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ABSTRACT 
 

Research on stereotype threat has shown that making an individual vulnerable to 

a stereotype of his or her ingroup can hinder performance of a related task, yet there 

have been interventions that have been shown to help individuals’ performance in a 

stereotype threat situation.  Additionally, experience-taking, a measure to identify an 

individuals’ involvement in literature, has been shown to modify behavior, but has not 

yet been looked at in regards to stereotype threat.  In the proposed study, African 

American and Caucasian university students will either be randomly assigned to control 

groups or stereotype threat groups, where they will either be given a neutral narrative or 

an intervention narrative to read.  Experience-taking levels and performance levels will 

be assessed.  It is hypothesized that African Americans who are primed with stereotype 

threat will perform better after reading the intervention narrative than African Americans 

who read a neutral narrative and that African Americans who read the intervention 

narrative will respond higher on experience-taking measures than African American 

participants who read a neutral narrative and than Caucasian participants who read a 

neutral narrative or the intervention narrative.
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PREFACE 
 

This thesis is made as a completion of the Master’s of Developmental  
 
Psychology in Human Development.  This thesis is original and unpublished work by the  
 
author, Roxanne Samantha Rappaport.
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Chapter One: Introduction 
 

 In 1995, Steele and Aronson conducted the first study on stereotype threat in the 

United States.  Stereotype threat is defined as “a self-evaluative threat” where “the 

existence of such a stereotype means that anything one does or any of one’s features 

that conform to it make the stereotype more plausible as a self-characterization in the 

eyes of others, and perhaps even in one’s own eyes” (Steele & Aronson, 1995).  Steele 

and Aronson (1995) found that African American Students who were told that the test 

was diagnostic of their intellectual ability, and thus priming them with a stereotype of 

African Americans’ having low intellectual ability, performed worse than African 

Americans who were told the test was nondiagnostic of ability.  This priming had no 

effect on European Americans, therefore allowing the researchers to conclude that 

performance was inhibited in African Americans due to stereotype threat.  Stereotype 

threat has been shown to extend outside of test performance and to the acquisition of 

learning in general in academic settings making stereotype threat more than just a 

problem for test-taking, but for the education system as a whole (Walton & Taylor, 

2011).  Furthermore, if stereotype threat impacts the acquisition of academic 

knowledge, then it is possible that eliminating stereotype threat in schools may help fix 

the achievement gap in the United States. 

 In an attempt to improve the United States’ education system and lower the 

achievement gap, President George W. Bush passed the No Child Left Behind Act in 

2002 (Klein, 2015).  The main purpose of NCLB is to ensure that schools are being held 

accountable for ensuring the success of their students, especially for minority students 

and not only their more advantaged peers.  One of the easiest ways to observe the 

academic achievement gap in the United States, and test for the success of NCLB, is 

through test scores of students.  Yet, in 2011, about nine years after the creation of 

NCLB, Black students are still performing worse on tests than their White peers and 

only score 82.8% of what their White peers score on these tests (Rowley & Wright, 



 

 2 

2011).  So, since the achievement gap remains to be a prominent problem in today’s 

society, it is important that researchers study ways to help close this gap.  Perhaps 

eliminating stereotype threat is a way to do this.  Therefore, I decided to conduct my 

research on stereotype threat and see if the depression in performance due to 

stereotype threat could be ameliorated by experience-taking, a process in which 

individuals experience changes in their thoughts and behaviors due to their involvement 

levels while reading a piece of literature (Kaufman & Libby, 2012).   

 Through conducting research on levels of performance due to stereotype threat, I 

hope to advance the knowledge in this field by providing a new, and fairly easy, 

resource to help combat the depression in performance that is seen as a result of 

stereotype threat.  In order to do this, I focused on ways that both stereotype threat and 

experience-taking changed the behaviors of certain individuals.  Specifically, I aimed to 

see whether reading about overcoming adversity and the achievements of another 

individual improved test performance of individuals. 

 My interest in this topic stemmed from the courses that I took as an 

undergraduate at Cornell University, specifically Racial and Ethnic Identity 

Development, Educational Psychology, and Culture and Human Development.  In 

Racial and Ethnic Identity Development, Professor Anthony Burrow informed me that 

stereotype threat has been shown to impact the performance of individuals (Steele & 

Aronson, 1995) even though this threat may be unconscious to individuals (Bosson et 

al., 2004).  I also learned there was separate research that existed where the academic 

success of minority students was improved due to interventions regarding value-writing 

exercises (Cohen et al., 2009) and increasing feelings of belonging (Walton & Cohen, 

2007).  While I was excited to hear that there was current research that successfully 

improved academic performance, I left this class feeling frustrated because I had never 

witnessed, or even heard of, teachers using these techniques to help their students.  I 

became increasingly frustrated while taking Educational Psychology when I learned that 
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stereotype threat not only impacts test performance, but also the choices regarding 

classes that students take because of their fears that stereotypes are influencing their 

teacher’s judgments about them and creating negative biases about their academic 

potential (Yaegar, Walton, & Cohen, 2013).  This knowledge confirmed my thoughts 

about teachers not utilizing existing research to help students and exacerbated my 

irritation for it seemed as if teachers were hindering the performance of minority 

students.  Yet, in Culture and Human Development, I learned that activating different 

stereotyped identities within individuals both improved and hindered performance 

depending on the identity that was activated (Shih, Pittinsky, & Ambady, 1999) and was 

inspired for I believe that there might be a way that I could manipulate stereotype threat.   

 Additionally, I was motivated to conduct this research after reading the book The 

Freedom Writers Diary: How a Teacher and 150 Teens Used Writing to Change 

Themselves and the World Around Them (Gruwell, 1999).  Erin Gruwell used nonfiction 

literature, for example The Diary of Anne Frank and Zlata’s Diary: A Child’s life in 

Sarvejo to teach her students, most of which were minority students, about how other 

people their age all over the world had overcome extreme adversity.  Through reading 

these novels, the students in Ms. Gruwell’s class were able to connect with the 

characters and observe the similarities of the character’s lives to their lives.  This 

inspired the children to fight through the hardships in their lives and, in addition, work 

hard in school.  I realized that being able to connect to other’s experiences could serve 

as encouragement and motivation for an individual, and hence, was inspired to connect 

this idea with the knowledge I had on stereotype threat from my education.   

 In order to test whether my hypothesis about hearing other’s experience could 

ameliorate stereotype threat, I decided to conduct my Master’s research on this topic.  I 

recruited African American and White students from Cornell University through word of 

mouth, SONA, and fliers to participate in my study.  The study was an online survey 

made up of two parts.  Part 1 of the survey consisted of only demographics questions 
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and Part 2, which participants took one week after they took Part 1, contained a short 

story, an experience-taking measure, and GRE test questions.  Through my research I 

sought to answer the question: is it possible that experience-taking can modify an 

individual’s negative thought produced by stereotype threat and buffer against their 

negative change in performance?   

 I anticipate that my target group of reader’s for this thesis will have a general 

knowledge of Human Development and/or Developmental Psychology.  Specifically, my 

target group of readers is new Master’s students who wish to research stereotype threat 

or a related topic.  Therefore, they will have a background knowledge on the topic, will 

understand the terms I am using, and will be interested in the research of my thesis.   

 The remainder of this paper will be structured as follows: Literature Review, 

Methods, Results, Discussion.  In the chapter where I review the literature, I will discuss 

previous research studies that have been conducted in regards to stereotype threat and 

ways to buffer against the depression in performance that is seen due to stereotype 

threat.  In addition, I will talk about some of the theories in how people can learn from 

others’ experiences through transportation into literature and how, or if, an individual’s 

beliefs and behaviors can be changed due to experience-taking.  The review of the 

literature will lead to my research question, and the way to assess my research question 

will be further discussed in the Methods chapter.  In this chapter, my hypothesis for my 

research study as well as the participants and the procedure of the study will be 

explained.  After this explanation, the results from the study will be delineated in the 

Results chapter.  Finally, the paper will be end with the Discussion chapter in which I 

will analyze the possibilities for why the study had these results and discuss how future 

research can build off of my research and fix the limitations of my study.   

 While reviewing the literature, coming up with a research question, designing an 

empirical research study, getting approval from the IRB, conducting the study, and 

recruiting participants was difficult to accomplish in just one year, I am very grateful for 
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the experience.  The process of obtaining a Master’s Degree in Developmental 

Psychology in Human Development has given me my first experience with conducting 

my own empirical research and the difficulties and rewards that go along with that.   

This experience has provided me with the opportunity to improve my research skills and 

advance my abilities that I will need to conduct research if I go on to pursue a further 

graduate degree, which is the primary goal of the One-Year Master’s in Human 

Development.  Therefore, it is with great pleasure that I present the research that I 

conducted in the past year as a graduate student at Cornell University. 
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Chapter Two: Literature Review 
 

The topics of stigmatizing groups and stereotyping group members have been 

present in social psychological literature for over fifty years.  Goffman (1963) was one of 

the first psychologists to speak about stigmas regarding people due to their 

identification with a group.  According to Goffman (1963), one of the three stigmas that 

people can suffer from is the stigma of group identity, which occurs when people who 

identify with a particular group, for example a race or ethnicity, are received differently 

by the nonstigmatized group because of their identification with the stigmatized group.  

Goffman (1963) felt that in response to this feeling of stigmatization, people of the 

branded group might respond to the reactions of the nonstigmatized by using this 

stigma as a justification for of their lack of achievement.  While Goffman’s (1963) theory 

of stigmatization serves as an early basis for the theory of stereotype threat, he was 

working in the time of the Civil Rights Movement in America, where tensions between 

people of stigmatized and nonstigmatized groups, i.e., Whites and African Americans, 

were at one of their peaks.  Therefore, many researchers were not motivated to further 

Goffman’s theory for they did not want to discuss such a controversial topic and provoke 

individuals. 

A couple of years later, on April 5, 1968, the day after the murder of Martin 

Luther King, Jane Elliot conducted an exercise to teach her classroom of third grade 

students a lesson about stereotypes and discrimination.  Elliot separated the students in 

her class who had brown or green eyes from the students with blue eyes and told all her 

students that the brown-eyed students were the superior beings in the classroom and 

that they were the smarter students (Bloom, 2005).  The blue-eyed students were also 

asked to wear arm bands made out of construction paper to make it apparent what 

group they were a part of (Bloom, 2005).  Throughout the day, Elliott watched as her 

students’ behaviors changed.  She observed some of her smartest blue-eyed students 

struggle with subjects that they normally never had trouble with due to their now-



 

 7 

wavering confidence in response to being called dumb by the brown-eyed students 

(Bloom, 2005).  Elliot saw brown-eyed students, who were usually quiet, transform in to 

outspoken leaders in the classroom as a cause of their newly inherited elite status 

(Bloom, 2005).  The next day, Elliott reversed the exercise, and now it was the brown-

eyed students that were discriminated against.  

 Jane Elliott’s classroom exercise on stereotypes and discrimination was the first 

experiment that showed the changes of behavior in an individual due to the way that 

they think they are expected to behave.  It did not matter that Elliott’s reasoning behind 

which eye-colored group of student was a lie or that students had behaved a certain 

way up until the very moment that they learned the stereotyped behaviors of the people 

who had their eye-color.  Once children had the knowledge that people like them were 

supposed to behave a certain way, they began to conform to those behaviors.  

Research on stereotype threat, though, did not begin until many years later, when racial 

tensions had simmered and researchers Steele and Aronson (1995) conducted their 

own study looking at performance of minority individuals when primed with stereotypes. 

What is stereotype threat? 

 Steele and Aronson’s research on stereotype threat has become one of the most 

influential psychological studies in regards to underlying aspects of culture impacting 

behavior. In their study, Steele and Aronson (1995) found that African American 

participants who were told that the test they were about to take was evaluative of 

intellectual ability performed worse on a standardized test relative to White participants 

who were told the same thing.  This depression in performance was also observed 

when African Americans were asked to indicate their race before starting the same task, 

which they were now told was nondiagnostic, while no depression was seen when 

Whites had to report their race.  Finally, when participants were not asked to report their 

race, nor were they told that the test was diagnostic of intelligence, African American 

and White participants performed equally on the standardized test.  Thus, Steele and 
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Aronson (1995) concluded that making African American participants vulnerable to 

negative stereotypes, in this case through judgment of intellectual ability, had a harmful 

impact on their performance relative to White participants in the study.  

 Since Steele and Aronson’s breakthrough study on stereotype threat, more 

research has been done regarding the performance of minority groups after being 

primed with stereotypes.  Interestingly, like African Americans, individuals of low 

socioeconomic status were seen to show a depression in performance when compared 

to individuals of high socioeconomic status after being told the task they were about to 

take was diagnostic of intellectual ability (Croizet & Claire, 1998).  Additionally, when 

both women and men are primed with information that a math test they were about to 

take would be difficult, which makes the stereotype that women are bad at math salient, 

women were found to perform worse than men on the test (Spencer, Steele, & Quinn, 

1998).   Yet when the participants were told that the test did not yield gender 

differences, there was no difference in performance between men and women proving 

that stereotype threat applied to gender stereotypes as well (Spencer, Steele, & Quinn, 

1998).   Further research on female gender stereotypes has shown that priming 

participants with stereotypes not only lowers performance levels but also lowers 

individuals’ levels of expectations and self-efficacy regarding their performance (Cadinu 

et al., 2002).  Therefore, stereotype threat can impact individuals’ beliefs about 

themselves as well.   Finally, White male athletes showed less effort when practicing 

before performing an athletic sports test after being told that their performance on the 

test was related to their natural athletic ability (Stone, 2002).  Stone (2002) also 

concluded that one’s identification with the stereotyped group impacts the change in 

performance due to stereotype threat.   

What causes stereotype threat? 

Some researchers have looked at possible reasons why individuals’ performance 

may decrease under stereotype threat.  Working memory capacity may be a factor for 
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individuals targeted by a stereotype have lower working memory scores than those who 

were not targeted by the stereotype (Schmader & Johns, 2003).  Stereotyped 

individuals also seem to have more negative thoughts in regards to their performance 

on the related task (Cadinu et al., 2005).  Additionally, stereotyped individuals have 

been observed to show higher levels of non-verbal anxiety when compared to non-

stereotyped individuals (Bosson, Haymovitz, & Pinel, 2004). Therefore, it may be that 

negative thoughts are related to stereotype threat and possibly to the depression in 

performance due to stereotype threat. 

 Cohen and Garcia’s (2008) Identity Engagement Model provides insight into how 

negative thoughts regarding stereotypes can make an individual feel threatened in a 

social situation and how that can, consequently, negatively impact their performance.  

According to Cohen and Garcia (2008), when an individual arrives in a social 

environment, for example a classroom, they will judge the environment and then ask, 

either explicitly or implicitly, if their identity (i.e. gender identity or racial identity) could be 

related to negative results in this situation.  If the answer to this question is no, then the 

individual’s performance will not be impacted.  If the individual answers yes to this 

question, then that aspect of their identity will become salient as they vigilantly look for 

signals as to whether their identity will make them susceptible to negative treatment.  If 

the individual observes cues that endorse the existence of a threat, they will then have 

to assess whether within themselves they are able to or want to deal with this threat.  

The individual’s performance in the situation is likely to suffer when they are not able to 

or do not want to deal with the threat.  The Identity Engagement Model shows the 

process that an individual utilizes to assess for stereotype threat, and the psychological 

steps that they go through if a threat is detected before their performance is negatively 

impacted (Cohen & Garcia, 2008).   

Potential Remedies   
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 One way to combat this depression in performance in social environments when 

stereotyped individuals feel threatened, specifically in school settings, is to make them 

feel like they are more capable of dealing with stereotype threat, and thus, performance 

will be less likely to decrease.  For example, Good, Aronson, and Inzlicht (2003) gave a 

group of seventh grade female students, who were mainly of minority races and 

ethnicities as well as lower socioeconomic status, college student mentors.  Seventh 

graders in the experimental condition, were encouraged by their mentors to either 

believe that intelligence is malleable rather than fixed or that academic adversity in the 

seventh grade can be credited to the novelty of the academic setting and not to their 

identity.  When compared to students in the control condition, the female students in 

both experimental conditions performed significantly better on standardized math tests 

and reading tests and received higher score on both categories of standardized tests 

(Good, Aronson, & Inzlicht, 2003).  These higher scores in performance are likely to 

have resulted from the students’ improved beliefs in themselves rather than the 

adherence to a stereotype and the possible disappearance of negative thoughts 

regarding the topic. 

 Similarly, Walton and Cohen (2007) conducted research regarding students’ 

performance, but these researchers also analyzed the students’ views about adversity 

in college.  To do this, the researchers created an intervention where freshmen students 

read material where other students shared their experiences in college, in which they 

talked about their own hardships and feelings of doubt in college.  From this 

intervention, the freshman students learned that those feelings were not exclusive to 

members of their racial group and were shared by many other freshmen students of 

different races and ethnicities as well, thus de-racializing academic adversity (Walton & 

Cohen, 2007).  Black students who were a part of this intervention group had an 

increase in their GPA in the next three years of college, had higher GPA’s than Black 

students in the control group and Black students campus-wide, and had an enhanced 
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sense of fit on campus, which means that there was increased feeling of social 

belonging among these students (Walton & Cohen, 2007).  Showing these Black 

college students that their feelings of doubt due to adversity were not specific to 

members of their racial group, and in turn not due to stereotypes of academic 

performance of members of their racial group, made these students feel more like they 

belonged in college and had positive effects on their performance in school and feelings 

that they fit in.   

Expanding on the research on social belonging, Nurit Shnabel and her 

colleagues (2013) found that writing about social belonging improved the GPA’s of 

Black seventh graders, but not White seventh graders.  In response to the results of this 

study, Shnabel and her colleagues (2013) conducted further research where they had 

female students in the experimental condition receive a “belonging-affirmation” 

intervention, where they were manipulated into writing about social belonging, and then 

take a math test that they were told was diagnostic of their mathematical abilities.  The 

researchers found that there was a relationship in females, but not in males, between 

how much they wrote about social belonging and their performance on the math test 

(Shnabel et al., 2013).  Therefore, feelings about social belonging may be related to 

performance and stereotype threat.   

 While Shnabel and her colleagues (2013) showed the positive outcomes that are 

associated with increasing feelings of social belonging, Walton and Cohen (2007) 

showed the negative outcomes related to lack of feelings of social belonging.  In their 

study, Black participants in the experimental condition were led to think that they would 

probably have very few friends in a class in a particular field of study and were then 

asked how they felt they would fit in in that particular field of study.  Participants’ 

feelings of sense of fit and potential decreased by almost a full standard deviation, 

giving more fuel to the idea that social belonging may be related to performance 

(Walton & Cohen, 2007).   Therefore, if looking to improve performance of an individual, 
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it would be important to use a measure that also improved individuals’ feelings of social 

belonging. 

Learning from others’ experiences and the power of experience-taking 

 Is it possible though that people’s beliefs about themselves can be modified from 

things other than their own life experiences?  Hayakawa (1964) felt that literature could 

be capable of changing individuals lives through their behaviors because reading about 

other people and their stories gives people access to a variety of life experiences, which 

was later proved by Walton and Cohen (2007) in their research on de-racializing 

academic adversity.  Similar to Hayakawa, Mar and Oatley (2008) theorized that the 

stories told in literature serve as models and replications of our social world, therefore 

allowing people to experience feelings and react in ways that are consistent with the 

events due to their realistic nature.  The reason that this is beneficial is because reading 

about and relating to others’ experience can give provide a person with knowledge of 

how to deal with similar situations in their own lives.  Yet, the amount that a person 

becomes immersed in or transported by a narrative is related to their own previous 

experiences and those who have either past knowledge or experiences that were 

related to or similar to the themes in a piece of literature score higher on transportation 

measure.  So, if a reader can already relate to the narrative they are reading, they are 

more likely to become “wrapped up” in the literature and gain knowledge from the 

characters and their experiences.   

 Narratives not only provide us with knowledge about the social world, but also 

have the power to modify people’s beliefs and behaviors.  Experience-taking is the 

process that occurs when readers get so involved in a narrative, or as Green (2004) put 

it “wrapped up”, that they simulate the events in a story as if they were the character 

and actually experiencing those events (Kaufman & Libby, 2012). When experience-

taking occurs in a reader, the thoughts of the reader about a certain topic may change 

and the reader’s behaviors may be altered for the reader assumes the mindset and 
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outlook of the character (Kaufman & Libby, 2012).  The reader will even adopt the 

identity of the character and abandon some parts of their own identity, for example their 

beliefs and personality traits, and will accept the character’s choices and responses as 

their own.  These changes in thoughts have been shown to last even after the reader is 

finished reading.  

If people can learn from other people’s experiences through narratives like Mar 

and Oatley (2008) concluded, and if high levels of experience-taking can lead to 

changes in beliefs and behaviors, then it may be possible that integrating previous 

research findings on overcoming stereotype threat in performance into narrative stories 

can help other people overcome the depression in performance due to stereotype threat 

as well for it may make individuals feel like they are capable of dealing with this threat, 

which is important according to the Cohen and Garcia’s (2008) Identity Engagement 

Model.  Specifically, could providing individuals with narratives of characters who had 

high feelings of social belonging and who faced adversity be enough to combat 

stereotype threat, and thus erase the depression in performance caused by this threat? 

Experience-taking has also been shown to be related to stereotypes for revealing 

the race of a Black male character early in a narrative, compared to revealing the race 

of a Black male character late in a narrative, made it more likely that participants used 

stereotypes when attempting to understand the character’s behavior (Kaufman & Libby, 

2012). This shows that people’s beliefs about an individual can be influenced during 

experience-taking.  Experience-taking has not only been shown to modify people’s 

beliefs, but their behaviors as well.  Researchers found that participants who read a 

narrative in the first person about an ingroup member reported the highest levels of 

experience-taking and had the most people vote on Election Day the next week, thus 

showing that enhanced levels of experience taking made participants much more likely 

to modify their behaviors to be similar to the character in the narrative, even after days 
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have passed (Kaufman & Libby, 2012).  Hence, it may be possible to modify other types 

of behaviors through experience-taking.   

In sum, there is no denying that stereotype threat impacts the behavior of 

stereotyped individuals.  Stereotype threat has been shown to depress test-

performance, decrease athletic performance, and increase levels of anxiety within an 

individual.  There is no direct answer as to why individuals’ behaviors change due to 

stereotype threat, but it may due to the increased number of negative thoughts within 

the individual or that the individuals’ working memory may be impaired due to the 

constant assessment of threats and responses to those threats.  Regardless, increasing 

confidence in competence and feelings of social belonging of the individual has been 

shown to ameliorate the depression in test-performance of stereotyped individuals.   

 I wish to further the research on ways to buffer against the depression in 

performance seen with stereotype threat.  Learning from others’ experiences can be a 

helpful tool for someone who is encountering a new situation in which they need 

guidance.  An easy way to learn from others’ experiences is through reading, and the 

more that someone is transported into the literature that they are reading, the more 

likely there will be an impact on the individuals’ beliefs and behaviors.  Experience-

taking is a measure that research has shown can influence someone’s beliefs and 

behaviors, just like stereotype threat.  So, it may be possible that experience-taking can 

change the beliefs and behaviors of the individual that are brought on by stereotype 

threat. 
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Chapter Three: Methods 

 
The present study 

 The present study looks at experience-taking and the possibility of it buffering 

against the depression in performance on standardized tests for African Americans due 

to stereotype threat. Previous research has shown that experience-taking can modify an 

individual’s beliefs and behavior.  Therefore, is it possible that experience-taking can 

modify an individual’s negative thought produced by stereotype threat and buffer 

against their negative change in performance?  Steele and Aronson (1995) conducted 

one of the most influential research studies regarding stereotype threat using verbal 

reasoning questions from the GRE to assess performance on a task and found that 

there was a depression in performance when African Americans were primed with a 

stereotype.  Further research on stereotype threat has shown that improving an 

individual’s feelings of social belonging (Shnabel et al., 2013) and de-racializing 

academic adversity has been shown to modify behavior in regards to depression in 

performance due to stereotype threat.  Kaufman and Libby (2012) found a different way 

to modify individuals’ behavior, which is through the use of narrative and experience-

taking.  Using Steele and Aronson’s technique for assessing standardized test 

performance and Kaufman and Libby’s methods to measure experience-taking, I 

conducted research to see if experience-taking can be used to combat the depression 

performance due to stereotype threat.  To meet the goals of my study, I recruited 

African American and Caucasian students at Cornell University.  I hypothesized that 

when reading about an African American student who realizes that their feelings of 

doubt regarding academic adversity are felt by other students, which therefore 

increases their feelings of social belonging in an academic setting, and who also 

performs well in school and on tests, African Americans will engage in enhanced levels 

of experience-taking than African Americans who read a neutral narrative and than 

Caucasian participants.  Additionally, I hypothesize that when African American 
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participants are primed with stereotype threat, those who read the ingroup narrative will 

perform better when answering standardized test questions than those who read a 

neutral narrative.    

Participants  

 10 African American and 39 Caucasian university students from Cornell 

University participated in this study.  Participants were recruited though word of mouth, 

Sona Systems, and through on-campus advertising.  The study was administered 

through an online survey via Cornell Qualtrics.  Participants were informed that the 

study they were about to partake in was related to psychology and verbal reasoning and 

that they would be reading short passages and answering questions.  There was no 

specification about this study’s focus on stereotype threat and performance.  

Participants received course credit for Psychology and Human Development courses for 

participating in this study.  

Procedure  

 The study on Sona Systems was advertised as “Psychology in Solving Verbal 

Reasoning Problems” in order not to reveal that the study was looking at stereotype 

threat. Participants signed up for the studying online through Sona Systems.  

Participants were asked to sign up for timeslots for Part 1 and Part 2 of the study with 

the only requirement being that their Part 2 timeslot had to be at least one week after 

they participated in Part 1 of the study.   

 On the day and time of their Part 1 timeslot, participants received an email via 

Sona Systems.  The email provided participants with the link for Part 1 of the study and 

a reminder that they would be receiving another email at least a week later with the link 

for Part 2 of the study.  Participants were asked to fill out demographic information, 

specifically race/ethnicity, year at university, and gender.  Part 1 of the study was then 

complete and participants were thanked for their time.   
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 In between Part 1 and Part 2 of the study, participants were randomly assigned 

to one of four conditions listed in Table 1.  At least one week later, on the day and the 

time of their Part 2 timeslot, participants received another email through Sona with a link 

for Part 2 of the study.  The survey for each group began with the participants being 

asked the same demographic questions that they were asked during Part 1 of the 

survey, except for both the Caucasian Control Group and the African-American Control 

Group there was no question asking the participate to denote their race or ethnicity.  

Both Stereotype Threat Groups were asked to give their race or ethnicity in order to 

prime them with stereotype threat.   

 Next, all participants read a set of directions where it was explained that they 

would be completing two tasks during the survey, both being used to better understand 

the psychological factors involved in solving verbal reasoning problems.  Participants 

were also told that their performance based on the correctness of the questions was not 

being evaluated.   

Participants in the control groups and in the Stereotype Threat - No Intervention 

Group then read a neutral narrative, while participants in the Stereotype Threat - 

Narrative Intervention Group read the intervention narrative (see appendix for 

narratives).  Both narratives had a similar number of words to ensure that they both took 

participants similar amounts of time to read.  The stereotype threat – Narrative 

Intervention story had an African-American male as the main character.  In this story, 

the main character realized that the academic adversity he had been facing was not 

unique to him because of his race and was something that was experienced by all 

college students regardless of their race and/or ethnicity.  Since social belonging has 

been previously shown to combat against stereotype threat (Schnabel et al., 2013), the 

narrative  
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Table 1 – Participant Groups 

 Primed with 
stereotype 
threat 

Read neutral 
narrative 

Read 
intervention 
narrative 

Answer 
standardized 
test questions 

Control Group 
(5 AA, 11 C) 

 ✔  ✔ 

Stereotype 
Threat Group – 
No intervention 
(3 AA, 15 C) 

✔ ✔  ✔ 

Stereotype 
Threat Group – 
Narrative 
intervention 
(2 AA, 13 C) 

✔  ✔ ✔ 

 

intervention story was written as meant to be relatable for African American participants 

and increase their feelings of social belonging.  After reading the narrative, all 

participants were asked to answer questions to assess experience-taking due to the 

narrative.  Experience-taking measures from Kaufman and Libby’s (2012) research on 

experience-taking were used to determine levels of experience-taking (see Table 2).  

Participants were asked to rate the seven experience-taking questions on a Likert scale 

ranging from 1 (strongly disagree) to 9 (strongly agree)   

Following the experience-taking task, participants were shown another set of 

instructions informing them that they would next be asked to answer twenty-five verbal 

reasoning GRE questions.  Participants were once again told that this is to better 

understand psychological factors involved in solving verbal problems.  Participants then 

completed the verbal reasoning questions.  Part 2 of the survey ended with participants 

being debriefed and, then, thanked for their participation. 
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Table 2 – Experience-taking Measure 
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Chapter Four: Results 
Analysis 

 In order to analyze the data, JMP Pro 12 software was used.  For the 

experience-taking measure, the means and standard deviations were analyzed to 

observe differences between participant groups and/or race and a Wilcoxon Test was 

used to determine the p-value.  For the performance measure, the means and standard 

deviations were analyzed to observe differences between participant groups and/or race 

and an ANOVA test was used to measure the effect size and determine the p-value. 

Experience-taking measure 
 
 Experience-taking was assessed by Kaufman and Libby’s (2012) experience-

taking measure.  Each participant’s score for each of the seven questions was added up 

and a mean score was generated to express each participant’s overall experience-

taking rating.  In the Control Group, no significant difference (p = 0.74, r2 = 0.008) was 

observed between African American experience-taking scores (M = 4.91, SD = 2.71) 

and Caucasian (M = 4.61, SD = 1.42) participants’ scores.  Similarly, in the Stereotype 

Threat Group – No Intervention, no significant difference (p = 0.53, r2 = 0.02) was 

observed between African American experience-taking scores (M = 3.91, SD = 0.64) 

and Caucasian (M = 4.59, SD = 1.80) participants’ scores.  Yet, in the Stereotype 

Threat Group – Narrative Intervention, the scores of African Americans (M = 8.43, SD = 

0.81) and Caucasians (M = 7.26, SD = 5.62) were approaching significance (p = 0.78, r2 

= 0.006).  
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Table 3 – Experience-taking score between race by condition 

 
When looking at just African American participants, there was a significant 

difference (p = 0.05, r2 = 0.56) between the scores of the Control Group (M = 4.91, SD = 

2.17), the Stereotype Threat Group – No Intervention (M = 3.91, SD = 0.64), and the 

Stereotype Threat Group – Narrative Intervention (M = 8.43, SD = 0.81).  Furthermore, 

when analyzing the mean experience-taking scores between Caucasians in the Control 

Group (M = 4.61, SD = 1.42), the Stereotype Threat Group – No Intervention (M = 4.59, 

SD = 1.80), and the Stereotype Threat Group – Narrative Intervention (M = 7.26, SD = 

5.62), they were approaching a significant difference (p = 0.09. r2 = 0.12).   
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Table 4 – African American experience-taking between condition 

 Mean 
Experience-
taking Score 

SD P 

Control 
Group 
 
 
 
 

4.91 2.17 0.05 

Stereotype 
Threat 
Group – No 
Intervention 
 
 

3.91 0.64 

Stereotype 
Threat 
Group – 
Narrative 
Intervention 
 

8.43 0.81 
 

 
 

Table 5 – Caucasian experience-taking between condition 

 
 Mean 

Experience-
taking Score 

SD P 

Control 
Group 
 
 
 
 

4.61 1.42 0.09 

Stereotype 
Threat Group 
– No 
Intervention 
 
 

4.59 1.80 

Stereotype 
Threat Group 
– Narrative 
Intervention 
 

7.26 5.62 
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Performance 
 
    There were no significant differences observed in number of questions answered 

correctly between African American participants (M = 19.20, SD = 4.76) and Caucasian 

(M = 25.63, SD = 6.27) participants in the Control Group (p = 0.06, r2 = 0.22), between 

African American participants (M = 21.67, SD = 10.02) and Caucasian participants (M = 

23.26, SD = 4.42) in the Stereotype Threat Group – No Intervention Group (p = 0.65, r2 

= .01), and between African American participants (M = 21.50, SD = 3.54) and 

Caucasian participants (M = 22.69, SD = 5.94) in the Stereotype Threat Group – 

Narrative Intervention Group (p = 0.79, r2 = 0.006).   

 Within African American participants, no significant differences (p = 0.85, r2 = 

0.05) were observed between responses of participants in the Control Group (M = 

19.20, SD = 4.76, participants in the Stereotype Threat Group – No Intervention (M = 

21.67, SD = 10.02) and between participants in the Stereotype Threat Group – 

Narrative Intervention Group (M = 21.50, SD = 3.54).  Similarly, within Caucasian 

participants, no significant differences (p = 0.39, r2  = 0.05) were observed between 

responses of participants in the Control Group (M = 25.63, SD = 6.27), between 

participants in the Stereotype Threat Group – No Intervention Group (M = 23.26, SD = 

4.42), or between participants in the Stereotype Threat Group – Narrative Intervention 

Group (M = 21.50, SD = 3.54).  

 

 

 

 

 

 

 

 



 

 24 

Table 6 – Questions answered correctly within condition between race 

 Race Mean 
Experience-
taking Score 

SD P 

Control Group 
 
 
 
 

AA 4.91 2.17 0.74 

C 4.61 1.42 

Stereotype 
Threat Group – 
No Intervention 
 
 

AA 3.91 0.64 0.53 

C 4.59 1.80 

Stereotype 
Threat Group – 
Narrative 
Intervention 
 

AA 8.43 0.81 0.78 

C 7.26 5.62 
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Chapter Five: Discussion  
 

 This study aimed to see whether African American who read an intervention 

narrative about a member of their ingroup scored higher on experience-taking measures 

than African Americans who read a neutral narrative and Caucasians who read the 

same intervention narrative with the African American main character or a neutral 

narrative.  While no significant differences were seen in the means in the experience-

taking measure between races in the various participants groups, in the Stereotype 

Threat Group – Narrative Intervention, the difference in mean scores was rather large.  

Since the number of African American participants in this study was so small, it is not 

safe to say that their results cannot be attributed to happenstance.  Yet, the fact that 

there was nearly a big difference leaves reason to believe that given a bigger sample 

size, this difference may be more pronounced. 

 In addition, a significant difference was found between African Americans scores 

on experience-taking across the different participant groups.  Again, while nothing can 

really be concluded from this result due to the small sample size, it does show that in 

this group of participants, African Americans averaged a higher rating in experience-

taking in a narrative where the main character was a member of their ingroup when 

compared to a neutral narrative.  Another finding of interest is that the mean scores 

were approaching a significant difference for the experience-taking measure within 

Caucasian participants across the participant groups.  Although the main character in 

the narrative intervention story was not meant to be the same race as these 

participants, he was described to be a college student at Cornell University, just as the 

participants were.  Therefore, this may have lead the participants to be able to identify 

with this character more than the character in the neutral narrative, and thus, lead to 

higher scores on the experience-taking measure.   

 This study also sought to see whether experience-taking could modify behavior 

in the form of ameliorating the depression in test performance seen in African 
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Americans due to stereotype threat.  While no significant differences were observed in 

performance between the two races within the same condition or between the individual 

races across conditions, it is of note that the mean number of questions answered 

correctly was higher for African Americans in the Stereotype Threat Group – Narrative 

Intervention than it was for African Americans in the Control Group.  While the small 

sample size of participants makes it so that these results cannot be generalized, a 

limitation that will be discussed further later, these results allow for there to be reason to 

believe that there is a possibility that with a bigger participant pool, performance 

differences may be observed between a control group and stereotyped participants who 

engage in experience-taking before completing a task.  While the results indicate that 

African Americans in the Stereotype Threat Group – No Intervention performed better 

than African Americans in the control group, a result that goes against all previous 

research on stereotype threat, it is important to look at the standard deviations that go 

along with the number of questions answered correctly.  The standard deviation for 

African Americans in the Stereotype Threat Group – No Intervention is very high and 

much higher than the standard deviation for African Americans in the control group and 

is most likely due to the small sample size.   

 A result of particular interest regarding number of questions answered correctly is 

that the difference in number of questions answered correctly was least significant 

between African Americans and Caucasians in the Stereotype Threat Group – Narrative 

Intervention.  In other words, the difference of scores between races was smallest for 

participants who were in the experience-taking group.  This finding indicates that there 

is reason to believe that experience-taking may help buffer against stereotype threat 

because the performance of stereotyped African Americans was similar to White 

participants, which is cause for further research on the topic.   

Limitations 
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 It is without a doubt that the small sample size of participants in the study serves 

as a limitation, especially in regards to the data for African American participants.   The 

small number of African American participants may have been a cause for lack of 

significance in a lot of the data that was analyzed from this study.  Yet, even so, a 

number of the results were approaching significance and some were even significant in 

their own right.  Therefore, it is important that future research continue to pursue this 

topic in order to see if using experience-taking to buffer against stereotype threat can be 

used as a legitimate strategy. 

 On a similar note, the small number of African American participants make it so 

that these results cannot be generalized for there is not enough data.  While this serves 

as a limitation, the materials to assess experience-taking as a measure in regards to 

stereotype threat now exists, and hence, should make it easy for other researchers to 

conduct studies for there is a means for assessment.   

Implications for Future Research 

 Despite the lack of significance, the high mean score of questions answered 

correctly for African Americans in the Stereotype Threat Group – Narrative Intervention 

and the similarity between mean number of questions answered correctly between 

African Americans and Caucasians in the Stereotype Threat Group – Narrative 

Intervention warrants that future research be done on this topic to see if experience-

taking can buffer against the depression in performance seen due to stereotype threat.  

In addition, future research should add a social belonging measure into the experience-

taking questions.  Past research has shown that improved feelings of social belonging 

can help combat stereotype threat (Shnabel et al., 2013; Walton & Cohen, 2007).  

Therefore, if this experience-taking measure can work against stereotype threat, it 

would be interesting to see if it is due to increased feelings of social belonging or if it is 

due to another factor.   It would also be interesting to add a self-efficacy measure before 

and after the experience-taking measure.  Previous research has concluded that 
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stereotype threat lowers self-efficacy (Cadinu et al., 2002), so it would be useful to see if 

experience-taking could raise self-efficacy.  Improved beliefs in oneself has been shown 

to increase performance of students possibly due to it lowering the number of negative 

thoughts (Good, Aronson, & Inzlicht, 2003).  So, if self-efficacy can be correlated with 

experience-taking, it would further support the idea that experience-taking can buffer 

against stereotype threat to improve performance.  

 It is important that future research continues to search for possible solutions to 

eliminate the depression in performance seen in relation to stereotype threat.  Through 

showing minorities that stereotypes do not always hold true and that there are students 

who are not white who do well in school, experience-taking can possibly break down 

some of the barriers that stereotypes have created.  According to Carter (2007), in 

schools across the United States, there is a stereotype that white students are the ones 

who do well in school.  Hence, in order to conform to the cultural prescriptions of 

society, students who are considered to be minorities do not make the necessary efforts 

to do well in school for they do not want to “act white”.  Minority students’ lack of social 

belonging feelings make educational settings places that do not have intellectual safety.  

In order for students to learn, classrooms need to be places of intellectual safety 

(Schrader, 2004).  Using experience-taking as a resource for students to show that they 

belong in educational settings may also help to improve feelings of intellectual safety in 

these settings, and therefore, improve the quality of learning.   

 While this research study did not yield enough data to generalize the results, it 

did show that there is reason to believe that further research may show differences 

between performance of stereotyped individuals and stereotyped individuals who 

engage in experience-taking before performing a task.  It is important that future studies 

continue to research changes in behavior due to experience-taking and depression in 

performance due to stereotype threat in order to hopefully find a solution to ameliorate 

this problem.   
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Appendix A 

 As a new semester at Cornell University begins and I see the new class of 
freshmen running around and trying to figure out college life, I can’t help but think back 
to my freshman year here at Cornell.  I remember when my parents dropped me off at 
my dorm and my mom screaming, “Bye Jamal!” out the car window as she and my dad 
left to drive back home.  I remember saying “Hi, my name is Jamal” what felt like a 
million times during those first few weeks of school as I tried to make as many friends 
as possible.  I remember how different my classes were from my high school classes 
and how much harder they seemed to be.  Now as a junior in college, my classes still 
feel harder year after year and I always struggle to get back into the groove of doing 
work and study at the beginning of the semester, but being in a new, more academically 
difficult environment freshman year made me vulnerable to more failures and higher 
feelings of self-doubt.   
 I went to a high school that lacked diversity.  Most of the students shared a racial 
identity with me and came from similar cultural backgrounds.  To me, I felt like all my 
high school friends looked like me, thought like me, and spoke like me.  We all went to 
the same places to hang out, shared similar teenage problems, and had similar goals 
for life post high school.  Although none of my friends would be attending Cornell with 
me, it didn't seem like that big of a deal because I knew that there would be other 
people like me at college. 
 From day one, the diversity at Cornell University was a bit of a shock to me.  I 
had never met this many people from so many different places in my entire life, and 
honestly, it was quite overwhelming for me.  Not only was I trying to adapt to a new 
environment where I didn't know anyone, but to an environment that was also radically 
different from any environment that I had been exposed to in my entire life.  Soon 
enough I began to make friends, yet all the people I was becoming friends with were 
very similar to me.  I was more comfortable talking to and hanging out with people I felt 
were members of my ingroup because it felt like, no matter what, we already had a 
common ground.  Even though the common ground between me and my new friends 
started out on a superficial level, for it was that we all shared the same race, that didn't 
seem to matter because from there we all realized that we had other things in common.  
Although these friends were different from my high school friends, I found comfort in the 
fact that I had a lot of resemblances to my new friends, both physically and non-
physically, much like I had with my high school friends. 
 Since most of my friends were freshmen, we were all in a lot of the same classes 
for most of our classes were massive, introduction level classes.  I would walk to class 
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with them, do homework with them, and study with them.  When it came time for our 
first set of prelims, it’s safe to say that we were all pretty nervous.  We spent hours and 
hours studying in libraries and each other’s dorm rooms hoping to successfully prepare 
ourselves for our exams.  When it came time for me to take my tests, I walked into the 
exams confidently for I felt that I had studied hard, and therefore, would do well.   

I remember that horrible feeling of disappointment that I felt when I got back my 
first prelim grade.  Not only was my grade much lower than I expected it to be, it was 
lower than any other grade that I had received in my academic career.  I quickly flipped 
back to the first page of the test to make sure my name was on it and that the professor 
had given me back the right exam, and felt my heart drop to my stomach when I saw my 
name, Jamal, on that front page and realized that this was indeed my test.  I had 
actually done that poorly.   

I looked around the room and tried to find my friends.  I couldn't see them, so I 
tried to gage how other people did by the looks on their faces.  Everyone around me 
seemed to being smile or had a pretty neutral look on their face.  I assumed that they 
must have done well, or even mildly satisfactory, on the exam if they didn't look as 
visibly upset as I knew that I looked.  What had I not done that these students had?  I 
had taken notes in class and studied hard for the exam, yet that didn't seem to be 
enough.  Was it I simply wasn’t smart enough?  Was I not as intelligent as these others 
students, and consequently, could I not do as well on these exams?   

Later that night, when I was having dinner with my friends, a couple of us began 
to talk about the exam that we had gotten back that day.  I was reassured when my 
friends told me that they did not do well either and that they were disappointed in 
themselves as well.  We tried to figure out what he had done wrong, and when we 
couldn't think of anything, we just said that it was because we weren’t smart enough to 
do well on that test.  I left that meal feeling rather discouraged, but I knew that I had 
more prelims coming up, and therefore had no time to dwell on this test score if I 
wanted to better on my other tests.   

Throughout my first semester at Cornell, my prelim grades continued to 
disappoint me.  I couldn't seem to understand why I wasn't doing as well as I thought I 
should be doing.  I was paying attention in class and studying hard before exams, yet 
my test scores didn't seem to be reflective of my efforts.  Many of my friends were 
struggling too, which was both comforting and frustrating at the same time.  I was happy 
to know that I wasn't the only one who was not doing well and who was feeling these 
feelings of self-doubt, yet it felt like my friends and I were the only people who felt this 
way.  Were we the only ones who were unhappy and facing this academic adversity?  I 
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would overhear what people were saying in the dining halls and around my dorm and I 
rarely seemed to hear other people talking about struggling on exams and feeling like 
they weren’t smart enough to succeed here.  I began to doubt my intelligence and 
myself.  I concluded that it was possible that the reason that my friends and I weren’t 
doing well was because we didn't belong at Cornell.  We were all part of the same 
ingroup, and thus were very similar to one another.  So, I thought it was something 
about us, something that we all shared, that was causing our lack of success at Cornell.  
Every other freshman at Cornell seemed to be adjusting and succeeding at Cornell, yet 
I, and those who were like me, could not do well.  It felt like there was no other answer 
except that there was something we all shared that prevented us from doing well.  My 
guess was that it was that we weren’t smart enough.  I went home for winter break after 
first semester not wanting to come back for the next semester because I didn't believe 
that I belonged at Cornell or that I could do well there.   

My parents were not going to let me drop out of college just like that, so I 
reluctantly returned to Cornell for the spring semester of my freshman year.  I was more 
nervous for my classes this semester, not only because I hadn’t done well last 
semester, but also because I wasn't taking classes with my friends.  It would be different 
not having people to study with, and I was also concerned that without them, I would be 
the only one getting bad grades in the classes I was taking.  When it came time for me 
to take my first set of prelims that semester, I was more stressed than I had been the 
last semester because I had higher feelings of self-doubt, lower feelings of belonging, 
and less hope of getting good grades.   

The combination of the abundance of negative thoughts in my head and my 
grades from the previous semester allowed me to be less than surprised when I 
received a unsatisfactory grade on the first prelim I got back that semester.  Since I 
didn't have any friends in this class, and therefore thought there was no could 
empathize with me over my bad grade, I tried to run out of the class as quickly as I 
could before anyone could see the disappointment in my eyes.  Before I could get out of 
my seat though, a boy sitting in front of me turned around and said, “Tell me you also 
did poorly.”  Needless to say, I was beyond surprised.  From first glance, it seemed as if 
this boy and I had nothing in common for we didn't have the same skin color and I didn't 
dress in the same preppy style that he did.  We began to talk about our bad test grades, 
and when he told me that he was going to go to office hours to meet with the professor 
to go over his test, I agreed to go with him.     

When we went to office hours a couple of days later, I was completely shocked at 
how many other people were there to go over the answers to the test because they had 
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received bad grades as well.  Office hours was filled with a diverse group of people, and 
not one person there seemed to look like me.  This went against everything I had 
thought during first semester because for the first time I saw that people other than me, 
and the people who were most similar to me, struggled at Cornell as well.  My friends 
and I weren’t the only ones receiving bad grades!   

My friend and I made other friends during office hours, and we all agreed to study 
together before the next prelim, which was in a couple of weeks.  When it came time for 
our group study session, we all met up in my dorm to compile our notes and create the 
best possible study guide.  At one point we got distracted and all started talking about 
our bad test grade from the first exam, and the other students in the group began to 
share that they struggled academically at Cornell as well.  We all agreed that Cornell 
was academically challenging and that sometimes it was hard to believe that we could 
succeed here.  Everyone expressed that at one point or another they felt like they didn't 
fit in here.  I couldn't believe what I was hearing!  I was shocked that, contrary to my 
previous beliefs, people other than my friends and myself felt this way sometimes.  I 
realized that academic adversity and feelings of self-doubt were shared by a diverse 
group of freshman and were just a part of adjusting to a new environment.  I felt like I 
had more control over how well I could do on this next prelim and felt more motivated to 
study harder so that I could do well.   

As I start my junior year at Cornell University, I can honestly say that my grades 
have improved since my freshman year.  I have come to view my intelligence as 
something that I have control over rather than something that is fixed.  I now know that 
many students face academic adversity in college and that this adversity does not 
discriminate between genders or races.  Most students, regardless of their cultural 
background or their upbringing, struggle academically and/or feel like they don't belong 
at one point or another.  I learned that all of this comes with adjusting to a new 
environment and that it is not specific to students of certain groups.   I had to realize that 
I had it within me to do well and that the only thing that could keep me from doing well 
was me.  Since I realized that feelings of academic adversity and lack of social 
belonging were universal, my grades and my feelings of social belonging have 
improved.  I have spoken to a diverse group of people and found that they faced similar 
struggles to me and had similar negative feelings even though we were of different 
races and/or cultural backgrounds.  Cornell is a challenging university and it takes time 
for many students to adjust and learn how to succeed here.  Now, the start of a new 
semester makes me feel motivated, not scared, because I know that I can succeed here 
and that I can do just as well as any other student at Cornell because I belong here just 
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as much as any other student in the diverse study body and because I believe in myself 
and my intelligence.   
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Appendix B 
          A Child was standing on a street-corner. He leaned with one shoulder against a 
high board-fence and swayed the other to and fro, the while kicking carelessly at the 
gravel. 
          Sunshine beat upon the cobbles, and a lazy summer wind raised yellow dust 
which trailed in clouds down the avenue. Clattering trucks moved with indistinctness 
through it. The child stood dreamily gazing. 
After a time, a little dark-brown dog came trotting with an intent air down the sidewalk. A 
short rope was dragging from his neck. Occasionally he trod upon the end of it and 
stumbled. 
          He stopped opposite the child, and the two regarded each other. The dog 
hesitated for a moment, but presently he made some little advances with his tail. The 
child put out his hand and called him. In an apologetic manner the dog came close, and 
the two had an interchange of friendly pattings and waggles. The dog became more 
enthusiastic with each moment of the interview, until with his gleeful caperings he 
threatened to overturn the child. Whereupon the child lifted his hand and struck the dog 
a blow upon the head. 
          This thing seemed to overpower and astonish the little dark-brown dog, and 
wounded him to the heart. He sank down in despair at the child's feet. When the blow 
was repeated, together with an admonition in childish sentences, he turned over upon 
his back, and held his paws in a peculiar manner. At the same time with his ears and his 
eyes he offered a small prayer to the child. 
          He looked so comical on his back, and holding his paws peculiarly, that the child 
was greatly amused and gave him little taps repeatedly, to keep him so. But the little 
dark-brown dog took this chastisement in the most serious way, and no doubt 
considered that he had committed some grave crime, for he wriggled contritely and 
showed his repentance in every way that was in his power. He pleaded with the child 
and petitioned him, and offered more prayers. 
          At last the child grew weary of this amusement and turned toward home. The dog 
was praying at the time. He lay on his back and turned his eyes upon the retreating 
form. 
Presently he struggled to his feet and started after the child. The latter wandered in a 
perfunctory way toward his home, stopping at times to investigate various matters. 
During one of these pauses he discovered the little dark-brown dog who was following 
him with the air of a footpad. 
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          The child beat his pursuer with a small stick he had found. The dog lay down and 
prayed until the child had finished, and resumed his journey. Then he scrambled erect 
and took up the pursuit again. 
On the way to his home the child turned many times and beat the dog, proclaiming with 
childish gestures that he held him in contempt as an unimportant dog, with no value 
save for a moment. For being this quality of animal the dog apologized and eloquently 
expressed regret, but he continued stealthily to follow the child. His manner grew so 
very guilty that he slunk like an assassin. 
          When the child reached his door-step, the dog was industriously ambling a few 
yards in the rear. He became so agitated with shame when he again confronted the 
child that he forgot the dragging rope. He tripped upon it and fell forward. 
          The child sat down on the step and the two had another interview. During it the 
dog greatly exerted himself to please the child. He performed a few gambols with such 
abandon that the child suddenly saw him to be a valuable thing. He made a swift, 
avaricious charge and seized the rope. 
          He dragged his captive into a hall and up many long stairways in a dark 
tenement. The dog made willing efforts, but he could not hobble very skillfully up the 
stairs because he was very small and soft, and at last the pace of the engrossed child 
grew so energetic that the dog became panic-stricken. In his mind he was being 
dragged toward a grim unknown. His eyes grew wild with the terror of it. He began to 
wiggle his head frantically and to brace his legs. 
          The child redoubled his exertions. They had a battle on the stairs. The child was 
victorious because he was completely absorbed in his purpose, and because the dog 
was very small. He dragged his acquirement to the door of his home, and finally with 
triumph across the threshold. 
          No one was in. The child sat down on the floor and made overtures to the dog. 
These the dog instantly accepted. He beamed with affection upon his new friend. In a 
short time they were firm and abiding comrades. 
 When the child's family appeared, they made a great row. The dog was examined and 
commented upon and called names. Scorn was leveled at him from all eyes, so that he 
became much embarrassed and drooped like a scorched plant. But the child went 
sturdily to the center of the floor, and, at the top of his voice, championed the dog. It 
happened that he was roaring protestations, with his arms clasped about the dog's 
neck, when the father of the family came in from work. 
          The parent demanded to know what the blazes they were making the kid howl for. 
It was explained in many words that the infernal kid wanted to introduce a disreputable 
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dog into the family. 
            A family council was held. On this depended the dog's fate, but he in no way 
heeded, being busily engaged in chewing the end of the child's dress.  The affair was 
quickly ended. The father of the family, it appears, was in a particularly savage temper 
that evening, and when he perceived that it would amaze and anger everybody if such a 
dog were allowed to remain, he decided that it should be so. The child, crying softly, 
took his friend off to a retired part of the room to hobnob with him, while the father 
quelled a fierce rebellion of his wife. So it came to pass that the dog was a member of 
the household. 
          He and the child were associated together at all times save when the child slept. 
The child became a guardian and a friend. If the large folk kicked the dog and threw 
things at him, the child made loud and violent objections. Once when the child had run, 
protesting loudly, with tears raining down his face and his arms outstretched, to protect 
his friend, he had been struck in the head with a very large saucepan from the hand of 
his father, enraged at some seeming lack of courtesy in the dog. Ever after, the family 
were careful how they threw things at the dog. Moreover, the latter grew very skilful in 
avoiding missiles and feet. In a small room containing a stove, a table, a bureau and 
some chairs, he would display strategic ability of a high order, dodging, feinting and 
scuttling about among the furniture. He could force three or four people armed with 
brooms, sticks and handfuls of coal, to use all their ingenuity to get in a blow. And even 
when they did, it was seldom that they could do him a serious injury or leave any 
imprint. 
          But when the child was present, these scenes did not occur. It came to be 
recognized that if the dog was molested, the child would burst into sobs, and as the 
child, when started, was very riotous and practically unquenchable, the dog had therein 
a safeguard. 
          However, the child could not always be near. At night, when he was asleep, his 
dark-brown friend would raise from some black corner a wild, wailful cry, a song of 
infinite lowliness and despair, that would go shuddering and sobbing among the 
buildings of the block and cause people to swear. At these times the singer would often 
be chased all over the kitchen and hit with a great variety of articles. 
          Sometimes, too, the child himself used to beat the dog, although it is not known 
that he ever had what could be truly called a just cause. The dog always accepted these 
thrashings with an air of admitted guilt. He was too much of a dog to try to look to be a 
martyr or to plot revenge. He received the blows with deep humility, and furthermore he 
forgave his friend the moment the child had finished, and was ready to caress the child's 
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hand with his little red tongue. 
          When misfortune came upon the child, and his troubles overwhelmed him, he 
would often crawl under the table and lay his small distressed head on the dog's back. 
The dog was ever sympathetic. It is not to be supposed that at such times he took 
occasion to refer to the unjust beatings his friend, when provoked, had administered to 
him. 
           He did not achieve any notable degree of intimacy with the other members of the 
family. He had no confidence in them, and the fear that he would express at their casual 
approach often exasperated them exceedingly. They used to gain a certain satisfaction 
in underfeeding him, but finally his friend the child grew to watch the matter with some 
care, and when he forgot it, the dog was often successful in secret for himself. 
          So the dog prospered. He developed a large bark, which came wondrously from 
such a small rug of a dog. He ceased to howl persistently at night. Sometimes, indeed, 
in his sleep, he would utter little yells, as from pain, but that occurred, no doubt, when in 
his dreams he encountered huge flaming dogs who threatened him direfully. 
          His devotion to the child grew until it was a sublime thing. He wagged at his 
approach; he sank down in despair at his departure. He could detect the sound of the 
child's step among all the noises of the neighborhood. It was like a calling voice to him. 
          The scene of their companionship was a kingdom governed by this terrible 
potentate, the child; but neither criticism nor rebellion ever lived for an instant in the 
heart of the one subject. Down in the mystic, hidden fields of his little dog-soul bloomed 
flowers of love and fidelity and perfect faith. 
          The child was in the habit of going on many expeditions to observe strange things 
in the vicinity. On these occasions his friend usually jogged aimfully along behind. 
Perhaps, though, he went ahead. This necessitated his turning around every quarter-
minute to make sure the child was coming. He was filled with a large idea of the 
importance of these journeys. He would carry himself with such an air! He was proud to 
be the retainer of so great a monarch. 
          One day, however, the father of the family got quite exceptionally drunk. He came 
home and held carnival with the cooking utensils, the furniture and his wife. He was in 
the midst of this recreation when the child, followed by the dark-brown dog, entered the 
room. They were returning from their voyages. 
          The child's practiced eye instantly noted his father's state. He dived under the 
table, where experience had taught him was a rather safe place. The dog, lacking skill 
in such matters, was, of course, unaware of the true condition of affairs. He looked with 
interested eyes at his friend's sudden dive. He interpreted it to mean: Joyous gambol. 
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He started to patter across the floor to join him. He was the picture of a little dark-brown 
dog en route to a friend. 
          The head of the family saw him at this moment. He gave a huge howl of joy, and 
knocked the dog down with a heavy coffee-pot. The dog, yelling in supreme 
astonishment and fear, writhed to his feet and ran for cover. The man kicked out with a 
ponderous foot. It caused the dog to swerve as if caught in a tide. A second blow of the 
coffee-pot laid him upon the floor. 
Here the child, uttering loud cries, came valiantly forth like a knight. The father of the 
family paid no attention to these calls of the child, but advanced with glee upon the dog. 
Upon being knocked down twice in swift succession, the latter apparently gave up all 
hope of escape. He rolled over on his back and held his paws in a peculiar manner. At 
the same time with his eyes and his ears he offered up a small prayer. 
         But the father was in a mood for having fun, and it occurred to him that it would be 
a fine thing to throw the dog out of the window. So he reached down and grabbing the 
animal by a leg, lifted him, squirming, up. He swung him two or three times hilariously 
about his head, and then flung him with great accuracy through the window. 
         The soaring dog created a surprise in the block. A woman watering plants in an 
opposite window gave an involuntary shout and dropped a flower-pot. A man in another 
window leaned perilously out to watch the flight of the dog. A woman, who had been 
hanging out clothes in a yard, began to caper wildly. Her mouth was filled with clothes-
pins, but her arms gave vent to a sort of exclamation. In appearance she was like a 
gagged prisoner. Children ran whooping.  The dark-brown body crashed in a heap on 
the roof of a shed five stories below. From thence it rolled to the pavement of an 
alleyway. 
         The child in the room far above burst into a long, dirgelike cry, and toddled hastily 
out of the room. It took him a long time to reach the alley, because his size compelled 
him to go downstairs backward, one step at a time, and holding with both hands to the 
step above. 
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