high school teachers who taught various subjects in
two metropolitan school systems.® Each teacher taught two matched classes,
after receiving training. One class was instructed using the reachers stan-
»

dard methods, and the other was taught with a “feedback and corrective
process learned in the training, Both classes received the same final exami-

nation and grading standards. Guskey compared teacher ratings of “prob- ]

able achievement” from early in the semester with final grades and

examination scores, and also with end-of-term ratings of “achievement -

potential.”® For ten teachers, the training made no difference to their stu
dents’ performance. However, for thirty-four others—the “positive change

group—the experimental classes did better than the controls on both grades. -
and scores. Among this group, teachers’ early expectations were less predic- -
tive of students’ later achievement as a result of the improved techniques
for feedback and correction. Specifically, as shown in table 8-3, correla--
tions between teachers’ initial ratings of probable achievement and the St~ -
dents’ final grades and examination scores were markedly lower for .

k)

experimental classes than for classes using customary methods; “no-change’

teachers had high correlations in both classes. It seems likely that beeter

feedback and corrective methods could also affect the rank order of ._.uﬁ.mom.
mance by race, &ﬁronm_p Guskey does not investigate this issue.®

It is worth noting that responsive teaching can take negative as Enc...mm

positive forms. For example, some teachers may give incentives and assis-.

rance to siudents who want to improve their positions in the class and -
penalize students who do not. In an often cited study, Karen Brarttesani,
Rhonda Weinstein, and Hlermine Marshall compare fourth, fifth, and sixth -
grade classes in which student surveys had indicared various levels of dif-

ferential treatment.®® In the classrooms with higher Jevels of differential

- Positive change 0.53
* No change 0.92 0.90 0.77 0.79 0.62 0.75

» .

pait in discussions than they had before,” Rowe also malces other references to the studies that qun_om..

thesz findings. Wait rime is shorter for low-performing students (see chapter 8},
82. Guskey (1982).
83. For the ratings on probable achievement in the course and achievement wonnnnu._ nnwnrn._m.
assigned each student to one of five groups of equal size. .
84, Studies find mixed results regarding techniques to improve corrective mmnn_rmow. mmn,.mon ex:
ample, Slavin's (1987) review of the [iterature on mastery learning.

85. Brarresani, Weinstein, and Marshall (1984). Their point in this paper is chac nnwn_.ﬁ. nannﬁ..

tions become self-fulfilling prophecies only when communicated through differential treatment,  They

find thar teacher expecrations are stronger predicrors in classrooms with higher _nﬁ_.m om n:._n,mnmnsn_&
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Table 8-3. Effects of Improved Techniques in Feedback and Correction®

Correlation between initial rating and

Final rating Course grade Final examination

Teacher sample  Fxperimental mn_am%& Experimental Control Experimental Control
0.83 0.51 0.80 0.31 0.50

i

Source; Guskey (1982).
a. Sample comprises forty-four infermediare and high school reachers of various subjects in two

-metropolitan school systems; see text for details. The pesitive change group includes the thirty-four

haose classes tanghe using the improyed feedback rechniques earned higher final examination scores
lind conese grades chan their control glasses. For the ten teachers in the no change group, either course
rades or scores on the final examinarion were higher in the control classes.

_trearment, more students with below average scores at the beginning of the
_'year made unusually large|gains, but fewer students with above average

scores made gains.®

. Both of these studics show that greater responsiveness to individual
“children can weaken the lipk between past and future performance, and
~ perhaps also alter trajectogies. Both are silent about race and ethnicity.

Unfortunately, statistical scpdies that deal directly with race do not investi-

- gate whether particular reqching practices can change the rank order of
performance among students. :

The Great munmnnﬂmmo_rz Initiative

o - Great Expectations is 4 public-private partnership created in 1989 to
~bring Marva Collings ideps about teaching into Oklahoma schools.*

.ﬂmwn.h_u“nwmﬁ. However, since they collered teachers’ expectations in April of the school year, I would
- yepard these as reports from the end of the school year rather than as self-fulfilling predictions, For

nteresting related work, see Weinstein and ochers'(1987), who show that even firsc-gradess can accu-

rately report teachers’ differential creatment of cheir peers, but that it is not uncil third grade thac
“stiidents:begin to give accurate reports regarding their own differential weatment.

86. See Bratresani, Weinstein, and Marshall (1984, table 4). They find strong evidence thar srandard-
lzed vest scores are predicred less well by past performance in classrooms where there is more differential

" treatment, The sample sizes are small, so chat che difference in percentages of Jow achievers who malee

large mm._bm does nat reach stadstical significance; Neyertheless, the magnitudes of the gains are farge.
mN .H_E summary draws from Ferguson Guwmv which tells the story of the birth and early devel-
the initiacive.
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(Collins, an African American, teaches in the inner city in Chicago and is
probably the most widely known elementary teacher in the nation.) The
initiative includes a range of techniques that Collins has developed over
the years. It aims to nurture in all students, not only the most talented, the
expectation thart they are destined to be important people if they do their
best in school to prepare well for the furure. Those who misbehave should -
be reminded regulasly that the teacher cares and refuses to giveup on them;
Teaching methods combine high challenge for students with feedback from
teachers and peers in forms that make learning fun and emphasize its im:
portance for a happy and effective life. Progress is celebrated, so that eve
student can earn the opportunity for pesitive recognition from teachers, -
peers, and parents. In addition to more standard materials for core su
jects, the curriculum includes uplifting, forward-looking poetry, which stu
dents memorize and discuss and recite at school and at home. The story o
Great Expectations shows real people struggling, with some success, 10:
change teaching practices—and in the process, teachers’ expectations—for’
disadvantaged, mostly minority, children. Whites, blacks, Hispanics, and -
native Americans are all represented among the poorly performing chil--
dren that the initative aims to help. Racial gaps are not an emphasis. =
The incentive for the Great Expectations injtiative was a threat of rake-
over of certain Oklahoma schools by the state if test scores for third-graders
persisted below the twenty-fifth percentile for three consecutive years.on.
the Towa Test of Basic Skills. Educators in the schools that joined Great
Expectations knew of Marva Collins’s reputation for working wonders with
children in inner-city Chicago. Her own school had never been indepen-
dently evaluated, but she appeared to be effective with the types of children
thar the Oklahoma schools were failing, Although administrators were not -
certain that these methods could be transferred from Chicago to Okla-
homa, they judged it worth a try. For the first training, two teachers from
each of twenty-five pilot schools were sent to Collins’s Westside Prepara-
tory School in Chicago. There they had a “seeing is believing” experience
concerning what children from disadvantaged backgrounds could achieve: -
As the initiative spread through the pilot schools in Oklahoma, how-
ever, there was substantial resistance from teachers who had not gone to Chi-
cago. The head mentor teacher told me that virtually all of the resistance, she
encountered represenied one or more of the following three perspectives; -

—Time: “T just don’t have the time to try this. It’s too. much. I just car’t
doit” :
o ~Sadsfaction with cugrent practices: “T just don't see the need for doing

.. +things differently from whar [ already do.” .

- —Hopeless students: w,.amwoc dor’t know my kids. You couldn’t do that
with my kids. All chat pdsitive stuff is treating kids like babies: discipline
. }ias to be tough — you nm.m.ﬁuﬁ mix it with being nice.” :

. Some teachers were ipsecure: their low expectations for students were
- partly the consequence om low expectations for themselves as teachers.® At
i ..mmm,.cﬁwnn extreme, some teachers thrived using Collins’s ideas and felt pro-
: .mwmmwonm._q rejuvenared. %nr summer during the 1990s several hundred
eachers have been Qﬁbnﬂ or have received refresher courses through free
“summer institutes at Zonq&nmmﬁg State University. Through the work of
. the Grear Expectarions mnwgmmmonu funding for the institutes and mentor
teachers comes from mﬁ?wﬁ donors, philanthropic foundations, the State

: WO@H& of Regents, and thestate Department of Education, School-site train-
© - ing by mentor teachers during the school year reinforces the training re-
- ceived at the summer instjtures. Staffs for the institutes comprise professors
from several NSU departinents and elementary school teachers who have
distinguished themselves|in the classroom using the Great Expectations
teaching methods.
- Inabaseline survey administered at the Summer Institute in July 1993,
I asked teachers with some previous Great Expectations training to de-
mma._wn_;ﬁrn Wsmaoﬁ:ﬂmbm_ﬂ their students’ performance since they began
using these methods. H_mvT 8-4 presents the results,

.Hrn two portraits that follow offer “existence proofs” of the proposi-
tion that teaching practicgs and expectations can change dramatically, even

for experienced teachers. At the same time, both of the teachers described
-€Xpress. reservations. i

togram gradually, implementing some elements firsc and others later, Sccond, she would model che
specific practices o which the teacher was resistant. She would do so ac that reacher’s school, prefer-
ably in the teacher’s classroom, and always with the greatest respect and tact. When a ceacher wit-
essed a nmentor successfully demonscrating a method with the reacher’s own students, he or she
ally rnmmEa {or claimed to Tmnn_anu more open to giving it a tey.

. 89, One. worst-case example involved a first grade teacher who had failed with a different new
method during the previous year. Although several other teachers at her school wete using the Great
Expectat ong method and doing well, she was sure chat it could not worl for her, and she received no
sure to-change from the passive principal.

88. She mainmined that most of the rime the resistance could be reduced by a combination of iwo
responses, First, she would assuee the teacher thar he or she could slip into the Grear m..xmnn.ﬂmmosm
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 principal described Robarts as a “desk sitter” before he changed to the Grear
m.wwmwﬁmﬁoum way of running a classroom: “Teach on your feet, not in your
seat.” Before Great Expectations, .

Table 8-4. Teachers Assessments of Student Progress due to the
Great Expectations Program, Oklaboma®

Percent

Aspect of elassroom performance T was secure with all the _uoo_ww and things, A lot of teachers are where [ was.
Academic Teachers job They're embarrassed to say {1 don’t know.” I's that fear of judgment . . .
Assessinent " performance Anirndes Bebaviors satisfaction  teachers are hesitant o ask. # . Teaching independently . . . instead of from
More than I thoughe was possible 22.37 31.59 25.00 35.53 the book, those are the kinds m&.. things that I wasit courageous enough to try.

Alot 55.26 46.05 4474 43.68 [How long was it before j.: telt comfortable with this new style?]
Some 22.37 19.74 28.95 13.16 Oh, I think after about the first day. And I made some hosrible mistakes.
None : 0.00 2.63 1.32 2.16 But my kids just hugged me whm said, “Oh, Mr. Robarts, you're so different
Source: Awthor’s rabulacions from a survey conducted at the Grear Expectations Summer Institure from when you left!” And they would just say, “Oh, you're doing well.” And
July 1993. when Iwould start kind of maybe, “Well, maybe I need to sit down now; I've

a. Sample comprises seventy-six teachers with some prior training in Grear Expecrarions methods
{representing close ta a 100 percent response rate of potendial interviewees). Parricipants were asked,
to camplere the following statement: “Because of Great Expectations, the improvement in [aspect ol ,
classroom performance} of my students has been. . ..”

kids would say, “Mr. Robarts} we sense that you're being average again.” And
7. 80, [ said, “Olkay.” So I alway: asked them to encourage me when they sensed
that I was being average or substandard.

kind of done the Marva Oth.n stuff now, so maybe I need to sicdown.” The

- “=Many people who are npt familiar with the Great Expectations ap-
- proach say that it overemphasizes memorization and underemphasizes higher
‘order thinking. Robarts disagrees. He says these functions are complements,
"not-substitutes: memory is the foundation for higher order thinking, He
finds that withou practice at nemorization many children cannot remem-
-ber a.dictared sentence long enough to write it down. After a few weeks of
- memorizing poetry and otherjthings, he says, the change is remarkable. He
- thinks that people who n_.._m:wpmm memory work as ourmoded are simply
“uniformed abour how children learn, not only because memory supports
higher-order thinking, but because children can memorize things that are
worth knowing, In addition, _u% reciting what they have memorized, chil-
dren build self-confidence and motivarion. He says: “If you had told me
two years ago that I would have a class of fourth-graders that would know
all the states and capitals and would know geographically where things are
_onmﬁnnﬁ_ﬂrmﬁ could spell words, that could read, thar could do . . . T would
have said, “Well, maybe if you're in Quail Creck—which is a very affluent
area of Qklahoma City—perbaps. But in this area, no, it wouldn’t hap-
pen. . .. "You know, maybe rote memory is not positive in some aspects,
but think thar when a child has experienced total failure all through school
can bea major first step.” .
Much of the memory work in Great Expectations classrooms involves

Greg Robaris, Fourth Grade Teacher, Beehive Elementary School

Greg Robarts’s classroom is a roughly even mix of black, white, Chicano,
and Native American children, almost all of whom come from very poor .
families.?® Before the Great Expectations initiative, Robarts had taught for
seventeen years and believed himself to be a good teacher. But seeing what
children at Westside Preparatory School in Chicago could do gave him
pause: “I didn’t really know how to teach reading, After one workshop in. -
phonics I feel that I know mote today than I learned in seventeen years
teaching.” He describes seeing Westside Preparatory School as “an awaken-
ing.” “I saw something I'd never secn before; I actually saw education rak- -
ing place. I saw children interested in learning. After sceing her approach,
and seeing that it worked, I thought, “What I'm doing now isn't working,
At best it’s just kind of passing.’. . . | had to rededicate myself”: S

Collins’s basic philosophy resonated with Robarts’s beliefs about teach-
ing, but he had to unlearn old habits, such as sitting at his desk saying,

“Open the book to page 34, here are the instructions. . . .” Even his‘own
A

90, In this and the following subsecrion, names of teachers and schools have _unnnw nrmnmmm,.._u 3
facts and quotarions are real. , P
i
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poetry that contains rules for healthy and productive living—messages worth
remembering, Robarts reports exciting results from his efforts: “absenteeism
is almost nil, refusal to do homework is almost nil, test scores are substan-
tially up.” He also describes a “miracle turn-around student” during his first
semester using Collins's methods. The student’s disciplinary folder was a “bliz-
zard of suspensions.” An African-American boy diagnosed as learning dis-
abled, he was “a throw-away child,” Robarts says. “He was not supposed to
be able to do anything. He came very hostile . . . a tough cracker to break. T
didn’t understand when Collins said, “You can lock in the eyes of the chil-

dren when they come, and theres a dullness.’ I know what she means now.

Children like Jerry have been so programmed to believe that the school is :
nothing, That sey are nothing, that the only guarantee they have in school is
failure. And it’s so exciting to see their eyes brighten, and to see the child say
that they ean do.” When Jerry tiansferred to a new school the following year,.

his classmates teased him for speaking standard English. Jerry persisted, with’

support from his new teacher. On returning to visit Mr. Robarts, Jerry re-
ported that his new classmates began to change to be more like him, because
of the positive responses that he was getting from the teacher.

Robarts realizes that he is not typical. Other teachers need more onm.q.......

ing support. When I first interviewed him, in December 199 1—after the
first summer institute but nine months before mentor teachers began work-
ing in teachers’ classrooms—Robarts was sober about the value of a four-

hour demonstration that he and his class were to give the next week.for .

teachers who had not gone to any summer institute; “We'll get them ex-
cited. They!ll go back to their classrooms, they'll meet with the same fail-
ures that they've had. They'll struggle. They'll crash. Theyll burn. Theyll
say, “To hell with it. It’s just another thing thac they're doing.” And that will
be the end of it, If there is no follow-through, no support person, no per-
son to be supportive and say, “Well now; this is a possibility;” it will all come

to naught.” In fact, Robarts was among the teachers who had pushed for-
the establishment of summer institutes and the use of mentoriteachers for

ongoing technical assistance. Currenly, both programs remain in place
complemented by an academy for principals. : :

Gloria Chavers, Third Grade Teacher, Lafayette m.mmﬁm:g&\w School..

Gloria Chavers recalls not thinking much about Great mMWnnﬁmﬁoE a
the time that her school applied to participate in the program. Howeve:
when the first two teachers came back from Chicago, “They were ﬂﬁwnm

TEACHERS® EXPECTATIONS AND THE TEST SCORE GAP 309

There was no doubt about that.” The principal asked other teachers to
observe in the classrooms of the trained teachers. “So we went to Mrs.-

, mvﬂ.&bw [third grade] BQME. But this excitement that she had, T couldn’t
= pick up on it. Because, and I talked at length wich the principal about it at
. the time, | hadn’t experienged whar they had experienced. And for them to

. .wm.ubn_ tell me about ﬁ&mw a five-year-cld, and they would call these litcle
o hildren’s names, you Wﬁoﬁ they could recite all this. I'd never been around
© ey children who could m.w this, so it was hard for me to envision.”

i Chavers also recalls ﬁrm_n she saw changes that she did not like in Sherrin’s

-+'students. She had taught fome of these children herself] as a second grade
" “teacher. Now, they were Qw._._.mbm themselves “college bound.” At that time,
. Chavers’s view was that “igs this school system, college is not for everyone.

- Wehave a lot of lower socipeconomic people, College is the exception, not
. .therrule.”

Finally, the opportunify came to attend the first summer institute. “As

- it turned out, it was really well worth it,” says Chavers. The following

. semester, she reorganized the way she ran her classroom. “We've gone back
. to a highly structured way of reading and teaching phonics [using chants].
- Wed gotten away from that.” She also now teaches the whole class in one
group-and from one bool.|She reports that when she first changed, “Some

children struggled, but it’§ surprising when they have their peers reading
and reading well, it seems fo give them more incentive to read better.”
-At-the summer instingte, Chavers learned how to teach addition and
subtraction using chants, JEH the class had not gone on to multiplication
and division. So, back at Ew. school, she made up her own chants for mul-

- tiplication and division. She recalls: “And then I told [the students] one
“day, I said, “Well, we'll mmbmwﬁrw out.” Well, they dido’t know what that was.
-I-told them, ‘It’s like you'e standing on the corner trying to sell some-

thing” And even the children who have more difficulty with math, they

have been able ro pick up on those multiplication tables. They can not only

ay them, they can pass their tests! A lot of times after we do them, they’l
o out of the room and you'll hear them going down the hall buzzing,
_.vsmEm them. You know, they like to do it. It’s really, ic's not anything new,
ts just the-way it’s presented.” :

- Chavers talks on about bringing her love of music into the classroom
ow .in ways she never felt authorized to do before. She talks about im-
ressing her friends wich her students’ written work. She speaks with pride
out parents who glow when they see report cards thar are better than ever
fore, whobrag that their children are doing work that the parents them-~
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selves did not sce uniil junior high school. Parental interest and participa-
tion has dlearly increased. According to the district superintendent of a
rural white community where one of the schools is located, “Some parents
here were kind of skeptical about going up and bringing ‘this black thing
from Chicago,” into this white, mostly rural section of Olslahoma. The
same parents became supporters, however, when they saw the difference
thar it made for their children.

Chavers says that her children are convinced that they can do any-
thing, When she plays choral music on a tape recorder they beg to learn the
songs: “This week they said, ‘Oh, won't you play the music?” And, ‘Oh,
can’t we learn the song?’. . . . And they assured me, ‘Oh, we can learn ic.” S
in rwo afternoons, they pretry well learned it. I was once a music teacher
With this new program I've been able to incorporate it again.

who gave her permission to do so, she says, “I just did it. T don’t have to feel
lile this istt part of my work anymore.” Other teachers at other schools.
expressed similar feelings of a new freedom to bring their personal wbﬂahmm@_"..

and talents into the classroom.
At the time of our interview, Chavers had been teaching for sevente

different. The whole atmosphere has been different around here. The discj-
pline problems for me have all bur just totally disappeared, with this pro-
gram, And ir’s not the fact that you're after the kids all the time. It’,

and my job here is to teach you. Your job is to be the best student you can
be, And thar is what I expect of you.™ -
Robarts and Chavers are examples of what is possible, though perhaps

not for all teachers. According o the head mentor teacher, the most impor-
tant distinction between schools that do very well with Grear Expectations -

and those that do not appears to be having an effective principal who un-

derstands the initiative. One characteristic of such principals is, thac they
find ways of removing ineffectual or uncooperative teachers from their

schools. The outcomes of the Great Expectations initiative have not yet
been rigorously evaluated. However, several teachers bragged duting inter-
views that average test scores in their own classes had risen by 30 or.mor
percentiles in the space of one year.”* The key for teachers is the w@@ﬁ.wb&%

91. Chapter 9 discusses she Success for All program, which serves a large number ow. mostly bla

and Hispanic children across several states, It shows positive effects for all srudents, bug larger.effects
for the hotrom 25 percent of the class. S

” When asked:
cars. Bur, she says, “Wich the introduction of this program, it’s just been-
Y Y prog ) 1

n.H.Em ‘
is what I expect of you.’ You know, “You are here for a job. This is your job,
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ffective program of professional development that has helped them to
expect more and achieve more for both themselves and their students.

Conclusion

.~ Any conception of bias fequires a corresponding conception of neu-
alitcy. A major reason that po consensus has emerged from scholarship
- coficerning the importance of racial bias in the classroom is that there is no
Enmﬁ benchmark for racial neutrality. Instead, there are at least three: un-
-condjtional race neutrality, r4ce neutrality conditdoned on observables (in-
cluding past performance), B._ﬁ race neutrality conditioned on unobserved
potential. Moreover, racial _uwnmnm can exist in teachers’ perceptions, expec-
tations, or behaviors, or in agy combination of the three.

- Lensider teacher _unnnnwﬂonm of current student performance. If the
benchmark for bias is uncongitional race neucrality, most teachers are bi-
ased; but evidence shows thge this is mainly because their perceptions of
- “eurrent performance are corrpct. When their perceptions early in a school
year are inaccurate, the inaccfiracies may become true through a process of
self-fulfilling prophecy, bur there is litde evidence that initial inaccuracies
or prophecies systematically favor either blacks or whites. In fact, where
‘the benchmark is racial neutrality after taking past performance and other
,o_.uv.ﬂ{wzm predictors into agcount, evidence favors the conclusion that
" teachei perceptions of currengperformance are generally unbiased. Whether
‘the sameapplies to expectatiqns and behaviors is less clear. I have found no
clear evidence on whether teachers’ expecrations or behaviors are racially
biased for students whom .ﬁmﬁ% perceive to be equal on past or present
“measures:of performance or{proficiency. However, taking unconditional
acial neutrality as the benchmark, it is clear that teachers’ perceptions and
-expectations are biased in faver of whites and that teacher behaviors appear
ess supportive of blacks. Clearly, the benchmark chosen for neutrality af-
ects the conclusions. .
Robert:Schuller says, “Any fool can count the seeds in an apple, but
nly God can count the apples in a seed.” Similarly, tests can measure
vhat children know, buc only God can measure their latent future poten-
lal, Neutzality conditioned on latent future potential relates to a third type
bias ang a third way in which teachers’ beliefs can matter. Since potential

Robert:! chuller is a popular relevision minister and proponent of positive chinking,
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is unobserved, racial bias of this type is virtually impossible to gauge with
any reliability. Siill, it does seem especially likely that teachers underesti-
mate the portential of students whose current petformance is poor, includ-
ing disproportionate numbers of blacks. Also, blacks are underrepresented
among students with the very highest scores, and potential for greater black
representation at the top of the distribution is unproven. Thus at both. ends |
of the test score distribution, stereotypes of black intellectual inferiority are .
reinforced by past and present disparities in performance, and this prob-
ably causes teachers to underestimate the porential of black children mare
than that of whites. If they expect black children to have less potential, -
teachers are likely to search with less conviction than they should for ways-:
to help these children to improve, and hence miss opportunities to reduc
the black-white test score gap.

Simply cajoling teachers to raise their expectations for black children—
using phrases such as “All children can learn™—is probably a waste of time,..
However, good professional development programs can make a difference..
Recall that some teachers in Oldahoma responded to the Great Expecta-
tions program with the assertion, “My kids couldn’t do that.” If they had:
gone on teaching as they had always done, that judgment would have been
correct. But when they changed their teaching methods, they learned that
they were wrong, Similarly, Guskey shows that teachers can learn respon-
sive teaching methods that weaken the link between past and future perfor-
mance 5 Teachers who have been helped to improve their classroom practices
can have “seeing is believing” experiences that challenge their prior biases.
More research is needed on how professional development programs affect
both test score levels and the black-white test score gap. R

Even in the absence of the biases discussed above, teachers beliefs prob- -
ably affect black students more than whites. The evidence is quite thin, but -
the few studies that bear on this hyporthesis appear to support it. Jussim,
Eccles, and Madon find that teachers perceptions of sixth-graders’ marh-
ematics performance in October do not contain a racial bias once they
control past performance and attitudes.” Nevertheless, the effect of teach-
ers’ October perceptions on students’ mathemarics scores in May is almost
three times larger for blacks than for whites. Further, the effect is also larger
for females than for males, and larger for both black and white students
from low-income households. Findings from other studies are consistent

93. Guskey (1982).
94, Jussim, Eccles, and Madan (1996).

. "and behaviors probably do;
_blagk-white test score gap.
"~ thay be quite substantial if
" high school. The full stor
< -hang by thin threads of evi

racjal and ethnic groups f
sumed. As the evidence ag
- gréater determination on ¢
.embody? It would then ¢
- began to shrink again, as i

TEACHERS® EXPECTATIONS AND THE TEST SCORE GAP 313

- with these results. Casteel finds thar black eighth- and ninth-graders are

more eager to please their teachers, but their white peers are more con-
erned about pleasing their parents.”® These differences may be due to

* parenting, For example, white parents might exert more consistent pres-
© sure for good grades; black parents might be less asserrive about grades and
more deferential themselves to teachers. Furure research should actively
- pursue these questions, ing

| parenting.

luding the implications for policy, teaching, and
My bottom line conclision is that teachers’ perceptions, expectations,
help to sustain, and perhaps even to expand, the
The magnitude of the effect is uncerrain, but it
F effects accumulate from kindergarten through
y is quite complicated and parts of it currently
idence. Much remains on this research agenda.
interventions do establish that children of all
ave more potential than most people have as-
cumulates, it should be possible to focus with -
itivating and harvesting all that youthful minds
e no surprise if the black-white test score gap
did in the 1980s—and ultimately disappeared.

:Fortunately, successful

- References

“Labels,” Psychological Reporis 46: 625-26,
——="1985. “Some Correlates of Teachers' Bxpectancy Bias.” American Educasi
“search fournal 22 (Summer); Gwmlmw. F e Dlas mericin Eucaional e

Babad, Flisha ¥. 1980. am&mﬁnM:Q Bias in Scoring as a Function of Ability and Ethnic

Baker, S, H. 1973, “Teacher Effectiveness and Social Class as Facrors in Teacher Expectancy

" Effects on Pupils’ Schalastic Achievement,” Ph.D, dissertation. Clark University.

Baron, Reuben, David Y. H. Tom, and Harris M, Cooper. 1985, “Social Class, Race and

" Teacher Expecradions.” In Jerome B, Dusek, ed., Teacher Expectancies, Hillsdale, N.J.:

* Erbaum,

95. Casteel (1997).
96. Irraddition to strong leadership and professional development for teachers, better-conceived

erfarmance incentives, no marter whae their expectations of cheir students, should be a part of this

rocess, The search far ways to design and implement such incenrives and standards of accountabilicy
v

curreirely quite active; see, for example, Hanushele (1994); Hanushek and Jorgenson (1996 Ladd




314 THE IMPACT OF SCHOOLS AND CULTURE

“Student Percep-

n

Brattesani, Karen A., Rhonda §. Weinstein, and Hermine Marshall. 1984.
cions of Differential Teacher Treatment as Moderatars of Teacher Expectation Effects.
Journal of Educational Psycholagy 76: 236-47.

Brophy, Jerome. 1985. «Teacher-Student Interaction.” In Dusek, ed., Teacher Expectancies.

Brophy, Jerome E., and Thomas L. Goad. 1974. Teacher-Student Relationships: Causes and

Consequences. Holt, Rinehare, and Winston.

Cabello, Beverly, and Nancy Davis Burstein, 1995. “Exzmining Teachers' Beliefs about

Teaching in Culturally Diverse Classrooms.” Journal of Teacher Education 46(September-

October): 285-94.
Casteel, Clifron. 1997.
dents abour Praises, Rewards, and Punishments.
seling 31{April): 262-72.
Coates, Brian. 1972, “White Adulr Behavior toward Black and Whire

Develspment 43: 143-54.
Commirtee on Policy for Racial Justice. 1989, Visions of @ Beter Wiy. Washingron:

Center for Policical Studies.
DeMeis, Debra X., and Ralph R, Turner. 1978. “Bffects of Students’ Race, Physical Aterac-
and Dialect on Teachers’ Evaluations.” Consemporary Educational Psyehology 3:

“actitudes of African American and Caucasian Fighth Grade Stu-
» Elementary School Guidance and Coun-

Children.” Child.

Joint

Tivencss,

77-86.
Dweck, Carol. 1991, “Self Theories and Goals: Their Role in Motivation,

Development.” In Richard A, Dienscbier, ed., Nebraska Symposium on Motivation,
Lincoln University Press.

Dweck, Carol, and Ellen L. Leggett. 1988, “A Soci
and Personality.” Psychological Review 95: 256-73.

Eccles, Jacquelynne, and Allan Wigficld. 1985, “Teacher Expecracions and Student Motiva-

tion.” In Dusels, ed., Teacher Expectancies.
Egan, Owen, and Peter Archer. 1985, “The Accuracy of Teachers' Ratings of Ability:

Regression Model.” American Fducational Research Jonrnal22: 25-34,
Enrwisle, Doris R., and Karl L. Alexander. 1988.
~ and Marlks of Black and White First Graders.” Elementary School fournal 88(5):
Evertson, Carolyn M., Jerome Brophy, and Thomes L. Good. 1972.
Teacher Expectations: First Grade,” report 91. University of Texas at
and Development Center for Teacher Eduction,
Feldman, Robert S., and Stantey Orchowsky. 1
Determinants of Teacher Nonverbal Behavior.” Contemporary

324-33.
Ferguson, Ronald E 1993. “Spreading the Paradigm of 2 Master

Government. John E Kennedy School of Government, Harvard University.

Ford, Donna Y, 1996. Reversing the Underachievement among Gifted Black Students.
York: Teacher’s College Press.

Fordham, Signithia, and John Ogbu. 1986, “Black Students’ School Success:
the Burden of ‘Acting White,” Urban Review 18(3): 176-206.

Gaines, Margie L. 1990. “Accuracy of Teacher Prediction o
ment.” Paper prepared for the annual meeting of the American

Associadon,

Personality and
1990. -

al Cogpitive Approach to Motivation

. m.
“Facrors Affecting Achievemnent Test Scores
: 44971,
“Communication of *
Austin, Research -

979. “Race and Performance of mEmngww ;
Educavional Psychology %

Teacher: The Great Expec-

cations Initiative in Oldahoma,” warking paper. Taubman Center for State and Local

New
Oommnmumwr‘

f Elementzry Student Achicve- -

Fducational Research :

TEACHERS® EXPECTATIONS AND THE TEST SCORE GAP 315

Gouod, Thomas L. 1987. “Two Decades of Research on Teacher Expecrations: Findings and
Pucure Dicections.” Journal of Teacher Education 38(4): 3247, . ’ :

ﬂno.q”m“ .m:mm:. 1993. *Farly Mathematics Performance and Achievement: Results of a Stud
within 2 Large Subucban School System.” Journal of Negro Education. 62: 269-87 ’

mcmﬂMw@. .H_rm_.dmm R. 1982, “The Effects of Change in Instructional Fffectiveness o.= the
maMMMMM mﬁ %MMWMM.HH m%munﬂmzonm and Student Achievement.” Jowrnal of Educational

1

) wmm.w:.nn Emil H 1985, a?ﬁ._ wwﬁn and Elemenrary School Ability Grouping: Are Teachers
. h..mm_npm >mE.=mn Black OEEnwzw._ American Educational Research Journal 22(8): 46583,
an n.w. EricA. 1994, Making Schools Work: Improving Performance and Controlling Costs
Broakings, : e
Hanushek, Fric A., and Dale W, Jor 7 ;
, " . Jorgenson, eds. 1996, Inproving A 3 :
- of Incentives, Washington; Nprional Academy Press. proving domeicss Schools The e
Herrnstzin, Richard J., and Charles Murra ]
» . 1994. The Bell Curve:
. Structure in American Life. Fjee Press. o Curves ntellgnce and Clas
oge, Robert, E&Wovmmnw_hm—.ﬁw 1984, “Analysis of Tt i i
2 3 . ysis of Teacher Judgments of Pupil Achieve-
ment Level.” fournal of Educptional Psychology 76: 777-81. ’ o .
vine, wmnm.:nr:n Jordon. _mmm. “The Accuracy and Stability of Teachers’ Achievement
wménnﬂmmobm as Related to wnwinwﬁ. Race and Sex.” Paper prepared for the annual meet-
- ing of the American Educatipnal Research Association,
Fo—— 1990. Bluck Studenis agd School Faiture: Policies, Practices, and Prescriptions. Green-
7 7 wood Press, .
‘ .Hnu.mm. Joseph, 1997. “The Megsage Project, Forc Wayne Urban League, Phase 1.” Urban
S __ gague of Fort Wayne, Indiaha, and Taylor University.
. _Hm H , Hl X . @ . . » . .
Jn MnbMEnnn.uH Ww“sa.w.mmn.wnn Ex pectations: Ma_mlm;_mc_um Prophecies, Percepiual Biases, and
. Accusacy. of Personaiity and Social Psycholagy 57: 46980,
:wﬁMMnEm_u H._.wﬂ NDM Jacquelynne Hecles. 1992, “Teacher Expectations II: Construction and
wmw MMMA.S of Student g_uwﬁanbﬁ.a Journal of Personality wxa_ Social Psychology 63:
- _.E.M.E.P Lee, Jacquelynne mnn_nmw, and Stephanie Madon. 1996, “Social Perception, Social
mﬂﬂo.@wnm. and Teacher Expectations: Accuracy and the Quest for the Powerful Self-
: m&m:EW ?omwnnwma A&enx%w in Expevimental Social Psychology 28: 281--387.
. meﬂmz.. mw.wm. =>Eﬂnn_.EE g.m.mnnhmg Classroom Power and Status Characreristics: An
- Invgstigation.” Paper prepared for the annual mesting of the American Educational Re-
mnmhnr Association. ‘
Eﬂﬁm&%%ﬁc&&. meﬂ.&“ﬁrn Relarive Importance of Teachers and Parents in the Forma-
-tiorof Negro an ite Students’ Academic Self-C = 1
S . elf- Concepts.” Journal of Educational Re-
- Eﬁnm&w um.Bam R. 1990, “Trends in Whites’ Explanations of the Black-White Gap in Socio-
- economic Status, 1977-1989.” American Sociological Review 55 (August): 51225,
HQEUGN._.F W. I H.oum. “Relatianships among Student Self Concept of Academic Ability,
H.mwn_....nm Perceprion of Student Academic Ability and Student Achievement.” Ph.D. dis-
+sertation, University of Miami, . o
ﬁmoﬁ. Helen B, ed. 1996. Holding Schools Accountable: Performance-Based Reform in Edyra-
tion, Brookings. .
53 Leacock; B. 1969. Taching and Learning in City Schools. Basic Books.




316 THE IMPACT OF SCHOOLS AND CULTURE

Lightfoot, Sara Lawrence. 1978. Worlds Apart: Relationships benween Families and Schooks.
Basic Books.

Mercon, Robert. 1948, “The Self-Fulfilling Prophecy.” Antioch Review 8: 193-210.

Mickelson, Roslyn A. 1990. “The Artitude-Achicvement Paradox among Black Adoles-
cents.” Sociology of Education 63; 44-G1.

Miller, L. Scotr. 1995. An American Tmperasive: Accelerating Minority Educasional Advance-
ment. Yale University Press. :

Mitman, Alexis L. 1985, “Teachers’ Differential Behavior toward Higher and Lower Achieving
Students and its Relation to Selecced Teacher Characteristics.” Jowrnal of Educationa
Psychology 77: 149-61.

Monk, Marein J. 1983, “Teacher Expectations? Pupil Responses to Teacher Mediated Class-
room Climate.” Brizish Educational Research Jonrnal 9(2): 153-66.

Ogbu, John. 1978. Minority Educasion and Caste: The American System in Cross-
Comparison. Academnic Press.

. 1983, “Minarity Seatus and Schoaling in Plural Societies.” Comparative Education
Review 27(2): 168-203.

— . 1987. “Oppartunity Structure, Culrural Boundasies, and Lireracy™ In Judith Langer,

ed., Language, Literacy, and Culture: isues of Society and Schooling. Norwood, N J.» Ablex

Cuhuwral

Press. K
Peduila, Joseph J., Peter W Airasian, and George E Madaus. 1980. “TJo Teacher Ratings

and Standardized Test Resules of Students Yield the Sarme Information?” American Eds
cational Research Journal 17(3): 303-07.

Puma, Michael, and others. 1993, “Prospects: The Congressionally Mandated Study of
Educational Growth and Opportunity,” incerim report. Prepared for the U.S. Depart-.
ment of Educarion, Planning and Evaluation Service. 5

Raudenbush, Stephen W, 1984, “Magnitude of Teacher Expectancy Effects on Pupil 1Q as-,
a Function of the Credibility of Expecrancy Induccion: A Synthesis of Findings from 18"
Experimens.” Journal of Educational Piychology 76(1): 85-97. ©

Rosenthal, Robert. 1994. “Interpersonal Expectancy Effects: A 30-Year Perspective.
vent Direcrions in Pychological Science 3(6): 176-79.

Rosenthal, Roberr, and L. Jacobson. 1968, Pygmalion in the Classroom. Holt, Rinehart, and

n

n_Er

Winston.

Rowe, Mary Budd. 1986, “Wait Time; Siowing Down May Be a Way of Speeding Upl

Journal of Teacher Education 37(1): 43-50. il
Rubovits, Pamela C., and Martin L. Machr, 1973. “Pygmalion Black and White.” journalaf
Personalisy and Social Psychology 25: 210-18. ‘ .
Shavelson, Richard [., Joel Cadwell, and Tonia Izu. 1977. “Teachers' Sensitivity to the’
Reliahilicy of Information in Making Pedagogical Decisions.” American FBducational Re-
search Jowrnal 14(Spring): 83-97. 3
Slavin, Robert E. 1987, “Mastery Learning Reconsidered.” Review
57(2): 175-213.
Senich, Mary Lee. 1980. “Teachers' Expectations.” Evaluation in Education 4:53-56, "
Smith, Tom W, 1990. Ethnic Images. GSS topical report 19. University of Chicago; Na-
tional Opinion Research Cenrer (December). : Fou
Snyderman, Mark, and Stanley Rothman, 1986, “Science, Polirics, and the: IQ Conero:

vewsy." Public Interest 83(Spring); 85.

of Educati onal w&&@

“Weinstein, R. S., and athers. 1987

TEACHERS® EXPECTATIONS AND THE TEST SCORE GAP 317

———— 1987. “Survey of Expert Opinion on Intelligence and Aptitude Testing.” American

Piycholsgist 42(February); 138-39,
Selorzana, Daniel G. 1992, “An Exploratory Analysis of the Effects of Race, Class, and Gen-
der on Student and Parent Mobility Aspirations,” Journal of Negro Education G1: 3044,

Taylor, Marylee C. 1979, “Race, $ex, and the Expression of Self-Fulfilling Prophecies in a

- Laboratory Teaching Sitwation.? Personality and Social Psychology 6: 897-912.

- Weinsrein, Rhonda 8. 1985. “Student Mediarion of Classroom Expectancy Effects.” In

Dusek, ed., Teacher Expectancier. .

. “Pygmalion and the Student: Age and Classroom Differ-

ences in Children’s Awareness off Teacher Expectations.” Child b%&m.%iwﬁ 58: 1079-92.

aﬂ.mm.mn_n_a Allan, and others. 1991.|“Transitions at Early Adolescence: Changes in Children's
Domain-Specific Self-Perceptiohs and General SelfFsteem across the Transition to Jun-

~“ior High Schoal.” Develgpmental Psychology 27: 552-65.

Willis, Sherry. 1972. “Formation pf Teachers’ Expectations of Students’ Academic Perfor-

“2mance.” Ph.D, Dissereation, University of Texas at Austin.

Willis, Sherry, and Jerome Brophy. [1974. “The Origins of Teachers’ Artitudes towards Young
Children.” Journal of Educationgl Pychology 66(4): 520-29,

. Yeg, Albert tf. 1968, “Iurerpersonit Artirudes of Teacher and Disadvantaged Pupils.” Josur-

1 5nal of Human Resources 3(3): 32745,

w
_
!




