Chapter 4

Sympathy, Knowledge, and Truth:
Teaching Black Children

Cleher things being equal, the mixed school i the Bvoader, mare
natural basis for the education af all youth. It gives wider con-
tarts, it inspirer greater self-confidence, it suppresies the inferior-
iry complex, But other things are seldane equal and i thas case,
ﬁ;_;,'rnprznr{}r, Knowledge and Trieh ﬂuru'ﬂ'g-'lr all thar the mived
schond cire offer,

— % E, B, Du Boas

The black child is different from other children becavse he has
problems that are the product of @ social order not of fris rmaling
ar s frvbears,

—Seprima Clark

Being a black teacher during the age of white supremacy demanil-
ed fasth i the future when the present often seemed hopeles.

—Adam Fairclough

pmplc continue to talk as if there were some great mystery about what
kind of teaching would make a difference in urban schools, Actually,
we know a great deal abour that. No one has done more to broaden our
thinking abour what children of color can do than Asa Hilliard. One of
his cssays (Perry, Steele, and Hilliard 2003) gives us a way to organize our
thinking about this with his suggestion that researchers need to spend less
time warrying about every lictle thing that has some relation to achieve-
ment and concentrate on those things thar have potentially large results,
on results that smack vou right berween the eyes, inrerocular results, if
vou will. There are lors of things rhat make a difference, but when it
comes to instruction, which have “Big Pop™? What produces large incre-
ments in learning, for large groups of urban kids. in a fairly short period
of time? Figure 4.1 is one way to think about such differences.
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Figure 4.1. “The Big Six”

Characteristics of High-Tmpact Instructional Programs in
Uthan Contexts

. Instructional time protected or extended

2 Intellecrually ambitious instruction

5 rl £ i 1 Y e z

3. Profess |_mt.:| compunity (teachers collaborare, have a collecrive

sense of responsibility)

4. Academic press combined with sacial support

i Program coherence {i.e., institutional focus: are we all on the
same page?)

6. Teacher "quality { diagnostic ability

This is ru._w ml.c way 1o orpanize our rhi:sking. Ohne could do an equally
reasonable list with fewer elements or with more, a sensible lisc with ath-
er c!t,:n:u:nts.' My point is thar this is one way to think abour r.he rohler
thar is empirically defensible, based on rescarch thar offers some F::ruuundn
.fm generalizing and for at least tough causal inference. The various mt-.lir
tes supporting these ideas use different metrics, bur most of r|1r1;11- ive
us reason to believe that each of these when reasonably well impl::rnfnr-
ed can produce learning gains of one month or more. In many of thes
studies, the biggest gainers are African American or Larino bovs r.|1c Iwif
gest losers under business-as-usual, If we know a good deal ;;E;allt whi‘r
I.:.-Duifi work, what we don't know is how 1o implement these things w';h
fideliry ar scale, within the operative resource limirs. | o

Most of these points were discussed in the previous chapter and need
tot bc elaborated here. With respect to the firse element. Im“:'::v"vr t:.:
tending or protecting rime, let me note thar there's growing dj'm‘tll.'i:;'li_;n
nationally abour extending the school day or year (Schemo E.Ioc:;'.‘.l. u% ich
can be a very expensive pathway to reform, and less discussion, so far as
[ can see, about making betrer use of the time we already have. Given
our history, | would worry that in some cases. cxtcm{inF: inﬁrrlllr(lmna[
rime becomes a way of nor thinking about the nuts-and-balrs issues of
instrucrion, in which case | suspect its value would be less. |

The idea thar is new here is the idea af trying to strike a balance be-
tween academic demands and social suppun-s. We will have a more :x
rended discussion of this later, but for now suffice it ro say thar when
children encounter classroom contexts in which they |‘Ii.‘l:|-rfu.”f|1"cd
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pushed, and simultaneously supporred. the results can be lietle shor ol
dramatic. All 1 will add here about reacher quality is that as much as |
am trying to argue that we can get a lor more out of the teaching foree
we now have, | am struck by the way improving the teaching lorce seems
to e an all-weather reform. That is, raising reacher quahiy can make a
difference even when other things don't improve, even when leadesship
or school culture remains problematic (e.g., Bovd et al, 2007}, When we
don't know what else 1o do, we should be rrving to put the best peaple
we can find in front of poor children.

If this is true with the weal measures we ordinarily ase discussions
of teacher quality on, what would happen with more saphisticared mea-
sures? One important, and underdiscussed, theme in the literarure con-
cerns the power of teacher diagnoseic abiliry. Paul Black and his associ-
ares ( Black and William 1998; Black et al. 2004) have reviewed an exensive
bady of research that demonstrates petsuasively that when reachers nse for-
mative assessments to diagnose student learning problems and adjusy in-
struction accordingly, the effect is consistently large across different rvpes ol
learners and situations, Effect sizes range from 0.4 1o 0.7 These are whop-
ping improvements. At che lower end of thar range—the lower erl—w
are saying that diagnostic reaching moves the average student to the Jevel
of perfarmance of the top third of students. Similarly. the Bay Area School
Reform Collaborarive has done an analysis of achievement patterns in 42
schools with comparable demographics, trying to understand why some of
them were closing achievement gaps by race while others were nor {Walsh
2003). ‘They concluded in part that in the gap-closing schools, waching
was much more diagnostic, with teachers constantly assessing students el
adjusting their instruction accordingly.”

We already know, then, quite a bit ahout what kind of instruction and
what kind of organizational context can make a large difterence, Whar we
dont know is how to da these things ar scale, with hdelitv, given the so
cial, arganizarional, and political deficits under which our schools laba
Srill, we should be aware that all this reflects a Fairly narrow. rechnical con-
ceprion of whar teaching is. Underlying much ol this kind of discussion is
the assumption that teaching can be reduced ra the delivery of mtarma-
tion and the development of skills. That way of thinking reflects liecle sense
of 1eaching as a sacial activity. It may well be thav in the grip of test-score
hysteria, we have begun o think of teaching oo narrowly, giving short
shrift 1o its social dimension. That social dimension may be more impor
rant than we think and more important to some populations than orhers.
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[n her remarkable book on New York City high schoal students, Cristina
Rathbone quotes a principal as saving, “You know as well as | do thar the
issues here are not academic, the issues are social and emotional and men-
tal and spiricual” (1998: 145). The thought should give us pause. To the ex-
tent thar the problems we are trying to solve are problems of connecred-
ness, @ strictly academic approach may not wake us all the way.,

Because this is a problem that I think needs to be framed historically and
because different racial and echnic groups have different relevant historical
rrajecrories, | want to think abour chis problem primarily as it applies o
Black students. One way to ger at it would be to ask, when reaching worked
tor Black people, what was that teaching like? If vou forger wha you are,
Bernice Johnson Reagon of Sweet Honey in the Rock once com mented,
vou need o go back to where vou were the last rime vou remembered.

Teaching with the Authority of the Race

However ironic it may seem, there is considerable nosralgia just now
among Black Americans for the kind of education they had during the
good old days of legal white supremacy. It is not hard to find Black peo-
ple who think school desegregation was a deliberare plor to break the
will and spirit of Black communiries or others who think char, no mareer
whar was intended, desegregation, when it occurred ar all, almose always
occurred on white folks’ terms, which led 1o the undermining of an edu-
c.-a_:'mnal culture thar Black people had been shaping since before the end
of slavery (Anderson 1988).

Mostalgia is necessarily selective. The first chaprer of Richard Kluger's
Simple _,._Fr:.rn'r:', his histary of Brewn v Board of Education, draws por-
traits of two South Caroling Black principals. One is the kind of ded-
icated, rooted-in-the-communiry educaror around whom current nos-
talgia centers: The other is craven, incomperent, a servant of the white
power sEructure, as corrupt as the day is long, stealing funds that should
have been going to the children. The current longing for the good old
days torgers the second tvpe of Black educator—the people Du Bais
(1935) called “ignorant placeholders.” We can forget, oo, that ar times
|J'|'|d P]:{LL‘.‘: tl'll: F-J'.ICL'T L"if]". ﬂf TESOUTCES ITILSE ]'!EI.‘-’L' L'I"r'l.‘l'\'-"hl’.']]'.l'.lt'fd glﬂl:l[j i['l.—
rent. The Sourth, through the firse half of the owenrtieth century, generally
spent on the education of Black children abour one-third w]-m[.it spent
on whires. Fairclough (2007} reminds us thar some schools were theaters
uf class antagonisms, and in others the kind of rreatment children got

i

symoathy, koowledee, and Troth

could depend on their complexion: many used a level af physical disa
pline that is discomfiting to read about, even now.

That said, there is still something about the education they received
under these circumstances that many Black adules now wish they could

give to their own children, and it clearly has to do largely with how they

experienced teaching. Nestalgia should not be confused with history. bur
collective memories fell us much about how people understand the lim-
its and possibilities in their environment, about whar thev think made a
difference far them, and that can serve as the basis for hypothesizing, at
least, about how teaching matrers.

Vanessa Siddle Walker's (1996) rich and evocative portrair of North
Carolina’s Casswell County Training Schoal reflects the themes one v
cally finds in these discussions. She sees the school as an example ol insri-
rutionalized caring, caring that went beyond how any one individual felr
about any other individual, caring that was reflected in high expectations
and strice standards—rteachers “didn’t play.” would “bless vou ou” it they
caught you wrong, There was a heavy emphasis on extracurricular activis
tv, with as much as 9o percent of the student body participating in some-
thing, as the schaol recognized the need of students 1o “learn to spealk, 1o
think, ta perform” (204) as well as their need for explicit moral instruc-
tion, They were, as the principal liked to say, "building men and women’
{zo4). Among other things. they ook rhat to require implicitly and ex-
plicitly challenging notions of racial inferiority; they offered a counter-
narrative, in Theresa Perry's terms (Perry, Steele, and Hilliard 2003). For
them, “Teaching could nat be reduced to a job or an occupation: it was
a mission” (zo6). Apart from academics, as two other students of these
schools have noted, the best of the segregated schools “addressed deeper
ps_s-'-::l‘u:r!ngica] and sociological needs af their cliens” (Irvine and Trvine
to83). One wonders how many of those clients had o memorize Paul
Laurence Dunbar's “Encouraged” (Dunbar 19153

Because you Jove me 1 have
miuch achieved.

Had you despised me then [ must
have failed.

But since | knew you trusted
and believed,

| could not disappoint vau and so

prevailed.
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The poem captures much of what seems most impaortant abour Black

s!:hnnls in the South. Figure 4.2 is another way of summarizing collec-
tive memory.

Figure 4.2, Traditional Black Teaching Remembered
Thomas Sowell (1974, 1976)

Sthools were a blend of “support, encouragement, and rigid standards,”

* Parents thoughe “The teacher was always right.”
* The school "could do no wrong in the eyes of the parent.”
e Schoaol “Would not lét [them)] gowrong.”
T.::.-u:hi:rs were demanding and rook “personal interest” in students,
ubten ourside of school.
“Some have a warm ‘human touch’ and others would have failed Public
Helations [
Faustine Jones-Wilson (1981)
* Teachers didn't grve a choce beoween "learning and not learning,”
¢ Failure "unacceprable t reachers, family, peers and the communiey,”
Siddle Wallier (19496) |
* The seprepated school 15 most often compared with 3 “family” in which
teachers and che principal, with parentlike authoriry, E!CE[‘L'ihlﬂi.i almost
complete awranomy in shaping student learning andl ensuring student
discipline.
David Cecelski (1994)
» Teachers in Hyde County, North Caraling, creared a “caring
envitonment” and a “familial atmesphere.” ‘
Adam Fairclough (2007)

i1 - i . .
= "Many of chose teachers [in Texas| raughs with a zeal and commitment
- as though they felt a personal mandare to compensace for the areas
of lack in the lives of the studenss,”
* Teachers in Columbia, South Carolina, “shared their lives with us, they
made us feel like we were the most important people in the world, and
they aught us pride and radon.”
For many women, reaching became a kind of sacred calling, mther
like thar of oA il (3
ke thar of the celibate priest. . . | Either way, they acted as if God had
called them to reach and expected their husbands o cither help them or
not interfere.”
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Jn many ways, this sounds like what we know abour Catholic schools,
just interpreted through a different historical experience. leachers are
seen as having a broad interest in children, in their characer andd i their
future, There is a sense of mission, o moral compact berween children
and teachers. Children felr pressure 1o succeed: whether nr not they ar
going to take school seriously is a choice that has been made for them by
adults. They felr pushed cognitively and sociallv. ‘There is some disagree-
ment about whether teachers were warm and friendly but an overwhelm
ing consensus that adults were all on the same page: teachers had the an-
thority of the whole race behind them. IF we were 1o abstract teaching
model from this, we might ger something like hgure 4.5.

Figure 4.3. Authoritative-Supportive Teaching

o High level of intellecrual [ acidemic demand
s High level of sncial demand
o Halistic concern for children and their future: sense of s larger mission

» Strong sense of reacher efficacy and legitimacy |

Calling this model authoritative-supportive reaching would seem 1o
capture its most salient aspects, If this is the kind of teaching thar Black
peaple remember as having worked for them, is there any reason at all tiy
think it transfers 1o the contemporary gherto? Actually, there are several
interesting lines of thinking in contemporary research to supggest thar a
model of reaching very close to this can have unusually large positive inm-
pacts, even amaong roday’s rowdy vouth,

Ohne very instructive study tried o assess the relarive impact of souial
support as against academic pressure (Lee et al. 1999}, surveying 28,000
Chicago sixth and cighth graders and more than s.000 wachers in 10y
clementary and middle schools. To measure social support from reachers,
students were asked whether their English and marth reachers:

e relaced the subject to their personal interests (which, of course.
implies that teachers know what students are interested in

s really listened ro what they say
knew them very well
believed they can do well in schaul



S0 Much Reform, So Little Change

[0 assess support from parents, students were asked how often their

parents ar other adules in their household:

discuss school events and/for evenrs of interest to the student
help with homewark

discuss with them things they had studied in class

discuss homewark with them

Lo assess social support from peers, students were asked whether most
students in their classes:

* treat each ather with respect
L) \'.'ﬂl']". L(Jgf[hfr Ty .‘:U['I-'L' Frnhieni&
* help each other learn

Academic press, as the study calls it, was measured by both teacher

reports and student repores. The questions asked of teachers included
whether rheir schools:

* set high scandards for academic performance
* organized the school day o maximize student learning

e focused on what is best for student learning when making important
decisions '

ITe questions for assessing student perceprion of academic press asked
students whether their English and math teachers:

* cxpected them to do cheir best all the time
* expected them to complete their homework every night
* thoughr it very important that they do well in that class

* encouraged them to do extra work when they don't understand
something

This is very close to the authoritative-supportive model, capruring el-
ements of social and intellecrual demand, of holistic concern, of adules
being on the same page. The main message from the study is thar so-
g_'ml support and academic press each indEpendmrlv made a meaning-
ful difterence, bur when both are present at high levels, the results can
b striking, 1o reading, children experiencing low levels of bath support
and press averaged a gain of 0,56 Grade Equivalents 1 year in reading,
hur students exposed to high levels of bath improved .82 GEs, almost
two years growth in a year. Now that'’s interocularit. The numbers in
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math were even more pronounced. While low-support, low-press stu-
dents improved 0,65 GEs, high-press, high-supporr students improved
an cye-popping 2.39 GEs. The distribution of high-press, high-support
schools is very much what one would expecr. Racially integrated schools
are three times more likely to exhibit both characteristics than predomi-
nantly minority schoals; schools serving the highest-income-level stu-
dents are four times as likely to exhibir both aspects than schools serving
the poorest students.

These would be impressive numbers under any circumstances, [
they are even more impressive considering the population under study—
sixth and eighth graders. That's a tough crowd. By that age, many stu-
dents have essentially given up on schools, and schools have given up on
many of them. Something like that Old Time Religion, somerhing like
the traditional madel of Black reaching, supportive but authoriarive—
still seems to work for a grear many children. One might have expect-
ed that the sheer magnimude of the results would have atrracred @ grea
deal of arcention, but this has acrually been among the least requested of
the studies done by the Chicago Consortium. We can only speculaie as
to why, but it is at least possible that the emphasis here on teaching as
having an important component of social suppore does not fir comfore-
ably with much contemporary discourse, with irs emphasis on teaching
as being about the delivery of material, the development ol skalls, and
so forth.

Still, there is a growing research buse on various aspects of the suppori-
ive-authoritarive balance problem. For one thing, its helps us understand
more precisely the nature of African American educarional disadvanrage.
In Chicago, students attending predominantly African American schools
are much less likely than students in integrated schools to be in environ-
ments where teachers trust parents {about 42 percent of teachers in pre-
dominantly African American schools repory strong trust.as against 72
percent of teachers in inregrated schools) and less likely to be in plac-
¢s where teachers feel a strong sense of collective responsibility (Easton
2066). | think we can assume that in environments where aduls are less
cooperative with one another, they are less likely to be etfectively sup
portive of students. Another Chicago study shows thac in high schuols
where student-teacher trust is high {mkim&; that to be ananalog for teach-
er support), students average 2.3 percent fewer absences per termy, essen-
tiallv one addirional week of arrendance over the school year In schoals
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with the highest levels of academic press for the furure; students averaped
just under two fewer absences a year (Allensworth and Easton 2007).

At the elementary level, Ron Ferguson (2006) has found a relation-
ship between how supportive the experience is for children and how they
treat one another, raking us back to a theme in Helen Gouldner’s (1978)
work. If children don't think the reacher both enjoys helping them and
holds them to a high standard—whart he calls a *high help/high perfec-
tionism classroom—their engagement and behavior deteriorates, which
includes children treating one another poorly,

There are some national dara rhar reinforce the impaortance of sacial
supports, Woolley and Bowen (2007), using a sample of over 8,000 mid-
dle school pupils, many of them with significant risk factors in their
lives, have demonstrated thar of the various variables they examined, so-
cial capital—the number of supportive adults in scudenes’ lives—had the
strongest relationship to school engagement, Again, it is important thar
students have support across the various serrings of their lives. Woolley
and Grogan-Kaylor {2006), using a nationally representative sample of
middle and high school students, have found that reacher support had
the strongest association with academic performance. followed by neigh-
borhood safery, followed by home academic culwure. Significantly, when
African American and Latine studenrs received the same kinds of sup-
port across domains as others, they had similar academic performance.

Clearly, we want to think of support and demand in tandem, but my
guess would be that demands are especially impaorrant for Black stu-
dents and for any others who have been branded intellecrually inferior.
Part of my work at Westside High School involved trying to underscand
how students there understood their teachers and how thar shaped stu-
dent behavior. Thus, among other questions, [ was asking, “Whar would
a teacher have to be like before you said, “That's a really good reacher’
How can you tell if a teacher is really concerned abour students learning
something in the course?” In response to the “really concerned” ques-
tion, students stressed two things; The really concerned teacher works
hard to make the marerial clear, and, less intuitively, the really concerned
teacher is demanding. Clarity meant that the teacher should check norte-
books, encourage questions, ask questions to see whether students un-
derstand, provide students with some indication of rheir progress. This
is again a conceprion of teaching reminiscent of our authoritative-sup-
portive madel; it sees the good teacher as aggressive, as acrively making
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sure students are learning, not just leaving it up to the students. Pedro
Noguera (2005) found the same thinking among a group ot students in
HETIC::'::}-':
They look first for people who care. . . . Second, they respece teacliees
whe ate strict and hold students accountable. Third, they like reachers
who teach them something. When they found a reacher whi was car-
ing, strict and challenging, they responded really well [despite the fact
that] some of these students had criminal records or missed more davs

than they atrended. (1718}

When students at Westside said that the concerned reacher is de-
manding, they meant that the serious reacher will make students walk
the straight and narrow, stay on their backs uimuF huhln.“.-.rrfrk and atten-
dance, stop them from fooling around and wasting time in -_'L-r..as.j F:x-'c.n
some shouting and cursing seem okay with the kids, hut only it it is
clearly related to gerting students o do their best. ‘nrudcntavmlkcd in
come detail abour what made them think a reacher was "nice,” but lhr_.‘f'
clearly separated that from what made a teacher effective. In facr. wluin it
comes to misbehavior, students thought that the reachers who were “roo
nice” were going ro catch more than their share u[.'- rrouble.

Asked to explain why they cooperated more with some teachers rhrm.
orhers—worked hard, paid attenrion in class, came to class— .ll':‘lli?ll.l lu.H
the students said it didnt matter, they put out the same level of efforr in
all classes. The other students overwhelmingly saw themselves as work-
ing harder for those reachers who were hoth more serious about reaul?mt:,
and more insistent on appropriate behavior. It was clearly tl.‘n- perceived
quality of reaching in combination with demanding behavior that had
the most impact on student behavior. When demands were separared
from good teaching, when poor teachers tricd 1o put pressure on, that
could be interpreted as a put-down. Students rn;l._'.,'.r-:spum{ w demand-
ing reachers, but only if they have somehow legitimated their nght o
demand.” . .

Theresa Perry has provided what | think is the best context for L|_1Itl|:<-
ing about this: “The rask of achievement . . - is distinctive Inr_ African
Americans because doing schoal requires thar you use your 1.””1.{1' aricl
the idenlogy of the larger sociery has always been aliml._u questioning the
mental capacity of Aftican Americans, about questioning Black intellec-
wal comperence” (Perry, Steele, and Hilliard 2003: 5).
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Kids understand the Masrer Narrative; they know they are supposed
to be dumb. In this sense. demanding behavior from a reacher, when it is
understood as being for the student’s own good, when it is legitimared,
constitutes a counternarrative.” Whatever intellectual demands mean o
everyone else, they mean something more to Black kids and other stig-
matized populations because they are in dialogue with a different histo-
rv. Demanding hehavior, properly couched, welcomes vou o the able;
it signifies your membership in rhe larger moral community. Like the
rest of us, kids may enjoy an undemanding environment if they can get
it; once they ger accustomed ro iy, it can be a real project to change their
habits, At the same time, they can be sophisticared enough to under-
stand, at some level, thar it means somebody thinks they can't do berrer.

If dara from Chicago can be gencralized, voungsters in the inner ciry
may have maore rrouble finding someone ar school who will insise thar
they do their besr than finding someone who supporrs them. Low-per-
forming Chicago clementary schools in the mid-1990s were not much
different from ather schools in the level of teacher personalism that stu-
dents reported. They were significantly lower in academic press (Schring
et al. 1996). This isnt to say that the number of caring adults isn't a
problem: rather, in the lowest-performing schaols, finding teachers who
will insist on an apprapriate level of demands is even more of a prob-
lem. Judging from my own experience, one part of the problem may be
that some younger reachers—some young, white reachers in particular, |
suspect—have a kind of "niceness” ideology. They think thar whar these
kids really need is someone who will be “nice” to them. Thar's a poor (but
unsurprising) reading of how the lives of urban children arc consrricr-
ed. [ would ask them to see the problem through the eves of W. E. B.
D Bois, whose first teaching experience came in rural Tennessee in the
i#8os while he was still an’undergraduare ar Fisk. The students he taught
there “found the world a puzzling ching: it asked little of them, and they
answered with little, and ver i ridiculed their offering. Such a paradox
they could not understand, and therefore sank into listless indifference,

or shiftlessness, or reckless bravado” (1961: 60).

e of the most interesting groups of young teachers [ know are the
membiers of the Balrimaore Algebra Project, a group of high school stu-
dents who have heen running a very successful afrerschoaol program in
which I!hL'jl.' teor middle school students in marhemarics. Researchers
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and adult teachers can only envy the level of knowledge they have abour
their clients, and we can be sure they bring all the dewermination of idealis-
tic youth to their work. It is inscrucrive to think about the kind of reach-
ingr styles they evolve. In the following inerview excerpt (Payne, torth-
coming), Mahogony Bosworth, Charnell Covert, Channell Parker. .l.l'lt|
Michele Shropshire talk abour what they've learned abour working wirh

difficulr clients:

Boswonrth: At Lemmel [School] | had eighth graders. . .- They came
when they wanred to. . . . They really didn'c want to be there. T mean
thev learned, They sat there and listened bur they really didn't wan

tor be there.

Surorsiire: The problem with the clients ar Lemmel is that r_hu cli
ents that we got . . . were from a different program. And before we
got them, they were working on casier math. 5o when they came to
us, thev didn't wanr to—really want 1o challenpe themselves, so they
were kind of relucrant to come to us. And that’s why they were com-

ing when they felr like it, or whenever.

Coverr: Anvbody would have an artitude if they come from Balri-
maore Ciry pﬁ!:riic'ear:]mn]s. From my experience, it tends 1o be one or
two artitudes: an arritude of, “Yes, T go to Baltimore public schools,
but that doesn't derermine my future. And I'm going to maximize
that.,” Or it can be an attitude of, “Yes, [ go to Baltimore City pub-
lic schools, and that does determine my future. So 1 don't really care
about learning because nohady cares about learning for me.” Now, the
people who arc on the latter end, I. think vou just have o FJL’ trader-
standing of where they're coming from. .. . 1 had some clients .wh-;w
had some real serious hame issues. Like one of my high school clients
was going in between homes. And it wasn't that he couldn't ger it He
just was going through some things. And it was :1]1.'.-'.1.}'5 that he would
get put our of class and they would send him. And he would .lw up-
set hecause he needed to go to work hecause he needed to provide for
himself. Bur he never felr comfortable relling his teachers because he
felt like they were being sort of like, why sympathize with him? And

he never really wenr to talk o them.

So he would like try to use thar ime as more of a venting time. which
was fine. . . . And it would be fine for hitm bur not so much pressure
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Where I'm nor just like, siv down, do your work, . . . Who can de their
work or focus on their work when vou don't have anywhere to live? And
he did malie a choice 1o stav in school and he eraduared and did fne.

But then also knowing, ro0, when people are trying to get over, Be-
canse there were a lot of people who would just say like, “Oh, my stom-
ach hurts.” And youd be like, "Okay, well go home for roday,” And
then youll leave and see them in the parking lot with their girlfriend or
something, And you're like, “Grrr, vou rried o get over me.” So it's just
being stern and knowing, using judgment. Knowing whar is what.

Panker: I worked with these three boys and thev were—they were like
in fifth or sixth grade. . . [ wouldn't call them bad but it was really
difticule. They were really difficult. And [ would come in and theyid be
like [in a disgusted rone], “Oh, here comes Channell.” Because they
worked with another guy who didn'e really challenge them,

When I came and they knew thar they were about ro have a drill, a rest,
a quiz. And they knew they were about to work and they would come.
And T would get there and they would be so mad ar me, [Burt] after a
while, it was to the point where, “1 want ro work wich Channell. T want
te work with Channell,” And evervone would look ar them as the bad

bovs, And that made them wanr 1o come to work even maore.,

These are Black Baltimore city kids and nobody believes in them. And
they're all going ro et in trouble every single day. I used to have 1o
wait like ten minutes because they had been coming nut of deten-
tion or whatever, And thar made me want to come to work, Because
I'knew that they were smart, These hoys were smart. T would, like,
pull aut my notebook and | would teach them some of the stufT 1 was
learning lin high school] because it had to do with whar they were
learning. And they would learn it. And 1 knew they were smart and
I knew they rried and they understood it And | knew they was also
the bad kids or whatever. . . . T'd be like . ., “I'm going o call your
parents.” And they wonld ger their self topecher, Or, “T've got a dollar
for the first one 1o ger this question right.” And they would gee their
sebves rogether. 1 had to stare pulling quarcers out of my pocker and
bring in [candy bars]. But it was worth ir, because at the end of the
day theyv undersrood what [ was teaching them. - . .

[130

Sympathy, Knowledge, and Truth

They want to be big and bad. They don't want to fearn. Trear them like
}’EJI.I.E-‘I.FE—-I would give them hugs and rell them I'd see them fomor-
row, at the end of each session. After 1 ereated them like 1 care, |I'11:_1:-¢|
start caring. And they wanted o come back. And Eht_r would BO: I'm
working with Channell. Hey, let me work with Channell. "r’ml.w: got
any candy today?” And everyrthing made it worth i after that. So with
difficule kids, trear them like vou care and they'll be there every day,
And they will want you to be there every day. . . . Challenge them.
You've p;nr to challenge them. Because if you don't challenge T!"lt.'l'.l'l
thev're nor going to challenge themselves. And no one around .tlwm.“
going to challenge them. Not only do they score high on their MSA
[Marvland State Assessment], bur atrer a whilr.—whrn | got there—
they already had their hooks and pencils out. They already had their
calculators and their blocks and all that, So after a while ir wasn't me
waiting for them. It was, they were waiting for me, ll_ was (9 the point
where | was meeting with their reachers, meeting “-.1.1h their parents,
meering with their friends who wanred ro come in. [hey weren't get-
ting in trouble, I want to see them in about hve years, see what they
are doing. Their friends were coming, | started with, like, two boys.,
and | ended up with, like, five. . ..

SHROPSHIRE: Sometimes [we gave out] candy or wed rhrm:.s 4 parry
and they weren't informed abour it ahead of fime. We would 1]?1':1\4.' a
party if like everybody did like super across the board . .. l_|:t|: incen:
tives really helped out a lot. And for people [ tutored spccthu.nll_r. like
tutoring girls who wanted ro talk abour boys or .'l!ll}:ihlll‘lg ll:!\‘r.'— -“:'L'H.
once you develop a relationship wich the client, its like 1:E you just
look ar them a certain way, they're like, “Okay, okay, We'll ger back
on task,” or whatever. And that’s all it really had to be. . . Establish-
ing the relationship is really jusr working with them every day. r"';r!LI
when they come in, if there’s like rime between when rhu}'. come in
and when you start , . . you get them to talk about their triends or
some boys. Or any other thing that’s on their mindﬂ S0 you l-u.m{ of
know abour them. And it builds on it like every day. So ir’s lh.?r m:E'.u:-
rween time. . . . 2 And it kind of poes back ro the conditions af the ciry
schools, If you have 30 kids in class and one teacher, a reacher s nor
going 1o ]:lr;ssibly be able to build a relationship. . . .
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Fora group of young people, this sounds pretty Old School, very much
!ikc whart we are calling the authoritative-suppartive model 01'1:;1ching
Ihere are differences of emphasis—one cannot imagine thar many 'rr'tdj-l
tional Black reachers put this much emphasis on kids having Fun—.but
the core themes of the model are here: Understand the social conrext
ot negative behavior, Push kids intellecrually, challenge them. ﬁc. stern
about the things that macter mosr. “Recogn ize” kids as persans. Convey
a sense thar they counrt oo much 1o be allowed to mess up their own ed-
ucation. In the raggedy schools of contemporary Baltimore, a group of
young people are evalving a style of pedagogy that would have seemed
familiar ro gencrarions of African American teachers before them.

Reproducing Race

Suppose vou live in an intensely anti-Semitic country, You vourself are
not anci-Semitic ar all, however. Indeed, you've never met a Jew, have no
leelings abour them one way or the other. OFf course, you've heard whar
people say about them, that they are sharp, graspinq.-prunc 0 chear in
business rransactions. That's just stuff you've heard, not anything you
;_n:rst:tn'.!“ ¥ believe. Still, those ideas are pervasive in your socierv. When
you hnally do meer a Jew, can you ignore them cnmﬁ-lcrclv? Can you .'l.!'-
ford to, especially if the meeting is a business transaction? As vou inter-
act with the person, won't the things vou've heard be in the back of your
mind? Aren't you likely ro watch the person just a little more EIU.‘EC"‘;":]ILH[
in case? And isn't it possible that the other pérw will notice that, pc.rhn!,;u'
becoming more withdrawn and reserved. which you, af course, might in:
terpret as a sign of his being up 1o somerhing? If any lirtle thing isn't ex-
actly right, the saruration of negative ideas throughout the culture gives
vou an explanation ready-to-hand. We can get the beginnings of a nbr_*ga—
riwl- spiral without anyone bearing anvone else the slightest ill will,

That example is from Gordon Allport's The Nature of Prefuice, tirse
published in 1954. In same ways, that book reflects a more ﬁuphisric;u-
ed understanding of race than does much contemporary commentary
scholarly and popular alike. We rend 1o reduce race ta its more C!C[I‘t:l'l';;
interpersonal manitestations; thar is, “racism” exists when a prejudiced
person discriminates in some fairly explicic way, We want a smnkiﬁg aun
somebody with a sheet and a hood. The privileging of this kind nf'l.:n:r;
di-"‘hrlllﬂlﬂﬂﬁﬂﬂi ].‘rﬂradlgm ONET Fi'LJ'LlCrHrHJ inrr_'r}';lrl?l;!Tiﬂl:ls ”EI race 15 one
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reason many Americans can think of racial problems as a thing of the

past (Wellman 1977 Bonilla-Silva zao4). The ided thar race isn'c real be-

cause it is, after all, just a social construction, is anather varane of that,
The early- and mid-rwenticth-century scholars who developed the ideas
we now think of as the social construction of race—W. L, Thomas [igakl,
Roberr Merton (1948)—were in fact trving o establish the uier real-
ity of social constructions. The fact that cheir thinking has been turned
on its head says something about the depth of conremporary confusion
about whar race is and how it reproduces iself.

"This kind of confusion is so pervasive that it has come w atfect the
way we frame educational issues. One example is all the head-scrarching
over the poor educational performance of middle-class Black students.
especially middle-class Black seudents in clearly liberal and progres-
sive environments {as these things go), university rowns like Evanston,
Ann Arbor, or Chapel Hill, The assumption. of course, is that the sucial
meaning of race lies largely in its connection to poverty; absent pover-
ty and overe discriminarion, Black students are precey much the same as
anyone else. That world doesnt exist yer. In this world. @ world where
ideas about Black inrellecrual inferiarity are pervasive, shaping our be-
havior irrespective of whether we believe them, race presents barricrs to
development that may have nothing to do with either poverty or crude
racism. Race is a social location, and where one is located socially derer-
mines how one experiences and interprets the world.

Consider something as basic as the capacity for rrust. We have many
years of dara that suggest Blacks are less generally rrusting of others than
are whires. One recent study {Taylor, Funk, and Clark z007) found 2
percent of whites in the lowest trust caregory as opposed to a full 61 per-
cent of Blacks (and 53 percent of Hispanics). This has trequently heen
understood to be a function of vulnerability: the world over, more vul-
nerable populations are less apt to trust. “Tn virtwally all socieries, "have-
nots’ are less trusting than ‘haves™ {Pumnam 2000: 138). The folkloris
Zora Neale Hurston used to sav that the morro of the rabbits is always
“Make no mistake—Run every time the bush shake.” At some level, the

capacity for rrust is a luxury attendant upon having a favorable social To-
cation. Those without power or resources cannot afford the consequenc
es of misplaced truse, so they trust more sparingly, In schools, we have
good reason to think that one of the ways we can rebuild rrust i (o re-
duce vulnerability (Brvk and Schneider 2002).
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This research is about trusting other peaple, but it is alsa clear tha
Blacks have Jess trust in the future as well or. more precisely, less rust
in their own capacity to shape the future. Tn many wavs, the work that
inaugurared svstematic empirical analysis of educational inequality was
James Colemans mammoth Equality of Educational Oppartunivy I‘I.gﬁtﬁ].
ar the time the second-costliest social science research project éwr con-
ducred. Some of his most inseructive findings had to do with whar he
called fate comrel, an individual’s confidence that he or she has some
control aver his or her own destiny. Students were asked whether they
thought hard work or luck was more impartane for gerring ahead; wheth-
er they agreed that every time they tried 1o get ahead, q.mnmhing hap-
pened to stop them: and whether they thought thart if they really wanted
something, they could ger it. Fate conrral turned our ro have a STronger
relationship ro achievemenr than all schoal-related facrors put rogether.,
With the exceprion of Asian students, minorite pupils had less confi-
dence than whires in their ability to alfect their own furures. Having rhat
sense was especially imporeant for Black students, accounting for three
times as much of the variance in achicvement among them as among
their whire counterparts. Glantz (1977) has confirmed both the streneth
ot the correlation between fate conrrol and achievement and the :cm{sn-
ey of Blacks 1o have a weaker sense of their ability to contral their envi-
ronment. Kerckhoft and Camphbell (1977), trving to explain levels of ed-
ucational ambirion among twelfth-grade bovs. find thar for Black boys
the educational arrainmenc of the head of household marters much less
and the perception of the vppertunity structure matters much more. In
some respects, then, it seems thar Black students are more prone 1o sce-
ing themselves as objects rather than subjects, a mind-set which militates
against academic developmenr.

Ron Ferguson (2006) notes thar in his surveys of suburban students,
Rlack students all through school are particularly worried about whether
people think they are smarc. It doesn't stop when thev ger 1o college. In
the thirry or more vears that | have been advising Black college freshmen,
the most persistent dithculry has been getting them o seek help when
they need i Too often they are afraid that admiring thev need help
will reinforce whatever stereotvpes the teacher or arher students hold of
them. The work of Claude Steele and his colleagues (summarized in Per-
ty, Steele, and Hilliard 2003} has done much ro help us understand the
importance of stereotype threar. The work involves construcri ng experi-
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ments in which subjects, mostly college students, are led w believe thar
they are in danger of reinforcing some sterenrype. Black students are leed
tor believe they may be reinforcing notions of Black intellectual inferior-
ity; whire males are led to believe thar thev may he about to reinforce the
idea that whire males have less mathemarical ralent than Asians; white
females to think they are being scrutinized for their marhematical abiliry
compared to men; and, my personal favorite, white arhleres are made o
think that the activity they are about to engage in tests "nanural athleric
talent,” samething popular thinking sees Blacks as advantaged in. Even
rhough the groups being rested have been matched for actual ability, the
experiments reveal that stereotype threar consistently has a dramatic neg-
arive impact on intellecrual performance. When a rest is introduced in
such a way as to get Black students thinking about notions of racial in-
feriority, fur example, they will do less well than white students of equal
measured ability. It proved to be very ditheult to turn the rables and con-
vince Black srudents thar the tests they were abour o rake were “race-
fair.” What worked was implying that the research peneraring the teses
had been done by Black scholars. When they believed that, “they per-
farmed well repardiess of whether we had weakened rheir self-conhdence
beforehand. And when they didn't feel trust, no amount of bolstering of
self-conhdence helped” (1230

It s important to note that the impacr of stereotype threar seems
to he preatest among the most achievement-oriented, most skilled stu-
dents. Stecle hvpothesizes that one has to care abour a domain of per-
formance in order 1o e warried about the prospect of being stereoryped
in that domain. Less successful students can protect themselves by with-
drawing from academic competition, by deciding thar it isn't important
ta them—which. again, presumahly means they are more likely to seck
their badges of dignity elsewhere (Sennert and Cobb 1g72). This is a use-
ful way to think abour underachieving middle-class students, However
much the ghetto may funcrion as a ol of racal stratihcation, its very
isnlarion also offers a measure of protection against some of the ways race
can express irself. Where the Whire Gaze is more conseantly present for
students in integrated contexts. race and racial stereorypes may be more
often consciously salient for them, and in a form against which it is par-
ticularly dithcult to protect oneself.

It is not, to paraphrase Lorraine Hansberry, thar Black yvouth got up
one morning and decided they couldn’t trust their environment. These
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pr:dispnsitinns are based on how rhl::.-r arnd pcnplc :hc}r idtntify wirh ex-
perience the broader society. They reflect real vulnerabilities. Black vouth
do not experience society as racially egalitarian and open in the way thar
many Americans assume it o be. Consider what we know abour disci-
pline patterns (H. Wit 2007). According to data collected by the ULS.
Department of Education for the 2004—2005 school year, African Amer-
ican studcnts natiuna“}' dare suspf:ndcd or EXPL‘”CEI ar nr::ir|}' T]']J'E{] TimES
the rate of white students: In Minnesora, Black students are six times as
likely ro be suspended as whites, but thar seems downright friendly com-
pared to MNew Jersey, where they are almost 60 times more likely to he
expelled. In 21 states, the percentage of Black suspensions is more than
double their percentage in the student body. These disproportions affect
middle-class as well as working-class Black students, and there is no rea-
son to believe thar they can be reduced ro actual differences in student
behavior, Ar least some of the discrepancy seems ro be abourt reachers in-

terprering similar behaviors differently when they come from students of

different races. Hispanic students, who also have o negotiate stigma in
a variery of ways, seem ro be suspended or expelled roughly in propor-
tion to their population, We should think of reacher expectations as a
stratifying device in themselves, a major part of the machinery by which
social inequality is reproduced. Recall thar Ron Ferguson's (2003) review
of the literarure concludes thar race, ethnicity, and class all affecr teacher
pcrceprinn Hﬂd El.“ :].H:Cct l'f_‘ﬂ.i:hf_‘r hChEVIDT.

We shouldn't be surprised to learn that African American students
perceive school climate less favorably than white students or swaff. A
West Virginia study (Education Alliance 2006) of 2,900 middle and high
school students found African American studenrs gave their schools sig-
nificantly lower ratings on seven of the eight dimensions of school cli-
mate examined, including academic expectations, quality of instruction,
counscling abour educarional options, respect, mentoring and caring re-
lationships, and fairness. Even when student academic performance and
SE]’!HCII dcmographics arc EUﬂtr-D“l:d. E]HEI’E StULIL']'.I.ES SCC t]lCTIlStI\"CH A5 ]J‘L"'
i!'!f_', mn emrirtmmrnts Whtﬂ_‘ ]f_'.SS is fofEtL‘d {}{ l'h-C]T.I. and f-t:wtr Pt'l}i.}il‘ carg
abour them or treat students fairly.

.‘"l.[ d bruadr_'r ].{"l."l!l, WE CAn assume [h.']t EELH:I.EHI'S Lil'l-di‘.‘]'El'Eﬂ-lj thC H.EIW
of resources to be racialized; gherto students know their schoals laok like
they do for a reason; they know that cerrain kinds of classes are reserved
for them, they know that certain kinds of neighborhoods are reserved for
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them, Students in desegregated environments know that there is a rea-
son so few people like them get the best teachers or wind up in the AP
classes. They may not have a very precise analysis, bug they know thar ac

cess to resources and starus honor are correlated with race. (And o focus
on the facr thar sometimes they will see race where something else is in
fact operative misses the point entirely.) They cannot net see race in their
lives. Thar this can be rrue and that we can still construcr a national dia-
lague premised on the idea that middle-class Black yourh underachieve-
ment is a great mystery can be regarded on the one hand as ver another
testament to the power of self-serving thought ot, on the other. as an in-
dicator of haw little weight the lived experiences of Black youth has in
the national imaginartion.

Rumars of the death of fim Crow are premarure. Whar we know
abour the operation of race in our schools {and elsewhere) dacs not lend
itself to either/or explanations. Again, it is nor that Black students are
coming to achool with a bunch of nc-g;uivc arritudes thar they just made
up. I once heard John Hope Franklin, after one of his speeches, respond
to a questioner who was bemoaning the rerrible criminal behavior from
voung Black males by trying to get the questioner to see that youngsters
like that had never been allowed to have a sense of equity in this country.
That's a goad metaphor for thinking about race outside the context of
overt discrimination. There is a kind of mutual disinvestment going on,
in which vouth who are not made w feel thar they are valued and wel-
comed members of the institucion respond by disinvesting themselves in
that institution and whatever it symbaolizes, with ample room for misun-
derstanding and selt-fulfilling prophecies on both sides.

Institerional disinvestment can rake the form of ourrighr and delib-
erate discriminarion and its consequences, but it is more likely to be ex-
pressed in low expectations, low demands. listless reaching, and mequi-
table distribution of resources, human and social, We have already said
thar African American students in Chicago, for example, rypically artend
schools where there are lower levels of collective responsibiliry among
reachers and much lower levels of reacher-parent trust. Add 1o rhar,
those schools are less programmatically coherent, less sate, and teachers
in them say they see less innovation going on (Easton 2006], (In all rhese
respects. Latino students are in better schools, on average, than African
Americans, but not as good as the schools serving more integrated popu-
larions.) That is, these instirutions are just nor making the level of effon
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we see in schools for other people; it's not the same level of investmenr,
If the students are frequently lackadaisical and unfocused, they are only
mirroring the institutional stance toward them. Everybody’s halt-step-
pin’. Saying thart is not at all ro deny that kids are bringing a whole lot of
problems with them that have nothing to do with the schoal. It is merely
to repeat Gouldner’s poing by disinvesting in the child, the schoal exac-
erbates any preexisting problems and creates some new ones.

Consider, as a suggestive counterexample, the interesting research on
the effects of small class size in the early grades on Black students (Krue-
ger and Whirmore zo02). Tennessee randomly assigned over 11,000 stu-
denrs ro either small (from 13 o 17 pupils) or large classes (from 22 10
25 pupils) for the first four vears of schooling, after which the students
who had been in small classes returned w regular classes, Smaller class-
es made a much larger difference to Black studenes. While they were in
them, Black students in smaller classes performed 7—10 percenrile poinrs
berter than Black students in larger classes, while the advantage for whire
students in smaller classes over their counterparts in larger classes was
i—4 percentile points. When all students went back to normal-size class-
5, 1."!’: ':EFC'L‘ES n]'_ h'il.‘-'if'lt_'; bﬁ'l: n in ﬁmﬂ“tr C].EI.S-FL‘.‘; F(.'J'ﬁi.S[L‘L{. ﬂl!’hﬂl]g]"l it Was
smaller. When the srudents got w high schools, Black students who had
been in smaller classes were much more likely o take the ACT ar SAT,
presumably a measure of preparing themselves for college. “Assigning all
students to a small class is estimated ro reduce the black-whirte gap in the
test-taking rate by an impressive 60 percent” (29). It would be enlight-
ening to know what Factors mediared those ourcomes (and o whar de-
grec ti':t:].-r were social in characeer), bur even wichour I-mnwing thar, this
jb ﬂlluugh Lty IJrU‘-"jd.L'.' -ﬂ.nU‘IhL‘I 'l'_'X-]ﬂ'.IF‘]C ﬂf ]'.ICIW dlf’.FEl'Cﬂ'E invcs:mrms in
children can provide different outcomes. Less than 15 vears ago, people
were still publisl‘iing studics wundr:rjng if schaol resources marrered for
poor children. We now know whar a wrong-headed quesrion thar was.
If anything, we should regard children from rthe social margins as be-
Eﬂg maors thﬂﬂ]-"'n’llincfﬂhlf rh:-m ﬂfl"lE!'S, more Sﬁnﬂiﬁ‘-’t‘ [{A] W]]ﬂ[fvf[‘ 'I_hr_'
SL'I'IDU‘] tim:s ar I:IDC.T nor I.'.I.ﬂ.H

While rhis discussion has been framed largely in terms of Black learn-
ers, we could tell largely the same story, with changes of emphasis here
and there, abour other severely stigmatized and marginalized groups. In
her study of West Side High, a school that reflected all of New Yark
City's diversity, Cristina Rachbone (1998) discovered again and again thar
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these kids, while they strove mightily o projecr an image of ]1;1\»-'ing i1
rogerher and being above it all, in fact lived much of their lives an the

detensive:

Their self-sufficiency had s costs, of course. However much they
seemed impervious, the kids ar West Side knew where r]!L':r stond in
the general scheme of things, And although the incredibly scinrillar-
ing. brisk, and charming exteriors they developed allowed them o
survive the casual blows of dav-to-day life, many kids ended up sl
focating in the riny emorional space they allowed themselves w hold
ot - - [One teacher] asked her students wo describe how Wesr Sid-
ers were seen by the reste of the ciny: “laey,” “droponts,” “pregnans,”
“Pucrro Rican slus,” and "kids who can’t make icin the real world
hecause they are too dumb and angry” were just some of the answers

they gave. (116—17)

It 15 one thing ro say that students on the margins understand the dis-
regard with which the larger world views them and react o it another
ro wonder how many of them internalize thar disregard 1o some degree.
Mare Elrich (1994}, describing a sixth-grade class in which maose sru-
dents were reading two vears below grade level, found thar mosc of his
Black students saw Black people as bad people. They saw Black people as
dumber than whites or Asians, as not liking to work hard, and Black men
as unreliahle, "My students had developed a bipolar view of the world
with whireness and goodness at one pole and darkness and badness ar
the other” We don't know how widespread or deeply rooted such teel-
ings are, bur it may be that voung people from srigmatized groups have
rheir sense thar they can control their environment and have their buture
compromised ar ane level by their awareness of the scorntul gaze of the
outer world, ar another by their own capitulation ro thar scorn.”

Black learners have a different terrain to negoriare. rerrain whose con-
tours have been shaped by the constant and disrinerive “recycling of the
ideslogy of African-American moral, culrural and intellecrual deficien-
cv” 1o use Theresa Perrv's words (Perry, Steele, and Hilliard 2003: 9).
Many Black youngsters are trapped berween what they understand as a
history of collective humiliation and impotence and st ol contempa-
rarv sucial images thar seem o confirm the idea that there is something
fundamentally wrong with Black people. Based on their unreliable sense
af history, an their own lived experience, based on how they understand
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the oppartunity structure for people like them, past and present, Black
learners may be prone to distrust, unsure of their ability ro shape their
own furure and unsure of how schooling fits into thar, uncertain how to
seructure the racial presumption they find all around them. Race prob-
lematizes che struggle for honor and welcome in ways that have direct
implications for social and intellecrual development. Tt robs children of
the right to take their relationship to the larger society for granted.

This seems, then, to be an argument for a pedagogy of connectedness,
one thar in part connects students to a past thar they may have rejected, a
rejection that leaves them with fewer tools to fight racial stereotype in the
present, To whatever extent children don't have confidence in their ability
1o affect the future, it is all the more important that they be connected 1o
adults who can envision futures the young people cannot and keep them
maving toward those futures. To whatever extent young people face more
remptation toward destructive identities, they need connections to adulrs
who are authoritative enough to draw some boundaries rthar take some
negative chaices away from them, The growing national mantra about in-
srruction, instruction, instruction is a good thing; we need 1o be encour-
aging it. Still, we need ta be wary of sliding into the trap of thinking thar
instruction is the whole battle. For some children, the mantra needs to be
instruction and connection, instruction and connection.

Thus, extracurricular activities, one of the first targets of cash-strapped
urban systems, may be especially critical for the population they serve. A
growing body of research suggests that good extracurricular and commiu-
nity-based organized activities are associared with lower rates of academic
failure, lower dropout rates, hetter school attendance, more satistaction
with the school experience, berter rates of college atendance, especially
for low-achieving children, and lower rates of various antisocial behaviors
(Mahoney, Larson, and Eccles 2005; Eccles and Templeton 2002). Some
of these effects seem particularly strong for low-income and at-risk vouth,
and some seem to persist well into adulthood. OF course, the youth who
would benefir most are least likely to participate in these activities. Low-
income Latino and African American youth have lower rates of participa-
tion than ather students. Tt is particularly alarming that the proportion of
African American seniors involved in academic clubs declined 36 percent
between 1972 and 1992 (Pederson and Seidman 2005) and equally alarm-
ing that we have constructed a narional dialogue abour education thart is
essentially indifferent to that facr.
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Olpe institution thar would not be indifferent is the Cathalic school,
which is probably the closest thing we have to an answer ro the question
aboutr how one scales up effective education in the inner ciny. One re-
view of the research on Catholic schools and African American students
concludes thar

. . . Family background variables such as income, parental educational
levels, and parental educational aspirations seem less imporrant in the
achievement gains of African American students in Cathoelic schools
than in public schools. . . . Individual characeeristics such as inrelli-
gence, achievement, motivation, gender, religious affiliation. and race
scemn similarly less related to African American achievemenr in Catho-
lic schools, {York o6 441

Whenever one raises Catholic schools as a model, there is the abjec-
tion that Catholic schools serve a different population and there are too
many issties of self-selection for such comparisons to hold water. | don't
believe that. Grogger and Neal (2000) have pulled togerher a good deal
of evidence suggesting that that is nor the case. [ am very much affecred
by my own experience of talking with kids in Chicago who moved back
and forth berween Catholic and public schools, depending on rhe Hue-
tuations in family income, and having them tell me, withour exceprion
that 1 can recall, that they worked harder and took school maore seriously
when they were in Catholic schoal. The most memaorable was a boy who
told me that when he was in Catholic schools, he went to school every
day just loaded down with books, but when he was back in the neigh-
barhood public schoal, “all I bring is my radio.” ] wouldn't go so far as
ta sav selecrion effects make no difference, but my experience is thar kids
themselves describe dramaric changes in their own behavior depending
on whar they think the environment is asking of them.

our cities that we can be ignoring any of them. Let's suspend disheliet
for the moment and accepr for the sake of discussion that there may be
something we can learn from Carholic schools abour what effective edu-
cation at scale would look like in the inner city. Anthony Bryk and Val-
eric Lee (Bryk, Lee, and Holland 1993; Lee 1998) have probably been the
two most influential scholars in this discussion. They pur considerable
emphasis on the Catholic school as an exemplar of the common school
model. There is a common course of study that vircually evervone takes,
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thus avaiding the situation in public schools where students of color are
particularly prone to “choosing” or being counseled into watered-down
courses. Cognitive demand is structured in for everybody, which con-
trasts with public schools, most of which use some form of tracking ac
the high school, a way of telling students in the lower tracks they are
officially stupid. There is a different level of personalism, built in part
through shared experiences across the school community and high rates
of participation in extracurricular activities. This is facilitated by a differ-
ent understanding of the teacher’s role:

Rather than defining themselves as subject-matter specialists, reachers
in Catholic high schools see their responsibilities as extending to any
encounters with students: in hallways, the school grounds, the school
neighborhood, and sometimes into their homes. Many teachers define
their profession in moral terms—forming character as well as develop-
ing skills, (Lee 1998: 7}

Lee contends thar the emphasis on moral community and human
digniry is crucial o the kind of community Carholic schools form: "Be-
sides imparting technical knowledge and skills to negotiate a complex
secular world, students must be pushed to develop a moral vision to-
ward which those skills should be pointed, and a conscience that en-
courages them 1o pursue that vision. In this sense, education is funda-
mentally a moral enterprise” (Lee 1998: 11). The more confused students
are about their place in sociery, the more salient that moral concep-
tion of the educational enterprise can be, One can imagine any of the
great Black educators of previous generations—au Charlotre Hawkins
Brown, a Mary McLeod Bethune, a Benjamin Mays—uttering those
words without missing a beat. Surely the hope of the charter school
movement isn't this nonsense about how free-marker principles are go-
ing to reshape other institurions, nor the idea that removing bureaucrar-
ic restrictions will make an enormous difference all by itself. The hope
in the charter school movement is that some of these schools are atracr-
ing leaders and teachers with a moral fire, leaders who see their work as
a calling, not a career, whose commitment 1o children goes heyond the
merely pmﬁ:ssiulml.

What York (1996; 43) finds abour teaching styles in Catholic schools—
“highly traditional, unremarkable and structured "—would describe the
teaching in a great many academically successful Afrocentric schools
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as well. Too many people cannot see past the racial ideology. It thev
could, whar they would sec in the strongest of those schoals would be
high levels of bath cognitive and social demands for students, authori-
wative adults who also develop very personal relationships with students,
a strong sense of a community with a moral mission, One such school
in Chicago, the New Concept Development Cenrter, posted very strong
test scores for many years despite scraping along on very few resources,
and now thar it has evolved into the Berry Shabazz International Char
ter School, it consistently posts some of the highest scores in the city
(C. D. Lee 2008)."

This is not at all to say that we shouldn't be trying to expose chil-
dren o the most powerful forms of pedagogy we can identify. It is to say
that students don't have to have that to learn at high levels. When chil-
dren are commirted to the rask, they probably have a grear many more
ways of learning than we have of teaching. When relationships are strong
encugh, when reachers and students have a sufficient commitment to
one another, reaching that is not very fancy may do just fine for a great
many children. If the mother of all conservative sins is the reluctance ro
think seriously about redistribution of resources, the first of all progres-
sive sins may be the ferishizing of pedagogy. Assuming that how we reach
is the end-all and be-all may prevent us from gerring to some of the ques-
tions our most marginalized youth are strugpling with.

William Peters’ video A Class Divided is still one of the best ways to
teach what we should mean by “the social construction of race,” both
the artificiality of its creation and the reality of it as consequence. In the
wake of Martin Luther King Jr.'s assassination, Jane Rice, an lowa third-
grade teacher, wanted 1o give her all-white students a visceral under-
standing of discrimination. She decided to create race in her own class-
room, dividing the students by eye color and treating them accordingly,
“What | mean.” she told the class, “is that brown-eyed people are better
than blue-eyed people. They are cleaner than blue-eyed people. They are
more civilized than blue-eyed people. And they are smarter than blue-
eved people” (Peters 1971: 21), Whichever group was the superior group
for the day was given special privileges—Hhve extra minurtes at recess, the
right to go to lunch first and have seconds. the right to use the drink-
ing fountain and the playground equipment. She also changed the way
she raught:
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When a brown-eyed child stumbled in reading aloud, she helped him.
When a blue-eyed child stumbled, she shook her head and called on a
brown-eyed child to read the passage correctly. When a blue-eved boy,
rense and nervous, rolled a corner of a page of his reading book into
a tight curl as he awaited his turn to read, Jane displayed the book to
the class. "Do blue-eyed people take care of the things they are given?”

she asked. (23)

Within a few minutes, she has created an ideology of group difference,
a system of privilege based on those differences and a system of selective
perception and interpretation to justify both the ideology and the privi-
leges. That's pretry much all you need to have something akin to “race.”
Watching the video forty years later, it is still scriking how quickly and
thoroughly the superior group buys into its own superiority. At one lev-
el, they understand it’s a game; ar another, it becomes real, real enough
to break up solid friendships, real enough thar “Blue-eyed!!” becomes a
playground epithet strong enough to starc fighes. It is also real enough
to make smart kids dumb. The inferior group had ro wear a felt collar to
make themselves easier to identify. The class regularly did a phonics drill
with flash cards, while Ms. Rice timed them. Consistently, whichever
group was the subordinate group for the day ook longer. “We couldn't
think with those collars on,” one boy said. “My eyes just kept going
around and around.”

Jane Rice’s collars are our Third Heuristic. They remind us char racial
definitions are real in their consequences, and ignoring that fact only re-
produces race. They remind us that race can interfere with the capacity
to feel connected to a larger, worthy group, and one’s sense of connection
can profoundly shape intellectual and social functioning. If part of our
job is just making a much higher level of instruction available to poor
children, another part is helping them feel reconnected to larger social
worlds, and the more stigmatized children have been, the more impor-
rant and challenging our job becomes.






