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The demographic divide between teachers and students is of growing public concern. However, few studies have explicitly

addressed the common argument that students, and particularly minority students, have more favorable perceptions of

minority versus White teachers. Using data from the Measure of Effective Teaching study, we find that students perceive

minority teachers more favorably than White teachers. There is mixed evidence that race matching is linked with more

favorable student perceptions. These findings underscore the importance of minority teacher recruitment and retention.
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he vast demographic divide between teachers and students

is of growing educational and public concern. Currently,

racial/ethnic minority students are the demographic
majority of students attending public schools in the United
States and comprise the large majority of urban school students
(U.S. Department of Education, 2013). In contrast, less than
20% of teachers are racial/ethnic minorities (Goldring, Gray, &
Bitterman, 2013). A common explanation of why the demo-
graphic divide is so concerning is that minority students have
more favorable perceptions of minority teachers (Auerbach,
2007; Quiocho & Rios, 2000; Shipp, 1999). More favorable
student perceptions of teachers in turn can translate into better
academic outcomes such as motivation, interest, and grades
(Midgley, Feldlaufer, & Eccles, 1989; Teven & McCroskey,
1997; Wentzel, 2002). However, few studies have explicitly
addressed whether students, and particularly minority students,
have more favorable perceptions of minority versus non-minor-
ity teachers.

We address this question using a secondary analysis of the
Measures of Effective Teaching (MET) longitudinal database.
The MET study administered an extensive survey soliciting stu-
dents’ perceptions of their teachers’ instructional practices (Bill
and Melinda Gates Foundation, 2012). An important feature of
the study is that students were specifically asked to report on
individual classroom teachers rather than the overall workforce
of their schools. The MET database also includes a wealth of
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additional information about both students and teachers, mak-
ing it possible to control for many plausible sources of variation
in students’ perceptions of their teachers. This provides a unique
opportunity to address the demographic divide from the per-
spective of students.

A Demographic Divide: The Importance of Racial/
Ethnic Mismatch in Teacher and Student Populations

Recent news coverage has drawn public attention to a persistent
demographic pattern: An overwhelmingly White teaching force
is working with a majority non-White student population
(Berchini, 2015; Strauss, 2015). This gap is long-standing, and
one article declares that “the race gap among teachers is not
likely to be closed anytime soon” (Rich, 2015). The problem is
particularly acute in urban school districts. For example, in New
York City, over 85% of public school students are racial/ethnic
minorities, but only 40% of teachers are non-White—a differ-
ence of 45 percentage points (New York City Department of
Education, 2015). Nationwide, a total of 34 states have a demo-
graphic divide of 20 percentage points or greater, and the gap
appears to be increasing (Boser, 2014).

Beyond simply a matter of demographic mismatch, several
lines of arguments have been raised to explain why the divide is
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harmful to minority students. One body of work drawing from
quasi-experimental methods has focused on how teachers’ per-
ceptions of students’ academic merit vary by students’ racial/
ethnic background, even after controlling for objective measures
of student ability. Two meta-analyses conducted over 20 years
apart arrive at similar conclusions: Teachers have higher expecta-
tions of White and Asian American students and lower expecta-
tions of Latino and Black students (Baron, Tom, & Cooper,
1985; Tenenbaum & Ruck, 2007). In particular, research using
the National Education Longitudinal Study of 1988 (NELS:88)
found that teachers perceive Black students as putting in less
effort for good grades and as being less attentive in class com-
pared to their White peers (Ainsworth-Darnell & Downey,
1998; Downey & Ainsworth-Darnell, 2002). There is also evi-
dence that teachers’ perceptions are related to students’ academic
and social outcomes (e.g., Alvidrez & Weinstein, 1999; Ferguson,
2003). A secondary analysis of the Michigan Study of Adolescent
Life Transitions found that high teacher expectations were asso-
ciated with larger gains in mathematics for Black students than
for White students (Jussim, Eccles, & Madon 1996). More
recently, Cherng (2015) used the Education Longitudinal Study
of 2002 to show that teachers are more likely to underestimate
the academic abilities of minority youth and that these underes-
timates are related to minority youth developing lower expecta-
tions for their own academic success.

A related body of research focuses on race matching: Do stu-
dents perform better when they are taught by a teacher of their
own race/ethnicity? Dee’s (2004, 2005) analyses of the Tennessee
Star data found that both Black and White kindergarten stu-
dents who were randomly assigned to an own-race teacher had
increased achievement in reading and mathematics test scores
compared to their peers who were not taught by a same-race
teacher. Using quasi-experimental methodology with NELS:88,
Ehrenberg, Goldhaber, and Brewer (1995) reported little evi-
dence that race matching is linked with test score gains between
8th and 10th grades in history, English, math, or science; how-
ever, teachers’ subjective ratings of their students were positively
linked with matched pairs. Egalite, Kisida, and Winters (2015)
used administrative data from the Florida Department of
Education and student fixed effects regression modeling to esti-
mate achievement changes associated with assignment of stu-
dents to teachers of different race/ethnicities. They found small
but positive effects of race matching for Black and White stu-
dents across academic subjects and for Asian American/Pacific
Islander students in mathematics. Other quasi-experimental
studies find that race matching between teachers and students is
also linked to other academic and social outcomes, such as
higher teacher expectations (Fox, 2016; Gershenson, Holt, &
Papageorge, 2015) and lower rates of student absenteeism and
suspensions (Holt & Gershenson, 2015).

Scholars have argued that positive student-teacher race
matching effects may be explained in part by students having
more favorable perceptions of minority teachers. Prior work has
found that student perceptions of teachers are an important
ingredient in academic success (Midgley et al., 1989; Teven &
McCroskey, 1997). For example, in a study of 452 middle school
sixth grades, student perceptions that classroom teachers had
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high expectations of them were positively associated with stu-
dents’” goals and interests; in contrast, perceptions that teachers
were not nurturing were linked with poor academic performance
and social behavior (Wentzel, 2002). Minority teachers in par-
ticular may be perceived more favorably by minority students
because they can serve as role models and are particularly sensi-
tive to the cultural needs of their students. For example, in her
qualitative study, Warikoo (2004) found that West Indian teach-
ers advocated for their West Indian students and understood
cultural differences such as parental nonparticipation with
schools and lack of eye contact. Other scholars argue that minor-
ity teachers can serve as role models for minority students and
can motivate students to pursue high levels of education
(Auerbach, 2007; Guarino, Santibanez, & Daley, 2006; Quiocho
& Rios, 2000; Shipp, 1999). In her study of Latino young adults
reflecting on their schooling experiences, Louie (2012) recounts
how Alexsa, a second-generation Dominican woman, describes
an indigenous teacher: “He was like my father. . . . I think thats
awesome. It’s really important to have somebody who listens to
you and who really appreciates what you've done for the day . . .
and your progress. I respected him” (p. 99). Smith (2008)
describes how the perceived support of teachers was instrumen-
tal to Emmanuel, a Mexican American student from Brooklyn,
and to his academic success. Smith describes how “the youth . . .
understand that they are seen differently by their teachers and
schools—as having a chance ‘to make it' and, hence, worth
material and emotional investment by teachers” (p. 275). Such
student perceptions of teachers undoubtedly motivate youth to
strive for academic excellence.

Although previous research has addressed teachers’ percep-
tions of students and explored questions of race matching, rela-
tively little work has explicitly addressed whether students, and
especially minority students, have more favorable perceptions of
minority versus non-minority teachers. This comparison is the
focus of the present study. In particular, we ask whether students’
perceptions of their teachers vary by teacher race/ethnicity after
controlling for other teacher characteristics. If so, how do the
perceptions of minority students correspond to or align with the
race/ethnicity of their teacher? Is there evidence of race matching
(e.g., Do Black students having more favorable perceptions of
Black teachers?)? Are there other interactions between the race/
ethnicity of students and teachers that are not explained by the
race-matching literature?

Data and Methods
Data

The MET study collected data on 2,756 teachers in 317 schools
in 6 U.S. school districts during the academic years of 2009—
2010 and 2010-2011. The study focused on English language
arts and mathematics teachers in Grades 4 through 9 bur also
included ninth-grade biology teachers. A total of 157,081 stu-
dents were recruited into the study over the two school years. For
the purposes of the present study, a distinguishing feature of the
MET database is that students evaluated their teachers. Moreover,
the MET database includes a wealth of information on both
students and teachers, including district administrative data,
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self-reports, and assessments of domain knowledge; additionally,
the teacher-level data include in-classroom observations and
reports by school administrators. Despite its size, it is important
to note that the MET study was a convenience sample of schools,
teachers, and their students within each participating school dis-
trict. The selection criteria and resulting sample are described in
detail by White, Rowan, Atler, and Greene (2014).

In this analysis, we do not make use of the entire MET data-
base but instead focus on teachers in middle school (Grades 6-8)
and ninth grade.! We focus on this age group for two reasons.
First, past research has identified adolescence as a period in
which young people rely increasingly on adult mentorship, such
as relationships formed with teachers, and less on parents
(Collins & Steinberg, 2006). Second, the outcome measures
used in our analyses (see Measures section) were assessed using
different forms in primary and secondary grades. The two ver-
sions of the assessment used different numbers of questions on
each subscale, and the subscales had few, if any, overlapping
questions. This underscores the important differences between
how younger and older students relate to their teachers; it also
provides a compelling methodological reason to consider the
two sets of grades as different populations.

We also restrict the present analyses by focusing on data col-
lected in the first year of the MET study, AY 2009-2010. The
MET study only tracked teachers over year, not students. While
many students contributed data in both years of the study, it is
not possible to link student data over years, and hence it is not
possible to use both years for multilevel modeling. Because the
second year of the study saw over 31% attrition in teacher par-
ticipation (see Kane, McCaffrey, Miller, & Staiger, 2013), we
preferred the first year of the study for cross-sectional analysis.

Our final sample consisted of all sixth- through ninth-grade
teachers in the first year of the study who were identified as
Latino, Black, or White by their district administrative records
(IV = 1,680). An additional 71 teachers in Grades 6 through
9 were included in the MET database but were coded as having
a race of “other.” Due to the ambiguity of this classification,
these teachers were excluded from all analyses reported in this
study. The included teachers were employed in a total of 200
schools, with an average of 8.4 (SD = 4.7) teachers per school.
Most (88%) of the teachers taught two class sections, with an
average of 24.27 (SD = 8.2) students per section. However, not
all students completed the classroom surveys that serve as the
outcome measures for the present study. A comparison of the
missing sample and analytic sample is provided in the Appendix.

Measures

The focal outcome variables for the present analyses were
obtained from the Tripod student self-report measure (Ferguson
& Danielson, 2014). The Tripod contains a total of 36 items
that are intended to describe students’ perceptions of their teach-
ers’ behavior (see Appendix Table Al). The items are responded
to on a 5-point scale from never/totally untrue to alwaysltotally
true. The 36 items are aggregated into seven domains, referred to
as the 7Cs, each of which contains between 3 and 8 items. The
7Cs are summarized in the following, along with estimates of
their internal consistency reliability using Cronbach’s alpha.

1. Challenge (8 items; alpha = 0.85): How well does the
teacher motivate students to high academic standards?

2. Classroom Management (7 items; alpha = 0.85): How
well does the teacher manage the behavior of students in
the classroom?

3. Care (3 items; alpha = 0.78): How well does the teacher
build supportive relationships with students?

4. Confer (5 items; alpha = 0.78): How well does the
teacher welcome the opinions of students?

5. Captivate (4 items; alpha = 0.83): How well does the
teacher stimulate students’ interest in course material?

6. Clarify (5 items; alpha = 0.80): How well does the
teacher use multiple strategies to explain course material
to students?

7. Consolidate (4 items; alpha = 0.81): How well does the
teacher make connections among the concepts taught?

Recent research has found that teachers” classroom-aggregate rat-
ings on the Tripod predict students learning gains not only for the
students who provided the rating but also for students in other
classrooms of students taught by the same teacher (Raudenbush &
Jean, 2014). This work indicates that students are able to reliably
identify meaningful features of their teachers’ practices. For this
study, we conducted some preliminary factor analyses for each of
the individual seven scales. For each scale, we fitted a unidimen-
sional common factor model using the weighted least squares esti-
mator for categorical data in Mplus (Muthén & Muthén, 2014).
For each of the 7Cs, a single factor model demonstrated reason-
able fit to the data (root mean square error of approximation <
0.05; Tucker-Lewis Index > 0.95).2 All goodness-of-fit statistics
were corrected for clustering of students within classrooms.
Although preliminary, these analyses support the use of the exist-
ing scale structure of the 7Cs in the present study.

The key independent variable in these analyses is the zeacher
racefethnicity. This categorical variable represents whether the
teacher is Latino, Black, or White, with White serving as the
reference category.

A set of variables also captures student characteristics. Student
racelethnicity is a categorical variable that indicates whether the
student is Asian, Latino, Black, Other, or White, with White
serving as the reference category. The sex of the student is mea-
sured in a binary variable that indicates whether the student is
female (coded 1 if female and 0 if male). Age is a continuous
variable representing the age, in years, of the student. A measure
of the socioeconomic status of the student’s family, the student’s
free or reduced lunch status, is a binary variable (coded 1 if the
student qualifies for free or reduced lunch status and 0 if the
student does not qualify). A measure of the student’s academic
achievement, which may shape his or her perceptions of teach-
ers, is also included. The measure math test scores is a rank-based
z-score from the state math exam in 2009 (one year prior to the
MET study). A set of variables also captures other teacher char-
acteristics: A binary variable captures whether the teacher is
female (coded 1 if female and 0 if male), a continuous variable
reflects the years of teaching experience the teacher has, and a
binary variable measures whether the teacher has a master’s degree
or higher (coded 1 if the teacher has a master’s degree or higher
and 0 if the teacher does not).
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Table 1
Means and Proportions on All Variables Used in Analyses

Mean/Proportion Standard Deviation N
7Cs measures
Challenge 0.00 0.71 51,278
Captivate 0.00 0.83 51,376
Consolidate 0.00 0.80 50,745
Care 0.00 0.84 50,919
Control 0.00 0.72 51,116
Clarify 0.00 0.61 51,057
Confer -0.01 0.73 51,347
Teacher’s race/ethnicity
White 0.63
Latino 0.06
Black 0.31
Student characteristics
White 0.25
Asian 0.06
Latino 0.29
Black 0.37
Other 0.03
Age 12.72 2.00
Female 0.50
Free/reduced lunch 0.56
Math test scores 0.06 0.87
Other teacher characteristics
Female 0.78
Years of teaching experience 9.55 5.76
Has master’s degree or higher 0.36
Teaching conditions
Teacher working conditions scale 0.00 0.67
Teaching efficacy
Teaching efficacy scale 0.04 0.58

Additionally, two scale measures are included that likely
shape student perceptions of teachers. The first is the Teacher
Working Conditions Scale, which reflects teacher-reported
opinions of the levels of support available in their school envi-
ronments. Teachers reported quality of support in eight subdo-
mains, including availability of facilities and resources to support
instruction, trust of school leadership, and the level of commu-
nity involvement (for a more complete description, see White
et al., 2014). The overall summary score on the working condi-
tions scale was computed using standardized values (M = 0; SD =
1) on each of the eight domain-level measures of work conditions.
Higher scores reflect better teacher-reported work conditions. In
the present sample, the internal consistency reliability of the over-
all scores was estimated to be 0.91 using Cronbach’s alpha.

Second, we included an in-classroom observational measure of
teacher effectiveness. While several such measures are available in
the MET database, this study utilized the Classroom Assessment
Scoring System (CLASS; Pianta, Hamre, Hayes, Mintz, & LaParo,
2008) because (a) it is not subject matter specific and therefore is
applicable to all teachers in the study, and (b) unlike other mea-
sures, it explicitly addresses the interactions that take place among
teachers and students (Pianta & Hamre, 2009). As used in the
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MET study, the instrument has four domains: emotional support,
classroom  organization, instructional support, and student
engagement. The domains are measured using a total of 12 items,
each of which is scored on a 7-point scale. In the MET study,
observations were made using video recordings of teachers in the
classroom. The videos were randomly assigned to trained raters,
and scores on CLASS were provided for each 15 minute-long
video segment. For those teachers who submitted videos, the total
number of segments scored was between 2 and 10, with a mode of
8. In the present analysis, all rating data were aggregated (i.e., aver-
aged) to the teacher level. We then standardized each of the 12
items (M = 0; SD = 1) and obtained a total score for each teacher
by averaging over the 12 items. Higher values reflect more effec-
tive teachers. The internal consistency reliability of the total score
was estimated to be 0.94 using Cronbach’s alpha. Please see Table
1 for descriptive statistics on all variables used in analyses.

Analytical Strategy

We begin our analyses by presenting descriptive averages of our
outcomes variables, the 7Cs measures of student-reported per-
ceptions of their teachers, by the race/ethnicity of the teacher.
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We also used hypothesis testing to examine potential differences
among teachers of different racial/ethnic backgrounds. To fur-
ther investigate these relations, we employed multilevel linear
regression analyses to control for students’ demographic and aca-
demic characteristics as well as other teacher characteristics,
teaching conditions, and teacher effectiveness. This approach
also allowed for examination of whether students have more
favorable perceptions of co-racial/ethnic teachers by the inclu-
sion of interactions terms between student and teacher race/eth-
nicity. All of the regression analyses we report were implemented
in the xtreg module of Stata 13 (StataCorp, 2013), using the
following two-level specification in which students were treated
as nested within teachers.

_ ' 2
Y;j —(1+[3Xij+eij ¢ ~ N(0,0;)
u; ~N(O,Gi).

(1)

a=y+38Z; +u,

Equation 1 uses the hierarchical linear modeling notation in
which the equation for Y} is the Level 1 model containing the
following terms: a random intercept o; a vector of student-level
fixed effects, B; a vector of student-level predictor variables, Xl.].;
and the student-level residual term, e,. The Level 2 model speci-
fies the random intercept as a function of the overall intercept, y;
a vector of teacher-level fixed effects, &; the teacher-level covari-
ates, Z].; and the teacher-level residual, . Treating each of the
7Cs as an outcome variable, we fitted a series of progressively
complex models in which blocks of teacher- and student-level
control variables were added to the fixed effects components of
Equation 1 (please see Tables 3 and 4 for the specific variables
included in each model). To address clustering of students and
teachers within schools, we used cluster-robust standard errors at
the school level, which were implemented using the svy module
of Stata 13. This additional precaution was taken because the
intraclass correlations of the 7Cs at the school level ranged
between 5.3% and 8.4% of the total variance. Missing data on
covariates were addressed using imputation by chained equa-
tions (the ice module of Stata 13) with 25 imputed data sets. The
covariates imputed were student’s math test scores, teachers
years of experience, and whether the teacher had a master’s
degree.

Results

To address the first research question of this article, which asked
whether student perceptions of teachers varied by the teacher’s
race/ethnicity, we turn to Table 2. This table shows averages of
the 7Cs—the main outcome variables of these analyses—by the
race/ethnicity of the teacher. On seven and five measures, stu-
dents have more favorable perceptions of Latino and Black
teachers, respectively, than White teachers. For example, stu-
dents report that Latino and Black teachers are clearer than
White teachers, and the differences equal 0.14 and 0.11 stan-
dard deviations, respectively.

Results from Table 2 show that students have more favorable
perceptions of Black and Latino teachers compared to White
teachers on all 7Cs measures. However, these patterns are likely
shaped by characteristics of students, teachers, and schools. We

turn next to Tables 3 and 4, which show coefficients from hier-
archical linear regression models that estimate values on each of
the 7Cs student-reported measures of teaching. Table 3 contains
the first four measures—Challenge (Models 1), Captivate
(Models 2), Consolidate (Models 3), and Care (Models 4)—and
Table 4 contains the next three measures: Control (Models 5),
Clarify (Models 6), and Confer (Models 6). For each of the 7Cs
measures across both tables, six model configurations are used.
Model specification “a” contains variables for teacher race/eth-
nicity and student race/ethnicity, age, sex, and free or reduced
lunch status. The next model configuration includes separate
measures of student academic achievement (Model specification
“b”); whether the teacher is female, their years of teaching expe-
rience, and educational level (Model specification “c”); teaching
conditions (Model specification “d”), and teacher efficacy
(Model specification “¢”). The final model specification, Model
specification “f)” is a full model and contains all variables from
the previous five model specifications.

Opverall, results in Tables 3 and 4 echo those of Table 2: There
is consistent evidence that students have more favorable percep-
tions of minority teachers than White teachers. In virtually all
models, Latino teachers are more positively perceived by stu-
dents across the seven outcome measures. Students perceive
Black teachers more than their White peers to hold students to
high academic standards and support their efforts (Challenge:
Models 1, Table 3), to help them organize content (Consolidate:
Models 3, Table 3), and to explain clearly ideas and concepts and
provide useful feedback (Clarify: Models 6, Table 4). For the
other four outcomes, there are no differences in student percep-
tions between Black and White teachers. Figure 1 shows pre-
dicted values with 95% confidence intervals of the 7Cs measures
for Latino, Black, and White teachers and mirror results from
Tables 3 and 4: Students have more favorable perceptions of
minority teachers compared to White teachers.’

Other covariates are linked with student perceptions. In gen-
eral, minority students have more positive perceptions of their
teachers than White students.? For example, in Models 2, 3, and
6, across all models, Asian, Latino, and Black students have more
favorable perceptions of teachers’ abilities to captivate their atten-
tion, consolidate information, and clarify information compared
to their White peers.’ Moreover, female students also have more
favorable perceptions of teachers across six of the seven outcome
measures (the exception is control, for which girls are similar in
their perceptions to boys). Age is associated only with student per-
ceptions of Challenge, Consolidate, and Control and free/reduced
lunch status with Consolidate and Clarify.

There is also evidence that student perceptions are shaped by
their performance, teacher characteristics, teaching conditions,
and teacher efficacy. Student academic achievement, measured
by standardized math test scores, is positively associated with
Challenge, Control, and Confer and negatively associated with
Clarify. There is consistent evidence that female teachers are
more favorably perceived by students than male teachers. There
is some evidence that teacher experience is negatively associated
with teacher perceptions, which may be explained by students
recognizing that new teachers often have to try harder than their
more experienced peers. Having a master’s degree is also not
associated with most of the outcome variables. Finally, the two

OCTOBER 2016 | 411

Downloaded from http://er.aera.net by guest on November 1, 2016


http://er.aera.net

Table 2
Averages of 7Cs Student-Reported Measures of Effective Teaching, by Teacher’s Race/Ethnicity

White Latino Black

M SD M SD M SD
Challenge -.03 71 .03 .68 .04 .70
Captivate -.02 .84 .08 .80 .01 .82
Consolidate -.04 .81 .07 .78 .05 .79
Care -.02 .84 .09 .81 .02 .85
Control .01 .73 12 .70 -.04 7
Clarify -.03 .60 .06 .58 .04 .62
Confer -.01 74 .09 .70 -.03 74
scale measures, teacher working conditions and teacher efficacy, Discussion
are associated with the outcomes in the expected direction.

Summary

Teachers who report better working conditions and employ
more effective pedagogy are more favorably perceived by stu-
dents than teachers who report more negative work conditions
and have lower levels of teaching efficacy.

Thus far, results show that students have more favorable per-
ceptions of Black and Latino teachers than White teachers.
These patterns remain largely intact, particularly for Latino
teachers, even after considering factors such as student perfor-
mance, teacher working conditions, and externally rated mea-
sures of teacher efficacy. Drawing from the important work on
teacher-student race matching, we turn to our second set of
research questions: Do the perceptions of minority students cor-
respond to or align with the race/ethnicity of their teacher? Is
there evidence of race matching, and are there other interactions
between the race/ethnicity of students and teachers? Table 5
presents coefficients from multilevel models that also estimate
each of the seven measures of student perceptions of teachers
(Models 1-7, respectively). For reference, Model specification
“a” is the full model taken from Tables 3 and 3 (Models 1f, 2f, 3f,
4f, 5f, 6f, and 7f). Model specification “b” includes all covariates
from the previous model specification and also introduces inter-
action terms between student and teacher’s race/ethnicity.

Overall from Table 5, there is not clear evidence that all minority
students have more favorable perceptions of their intraracial/ethnic
teachers. The interaction terms between Latino students and teach-
ers are not statistically significant across the seven measures, which
indicates that Latino youth do not have particularly favorable per-
ceptions of Latino teachers. In contrast, Black students have particu-
larly positive perceptions of Black teachers, as indicated by the
interaction terms between Black students and teachers that are sta-
tistically significant and positive across all outcome measures. This
finding is consistent with prior work that finds Black students ben-
efit particularly from Black teachers (Egalite et al., 2015).

Results from Table 5 also indicate that other minority student
groups have particularly favorable perceptions of minority teach-
ers. For example, on five of the outcome measures, the interac-
tion terms between Asian American students and Black teachers
are statistically significant and positive. Students in the “Other”
racial category also report that Black teachers are particularly car-

ing (Model 4b).
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Using a unique data set of over 50,000 adolescent student reports
on 1,680 classroom teachers, we set off to address a gap in empirical
knowledge: Do students’ perceptions of teachers vary by the race/
ethnicity of teachers? Our results show that yes, perceptions do vary.
Specifically, we find consistent evidence that students have more
positive ratings of Latino and Black teachers than White teachers
after controlling for student demographic and academic characteris-
tics, other teacher characteristics, work conditions, and teacher effi-
cacy. We also find mixed evidence that perceptions of minority
students depend on the race/ethnicity of their teacher: Black stu-
dents have particularly favorable perceptions of Black teachers, but
the same is not true for Latino students and Latino teachers.
Moreover, we find that Asian American students also have particu-
larly favorable perceptions of Black teachers.

Implications

Given the overall more positive perceptions of Latino and Black
teachers compared to their White counterparts, it is important to
ask: Why would minority teachers be more favorably perceived by
students? Prior qualitative and theoretical work has long argued that
minority teachers are able to relate more easily with minority
youth—the largest growing student demographic—by drawing
from their own experiences navigating society as nondominant per-
sons. Ladson-Billings (1994), in her study of successful teachers
who work with Black youth, 7he Dreamkeepers, describes the con-
nection that can be made between minority teachers and students:

Valentine, an African American woman in her midforties . . . has
taught in both inner-city and suburban schools. Her experiences
with teaching more affluent white students has convinced her
that African American students have special strengths that are
rarely recognized in schools . . . [she] enjoys teaching African
American students because she says she identifies so closely with
them: “when I look at my children I see myself . . . I also know
that being smart has nothing to do with skin color.” (p. 46)

A growing body of comparative and quantitative work that
examines preservice and early teacher multicultural beliefs finds
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Table 3

Coefficients From Linear Regression Models Estimating 7Cs Student-Reported Measures of Effective
Teaching: Challenge, Captivate, Consolidate, Care

Challenge Captivate
1a 1b 1c 1d 1e 1f 2a 2b 2c 2d 2e 2f

Teacher’s race/ethnicity (reference White)

Latino .06** 07 .07+ .06* .07+ 07 .09 .09* .08* .08* 0% .09*

Black .04* 047 .04* .04* .05 .06 .01 .01 .02 .01 .03 .03
Student characteristics (reference White)

Asian .03* .02% .03* 0303 .03 A2e 420 20 2R 42 v

Latino -.00 .00 -.00 -.00 .01 .01 .02* 03 .02* 02 .04 04

Black 07+ Q8% Q7MY Q7% QM QR Q4R 4re (3 04r* Q5 g5

Other .06 .06 .06 .06 .08 .08 .02 .02 .02 .02 .04 .04

Age —.03*** —03** —.03** —03** -.03"** —.02** -.01 -.01 -.01 -.01 -.00 .00

Female 40P 10 40P 10 0% 10 04 04 04 04 03 O4re

Free/reduced lunch .00 .00 .00 .00 .00 .00 .01 .01 .01 .01 .01 .01

Academic achievement

Math test scores .02+ .02+ .01* .01*
Other teacher characteristics

Female .09*+* 08*** .06** .05*

Years of teaching experience -.00 -.00 —-.00** —.01***

Has master’s degree or higher -.04* -.04* -.04 -.04
Teaching conditions

Working conditions scale .03 .02 .04+ .03
Teaching efficacy

Teaching efficacy scale B [ S ol 200200
Constant B2 2% g B 23 200 .03 .01 .08 .03 -.06 -.01
Observations 51,278 51,278 51,278 51,278 51,278 51,278 51,376 51,376 51,376 51,376 51,376 51,376

Consolidate Care
3a 3b 3c 3d 3e 3f 4a 4b 4c 4d 4e 4f

Teacher’s race/ethnicity (reference White)

Latino A0 A0 07 A0 AT A0 AT e 1 1 2 e

Black .05** .05 .05 .05 .06™* .06™ .02 .02 .02 .02 .04 .03
Student characteristics (reference White)

Asian JTRR e 2R R 2% v o7 07 07 .07 .08 .08

Latino 07 .06™*  .06™* .07 .08 .07 -.01 -.02 -.01 -.01 -.00 -.00

Black 3R {omeR Qe qQReR AW (R (7R (OBRR (7R Q7R (gRee (ggRer

Other 10* 10* 10* 10* A% A2+ .08 .08 .08 .09 10 10

Age =027 — 027 —02"* -.02°* -01* -.01* -.00 -.00 -.00 -.00 .00 .00

Female 06 06 0B 06 06" 06 05 04 Q5% 05 Q4% 04

Free/reduced lunch 03 .02** 03 .03 .03 .03 .01 .01 .01 .01 .01 .01
Academic achievement

Math test scores -.01 -.01* -.01 -.01
Other teacher characteristics

Female .09*+* .08*+* 5% 40

Years of teaching experience -.00* —.00%** —-.00** —.01*

Has master’s degree or higher -.03 -.03 -.04 -.04
Teaching conditions

Working conditions scale .02 .01 .04 .03**
Teaching efficacy

Teaching efficacy scale A6 16 A7 AT
Constant .08 10 .08 .08 -.01 .03 -.00 .01 -.04 -.01 -.10 -.09
Observations 50,745 50,745 50,745 50,745 50,745 50,745 50,919 50,919 50,919 50,919 50,919 50,919

*n< 10.**p < .05, **p < 01.
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Table 4
Coefficients From Linear Regression Models Estimating 7Cs Student Reported Measures of Effective
Teaching: Control, Clarify, Confer

Control Clarify
5a 5b 5¢ 5d 5e 5f 6a 6b 6¢ 6d be 6f
Teacher’s race/ethnicity (reference White)
Latino .08 .09 .09 .08 .09 .10 .08 .08* .08** .08"* .08 .08
Black -.06* -.05 -.05 -.06"™ -.04* -.03 .05%* .05*** 05" .05 .06™* .05***
Student characteristics (reference White)
Asian .02 .02 .02 .02 .02 .02 079077 077 077 .08 .08
Latino 03 04 03%% 03P 04M 055 04N 04 04 04 05 (05
Black 03047 03 03* .04 06 .07 060 .07 .07 .08 .07
Other -03 -.02 -.03 -03 -.02 .00 TR0 TR e 2R 2
Age .01* 0101 .01 .01 .02%* -01* -.01"™ -.01 -01* -.00 -.00
Female -00 -00 -00 -00 -.00 -.00 03 03" 037 03 .03 .03
Free/reduced lunch .01 .02* .01 .01 .01 .02* 02901 02% 02 .02 .02**
Academic achievement
Math test scores .04 .04 —.02% —.02%*
Other teacher characteristics
Female .06* .05** .05*** .04*
Years of teaching experience .00 .00 -.00* -.00**
Has master’s degree or higher -.06** -.06** -.02 -.02
Teaching conditions
Working conditions scale .05%** .04%* .02* .02
Teaching efficacy
Teaching efficacy scale A6 160 A R B R
Constant =43 =200 4% 14 21 27 0 .04 .03 .01 -05 -.00
Observations 51,116 51,116 51,116 51,116 51,116 51,116 51,057 51,057 51,057 51,057 51,057 51,057
Confer
7a 7b 7c 7d 7e 7f
Teacher’s race/ethnicity (reference: White)
Latino N Rl R Rl N R N Rl 2k B R
Black -.02 -.02 -.02 -.02 -.01 -.00
Student characteristics (reference: White)
Asian R Rl N Rl R A R 2k B P
Latino -.01 .00 -.01 -.01 .00 .01
Black 04r+ 05r 04r+ 04r+ 05r 06
Other .05 .07 .05 .06 .07 .08
Age .00 .01 .01 .00 .01* 01
Female .08*+* .08*+* .08*+* .08** .08** 08***
Free/reduced lunch -.00 .00 -.00 -.00 .00 .00
Academic achievement
Math test scores .03*** 03
Other teacher characteristics
Female 07 .06™*
Years of teaching experience -.00** —.00"**
Has master’s degree or higher -.03 -.03
Teaching conditions
Working conditions scale .02 .01
Teaching efficacy
Teaching efficacy scale 16% 6%
Constant -12* -.18** -.10 -13* =21+ —.22%**
Observations 51,347 51,347 51,347 51,347 51,347 51,347

*p <10, **p < .05. **p < .01.
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FIGURE 1. Predicted values on 7cs (with 95% confidence intervals), by teacher racelethnicity
Note. All predicted values estimated from Models f in Tables 3 and 4. All other variables held at mean values. W = White teachers;

L = Latino teachers; B = Black teachers.

Table 5

Coefficients From Linear Regression Interaction Models Estimating 7Cs Student-Reported

Measures of Effective Teaching

Challenge Captivate Consolidate Care
1a 1b 2a 2b 3a 3b 4a 4b
Teacher’s race/ethnicity (reference: White)
Latino .07 .06 .09* .05 10+ .07 B .08
Black .06 .04 .03 -.02 .06** .02 .03 -.01
Student characteristics
Asian .03** .02 2k B 2k B .08*** 07+
Asian Student x Latino Teacher -.05 -.09 -.06 -.02
Asian Student x Black Teacher .07+ .09** 10 .07
Latino .01 .02 .04+ .03** 07+ 07+ -.00 -.00
Latino Student x Latino Teacher .01 .06 .05 .03
Latino Student x Black Teacher -.01 .03 .02 .02
Black .09+ .08*** .05*** .03 4 2k .08*** .06
Black Student x Latino Teacher .05 .05 .04 .06
Black Student x Black Teacher .05** 07+ .08*+* 07+
Other .08 .08 .04 .03 2 10 10 .03
Other Student x Latino Teacher a7 .05 .24 .06
Other Student x Black Teacher -.02 .06 .02 31
Age =02 — 02 .00 .00 —.01* —.01* .00 .00
Female 1 0*** 1 0*** .04*** .04*** .06*** .06*** .04*** .04***
Free/reduced lunch .00 .00 .01 .01 .03 .03 .01 .01
Math test scores
Other teacher characteristics (.00) (.00) (.01) (.01) (.01) (.01) (.01) (.01)
Female .08*** .08*** .05* .05* .08*** .08*** 4 4
Years of teaching experience -.00 -.00 =01 01 -00"  -.00" —-01** —01**
Has master’s degree or higher —-.04* —.04* -.04 -.04 -.03 -.03 -.04 -.04
Teaching conditions
Teaching conditions scale .02 .02 .03 .03* .01 .01 .03** .03**
Teaching efficacy
Teaching efficacy scale 5% 5% 207 19 6% 5% A7 A7
Constant 20%** 200 —.01 -.00 .03 .03 -.09 -.09
Observations 51,278 51,278 51,376 51,376 50,745 50,745 50,919 50,919
(continued)
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Table 5 (continued)

Control Clarify Confer
5a 5b 6a 6b 7a 7b
Teacher’s race/ethnicity (reference: White)
Latino 0% .08 .08*** .05 B .08*
Black -.03 —.07* .05*** .00 -.00 -.04
Student characteristics
Asian .02 .02 .08*** 07+ 2% 0%+
Asian Student x Latino Teacher -.06 -.00 .01
Asian Student x Black Teacher .02 .07+ .09**
Latino .05%+* .05%+* .05*** .04%+* .01 .01
Latino Student x Latino Teacher .01 .04 .02
Latino Student x Black Teacher .02 .05** .02
Black .06*+* .04*+* 07** .05%+* .06*+* 04**
Black Student x Latino Teacher .03 .07* .06
Black Student x Black Teacher .06™* .08 07
Other .00 .01 20 13 .08 .07
Other Student x Latino Teacher -.06 .06 .21
Other Student x Black Teacher -.01 -.04 .02
Age 02+ .02+ -.00 -.00 01 01
Female -.00 -.00 03 03 .08** 08
Free/reduced lunch .02* .02 .02** .02 .00 .00
Math test scores
Other teacher characteristics (.01) (-00) (.00) (.00) (.01) (.01)
Female .05** .05** .04* .04+ .06* .06*
Years of teaching experience .00 .00 —-.00* -.00** —.00"* —.00**
Has master’s degree or higher -.06™* -.06** -.02 -.02 -.03 -.03
Teaching conditions
Teaching conditions scale .04 .04 .02 .02 .01 .01
Teaching efficacy
Teaching efficacy scale 6% 5% B I P 167 16"
Constant —.27" =27 -.00 .01 —.22%* —.22%**
Observations 51,116 51,116 51,057 51,057 51,347 51,347

Note. The omnibus test of the interaction between student and teacher race was significant for all outcomes: Challenge, A8, 51278) = 20.33, p = .0263; Captivate,
A8, 51376) = 20.36, p = .0260; Consolidate, A8, 50745) = 22.40, p = .0132; Care, A8, 50919) = 20.31, p = .0264; Control, A8, 51116) = 18.84, p = .0423]; Clarify,

A8, 51057) = 19.41, p= .0312; Confer, A8, 51347) = 19.64, p = .0329.
*p< 10, **p < .05, **p < .01.

that Latino and Black teachers are more multiculturally aware
than their White peers and that higher levels of multicultural
awareness are linked to better classroom environments (in class-
room observations) (Cherng & Davis, 2015). The finding from
this article that, on average, all student groups have more posi-
tive ratings of minority teachers, including White students and
Asian American students, suggests that minority teachers can
translate their experiences and identities to form rapports with
students that do not share the same race or ethnicity. For exam-
ple, Valentine, from the aforementioned passage, believes that
Black students have strengths and abilities that may be invisible
to mainstream schooling. If working with Asian American
youth, Valentine will likely still be sensitive and recognize the
strengths and needs of her students. It also may be the case that
minority teachers are particularly well perceived by minority stu-
dents because minority teachers may have personal experience
navigating racial stereotypes about academic achievement and
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can equip students to combat these stereotypes. And this rap-
port, built on positive student perceptions of teachers, might
contribute to academic success for students.

The present research has a number of important limitations.
Although the MET study contains one of the largest student and
teacher samples across geographic areas, it only focuses on urban
school districts and not other areas. Therefore, the results are not
statistically generalizable to the population of the United States;
however, given that the concentration of minority youth and the
demographic divides between teachers and students are often
greatest in urban areas, results from this study can still inform
policymakers. Even with the large number of teachers in the
MET study sample, we are still only able to race-match Black,
White, and Latino student-teacher dyads given the limited
number and collapsed racial/ethnic category for teachers. The
number of Latino teachers in the sample is also not as large as
the number of White and Black teachers and likely limits our
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statistical power. Moreover, the analyses rely on nonexperimen-
tal methodologies, although given our examination of race/eth-
nicity and how neither are malleable factors (at least in the
context of this study), we believe the findings still illuminate
important patterns in student perceptions.

Despite these limitations, findings from this article attest to
the importance of having diversity among the teaching force.
Research has shown that students’ perceptions of teachers are
associated with motivation and achievement and that having a
more diverse teaching force can help close longstanding racial
achievement gaps. Therefore, stakeholders should continue to
strengthen efforts to recruit and retain teachers of color (Guarino
et al., 2006; Ingersoll & May, 2011), such as by having strong
administrative support for minority educators (Grissom, 2011;
Grissom & Keiser, 2011). Addressing the demographic divide
between teachers and students also speaks to bureaucratic repre-
sentation: the notion that governmental organizations like
schools can better serve students—academically and socially—
when the composition of the teaching force mirrors the compo-
sition of the student population (Grissom, Kern, & Rodriguez,
2015). In the end, minority teachers, who likely possess tools to
form strong ties with students, can help empower youth of all
racial/ethnic identities.

NOTES

"We also replicate our main analyses using the second year student
and teacher sample, which has far fewer observations. Overall, results
from these tertiary analyses mirror the main findings presented in this
article.

2For the Care scale, the common factor model is just identified,
and goodness of fit was not available.

3Predicted values on outcome measures are estimated from the full
models (Models f) in Tables 3 and 4. All other covariates in models are
held at mean or proportion.

“White students, on average, have similar or slightly higher ratings
of Latino versus White teachers (statistics not shown).

°The finding that minority students have more positive per-
ceptions is also present in descriptive averages on the seven outcome
measures.

REFERENCES

Ainsworth-Darnell, J. W., & Downey, D. B. (1998). Assessing the
oppositional culture explanation for racial/ethnic differences in
school performance. American Sociological Review, 63(4), 536-553.

Alvidrez, J., & Weinstein, R. S. (1999). Early teacher perceptions
and later student academic achievement. Journal of Educational
Psychology, 91(4), 731-746.

Auerbach, S. (2007). From moral supporters to struggling advocates
reconceptualizing parent roles in education through the experi-
ence of working-class families of Color. Urban Education, 42(3),
250-283.

Baron, R. M., Tom, D. Y. H., & Cooper, H. M. (1985). Social class,
race, and teacher expectations. In J. B. Dusek (Ed.), Teacher expec-
tancies (pp. 251-270). Hillsdale, NJ: Erlbaum.

Berchini, C. (2015, April 28). Why are all the teachers White?
Education Week. Retrieved from http://www.edweek.org/tm/arti-
cles/2015/04/28/why-are-all-the-teachers-white.html

Bill and Melinda Gates Foundation. (2012). Asking Students about
teaching. Retrieved from hetp://k12education.gatesfoundation.org/

wp-content/uploads/2015/12/Asking_Students_Summary_Doc
.pdf

Boser, U. (2014). Teacher diversity report: A New state-by-state analysis.
https://cdn.americanprogress.org/wp-content/uploads/2014/05/
TeacherDiversity.pdf

Cherng, H.-Y. S. (2016). Too hard to handle? Teacher underestimation of
the academic ability of minority students and lowered student expecta-
tions. Working paper.

Cherng, H.-Y. S., & Davis, L. (2016). Multicultural matters: An investi-
gation of key assumptions of multicultural education reform in teacher
education. Working paper.

Collins, W. A., & Steinberg, L. (2006). Adolescent development in
interpersonal context. Handbook of Child Psychology (pp. 1003—
1067). New York, NY: Wiley.

Dee, T. S. (2004). Teachers, race, and student achievement in a ran-
domized experiment. Review of Economics and Statistics, 86(1),
195-210.

Dee, T. S. (2005). A teacher like me: Does race, ethnicity, or gender
matter? American Economic Review, 95(2), 158—165.

Dillman, D. A. (1978). Mail and telephone surveys (Vol. 3). Retrieved
from http://courseweb.edteched.uottawa.ca/nsg6133/Course_
Modules/Module_PDFs/Mailand-Tel-Suveys.pdf

Dillman, D. A., Phelps, G., Tortora, R., Swift, K., Kohrell, J., Berck,
J., & Messer, B. L. (2009). Response rate and measurement dif-
ferences in mixed-mode surveys using mail, telephone, interac-
tive voice response (IVR) and the Internet. Social Science Research,
38(1), 1-18.

Downey, D. B., & Ainsworth-Darnell, J. W. (2002). The search for
oppositional culture among black students. American Sociological
Review, 67(1), 156-164.

Egalite, A. J., Kisida, B., & Winters, M. A. (2015). Representation in
the classroom: The effect of own-race teachers on student achieve-
ment. Economics of Education Review, 45, 44-52.

Ehrenberg, R. G., Goldhaber, D. D., & Brewer, D. J. (1995). Do
teachers’ race, gender, and ethnicity matter?: Evidence from NELSS8S.
Cambridge, MA: National Bureau of Economic Research.

Ferguson, R. F. (2003). Teachers’ perceptions and expectations and the
Black-White test score gap. Urban Education, 38(4), 460-507.

Ferguson, R. F., & Danielson, C. (2014). How framework for teach-
ing and tripod 7Cs evidence distinguish key components of effec-
tive teaching. In T. J. Kane, K. A. Kerr, & R. C. Pianta (Eds.),
Designing teacher evaluation systems (pp. 98-143). New York, NY:
Wiley.

Fowler, F. J., Jr., & Mangione, T. W. (1990). Standardized survey inter-
viewing: Minimizing interviewer-related error (Vol. 18). Thousand
Oaks, CA: Sage.

Fox, L. (2016). Seeing potential. AERA Open, 2(1),2332858415623758.

Gershenson, S., Holt, S., & Papageorge, N. (2015). Who believes in
me? The effect of student-teacher demographic match on teacher
expectations. Retrieved from http://papers.ssrn.com/sol3/papers
.cfm?abstract_id=2633993

Goldring, R., Gray, L., & Bitterman, A. (2013). Characteristics of public
and private elementary and secondary school teachers in the United
States: Results from the 2011—12 schools and staffing survey (NCES
2013-314). Washington, DC: National Center for Education
Statistics.

Grissom, J. A. (2011). Can good principals keep teachers in
disadvantaged schools? Linking principal effectiveness to teacher
satisfaction and turnover in hard-to-staff environments. Teachers
College Record, 113(11), 2552-2585.

Grissom, J. A., & Keiser, L. R. (2011). A supervisor like me: Race,
representation, and the satisfaction and turnover decisions of

OCTOBER 2016 | 417

Downloaded from http://er.aera.net by guest on November 1, 2016


http://er.aera.net

public sector employees. Journal of Policy Analysis and Management,
30(3), 557-580.

Grissom, J. A., Kern, E. C., & Rodriguez, L. A. (2015). The “represen-
tative bureaucracy” in education educator workforce diversity, pol-
icy outputs, and outcomes for disadvantaged students. Educational
Researcher, 44(3), 185-192.

Guarino, C. M., Santibanez, L., & Daley, G. A. (2006). Teacher
recruitment and retention: A review of the recent empirical litera-
ture. Review of Educational Research, 76(2), 173-208.

Holg, S. B., & Gershenson, S. (2015). The impact of teacher demographic
representation on student attendance and suspensions. Retrieved from
http://papers.ssrn.com/sol3/papers.cfm?abstract_id=2708367

Ingersoll, R. M., & May, H. (2011). The minority teacher shortage:
Fact or fable? Phi Delta Kappan, 93(1), 62-65.

Jussim, L., Eccles, J., & Madon, S. (1996). Social perception, social ste-
reotypes, and teacher expectations: Accuracy and the quest for the
powerful self-fulfilling prophecy. Advances in Experimental Social
Psychology, 28, 281-388.

Kane, T. J., McCaffrey, D. F., Miller, T., & Staiger, D. O. (2013).
Have we identified effective teachers? Validating measures of effective
teaching using random assignment. Seattle, WA: Bill & Melinda
Gates Foundation.

Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of
African American children. New York, NY: John Wiley & Sons.

Louie, V. S. (2012). Keeping the immigrant bargain: The costs and rewards
of success in America. New York, NY: Russell Sage Foundation
Publications.

Midgley, C., Feldlaufer, G., & Eccles, J. S. (1989). Student/teacher rela-
tions and attitudes toward mathematics before and after the transition
to junior high school. Child Development, 60(4), 981-992.

Muthén, B. O., & Muthén, L. (2014). Mplus 7.3 [Computer software].
Los Angeles, CA: Muthén & Muthén.

New York City Department of Education. (2015). Demographic snap-
shot. New York, NY: Author.

Pianta, R. C., & Hamre, B. K. (2009). Conceptualization, measurement,
and improvement of classroom processes: Standardized observation
can leverage capacity. Educational Researcher, 38(2), 109-119.

Pianta, R. C., Hamre, B. K., Hayes, N., Mintz, S., & LaParo, K. M.
(2008). Classroom Assessment Scoring System—Secondary (CLASS-S).
Charlottesville, VA: University of Virginia.

Quiocho, A., & Rios, F. (2000). The power of their presence: Minority
group teachers and schooling. Review of Educational Research,
70(4), 485-528.

Raudenbush, S. W., & Jean, M. (2014). To what extent do student
perceptions of classroom quality predict teacher value added? In
T. J. Kane, K. A. Kerr, & R. C. Pianta (Eds.), Designing teacher
evaluation systems (pp. 170-201). San Francisco, CA: Jossey Bass.

Rich, M. (2015, April 11). Where Are the teachers of color? The New
York Times. Retrieved from http://www.nytimes.com/2015/04/12/
sunday-review/where-are-the-teachers-of-color.html

Shipp, V. H. (1999). Factors influencing the career choices of African
American collegians: Implications for minority teacher recruit-
ment. Journal of Negro Education, 68(3), 343-351.

Smith, R. C. (2008). Horatio Alger lives in Brooklyn: Extrafamily sup-
port, intrafamily dynamics, and socially neutral operating identities
in exceptional mobility among children of Mexican immigrants.
The Annals of the American Academy of Political and Social Science,
620(1), 270-290.

StataCorp. (2013). Staza [Computer software] (13th ed.). College
Station, TX: StatCorp LP.

418 | EDUCATIONAL RESEARCHER

Strauss, V. (2015, May 21). Why we should diversify the overwhelm-
ingly White U.S. teaching force—And how. The Washington Post.
Retrieved from https://www.washingtonpost.com/news/answer-
sheet/wp/2015/05/21/why-we-should-diversify-the-overwhelm-
ing-white-u-s-teaching-force-and-how/

Tenenbaum, H. R., & Ruck, M. D. (2007). Are teachers’ expectations
different for racial minority than for European American students?
A meta-analysis. Journal of Educational Psychology, 99(2), 253.

Teven, J. J., & McCroskey, J. C. (1997). The relationship of per-
ceived teacher caring with student learning and teacher evaluation.
Communication Education, 46(1), 1-9.

U.S. Department of Education, National Center for Education Statistics,
Common Core of Data. (2013). State nonfiscal survey of public elemen-
tary and secondary education, 2013—14. Washington, DC: Author.

Warikoo, N. (2004). Race and the teacher-student relationship:
Interpersonal connections between West Indian students and
their teachers in a New York City high schooll. Race Ethnicity and
Education, 7(2), 135-147.

Wentzel, K. R. (2002). Are effective teachers like good parents?
Teaching styles and student adjustment in early adolescence. Child
Development, 73(1), 287-301.

White, M., Rowan, B., Atler, G., & Greene, C. (2014). ICPSR 34771:
Measures of Effective teaching user guide. Ann Arbor, MI: University
of Michigan.

AUTHORS
HUA-YU SEBASTIAN CHERNG, PhD, is an assistant professor of

international education at New York University, 246 Greene Street,
Suite 300, New York, NY 10003; cherng@nyu.edu. His research focuses
on comparative perspectives on race/ethnicity (in the United States and
China), immigrant adaptation, and social capital within the school and
educational context.

PETER F. HALPIN, PhD, is an assistant professor of applied statistics
at New York University, 246 Greene Street, Office 316E, New York,
NY 10003; peter.halpin@nyu.edu. His research focuses on educational
measurement.

Manuscript received November 30, 2015
Revisions received February 23, 2016, and July 15, 2016
Accepted September 7, 2016

APPENDIX

An average of 34% percent of students were completely missing
observations on each of the outcome measures, and these students
were necessarily excluded from our analyses. The proportion of minor-
ity students was slightly higher among those missing data on outcome
measures compared to those who had valid observations on the out-
come measures. This pattern is similar to established patterns in survey
research (Dillman, 1978; Dillman et al., 2009; Fowler & Mangione,
1990). The student racial demographics of the analytic sample, as found
in Table 1, are: 25% White, 6% Asian, 29% Latino, 37% Black, and
3% Other. The student racial demographics of those missing are: 19%
White, 5% Asian, 31% Latino, 42% Black, and 3% Other. The teacher
racial demographics of the analytic sample, as found in Table 1, are:
63% White, 6% Latino, and 31% Black. The teacher racial demograph-
ics of those missing are: 59% White, 6% Latino, and 35% Black.
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Table A1
Survey Questions on 7Cs Scale Items

Scale Primary Version Secondary Version
Clarify My teacher explains things in very orderly ways. My teacher has several good ways to explain each topic that we cover in
this class.
*My teacher knows when the class understands and when we do not. *My teacher knows when the class understands and when we do not.
| understand what | am supposed to be learning in this class. When s/he is teaching us, my teacher thinks we understand even when we
don’t.
*If you don’t understand something, my teacher explains it another *If you don’t understand something, my teacher explains it another way.
way.
*My teacher explains difficult things clearly. *My teacher explains difficult things clearly.
In this class, we learn to correct our mistakes.
Control *Our class stays busy and does not waste time. *Our class stays busy and doesn’t waste time.
Students behave so badly in this class that it slows down our learning. | hate the way that students behave in this class.
Everybody knows what they should be doing and learning in this Student behavior in this class is under control.
class.
*My classmates behave the way my teacher wants them to. *My classmates behave the way my teacher wants them to.
Student behavior in this class is a problem.
Students in this class treat the teacher with respect.
Captivate  We have interesting homework. | like the ways we learn in this class.
School work is not very enjoyable. My teacher makes learning enjoyable.
School work is interesting. This class does not keep my attention—I get bored.
Challenge My teacher pushes us to think hard about things we read. My teacher asks questions to be sure we are following along when s/he is
teaching.
*In this class, my teacher accepts nothing less than our full effort. *In this class, my teacher accepts nothing less than our full effort.
In this class we have to think hard about the writing we do. My teacher asks students to explain more about answers they give.
My teacher pushes everybody to work hard. My teacher doesn’t let people give up when the work gets hard.
My teacher wants us to use our thinking skills, not just memorize things.
My teacher wants me to explain my answers—why | think what | think.
In this class, we learn a lot almost every day.
In this class, we learn to correct our mistakes.
Confer My teacher wants me to explain my answers—why | think what | My teacher respects my ideas and suggestions.
think.
When he/she is teaching us, my teacher asks us whether we Students get to decide how activities are done in this class.
understand.
My teacher tells us what we are learning and why. My teacher gives us time to explain our ideas.
*My teacher wants us to share our thoughts. *My teacher wants us to share our thoughts.
*Students speak up and share their ideas about class work. *Students speak up and share their ideas about class work.
My teacher asks questions to be sure we are following along when
he/she is teaching.
My teacher checks to make sure we understand what he/she is
teaching us.
Care *My teacher in this class makes me feel that he/she really cares *My teacher in this class makes me feel that s/he really cares about me.
about me.
The teacher in this class encourages me to do my best. My teacher really tries to understand how students feel about things.
*My teacher seems to know if something is bothering me. *My teacher seems to know if something is bothering me.
If 1 am sad or angry, my teacher helps me feel better.
My teacher is nice to me when | ask questions.
| like the way my teacher treats me when | need help.
My teacher gives us time to explain our ideas.
Consolidate  When my teacher marks my work, he/she writes on my papers to help The comments that | get on my work in this class help me understand how

me understand how to do better.
*My teacher takes the time to summarize what we learn each day.

to improve.
*My teacher takes the time to summarize what we learn each day.
My teacher checks to make sure we understand what s/he is teaching.
We get helpful comments to let us know what we did wrong on
assignments

Note. Asterisks denote questions that are the same between primary and secondary versions of the questionnaire.
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FIGURE Al. Differences in predicted probabilities from White student and teacher dyads, by student and teacher racelethnicity
Note. All predicted values obtained from Models b in Table 5 with control variables set to their mean values. Black bars denote
that student-teacher rating is significantly different from the corresponding White student-teacher rating. W = White teachers;
L = Latino teachers; B = Black teachers.
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