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The potential relevance of psychology in the

development of a program for training teachers of the disadvantaged
is the focus of this report. Strategy easployed to examine the
psychology atrea consisted of: (1) a consortium, >ade up ot five
leaders in the field and a moderator; (2) an extensive search of
contemporary literature, with abstraci{s of relevant items, and
organization of the abstracts as to statements of espirically
supportahle facts, stateaments not empirically supported,
recommendations, and needed comments. This report presents: (1) the
deliberations of the Psychology consortium; (2) a condemsed version
of the material abstracted in the literature search; (3) a conceptual
mapping of the field, accompanied by brief listings of relevant
facts; and (4) a final summation. The abstracted information appears
under the headings of: The Disadvantaged Pamily; The Disadvantaged
Environment and Cognition; The Disadvantaged Envircament and
Language; Self-Concept; Expectations; Attitudes; Teachers; and
Programs. The sumpation discusses the Nature of Psychology and A
Psychology of Disadvantage. In broad teres, it is concluded that
psychological insight and understanding will help the teacher to
understand disadvantaged children. For related documents, see ED 050
300-301 and ED 050 303-306. (DB)
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PREFICE

~This 1s the third of a serles of reports.concerned with the
teaching of disadvantaged children. They are the direct outcome of
the proposal funded as part of the-U.S, Office of Education's T.T.T.
Project. The initial proposal was presented under the names of
Sarivel R. Keys, Raymond S, Adams and William D, Hedges as co-project
directors and Bob G. Woods as Dean of the College of Fducation.:
Prior to the writirg of the proposal, a planning committee after
deliberating.over general priorities agrced on the frius that was
adopted in the present undertaking. That committee comprised:

Robert R. Wheeler, Assistant Superintendent of: Schools, Kansas City,
Mo., William D. Hedges, (then) Assistant Superintendent of Schools,
Clayton, Mo.,, (now) Chairman of Curriculum and Instruction, University
of Misgouril at Columbia, and also from the University of Missouri at
Columbia, Samuel R. Keys, hsscciate Dean of the College of :Fducation,
W. Francis: English, Dean of Arts and Sclence, Donald ©. Cov3ill,
Professor of Sociology, Ralf C., Bedell, Professor of Education, and
Raymond 8. fidams, Associate Professor of Social Research, Education
and Socliology. : Lot S R , . )

" This present teport confines its-attention to the potential
relevance of pasychology in' the development of a teacher training
progrom. - - Lt represents only one section of the initial-phase of what
was planned as a multi-phase project. In. order to set the present
report in pevspective. it is.useful to outline the rationale.that.lies
behind the whole scheme. - e . R

. We started {nitially -depressed and.impressed by the fant that.
for the djeadvantaged child,:the consequences: of dieadvantage are a

- deprived and umhappy past;:a drab.and-unpromising prescnt.and a future
~. beset-with hopelesscess. Ve recognized that if educstion were to
*.1¢ombal the deprivations of disadvantage, it would have to undergo

subatantial' refory and improvement. However, whatever the nature of
this reform and improvement might be, it wouldibe of no use if.the .
teschoers; of diskdvantaged children remained-incompetent to deal with,
their unique educational problem. For this reason,.we felt that the
. most:immediate. tatk was to go about- training teachers who could operste
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successfully with disadvantagad children--irrespective of the extent
to which.school systems had undergone. organisational and economic
reform ‘themselves, @ - = - I v
"'We were.led by our eriphasis on :teaching to focus initially on
the teacher-nupil transaction: In the most down-to--earth terms, the’
educational process requires the teacher to act-as an intercvediary -
between the' thild and. the subjéct matter of the curriculum, As:an
intermediary, the teacher translates subject matter: into forms
apnropriate for:the lavel of conceptual develonment of-the child. ! -
Uow efficient the teacher is then, depends on (a) her subject matter .
competency, . (b) her -ability to.understand the child's conceptual
state, and {c} her ability to mediate btetwacn the two. It has been
‘clearly demonstrited (Coleman, -1968) that teachers have failed .-
spectacularly as nmediators for the disadvantaged child. Available
evifence supgests.-that this failure stems-not from ipnorance of subject
matter but ‘rather from-a lack of understanding:of how the disadvantaged
child- thinks, how he ‘feels' and how he. 'seén' the world around him.
< .t3hile the nroblem may b¢ stated iu relatively.sfople terms,.. -
solutions cannot bc. What we have here, is an 'understending-gap’ ...
that' ‘separates ‘the teacher.from: the- taugit--the ghetto dweller from
the mainstreat of American. life, - And:this Lie" a ¢ulture rap--some-- -
times as wide:if not widér than-the gap between American culture-and--
say Jupanesc.! The illustratioh may Se overly'dramatic, but the.iq
ingkedients are the.same.. The. two. cultures, phetto snd non-ghetto, :-
are grossiy iznorant of each others ways of life.. !Epocentrically ond.
ethnocenbrtcﬁlly,' they nerceive their-own virtues 2hd the othdi's
vices, ‘seldon seeinp. thelr .ovm:vices and the other's virtues, Bétause
theitwo cultuies-have lonp been'senarated, their respective dnhabitants
have ‘seldom felttconstrained'to examine their dntercultural relatfonstins.
Now ‘with-protett 'and ¢lscontent:burpaoning, and.intercultural:'incidents’
intreasing| wé' have herome. avere. of. the need to ray .attentiom: to thé:
social problem in buyr widet.' Hhat te aee docs motremchant. : Ve haye,.
in the tase of the -disadventajed -1t seews, tangible evidence that |
violatés the' Aberfcaa:dream.: !4 «.* . v.iles Lo Crol b L
| ~2 1. But merely to:ddentify:the; problém -and:-become’ intenscly. concerned,
1» E TC‘“ not to solve it. Solution depends on overcoming the inertia of

3."&
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history-~the social conditicns that led to the extrames of poverty and
disadvantage. They are, though w2 may be unwilling to admit 1t still
with us to a congiderable degree. We, have eliminated the practices of
slavery but the attitudes that made it socially acceptable in the first
place, have only undergone slight evolutions. Attitudes t0wards(ethnic
minorities and the economically unsuccessful, still reflect older bellefs
in the social, rmoral and intellectual inadequacy of those who can be 80
classified. .Given the irrationality of such attitudes and beliefs, and
given their dysfunctional social consequences, reform is patently‘ -
necessary. But .the task is obviously a marmoth one. Itvwill not be
accomplished by haphazaxd plece-meal attacks on selected Droblems here
and there. Nor will it be accomplished immediately. Ve can anticipate
that efforts at aqoliorationuwill intensify over the years,:invrange,
in scope and in focug, One focus, and ve think a-critically important
one, will be education.' However, education has not yet served the
disadvantaged .comgunity well It too 1s bowed down by its own inertia.
Consequently, 1if education is to chanoe, it too will have to do more
than make minor modifications to its venerable structure. ‘

.Because we believed that educational change in the trainlng of
teachers of disadv-ntaged children would need to be substantial, we
envisaged (1) the development of a comprehensive and integrated 'systen'
(in the systems theory sense of the word) for training teachers of the
underprivileged so that th2y become exnerts in dnderatanding the world
of the dieadvantaged; v(ii) the imnleﬁentation of that system as both
pre-gexrvice and in-service teacher training nroprans, and most importantly,
(111) the utilization of this systen in-action as a training orogram
for the trainers of teachers of the disadvantaged. , .

However, another assunption underlay our initial n‘anning. We
41d not necessarily helieve that all change must netessarily be for
the better.. We were convinced that somo needless exoenditure of money
and affort could be avoided by careful and syatematic planning. We
also believed that qareful and svstematic planning would be facilitated
if advantage were taken of whatever up-to-date knowledge relevant to
‘the problem could be eathered, evaluated and used. Because wa thought
that.a substantial amount of the knowledge availahle“in the social

o sciences about the world of the disadvantaged child would»be relevant,
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we argued that it should therefore be accumulated, distilled and, when
aonroved be 1nrorporated into our new system for training teaihers.::

bmile in accordance with the Triple T requirements, our principal

objective was to orovide a training program that would be viable for

prepering trainers of teachers of the undernrivileged, we héeld that

“such viability cannot be demonstrated unless competent teachers are

being oroduced. Thus, hand i hand with theé main objective went a
correlétive one of developing a nrogram for ‘the actual training of
teachers. This program for teachers of underprivileged children thenm

would serve two purnoses: (1) to nrovide concrete évidence of the "~ -

‘practical‘results of the system, (2) to orovide a ¢ontinuing sovrce.

of evaluation of and feedback to thé main proarams.
B O shculd be enphasized at the outset that the training of

.teachers involves more than the trainers themselves. It involves

’curricula, equipment, nlant, and, in fact, all the paranhernalia of .

the entire teathina orooram. Congequently, any improvement in any =
of these is, in effect, an improvement of the trainer. The prcject
arO\ided not on1y for imnrovement in the training of the trainers, but
also inprovement in teaching aids an3 curricula as'well. TFurther, it

provided for 1mnrovement in the quality of sunrlementary training.

'given by school administirators and suoerviqorv tcachers.. TFinally, in

‘ order to follow throuyh it providee for the develonment of u -

completely new trainer trainino orcwram per se.

The program can bost be secn as a series of interrelatad Tasks.
These Tasks cluster for form four mijor Jdnerations. These Opevations
are respectively. (1) research and development: (2) activation,
(3) disaenination and (4) anplicationi. Operation 1 represents the

planning stage ) Ooeration 2 represents the oilot'stage'. and

Operations 3 and 4 represent the 'operating stape'. The nresent report

is concerned only with one aspact of Operation 1. As such dt-is

lconsistent with the other aspects of Opzration 1. Theéy all employ the

: same étrategy.' It is different frou the others 'in that its focus is

EMC
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on community develcoment.

Rationale. Educational action should bé based on scientifically
gleaned 1nfornation. ‘Regret'tably, there 13 no empirical evidence -~
available that adcquately specifice the consequances ‘of any nropgram
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i; for the ‘disadvantaged. Fducators canrot say with assurance 'if you do
80 and so with aiéadVéhfaged'chfldren, then such 'and such will result'.
The best available information at the moment consists of teacheis'
"good ideas'--the assembled 'folk wisdom' of the past. Regrettably the
worst available information also comes from the same source. This folk
wisdom as we have scen, has been grossly inadequate in meeting the
needs of'éhe disadvantaéed child. This is partly because there is no-
a priori basis for distinguishing between the best and the worst, and
partly bécéﬁsé r> attespts have been nade to accumulate, intepréte and
organize the 1nsi yhts and undersfandings that exvert practitionzrs have.
However, other social sciences have been concerned with the ' under-
provileged for some time. They have evideénce and insights that could
e be valuable if adapted to educational purposes. Given the criticism -
of cﬁfyeht educational practice, it ‘seems wise at this point in time;"

to téké advantage of any sclentifically derived evidence no matter its

N ' origin, provided that in the 1udgement of educationists, it 1ig .sced

: as potentially useful. ’ ' :

i; “The’ probléu ‘that initially confronted us then was to gelect.
am - ¢ - different social sclence sreas available:  After due daliberation

“he odlowing wére selocted: ‘psychology; sociology; linguiatics .

-~ -

(because ‘of the central part language plays in“educatfon); -social work;

ey
|

e

community development; and educational reséarch. -To these ‘six we:

‘ Addedﬁa seventh that could not be strictly classified as-scientific:

g, . We felt that practical ‘exneriencé should Aot be completely dieregarded
ﬁ We knew that teachers had insights and understandings that were

% m'invaluable. The 'fact that they were not necéssarily well documented
E in the literature or well intearated ‘in the way that an academic -

5 theprg;?cian m}ght systematige his underetandings, was not a sufficient
K deterrent to prevént our attemnting té prdbe this atea €oo.’

E :Our'inteﬁtibn then wad to attempt t6 establish'a bridge between
ﬁ education and cach of these aréas. To mix thé metaphor, we wished to

5 ?‘“bcgin a procees of - translation into’ educationally useful terms of what
g might otherwise be regarded a8 exotic 4nd ¢soteri¢’ information .

5. exciusively the p.opefty 6f the social sciences. - '

% ' ‘Our strategy in approaching each bf the aréas was the same in -
5'~ Q each cage. It was twofold. Firet, ve were to assemble. a Jroup of five
6"

.
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acknowledged leaders in the.field and confront them with the question:
'Givenywha; }n$1ghts.you have into your area and knowledge you have

about 1t, what do you consider the teacher of disadvantaged children
needs to know, think, feel and understend'. In the diccuesion that,
pnsued,: the task of the moderator (an educationist) was to confine
attention to this sinple-pinded. question and, to urobe the implications

of the point raised. Initial experimentation led us, to conclude that
an.all day session (with- suitable bresks) provided optimal returns.

The discussion was tape recordad and the resulting transcript tﬁen
provided a perpanentrocord of currently salient ideas. The séconq
strategy entailed an-extengive search of contemporary literature. This
was,to be undertaken by praduate stvdents in the specific 5reas; ,Bécausc
they knew available scurces,.and because their concentual oriep;atioh
would be a fuaction of their recent trasining, they nqqld, we thoqut,
provide .the best media. They were initially 1q$;ructed,;g;tﬁg objectives
of the exercise and.the frames of reference.they were to Qse. ~ They

too had to adopt & similar single-minded focus—-tha.rclevgqcy of the
writings they were examining for the teacher who was teaching dis-
advantaged children. They.were charged. te (i) survey gl contemporary
writing that dealt with.the Aisadvantaged conditiqn,:i(ii)‘abétract

from cach example whatever was thoupht to be (even ycmotely) relevant

to the central issue, (iii) organize the abstracts so thaF'liﬁtgd~

after the biblicgraphica® data, were (a) a wtatereont of facts that were
enpiricelly supportaed {cx were known to be emoirically suopcétable),

(b) a statement-of. assaitions not empiricglly sun,ortel (c) any relevant
recommendstions made within the article, and (d) uhcre thought QNeceasary,
any comments. The abstracted material was, then. recorded .onto McBee cerds.
:Subsequently, the.complefe. array.pf McBea, cards vas studied 1n order that
a basis for conceptualmapping of.thp.wholg,arep_cou}d,be develqped,
Thereupon, the YcBee cayds were again examined, this ;1me'to_f¢1ate

their .content to.the.regspective conceptual ca;egox;es.; fﬁ}s completed,
we. would then have a qystgmatiqally ordered and organized set of information
on which the next .stspe of the plannine nrocess could bui;d, The next
stage was to involve the conscruction of .8 set of bchavioral objectives
kihneonant with tho.distilled informaticn, and appropriute for teachers

]E[{J}::di!advantnged_children..,._. T
P o] -
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This-present report rresents the outcomes of the examination of
the Psychology area., Scecifically 1t records (1) the deliberations of
the Psychology consortium, (i1} a condensed version of the nmaterial
abstracted in the literature scarch, (111) a concentual mapping of the
field, accompanied by brief listiﬁgs of relevant facts, (iv) a final
surmmation. The renort has been organized on two assumptions. First that
the patherine together of Psychology information relevant to the
education of the disadvantaped would prove useful to those converned with
developing teacher traiuing orograms. 1In this sense, the report 1is a
source book. Second, that the outcomes of our own deliberations on the
nroblems of educating disadvantaged children nisht also nrove helpful
to others who have similar concerns, However, because we recognize that
the nlanners of training nrograms are as uniquely individualistic as the
problems they confront, our emphasis is on the first rather than the
second. Most recaders, we assume, will make use of the first three
sections. Ue of course, will make st use of the fourth. It will
provide the pad from which the next step of nractical fmnlementation
will be launched.

As well as the co-directors a number of reonle involved in this
part of the project should receive snecial mention. Initially, fiscal
responsibility for the nroject rested with Dean Keys. ‘then he accepted
appointment at Kansas State University the task was teken up by
B. Charles Leonard. The resoonsibility for the literature secarch fell
to David Johnson, Terence Hallidav, and Fred Marcus, while Fred Gies
and Barney 'ladden exercised sunervisory centrol. Fred Gles and
Charles Leonard also nrovided liaison services when the author became
a Visiting Professorial Fellow at Massey University in New Zealand.
Finally Kirsten Morpan typed the manuscrint and devoted time and enerpy
to coordinating many asvects of the undertaking here,

Paymond §. Adanms,
Palmerston ijorth,
New Zealand
December 19270.
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This section is devoted entirely to the consortium hel’ in New York. in

January 1970. Its participants were:

Professor Vernon T. Allen,

Jepartment of Psycholceey,

University of Wisconsin.

Profeasor Lawrence Kohlberg,

Laboratory of Human Development,

Harvard University.

Professor Martin Deutsch, Director,

Institute for Developm.ntal Studies,

New York University.

Professor J. MecV. Hunt,

Psychological Developuent Laboratory,
University of Illinois.

Professor Robert D, Hess,
School of Bducation,
Stanford University,

and, as moderator,

Professor Raymond S, Adams,

College of Lducation, and

Center for Research in Social Behavior,
Unive sity of Missouri at Columbia.

The detail of the consortium discussion is contained in

the paragraphs that follow.

the bulk of

Perhaps concealed however, may be the goodwill

&nd sincerity that characterized the exchange. Throughout, the discussants

addressed themsalves single-mindedly to our educational problem.

They

accepted our mandate without cavil and demonstrated sincere concern for

our aspirations.

Several conventions have been used in editing the transcript,

First, the speakers have not been identified separately although the -
woder8tor has--so that his psychological naivete will not be mistakingly

attributed to tha experts.

Speakare are denoted with one asterisk, the

noderator with two. Sccond, an attempt has becn made to preserve the

10"+
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essential megsages of the discussfon faithfully. However, in order to
go pari-way towards meeting the expectations that reeders might have
abbut 'drinted script, an attémit has beeii madé to convert nrali language
forms to those thought more appropriate ‘for writtén language.
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akd I woyld like to .suggest as a modus operandi, that for a few minutes
I recapttu!ate the zdea bekird the project and then we engage in relatively
free form discuseion. I've got some focussing questions later on if they
are ngcessary but they may not be. . You'll forgive the eort of programmatic
nature. of this discourse. I've now given it four times in one form or
another, ‘ .

. The reason for thr’ existence of the project Ztes in the fact that
the U.S. Office of Education invited us, amongst other mstttutwne, to
congider vays in which the teacher training ayatem might be reformed.

In order to give som: foous to our attempts at refom, we deotded to

vork in the area of disadvantaged teaching. So we gtywted vith the
initial question that if in faot we were going to dev.Top a new program

in the teaching of disadvantaged children, where should we logically
begin? It seemed reasomable to us to start with an accumlation of

‘what appeared to be the latest information relcvant to the problem of

teaching disadvantaged children. If we vere to do that, we felt that
there should be b0 strategics that would be useful. Firet of all, we.
should collect togather a variaty of people who would have the most up-
to-date underatandings and tap their kvouwledge, and secondly, we should:
initiate a literature search so that we could cover also what has been. ;
written to date. One basic asswmption that infommed our purpose was the
belief that cven if education. knew somathing about teaching and about
educating children, there vere arong the eciences other insights and

~ understandings that would be useful to us. Howcver, in order to provide

an organisation tase, we also decided - to predatermine the areas on
which to focus. So we elected to direct our attention principally at

. peychology, sociology, linguistics, eooial work, and comunity development, '

asking the fundamental question: Given the status of the particular
JHMeaipline at this partigular point in time, what. appeare moet likely to

be relevant to the problem of. teaching disadvantaged ‘children? The '
intention was to take this informition and subjeot it to an educational
filter and then, on the strangth of what was thought to be eduaatwnal_ly. .
viablg, (given the limitations that eduoation itself has to work with);
devalop a teacher-training program.  This progmm ‘would be corrplete with
ourricula, computer aseteted matruotion, pnogmmed loamina devices,
strulated eituations, te_xtbooka ard 8o on. -Ono¢ thia progran had been

12 LA ‘
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developed, it would be tested and evaluated and: then eventually

' _mstz,tutwnalzzed s0 that we could begin, to specialize in the production

of teachers of disadvantaged children. That, .in brief, covers the sort
of basic approach and the basie idea and the basic strategy. For our
present discusaion then the focussing question is: "Given vhat you know
about psychology, and irrespective of whethzr it carn be complately
research-subgtantiated or not, what do you think the teacher of dis-
advantaged children needs to know, tiink, feel ard understand?” That
18 the key question. Uave I explained it odequately?

*  What the teacher needs to know or what the teacher needa to do”

A4 I'll buy both. ‘ .

4 Could you tell us something about tha prior meetings that you have
had? :

uld We had one with linguists eome time ago and out of that has come
a report vhich we think represents a erystalbgation of their poaition
plus the positions taken in the writing. The participants wene: Shuy,
Center for Applied Linguistics, Washington; Stockwell, UCLA: Loflin, -
Migsgouri; Troike, Texap; -Allenm, Minngsota. , :

4 Maybe it would help us if you kind of gave us a sketoh of the
kind of conclusions that came from thig meeting, them we'd know a little
lnt better how to oome in at this staga. ‘ ’

4 And perhaps the gootologists ..... and the others too.

4 You've got a lot of input. st S
**  Right, and at the moment it fen't ongamzed The Zinguistio one
18 reasonably under control. The other ones are 5o recent and vers so
packed that I don't think I can respond adequately about them. The .

. linguietio message is breioally ome of .oultural sensitivity and Pmetional

relativity. They were concerned to have it recagnized that in a given . .
conte.rt Zanguaga performs .a funotion. . ‘Thus to. teach language effeatively
really beoomeq a mntter of tdentifying the oontext and the funotions and
providing the opportunities for ahowe. That's very, very oryptiocally
what the megsagz is. In the proaess, there were {noidental pointe made
lika for example: there tas some auspwion of: the baste of Beraiter

and Engelmn's poaitions, from a ltnguietw 8 pmnt of view; there was "
some eucpicwn of Bemteiu'e poeitwn ﬂ'om a Unguistio point of view -
also; <t wae, neceegaxy to reoogmxe the viability of different dialeet .

13
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forms and, by implication, the obligation to find out what the language
of different sooio~economic and ethnic and cultural groups was. Their
basic mcesage wis to encourage teachers to be tolerant of language.

The implicaticon. ie that they should give up some of cheir 'hang-ups'
about tha correction of language, and hold back until the time ia right
to make corrections, until it seems functionally relevant to the kid.

4 I might just say here that I have a new paper that Courtney Caston
sent me last week and it hasn't been published, and her oonclusions are
that emphasis has to be placed really on the knowledge of commnicative
competence and how it develops.

#t 0K, That sums it wp much bettar than I dz,d

% What age limit are we talking about?

al Peparation for elementary and secondary teaching.

* Not pre-school? o

44 Not directly, oslthough the veport vill be read and used by the
people in our imetiution who work with pm-school children. As well,
if information about pre- -salwolers is relevant to the higher levels, we
ought to have it anyway.

4 0.X. Well, lact night I eat dowm and after contempkztmg, made
a list of the various things that a teacher should know. I have it here.
I'm perfectly willing to back most of these up with evidence although
some of the things aro ewppositions. I took it also that when you talk
about teachers' inderstanding you mean more than simply knowing at the
verbal level. It soaks into 1 your basic opem*wns and feelings?

4 0.K.

4 Do you want me to gat these thmqs together as a vay of startmq
us off?

#% . plegse. :

* . Could I ask an omentmg 7uestwn before wve get under way? Are

you aasumng in thie that the edwatwml system rmust be conductsd in
its present fom—-one teacher por olasa 8o that what ve have is somathing
1tke the present social situation? o ‘

LI ‘think mztmlly we have to accapt the eustm as givenm,

W havetostart}‘mmthzt.. " .

£t Yes, However, if there are developments within the system that
sgem to be likely to oceur, then I think wo can relax that reatm’otwn
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a bit. ..But at the moment ve're aasz’oning that the teacher as a 'vietim!'
of the system, has no control over it, but ghe's stzZZ got to deal

with the problem of teaching her kid:. S

* - Did the sociologists come out with any conclusions about
transformations that take place in the system?

*t - Well, they initially gave me static about che problem of not
foousaing on system change. Fventually in order to adapt to my requirement,
we agreed that one of the things the tewcher should become familiar with
is how the system works and some of the waye in which system change oan be
tnauced. They also raised the queetion of the extont to which the kids
should be aware of the hature of the sooial system of the classroom so ‘
that they become partioipants in the olassroom game just as the teacher
besomes an intelligent participant in the echool game or the edueatwn

system game.
o ' Sort of meximiaing partiofpation.
0 Maximizing auareness more than anything else. We did talk about

paraprofeseionals and the use that could be made of panzprofesstonals by
the professional teacher.

LI Hore than just as momtove"

44 " Yes,

4 2 May' I ask you who was :thera‘ in sociology?

44 Mel Twnin from Princeton. Lee Raimater, Harvard; Ray lack,
Rorthwestern; Sylvm Pava, V. Y U: and Dave Bordua, I'Zl-mozs.

o When y you use the tem dtsadvantaged what do you mean?

44 I mean it soowwmcallq, that ts, u?mtever people call
dteadvantaged. o

J I raised it only because having moved to the west coast recently

I'm vory gensitive to the differences among ethnio groupe, so that what
one uould 8ay to a teac er uho 18 teachmg poor ‘Chicanos might be quite

;diffemnt than vhat one would say to a teaoher who is teaching poor

blaok kids, whtoh in turn would ba different than vhit a teaoher ‘should
know 1f she is teachmg kids who have Juet come in from Hong Kong within
the last 1 year and speak no English, so..... It's a rhetorizal question
obvigusly. I Juet wanted to brmg ot the faot that sonetimes when we
talk about the dwadumitaged ve aat as tf thau vere all black ‘tnnar-
rity,{oormda"'f Tt ‘
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* Like in the south, disadvantage: really breaks down into many sub
categories. It seemed implied in your question that the teacher, in -
fact, was opposite in race and opposite in social elase to her kids.

That is, we primarily think of talking about middle-claes teachers who
are, -let us eay, teaching in a black school or amyvay a different cthnic

_group. It seemed to be the asaumption,
A Are you suggestirg individuation of programs according to the

teacher charaoteristics too? .

4 No. I'm saying that it seems to me the asswptwn made by your
queation i3 that we are dealing with teachers wvho in fact are probably
of different racial, ethnic and social olass membership than their
disadvantaged ehildren.

A% It {a tmplied and assumed--pmncwally because the facta of the
situation shovw that to be the case. However, if there are points to
make about somebody who does not share these characteristics and who is
ethnieally stmpatico, - then ve should get that into the record too.

. 4. I noticed as you went through the various groups, including this
. group, that there's no minority group professional representation -
. ‘Mexioan Amerioan, black, what have you. Pid you do this deliberately?

Becauss there are quite a feu people that could have mode a contyibution.

A4 No, we didn't do it deliherately. We aeeumed that. cognitive

corrpetency and academic funotioning was not a function of color, and ve
didn't specify. HNow we-are undar attack for not having done so, (And
I regret it at this point that we did not do so simply to placate the
oritioiem.) But we wanted people who demonstrated a eertain kind of

expertise. . : :
4 . We might come out mth the sama aonclustons but I think that

. sometimes 1t would hzve. greatazj wpa,ct if it was a minority repregentative
group. . . e : . . .
44, It wauld have bamz palztwally and eocuzlly expedient: I ahould

point. out though that we did have growps of classroom teachers who were
predominantly blaok, two groups of. about saven each and only one whita.
of the growp of-eduoationiste here tha othar day--professional eduoation
people.from oolleges of edusation--four out of etz were black. :
4 . .. May T ask who you had in the eduoational group" I'm just trying
to gat a pioture,.:

‘. ¢ .

1R

[P =



PN e - — - e BT € T R TTY B € N b

A4 Fred Rogers from NYU; J. B. Jones from Texas Southem; Craigmile,
Migsourt; Keys, Kaneas State; Bear from Kansae City. We were
anticipating having Edmod Gordon bul: He at the very latest hour--the
night before to be prectee, he cancelled.
*4 . . Have ve positioned enough? Would you be kind enough to start?
* I'm not sure, in terme of the positioning, that what I will do
te wige but it's the way I looked at it whea I looked at it from afar and
it will start things off. You know two of the things, I think, that will
come up are: (a) There i8 a great deal of research that is yet to be
dona, (5) there are different kinds of points of view that have rot '
gotten into our thinking that need to be canvaseed '
€% I'm alloved to ask questions?
4 Yes, you're allowved to ask questions. And as a matter of fact
maybe I can supplement some of this etuff. I simply wanted to kind of
get an overall auaver to the fowndational question. What I tried to do
wie simply eit down and after rmaking some notes as ve were on the plane
and sort my ideas out. I must confess that my reference is to the pre-
school domain. But it's cast in terme of really quite general prinoiples.
"My firet point 18 that circumstances make a substantial difference
in the development of competence, that ta, in the development of abilities,
beliefe, standards of conduot. Nothing I auspect i¢ more tragio than
fatling to recognise this when the kid is dotng as wéll ag ean he expaatad
from pravious gmdee, from test scores, IQ's, and that sort of thmg
Now in thie company thie may go unqueetioned. In Jenaen it was
queetioned, of ocurse, and..... ' o
44 tHa'll have to talk about Jesean sometime.) -
4 I can document this if you wmnt me to just indicate the nature
of the documentation for youi own record. I'm thinking particularly of
‘the Soottieh surveys of Godfrey Thorpéon, aid before that, Cattell's 1937
prediotion of this galloping plunge toward intellectual bankruptoy which
‘3 the Sodfrey Thompaon thing did mot go dowm-a point and a half but
went up about three pointe. And, Smith at Honolulw! in over fiftéen
years with the same population, instead of going down a point and a half,
he got ‘2 gain in the mean IQ's. And Wheeler showed &' similar ten point
gatn in ten yéars at tha 2VA {nstead of a loss--again fyom the sams
familiss. And Finch in Mimgeota, in tha twenty yeors betusen the 20 's
EKC and the 40's, with a higher proportion of the population going to high
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- :gohool, he's got gains of from tek to fifteen points. Now those arc on
‘the eome tcets. And ther there was the study of World War IF draftees

who were given the old army alpha test. The mean of World War IX
draftees wae at the eighty-second percentile of World War I draftezs.
So as long:ae you keep your stadardization the same, instead of the
drop you get the rise. WNell, there is other evidence in this but

that's enough.....
* Xlinczhurng's migration studies.
# And Mirandd, from Puerto Rico--where you actually have some

kide at ‘seven who as a result of industrialization, have higher mental
ages than their parents? Now, the seoomi point or (B) in this outline,
that children of poverty typically, (and I use children of poverty in
the broad sense to cut across ethnic groups)--children of poverty
typically lack many of the oircumstances providing opportunities to
develop competence that the chitdren of the middle-class routinely

have. - Or to put that in another vay - they lack many of the eircum-
stanttal opportunities to develop competences and mo*was and standards
that children of the middle-class have. And if you want to document
that, I think.for {llustrative purposes perhaps the best study is that
of Vieky Stmmons and her husband at Mashville. What they 've donz i to

pull together aight urban, or eight pmfesswnal f‘rzf'nhes oo an I
telling you something you already know? =~

4 - Now we may have caught it in the Zttemture scarch At the
moment I don't know whether or mot. ‘ ‘ T
. It {sn’t in the literatvre yct..... etaht urban pmﬂsswml

families, eight of them urbin poor, eight of the rural poor. * The
profesgtonal familics are bZac&s and whites - threz black and fwe
white. Tha researchers have as the targat perscn in eaoh 6f ‘these
fanrilies, a threa year old and they havée an obserer who becomes like _‘
fumiture - gete in and gets tc know the farbly. First of all, what haE
been reported i the mumber of what they adll enbtmvxmental force umts,

per wnit of tima, par Viour. . Thesd envtromental fome wiits are mter— ‘

actions wvith that three year old znitmted by older members of the
family. ' These amownt to fortyone ve)‘sus seventeen for the urban poor--
forty-ons in the pmfeeawnal varsug sevanteen in th., ‘urban poor, versus
efghtéor. tn the rural poor. So this is not a'matter of race. This ie
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a matter of soctal class and i8 a function of opportunities for this kind
of thing. The reactiors to the interactions initiated by the three year
;t old were also very different. Typically in the non-professional family,
everybody éaya -~ 'don't do that, stop that, quit that, I said, stop it" -
but in the professional families there's typically an explanation -
"ean't you see I'm on the telephone, can't you see I'm getting dimner,
ean't you see I'm dotng thig?"
* This is typical of Beimstein's elaborative cods.
* That's the same kind of thing. Among the urban and rural poor
famlwa it 1s ”stop that or go away and leave me be, get out of here,
ean't stand you,’ etc., 80 much for the main differences. However,
I asked the observers (stimulated here a li.tle bit by Courtney
Caston and others) » how many instances are there in these various groups
where the envirommental force wnits, initiated by the older members,
have éalled, upon the child to note differences in the shape, ocolor,
8ize eto, .of objeets, persons and placce? Those who had worked and.
recorded in the professional familisce could give many examples, but
those who had observed either the rural or urban poor recalled only
mstancea where the child was called upon to mo an errand. Then it -
wag - "I said the second ahelf, you stupid little oz, I said the blue
ona, or yellow one"or whatever. Thess are the kinds of demands for -
action from the child that he can't respond to without any tcaching of
the ooncepts that are involved? And then I asked - how cften do these
older members call upon the child to forrulate such matters in their
own words? And robody in either the urban or rural poor could think of
an ihetanée, but there wers moy instances in the others. Now, this is
not in the literature. :
44 Thie implice that for the lowgr socio-economic kid, if he's
going to pmﬂt from hisg enuzmment he's got to seleot out the stimuli
hmelﬂ . , .
s T’:at 8 nght. Now Foyeratem, in Iemel talks about the. -
mediators of the enviromment. He's a etudant of Piaqet and Ray. He
thinke Piaqet s overrated but Ray 1s- great!/!! And his point {s that
even in pioking up when the kid drops somathing--the parent . picks it
@ and giv)eé it to him--that's mediating the environment in one speoiftio
kind of imtanaé. That eort of thing 18 abaent in most poverty homee--
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bué hét Iélz)ays. Abe Mdnkovich tells that he was poor, desperately poor,
but his father was a mbbt and he wasn't culturally deprived. His
father knowing that they were poor, told them stories, asked them

'\ questwns and got them partioipating to the point that they forgot they
S ware hungry. He tells some of these storics really very dramtically.
A4 Could I ask a question? Given this condition, to what extent ig
mmediation'possible, at wvhat partiocular stages? :

* Tha principle that I would go with, and this is my next point,
would be that the abilities, motives and standards, and the compotemee
of individuals, children of poverty, arc medifiable at any age but are
relatively more 'modifiabl‘e the zarlier. that the attempt ie under-taken.

4 But, post-—lcmguage--mould you agree?
# Yes--post-language. _
2 A3 a matter of fact F'oyerstem--(hu 8 great. I'm very exceited

about what this guy has donz, and with what Arthur Sullivan has been
dbing in Newfoundland}--Eoth of them are taking people at an adoleseent
age and teaching them to think and teaching them to read and to talk.
WVhat's the test you have on all t_hé parente? You know, the..... .
Raves: 'e Matricee. . | -

Foyerstein has been uemg both that (md his won test and I've
seen him pull kids up a great dtstance--ktds vith IQ 's in the 60's and
70's. He gets them to reason out the pmcees.- He vill cover wp the
bottom where the answers are and have them ece how twpects of the item
differ--kow thio di ffers from that, and this dtffers from that, what ‘g
changing here, what's chamging there, so that they come to deduce what

. the ansuwer should look 1ike. . They work at the kids ~nm omcepthl level
.80 ycu find the kid who doesn’t knom anythmg about the vertical and the
horizonial but he fnove the lying and the etarding. I had to observe
him doing this in Hebrew whtch vas not the easiest thing f‘or me to do,

. but in termes of Jensen 8 artiole, he gete plenty of real somitive
alabomtton going £n these paople zn a three or four hour stint,

. . I might say on this that Poyaretam nanages to set thie after a
mally minimal mmmt of twe '

‘ " But 1t doesn’t stay put.

o "_ Well, sone of it stays quite put,_ He took a grow of ymmgeters

Q . 1in Harlem and thess Xids ave now in their adolescenca. At tha time
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.they were very young adults, and they still write to him and he etill
writes to them. There is a charismatic factor with Foycretein that is
very hard to. generalize fycm. At the same time, he hoa remarkable
results in terms of generaliaation to the Stanford-Binet with changes
running as high as twenty to twenty-five points after an interval of
.one year. )
4 By the way, in this oountry now, Abe Tannenbawn at Teachere
College is working in the eame area.
*  He juat came back. from Israel.
% He just camz back and he kwows Foyerstein's stuff better t‘zan
anyone_else., Yot know, a man i8 never a prophet in his own country.
I met Foycr.stein firet in RNashville at one of these Hayward's conferences.
T was inpressed with him there so I stopped to see him this spring and
they were surprised at Hebrew University that I would go and stop to see
Foyeratein because he doesn't oount there. .'Laet fall when we had him
again, I waxed with a eertain amount of enthustasm and I think they 're
aotually going to get together and see what it's about. Now I should
add he's not the best of methodologists from a scientific etandpoint.
* Some of hie stuff will be published soon in an orthopsychiatric
monograph and in fact Abe just brought back the manusceript and I've
been going through it. . It's about 140 pages amd I hope to get it back
to him within eix-to eight veaks. -
* .- .I think there are two points that have been rmeed One, I thmk
the Foyerstein example can be elaborated somowhat in terme of not so
ruch thg remediation of, you know, intellectual lack but in terms of the
. whole coneapt of the»;zonq of proximal development, that is, the now- .
Fizity qfvlintelligenc‘_e. - ind two, which 8 more controversial, I disagraee
both with Joe and probably Marty on the evidence.for the notion that the
earlicr the intervention the better, and I aleo consider it a very
dangerous truiem to present to elementary school teachere. All right?
You agree with the second, and I'll argue with you on the first--but in
any cuse the second point is probably more important. However, I don't
think we oan say today that we have olear evidenoca that either cognitive
development or othar competencice are rore rarnédiab_le in the pre-achool
years tor tnstanoe than in the elementary or high school yoars. I
*hink that's a very questionable gensrali{sation at tha moment and I aleo
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"“thmk as I eznd maybe mare wrportant than 'Lte being questwnable is
the set it gwes to the teacher that she... .

S 1P qran.t the second but ot the ftrst
£ That's okay buf let's.....
* If you put the thing on the basis that it's a tomable hypothesis

but cartamly hae not been demonstrated adequately, and intervention

" later on, ae Fouerstem 5 e:cample pmnte out, can be extremely effeetive.

44 Are you eugqutmg that there is such a thing as a - I'm sorry

to use the pooular jargon - a late bloomer?

* Well I would go outside the Fuman domain here. Wheraver you have
a set of cireumstances with a given direction effect, the longer it
peretsts the harder it is to change the chmctwn of that effect That's
the geneml omnczple. '

£ L. ..The more urrpact, and the more pree..ure 1,t wmﬂd take..
+ It would take more, : '
L .And the enviromment would have to be uwreaamgly mod‘bfted
o py you agree with that?

£ Ho, and I queetwn the relevance of the anunal lztemture for '

human co gmtwe deve Zopnent

o I think we're dpalwg here mth baaw pnyewlogwal proceesee

and tha number of spmes on the dendvites of cortwal cellu, ‘and you're
dealmq here unth the basic pmceasee of the equtpmont for tha orgamem
to deal with, I gave at least a eynopsw of t?na in rry z'mewer to- '

Jengeh in thit paper cees

* 0 But I thmk you 're too bwlogwal If Jeneen tg in one way, you
are in another beeause I'd say that -m.. Vbu I don't; want to get in

to a Zengthy angwnent.

L Thare's no need--for mu purpoaes it's useﬂ«l to note the chf-
femncz--thank youv ' N :
4 _\0 R.,andthen let’s go on.'

[T o presuma that deemte the fao;% that the, m\aumnt would be
fasainating for everybody thrt them 8 Yo potnt 1,n at*enpt-mq to reeolve
it. R

s Well, whit I wuld agz-ee th 18 that I'think ‘this is a dangerous

pm'nciple j‘mm the etandpomt of a teaoher. Becausa he tends o say I
oan't do anything “about it. "Beoduse it happene "he oan do somathing, and
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the reason for ry bringing Foyeratew in here vas eimply that Foyerstein
argued with me on thie and I want to grant that a great deal can be done
at any time. So, I put 1,t that abilities, motwea and standard, the
competense of children, can be modified at an __y_ age but it is probably

_eagier to do it earlier than later.....

S § thwk JoeJ you'd also agree that when we start do discuse this,

_\we have to rely on either theomtwal posttwna or expemmental Literature

-—the Zongztudmal studpes of actual chzld development are not conelusive
one way or the other.

* . I would agree with that.
4 Right. L
£ I don't agree mth Jensen, and perhaps mth you, that the kind

of thing that's physiological here is irralevant. I thmk zt's htghly
relevmt and I don't gee whether what's happening mth a mousz in early
days is unrelated--the huuman bemg is not basically dq,f‘ferent from a
mouse bwlogwally Now in terms of the role of such things as language
and tha mediators in the thought process in a central aystem, ‘there is
real difference obkusly, but at the phyawlogwal Zevel at least. cees
* There's whare you hit certain vary basie envzmnmental R
dszemnces where you deal with central systeme..... .

21 think the argument of people w’zo dwagrce unth us mostly ig, that
, tlo kind af cognitive sensory sort of deprz,patwn that oocurs evan

mthm tha most, eulturally. deprived is not 8o great s oﬂ:en would be
demonstrated in experimental animal vork., I mean there are so many

_znst(mree of people vho have been extremely cultumlly depmved at some
time later. becorming culturally motivated . (rot really 80 mucn

cognitive sensory trained). And these p2 opla demonetrata a termfw )
amount of .cognitive competence. Ona implication of this point which I
think might bring everything out, is that the chanqe that 18 necessary
in the teaching procese later on as wll as aarlwr, is pmmaril_/ a
oogmtt.:e one--that w, gengory tmning, oogmtwe tmmmg cmd go ¢on.

N It's pmbably mtivatwnal too. .
* Yes, attitudinal cmd motwational.
Ay For ewple the very faot that deprived kids were ussd to a

noisy enowoment--thay heard notse oonstantly 'I'hw mecma that it's
bander to. attmot thetr attzntion. They have to go *h-taugh eomethmg
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like a Skinnerian, a reinforcement of listening before you ean move to
the busingss of makmg a difference.....

4 vvvv.and to participation where they actually supply both the
stimulus and the reaponse for themselvea. The positions are not that
polarized. There are certain bridges. ' '

4 We have to re swt the danger of having fun, theorectically,
discussing things for our oun sake T SUPPOBE. .. '
4 Yes, but there's one very practical difficulty though from the

point of view of the teacher and that is that they tend to oversimplify
often and take these theoretical points bf view in almost a reified
fashion and feel that the only way of producing any kind of behavioural
or academic change in the kid is through some kind of cognitive sensory
training thing. So in fact what they're really doing is probably
making a kid more boved, wwotivated, and making irrelevant the content
he is trying to learn. So that I think that what a teacher should know,
18 that there arz vaye of changing a child's cognitive competence
perhaps without dwectl y trying to sort oj‘ engage in trmmm of a
cogmtwe and sensory sort, _

4 Teachers tend, if they're exposed. to it at all, to look at the
overall statwtwa of retardation in the urban slume, particularly
retamlatwn in terms of reading, and they tend to be very much impregsed
with that. And vhat you want to do is create appreciation of the kind
of ml tivariant altarnatwea that dn exist in reality--an appreemtwn '
that the exceptioms demonstrate the potential that's really mherent.
At the same time, she should apprectate the difficulty of any kind of
intervention. And there I wotild agree that there's increasing :
difftoulty. But I think at the same time it's inoreasingly challenging
and that there is a métivadiatal factor that ie mdependent of the
oogmtwe oompetence chamoteristic at a later stage of deveZopment. -
£t Question - If I'm a teacher and if I kave to do my job, given
the information that'e‘ avatlable to you and given the theoretical
struoture that underliecs it, at this parttoular point in time, vhat
would you suggest might be some of the altermative strategies I might
oo A L T 4
4 With what age children?

44 If in faot it's going to be different at different ages let's
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'Ldenttfy the dszerences.

* ' It's going to be very different. .

A Do you want to tdenttfy these iseues and come back or go ahead?

I thmk you 're gomg to’ disagree ‘with me cven more on the next. There's
a thing here that I think bears on what you've been saying. I think from
a teacher's point of view tha main thing is that a lot of remediation
difficulties that oceur at later age are motivational--that is, that the
kid has dmpped out of the oyatem, or copped out of the system beoause

he sees no reason to stay in. ‘

* .....and he stays in that cop-out frame of mind.

o ' Yes, and that needs to be dszerenttated From his havmg gotten
cogmtwely frozen,

£ Like a tari dmver told me last night, that he was one of those

smart gquys who didn't need to go to school and now at 65 he wasn't so
smart anymore and he's driving a tari. And he eaid, "if I'd gone to
school....." and then he cams on with a who'l‘e sories of things--that

he would live his life all over again, and 8o on. But what he was
pointing out was that he had got into a charnzl within the sociaty, and
this 18 where I thmk the sochquts necd to come in and shou ways of
breakmg out. ' '
" A ‘They hrwe to care—-but I thmk Gmuson Kwk and a lot of others
might envy him.

"' £ At the same time as agreemg A th what you ware eaying, ve have
’ to realize that one of the best ways to motivate kids, pecple, in
geneml Lo through guocess. If a kid h"stmply stymied through any
kind of oogmtwe nehievement it's gomg to opemtb very detrunentally

: in motwatwn too. Sn, ve "ro mtsmg a falec dichotorm of coursa.’ i
o = But I think the trouble with teachars rzmses thmugh the theoretical
k evidenos about oognitiva staqes and other Jevalophontal idens. They
tend to eco Zater developnents bemg too much ooritmgent on earlwr

v

ones.
‘- -~ Ii's not eaey to make those ohanges at adolescence.
A }'es but 1.& oan be a cultuml thing. Foyerstcin can't do it .,nth

eve'rybo@ As a matter of fact, "he tells me that He has a hell of a
time with the Yemenite Jevs, whereas hs can do wonderfully with the
o Morooans. ) »
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% -Supe] but he geta cheges Bith the Yomenite that we would
consider fantastic--betwesn fifteen and tventy pointe. But they're only
kalf vhat he gote with the Morocans. '
* What is your comment on the Skinnerian sort of approuch, let's
say to learning éoncapté in reading, particularly in view of the work
done in dawaii on teaching adolescente reading. They're sterting out
with inforeeru, he saye, namely money. You know, that kind of approach
with reading and underetanding paragraphs, _They start off very
-atmply by reinforoing with money, rontinue to build up to more
eomplicated ideas. ' ' ‘
2 Well, what I think monzy does, is do what Marty calls close the -
loop. * You sve,ustally lots of these kids aren't getting anmything--they
ave behaving am. wthing nothing back. This is what I think happens in
the ozphdnage"siﬁzat'io‘n where apathy and retardation goes on indefinitely.
Even at adolescent 'age it his been demonstiqted with intensive cases
that money is a useful reinforcer. If you ean find reinforcere, it will
brir.‘é about’ an ‘Tmprovenent.’ . :
* “Yes, but money wouldn’t help four year olds. -
4 No, but you ean do 1it. co : :
#4  Question please. I asked Skinmer about delayed gratification and
he didn't altogether satisfy me.” If in faot you accustom kids to
immediate gmtifioa*ion, immediate reinforecment, where does delayed
qmtt_f‘watwn fit into tha deal? Do you aaswne that tﬁcu somehow abeorb
the {dea of délayed gratification? ‘ - :
#°7-" Wall, I tHink You have to program that. T don't want to-reject
Skinnar out but I think actually Foyerstdin does it. 'In the process of
&mchmg hare, I find myself facing great bly question marke. I think
that thare '8 a trefendous amount of injouity dllovable to tuachers if -
they ‘onda ‘get faith that somathing can happon. ~1f you onoe frda them
with the’ belief that £f they're a gentus, sométhing o happen, a great
deal can happen. Bus £t ray be'ts a very émall proportion of the kids
unless you do somethmg to ohcnge tha general scene.  'This is where I -
think 1o’ hive to go i‘rito thingé thct mll‘ mally mdtﬁ; tr.e sociology -
of thte operation, - T S 3 e
¥ 7 coutld T maks a porimant ‘nbout “this daiay ‘o gmtzﬁdativﬂ notion?
Middle-olass teachers I think tend to feel it is vary important because
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presumably ve middle-clags have this and that;this is very importent for
aohievement. in school.and so on. I 've looked pretty closely at that
literature quits extensively and I think that's really a myth.

Ax . . Tt i8? :
4 You msen you'd medta*" the reinforcers per grede?
4 No. I mean the myth in that there is social class difference in

preferance for delay of gratification. Any experimental research has
not shoun any differenca between middie-olass and lowver class. Nor has
it bean shown that this so-called concept mediates oognitive achievement,
, going to college and academic performance, and 8o on. As a matter of
; fact, that original idea oame from the soclologist, whose name esoapes
me. It was inferred from behavioural data such as promigouous gexual
behaviour, lack of savings in the bank, not going on to college, and so
. on, which they said indicated thz syndrome of parsonality eharaoteristic
of being wnable to delay gratification. There must be a more pareaimonious
explanation for that behaviour rather than a personality one. _
% It's been fed back into the learning literature from the sooto-
behavioural material that David Riseman mported on, and that Frank
Richmond picked up in his book..... '
4. - It's related te the symbol system, that is, you can use praise

in the méddle-olass child at a much earlier age than you ocan use praise
for the lower-class child. ‘
. .. You knov, that's so but I'm not cert.uin ihat it's oorplately co.
If you were to set w a schedule of praise to change a lower-class child
very rapidly in tho firet few montke of orientation with conorete vorsus
sooial ani othor kinds of rewdrds..... .

4 - . Well, it depende on whera you get your meqsures-- -4f you're .Juat
measuring your fivet reastions to praise, or you 'ng masuring latsr
~eaotions to praise. .Beoause lower-class kide will go very rapidly
through this socialization process of accepting praise. The only thing
{a that they'll be a little more ekepttoal and oymoal that it s .
real depth and meaning. ‘

4 ' Yes, but the point I'm trying to mko is not what mll work mth
tha kide but that if you louk at the exparim utal literaturé on oonorste
veréns other types of rewards, 1% {e'not conefstent and I don't think we
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;know uher\. ve stand. *

T R‘Lght ‘and T +hmP we ean gat rid of myths of this sor: ‘which the
middie-class teacher has.

4 There e cmother 13sue--the assumption that mddle-alass i8 this
vay, ‘Lt rr-ust be good because.....

4 On the delayed gratification thing, I take = somewhat different
tack. I think there are social class differences. I'm sure therc are
in the data ve had from Chicago. But I would say that there's probably
some differcnce which could be called some kind of predieposition

or some tendency of individuals but my gquess is that the biggest
dtfference comes as'a mtter of the kid's estimate of the probabtltty
that he's going to gat revarded. That 18, you ean very easily
m(mtpulate the tendenoy to delay revards by inoreasing or decrcasma the
pmbabtl'z,ty that it's going to be there when he ftmshes.

* ' Right, right,

4 So it's a matter of conftdence in the reuarder. tnd the lover- _
olass kids, simply don’t have that kind of faith in enviromment. But
if you had the reward system in which you get tmmediate grattfwation,
(or call it immediate reward), 8ettwg up a cont'b.gency between what '
the child does and what happens in the enviromment or vice versa, then
I think you will get delayed gratification simply because he knoiss that
there are obvisus oontmgenowa and they can be mamged But it is not
random. It is wheri the oontmqenmes are random and when the revard
syatem 18 not predwtable that you get zmcdmte gmttfwatwn, because ‘
if you doni't grab it now, by God it's not going to ba there tomorrow.

4 You are reaZZy speaking about the reliability of the predwcwn
of rawurd.

* That is nrecnaaly what 2’ uaa meaning a while ago when T Batd I
think you have ‘to progron it You have to b.-v“ fatth-m-tke delay_
L ok@ Now in othar words our kids are reaatma to what appears
to be a dtaorganised éduda. tonal ayetem whioh they ‘don't undereamd

4 Yes, and Michelles study of kide from fatker-absent frzml{es ' _
wharv dalay of gmtifioat{on was measured by the einpie teet of ’do you
ant a om:q; bar, @ amall onenoworabtgom Zater"" '

The ideq Was that the fafher-abeent kids oamae f}wom a very shtftinq
enviromiantal situation vith pecple coming and going and scying all
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kinds of things that they didn't follow through on, whereas this was lass
truz in the others, - Therefore the fathar-absent children were going to
take their candy bar now when it was there in front of them mather than
rely on the experimenter to come back tn two weeks from now.

4 I thinl this can be tied in with the educational system, not only
for the kids .but for the teachers. I regard the educational system as
it exiits in most lower-class and mogt disadvantaged arcas as being one
in which the incentive system within the educational context is very,
very poor.

4 Phil Jaakson has some of the best damed stuff on thw kind of
thing. .- You know, the kid te mi,tmg and his arm 1s heavy and he's
waiting and waiting and he has to put a psz, wnder hie arm and he only
wante to.respond but he can only respond onoe every fifteen or twenty
times and he hae to wait to get a turn. The teacher in twrm gets only
her salary. How well she docs, whether ghe moves kids along and makes

a difference tn them doesn't make a damad bit of differenca.

Purthermore she has a whole lot of problems in ooping with the .
disctplinary side of tha thing, and that's what ehe gete pcnd for -
keeping these kids digeiplined. .

* .. Well, this is it, Keeping the chtldmn dtsmpltned and keeping
them as ruch as possible in a pasaive typavof sttuation. Thig it8 ' 2
faot of the situation while we.place great omphasis on ripping wp those
domed. doeks and taking out the squar box and having ycungstsers who are
s@,lf.-pmgm:ing,-vhere they get their own kind of revards. Thay oan

g0 to the teacher or the paraprofessional. = They oan ask questions and
g0 baok to their own particular operation but they're not dependent on
the central teacher. - .
#4:° .Okay, question. It eeams to me that ruoh of teacher: behavwr,

and I've donz video. tape atudies of olassrooms, is dirested at sglf-
rovarding. Now, ona of the davices used,:of aourse, 1o .o ask the kids:
who they think knove: the ansuwer eo that they get baok gvidance of the
faot that thsy have been tcaching uell.
4 That's not very .good. . e e e o, .
4 It's for this reason. the &Zlivan Readprs, for exanple, hava baen
8o gucocssful.  Beoausge. they have  the. revards_built right 4into them and
‘hey gradually eactend dolay but the ohildren then have a olasaification

'»‘1 .t W

o9 i

P




- 21 -

mark ‘whays thélf dm work out the correotness-incorreotness of the
régponse and ‘then come over'to the movrs complét book. .
*4 0 Okgye Well, as I see it, ome of ouy problems 18 to develop in
teachers the idea that they éan be vewarded for different things than
they are ourrertly getting revarded for.

i 4 Now you're talking now about teachers gettmq revards and not

i about the ktda : : :

,E A4 - Yes. - .

f 4 I want to speak at some point to the moral education of teachers,
§ but that..... sertously, I think we have some empivical things to say, .
E *  Which gots us back to a basie point - Should ve allow the

discussion to emerge out of a particular point that’s made ar should we
gat through the list- first? :
* Let's get through the list.
* The third point was that the abilities; motives and standards are
modifiable at any rga but tha carlier it is the easter it is. But, and
this {8 the fourth point, the sc’wol conatitutes only part of the
child’s enviromment, at most, alout a third of his vaking hours. And
there's only one model of teaghes virsus po ent models, neighborhood
inodels, ete. And I don't ‘think you need more tham aust to look at the
. thing to Justify that statement. ' :
' Thon the fifth point is that it may therefore be neocssary for .
the achool to obtain the cooperation of the parents of the disadvantaged
if large ‘@id permanent changes are to be made. And I should add when
- you doma to the adolescent, this applics in particular to the
opporrtunttias for him within ‘the culture..... and it fen't just black.and
whtta,  What a'k.d ‘gat's in'a tows, how ha's takon, whather he g'ets'a N
Job, deporida on whose kid ha is, what status he comes from. The:
opportidiitics for getting some kind of success are definitely lower if
ha domca 'from’u Tovei-8ldss baokgrowsd than from a higher-class back- . -
grownd.” aetttng theth pavente {rvoloéd in this thmg te very impart(mt
in the i{mprovememint tn oonfidehos for thé kids. -
# In torime 6 conftdence; if T could Just tntermpt for a momont,
there's a Level vhore theve's.u dertain discrepamioy. If you go into the
o high achools, ‘( aid I've spent & great ‘deal of tims.in the last two or
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three years in the high sohools) and look at the widerground prees you
will often find the 'yomgstere that are failing on the achievement tests
and everything else, editing, writing avay; highly motivated, getting
their rainforezment from the material they turm out. They would not
get cooperation from either faculty or the pc&ents, but they are turning
out sonething and thoy'il probably be journalists in the future.
* It would be great if ve had examples of tha kind you're talking about.
We need to get it mure systematically reported, that the kids who are .
_ doing their thing in the press and the kids who are flunking it in

S aiia i T

arithmetic but they're making out in other ways.

* I've heard that and I wish we could document it a little better
so that it got above tha level of myth. \
*. At the high school and college level we have some doewnentatwn

from Mike Wallace who had an experimental program at Duke where they let
in kids who do very poorly by IQ achievement standards but who are '
“gifted in extra-currieular and non-academic™ kinds of activity.

* Well, let me suy that Foyerstein finds that whem you get the people
operative in the amwy--and it's been the way in which Ierael has over-
come illiteracy, they've got almost a hundred percent literacy now out

of all the people vho have gone into the amy--but then it takes longer
ta push gome people. Ha's perfeotly willing to grant that there are

;;;;. kids with individual biological differences in potential and that you
v have to invest more. 0 the two peogle I sa) go through his test, it
& took -him a lot longer with thie girl who was older, than it did vith

the stwelve year old boy. Both he and I had ths fealing, watohing this .

~ boy of IQ about 70, that hs was potential Ph.D. Caliber. But he was

: reading at about the second grads level. At this stage in the game he
Just couldn't handle it. He'd gone through the sixth grada and he was
still reading at the second grade level. Wall, Foyerstein pulled him
out, and he oould move eo fast and eo easily that you had tha feeling, .
in temms of his learning potential, that this kid really had it. He
necded to be put into a school wherc he has othsr models - into a living
sohool situation. If he was left there with his family, in that same
saiting, he's caught thére within. that group and he's discouraged from
going ahead. So he has to be moved out, at least at the early leval.
My next point {e that the preponderate majovity of parents of
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usadvantctged chtldren, and here agam I'm talking from the pomf of vtew
of ‘the early ‘education, love their ohtldz\m, and ve do better for them
if they know love.

44 Hould you eZabomte on what you mean by getting cooperation of
their parents? o
* Yes, this goes mght on, 4 substantml majority of tnese parents
ean be i zterested in bemg taught how to be better teachers of thair
young, at leaat when theae chtldmn ara Joung

o dov for my teachers this implies fu0 thmgs I think., Pirst of
all the teachers need to have some skills in appmachmq and dealing .
with parents, and secondlu, they need to have gome sort of knowledge of
“parents as learners,"” mght" . '

4 That's mqht .

* o Now, the earlter you qet to this the better because over and _
over it ras been ahown by the. tune the kid has got znto the parenta's
hatir, they 're d‘ oappomted in hun, and co they thmk weZl - he dtdn't
make tt, but tha new baby, he & going to make it.,

£ _ They 've got fzfteen years of habitu:zted attttudea .

£ ‘. Well, I would say three ucara of habzthted attttudea and they ’ve
gwen .

4 We've finding the first ones do batter,

* Let me give you a counter emmple We were domg a Hontesaom

pmgram in Chicago in vhich we had these aﬂxree and faur Jear oZd kids
in the Monteseori pre-school program and the parents were trymg to '
be actively tmolved in it. Now this is Juat with a very amall sample
but we found that, t}le older atblzms of these kids Jumpcd in 1ch1,evem.—.n4
in that same two vear pcrwd in the elementm'y school

*. . ..So did Torks and f‘my
4 .. e f'ound this  agme. thmg, the older atblirga and also the yourger
st'.blinga.__‘

4 ‘ Thts is tha vertioal difmton businasa of Tonka and Gmy. N
' But that doean'f: repltcatg. To me that doean’t replwate. Do
you knaw of anybody who has tned it? ' S
£ " Wall it does replioate.....dwm at Duke wnd it dode ropliaate at
Karnes. Therc are ombablu oma mathodologtoal dtffemncu though. ‘
Q Now anothar thing that ahows up in thia kmd of ¢h{nq, is tnat vharever
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| you get a group of these parr’nts together and you keep them together for
“a couple of Jeare and have thcm mcet at. the meet'mge the pamnts take
a new lzase on ltfe. ’

o We got the same results in this Monlessori school. Thece black
mothere went out and or\gamzed the hell out of the block. ' '

* All mght Thw atuff eeems to be highly r-epmdumbla. -_

£ These parents have b ean coming there for seven or eight years and

they become bR A partwtpcmts ‘and they bring matemale into the home,
but whan ve look at it statzstwallu, the ohildren that have made '
stquwant mﬂdtan advancas, it goes m the direotion of the chzldmn _
that have had paren+e that have had no parthpatwn o
* Say thataqam. T'm not sure I.. .

4 A number of youngsters have had par'enté that kave come down and ‘
contnbuted to the parents' center and mostly they 've been, become
actwwts and have played a deﬂm te role partwularl_/ in the cormaity.
Now :.men you compare thet.r youngstera who have made etgm,fwant

channee, to the yaungsters of the parent., that do not partwtpate in
the parental program, thore s no ezgmfwaﬂt dtffemce between the
two populatwns. Though thare 8 a tendanou and a consistent tendency .
year af‘ter uear for the children of the parente that have partwtpated
to show greater changes.

*  Whoss program ‘Ls this’ )

u A Zongztm!mal pmgnwn that m've be e'ri.l.

* Your pmgmm? ' .

* Yes.

* '. You haven’t reported that ae uet?

7 Yce, itls out. It ’xasn't been pubuahed but ﬂ: 's out as a

report to the Ford Fowndation.

* Letme suggeet aomething though The potnt I'm qomg to ma.ke te

this. Among theee aotive pavento who got aotive thmugh the program,

we did not fmd the effeot on the kids who went thmuqh tne pz\z-sahooc

progran. He found the effeot on the older B‘LbZ‘LﬂrZG. I». other words

1f you looked at the kids in the pm-eohoot progran, thotr gaina vere

not pmportional to the pamte rwttmam but tha side-affeot gama wem

o I'here 'e amthar oo-vam’.ame here.' T?ere s anothar faat that .

[KCames tn. We've looked at it nou, tha' kids from three and a hazf through
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the énd of the third yrade, that in which has maintained continuity, we
do fmd ‘that i)‘ar'en'fé‘ are less iikely to participate if they have over
and above a éer'fam mamber of children. And it may very well be that
if you gct a oertazn czwdznq ‘FPactor, ‘a certain notsy faetor, you qet
a certain drowning condition vhere a lot of the socializing has bzen
turned over to the older ohild so it might not be a by-product of

participation in the parental pmqm‘n but mther the ‘number of children

in the home.

# Well, therc's another kind of thing. The vermj fact that they
see the kid developing ié terribly rewarding, terrilly revarding.. (Thie
ocomaes out of Badger's observations.) They odn see that this yowngster
that they're working on is just doing better than anybody éver saw.

Now that leads me o my seventh point--that a substantial -
majority bf these édmﬁte can be interested in being taught how to be
better teachers oj thair young--at least whan - their children are of
the pre-school age. Thé only demonstrations ave in this domain. But
I suspeot this will hold at later stages. If they start they'll
keep this kind of thing wp. Thezy become astiviets. They upgradé their
skille. In Naé’_ivilte simty percent of the group passed theiy high
achool equivalency exams and beeame prantical rurscs and beauticians
and that sort of thing. They really chaw;ed their pattern of now
they took care of thair arartments and g0 on. Theg not only do that

but thay take a new leasé on life, hope théir ohild can.do something '

and they can do something for him. There's an element of hope' that -
grows out of that. Jim put this souff together. * He was ashamed of
theae kind of data and I had to Jump wp and doim and say this is more
important than some of your darrmed scores. There 'are datd thay may>
be ve peyc‘mlogtete haven 't bean uszd to, but these are data that
are real--get them dowm, get them into the pwhme. B EERREE
22 " What hippened to thz old idea that if a child showe too miok
evidence of succass, he starts to become a threat'to his pavents
simply beoause ha's demonstrating thaii‘imdequy?

# ' If that happens when the parent is mot involved and it happens
at adolestence. ....I Hawen't seen any data on thie though I've seed.i
it over and ovar again in Nebraska when I wvas growing wp. Theee Kids'
want to 'oollégé', i than oama’ baok with 1dods that were real: threate
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to their parents. Incidentally, on all this, I should modify vhat I
eaid before, you do have a significant difference hetugen the youngsters
that. have been through the longitudinal program with cooperation of
parents than those that have not had cooperation of . parents and been
through the program. : : v :
* I want:to make a correlary genemlwatwn from havmg taﬂced to
enough teachers about this business of parental imvolvement in the
educational procese. Therz is no research cvidence to show that
parents using duyferent methods and attitudes in teaching has any
interferanca effect on learning. This s ths biggest bunch of baloney
you get. from teachers and from school systems.. :

* _ Don't teaoh your ohild to read because it will effect how he
learns at school badly. o . -
4 . Or, don't lat the parent get involved in- tbe educatwnal

‘pmceas because he'll do it in:a different way from the teacher and
that will ercate an interference effecct. This ie the way they t:alk
abeut it or rationalize it. : .o »
* Keep : lenrming encapsulated in the sahool away from the parents cees

# But there is no -research evidence for that generalization..

* .. Thig.uead to be the Bank St. uieologﬂ/ and my still be. .

4 Oh .yes. C : :

t . Let me.rake another observatwn that ray be correlary to both of,

thesa. -That is, .that teachers aleo ure much more eager to learn how
to teach than many people give them eredit for. .

A - I hope you're right. . - ..

* . Up to a point. I think that dependa on the ambtance of the
scoial structure, the prinoipal, the echool board and so.on.

4 Teachere and parents are delighted 7§ they can be taught

techniques to work with kids who.are presenting éome of the p_mbléms in
the elaseroom. Indeed I think thie accounts for soma of the popularity
of the structured progrume. - : :

4 Thcyhauasonethmgthegaando R
4 v The m:gular system 18 3o loose. and 80 ephcmoml If they have
a program w}nch they olearly can see has some resulte, them they get
enthusiastio, : : : :

4 I think this ie also why you sez tha populamty of uhat ig, in
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fact, a basically simpleminded idea, the Flanders scheme of interastion
analysis. - I think the teachers are just saying - we don't know what
the hell we're doing, and this givee us a little bit of a hold .on this
complicated social system which we'rc operating.

4 . Well, you can teach porents to be teachers. Gains in IQ over
twelve weeks have been shovm to be cssentially the same for children :
who never have been into a nursery school but whn have been taught by
their parents and those who had gone to rursery school.

4% Let me ask one thing please. We did make a point about the
white middle-olass myth that if, in faot, ths kid gets too bright he
does in fact challenge his parents but I wonder if there are ethnic
differencas here. For instance, given the authoritarianism of the
Mexican family, for example, what happens tc -a Mexican kid exposed to
school -situations which ask him to question and argue and debate when
this mms up ethnie barriers. . : '

# - I'don't think the question is whether kids can threaten thew
parente. Obviously they can. The question is, on what kinds of points
do they threaten their parvents? I think im some of the eituations -
that jou're talking about, it's not that the kids are soc bright, it's
that they bring in ideas that are in opposition to parents' values.

4 That's exactly right. L :

4 For example, this happens, in the Chinese families in San . .
Franoisoo. The Stanford undergmduate can pose a tremendous threat to-
their parents by appearing to be moving away from their very etrong
family values, _

4 We don't evem have to go outside our own growp. -

4 " But when kids from a lower-olase black family come back from school
knowing aomething that they learned at school, this threatens the parents
--I don't think that’e trus. - - T :
* Another point, about this question of leval of educatwnal
aspiration. - He do:know that in stable working class culturcs mth a
kind of long order orientation that on the whole, fathers kave vorked
out a pattern in which thay mtionalisn not going to college and so on
and 80" forth. Thay often have lots of confliot about their sons gou.g
to oollege when they didn't. .But I think your evidenoe, about lavel of
cducational aspiration for the kids arong ghetto parents does not show
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vast differences. There's nosi...om I right? I..... )

* " Well, thé parents hed very. high levels of aspiration for the ktd&
* ¢ Could it be that they weren't 1eared to any maethod of bringing
them wp? : : .
* - No, the problem was that although thay'd like their child to be
" a doctor or a lawyer, when you ask the parent-what are ti  ~teps, would
he have to go te school, and eo on, you get very vaguc re., ..8e8 which
mean that they really don't know what the system 18 like.

4 For do they know the consequences of the child going through the
system,. They may say that they might like the ideal but the actuality .
may be so much different. o o

4 Look, I have a sister-in-law who ig¢ a teucher. She has a
Master's Degree in alassice. And she kept holding her kids back eo
that they started in school in the firet geade at seven and eight with
the tdea of developrontal maturing. Only recently hae shs come back to
the idea that maybe she could h.ve dono domething to have epeeded wp
the process of their development early instead of holding them back. .
Now there was one gain in this. . They were late developers, physically,
8o thie gave them a chande to be gr :at athletes, when they wouldn't
have baen great athletes without this, but..... Now she is eeeing .
that she eould have done some’ ing to pull thes_p kids _aZ_a_ng, but, you -
see, gha just waited them out. ' :

4 ° " But tlera's an ideology of paastmty in this thc.v goes thmugh
vhe aducational mavket vlace. Easéntially you do not put too much,
pressure or tension cn the child because amy kind of challenge is. -
considered to:be a paralyazing tension. . - - = . . :
A% Ape you sugoesting ithat there are certain oriticisme that couid.
ta lsveled at'ihie? ‘. L ‘ i

* Well I certainly am. ALl tho time you're putting oulturatl .
demande on the ohild.: This is what I mean by the busincse.of asking
queetions that eall wpon the child to fornulate these thinge in his own
words. And you ean grpw thic oo that it becomes a challenge all the
wty through, intollectutlly, motivationally, and 8o forth. Thera are
iimits to thie of course, and daruge ean really be done. I don't want
to fight 2igler continuously on this. . Hie point ie that real damage
oan be done.  Anud T think it can if you eall on the ohild to do .
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gomething he eannot do and jou make.affeetion and. approbation conditional
upon his doing it.:. You put him in a box whore he can't get out.....

* .But-I think ve naed to differentiate at some point between the
etimulatwn of cognitive dgvelopment and'the pressure to perform tasks . -
which your child 18 not able to perform.

4 It i8 a very different thing..... - .

* Yes, and I think this whole notion of mgm.twe stimulation has
to be gotten across to teachers. - . . )

* Lat me get my last two or three out of here and then ve ocan.....
* © On this point I ghould aléo say thera's firm evidence to refute.

a few more stercotupes like: that cognitive development and eocial,
omotioml development are unrelated, or that stimulation bf cogmitive
development caused emtional dnflict.. Al those are wntrus and we
have disproved them. There'’s hard research evidenoca to refute the
aneedotal psychoanalytic type of myth. often invoked by lay theoriats.

* . But they are comstantly being -regurgitated.
* I'm glad that point's been made.
+ My next.point was that parents: oan readily be taught to be

effective teachera at leaet -at.the carly pre-schuol stage, by learning
to ask: these coritical type questions. ~This means- thal the echool
literally becomes an: agent pithin the community involved in the. .. - .
teaching of parents. . I shoi.ld . like to auggest that thie is one of. the )
major functions of the sehool. .. - + - .- e S T
44 - Cax I ask a qusstion that I hop2 won’t be mcidantal I would, .
tmagine that in the early yeavs. the kinds of questions that a.parent . ..
might agk ohildren would be factuallu oriented questions. You knou,
"what ig-thte?!" And T would i{magine that it becomee inoreasingly
difffoult to ask conceptually oriented quzeations, if in faot the parent
dosent have ‘@ regevoir of conceptual organisations that allow him to
do this. So the 'why' questions and the 'eo what' questions and the . .
"if! questions becoms inoreasingly diffioult. C

A . That'e right. Most teachers ean't.aiswer those quaetwne.
# o' - ‘College professors aven't doing so wall at it either. . - |
4 I'd like to make a acoiologioal comment on what you just eatd. -

The desire to involve parents cnd tha dasire to have the school ae tha -
agent that would involvs: téaching parente to work with their kids has,
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‘I think; soma - serious probloms implicit in {t. One of .these is that -

teachere are riov--cepecidily teaokers in the ghetto, disadvantaged
schoolai-and row 80 overvhelmed withrthe magnitude of the task they
kave in the dlassroom, that to involve them in parent educatz’on as well

ig just too rmuch.

* T don't think they should do it, I think there ought to ba
another téacher vho works with these parents. .
* ve.o.I'm just trying to make my point. That is, I agree with

you as you know, that the cooperation and support c¢f the home 18
cxccedingly important. There ought to bé greater liaison between the
teacher and the parents. I'd just like to point out that one of the
consequenoes of this ie that you have tuo institutions, a gohool and -
a family, whioh in affeot then become competitive, or at least may .
become -corpatitive in terms of the attention toward the child and
from the child. Oné ehouldn't overlook kind of a natural hosiility
that grows up betueen the teacher and the famly -based-on a good many
organizational factors. ‘ : : '

4 I don't know that wa're seeing that in these pre-school -
situations that we're developing - I don't sce this. . . .
4 In the experimental programs I think wu're quite right but the |

eaperimental programs, I suggest, are probably special cases, In the -
long run institutions, (and I'm overstating the case obviougly to make .
the point), where you have the tcach.r playing the rolc of ewpert in
the “olaseroort and the family--playing the role of socializer in moril -
and other kinds of areae in the home--shs beoomes the government
expert in child reaving and child care. The pavent-child centers are -
a good example of thie. ~As the govarmment agent in charge of early - .
development she and the mother than havs a mlatwnshtp whioh puts the
teashsr in the position of bamg expert in hmnng thmaa to do with
the ehild..... 719 S ‘ . : _
4 You're making a very questionable genamlt sation hera., I.
would say there is absolutely no evidence that oompetition of authortity
batwesn tha parent and teacher has an unhealthy offeot on tha child's
eduoatioﬂal deve Lopment. R

< Well," wtually that's the question..... . .- = .. L
£+ . Ro, no. I didn't say it had an-wnhealthy effeat. I satd.v..
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* Pl anqument is that Bringing the school in as the institution
to do the teaohing of the parenfs may lead to oorrplwatwns of an
institutional sort. :

4! One should be avare of what we 're doing here--that is, chang'mq
tke relationship- bgtwaen tun major socigliaing institutions in the
soaiaty. I'm not eure whether it's going to be helpful or not.....

* - What you said then ig a hypothestie here, not backed with any
antecedent empirical.information. - :
# Well, there is something--it may be somewhat different from the

kind of formal teaching you're suggesting, I think, but which involves
the parents. This 18 the oase in Ruseta which Bronfenmbrenner has
taught us a lot about.” The involvement of the parent there was not so
much in the formal teaching as in after school time. Adulte in the
neighbourhood did things with the children. They took them places, and
‘did the kinds of things that are not usually part of the formal
teaching and training that the school would do: Now one of the
interesting benefits of this sort of thing.I euspect is that it tends
to break down a bit the hostility that éxists in our culture.between the
peer group culture and the pear group norms and the adult nomms, Now
the kind of thing that we were talking about earlier (about the wnder-’
growtd nawspaper and the non-achieving kid doing well) to the cxtent
that thia exists(and though there may be no data I suspect it does
extgt) to a large extent this occurs because of the reinforoing
properties that excst when a child is doing things that are rebellious -
© agatnst the adult norms. Bronfenbrewner pointé out, in a couple of his
studics that in Ruseia the peer group supporté the -adults’ culture and
the sooidlising and thé charaster development and so on. But in his
dmerican data he shows in faot that with peaer group kmouledge, kids
are more ltkely to engage in misbehavior and that these two sets of
norm, adults and the pupil nomms are often antithetical., Given this
kind of hostility, perhaps the teacher should be avare that in fact she
represents the adult normm, a symbol of these things. In faot, muoh of
the hodtility that kids may hove for school is beoalse of thie that

- extats between: them and adults. -

4 .. . Bronfenbrenmer doeen't point out that.in the R‘uaatan situation
intformity does not allovw either ereativity or exocptional responsés
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and in-a gense there is a tramendous amount of. homggeneity between the
demand of the pavent, the adult culture, and. the gchool culture, some-
thing which ta at least not explicitly existent herv. .. ‘

* . -In the disadvantaged eituation we don't have the kind of uupport
and congruence in.a number of arcas-batuwcen the community and the
school. That is, the teacher ie trying to get the kida to be unlike
their pavents in some very basic.iiys and it's around this that I think
some of the complications arise. ‘ :

£ . I-think that's right. . _

* Thnee complwatwna may be wportant-—competttwn may be an
important factop.. - ... . : . . .

4 . T think tkey re unport(mt but 1 don't think theu 're neceeaamly
benign ov neosesarily malignant. ‘ : .
* . Well, another aspeot of thia is that often in lowver-class back-‘

gmunds, there are not adequate rols modale for what oan be accomplished
- -for career goals. There arz.not:ocoupational rola modals in life-- .
s0-that perhaps involving the parents, wot in an indisoriminate kind of
way, but involving adulta in extra-ourricular outside the fomal task -
of the school can provide tham.. '
*..  -.Yes: This control pmmdes the kmd of adult mtemotwn that -
would prevent the antagonism that.scems to extet in our culture betuween
the peer and adult sooiety and, moreover, provide the kind of _
occupational role model (partioularly important I suspect in the black
oulturg in vhich you come in.contaot most often with adulte in low status
odqupations. ) Kids arc not awave that you can become, you know, somathing
other than low status adulte and so they just sit around. -

4 .. 0f oourse; theres a lot of anttpathy but I:think some of ‘Lt

might be healthy. . : - .

* ' .. The people who haoe mﬂected on. tha wpaot on the home and on .

thq,_-mther as a result on.this: kind of contaat with tha school suggeet.

oaution beoause there are some major tmplications when we.gtart changing
ingtitutional arrangements within the gootety, - . . .. .+ - . .

4 . Bxouga me. -Could I follew on this just for a mnuta., I think .
that if that éxiets, it's somewhat bacause the way that we as psychological
experte and partioipants in the Head Start Program.and tenchers.and eo

on, have presented this to the -parent. It's almost implioitly saying to
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the parent, you are bad panents, you know, 80 that we vk 've been entruated
with doing the job properly. : SR ' )
* Well, the teachers have an uZentzty problem don't they’ And by
deftmtwn they don’t necessamly zdentify with the parente. After all
the parents are also twied to different cultuml norms go you've got
m-group, out-group pmblems immediately. It seems to mz that thie is
one source of threat--to what extent ean a teacher accomodate to a
different out-group in such a way that she doesn’t vwlate her own
dignity? Does that make ecnse? ' '

4 Well, this is part of the whole issue of commmnity control.

4 " Let me make the next point here; that probably, if parents of-
the lowver-class get started to function as teachers and associated with
thie eduecational process vhile their children are etill of pre-school
age.'they are very likely to continue to hold positive values of the
'.','earning'procaes and to butld in a set of attitudes of cooperation of
the sort that I think will obviate eome of the pmblems. Now part of -
thig though ie a matter of hov it's dono. : - T
* Only 1f there is maintendnce from the pre-school through the -
more formal school situation. And go far there hns been i absenoe of
that maintenmice stimulation. So there resulte a great deal of ‘cynicism
on the parte of the teachere and pamnte and a qreat cleal of apathJ on’
the part of tha child :

* " Hell thie is why Merle Karmes, and Sue Gray, Fcwe come to the
notion that really we should hava continuity and that it shodld be the -
sohool that takes' charge of the business of pre-school education. “And
that the continuity should be theie @id that there ehould ba ah’
institutional comnection here. o

* ‘I'm wctnemely adammt about this. You wici not be suéeessful"vith
Head Start of any other kind of programe’ unless there 's- the oontmuzty
built into tt--—you rust -build the conttm.n.ty - '

4 Yes, we both had that argwnent T don't think going yn like
aacperte and trytng to tell ‘people how to work {a"the thay to do this.

You do it with'a oollaborative dooperation” wid the teavher has got to
bo taught o be a'collaborator in thie.. i v T o
+  Some sort of $rop dynamios’ inatr-uotwn or undérsbamhnq?

4 ‘Probably very uwkeful, -© -
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#% . Any oomment about- sengitivity training?

* Sensitivity training with teachara?

LER , Yas. . . . . . .

* I've got one poznt on that. Hu laat pmnt ie concern. It ig.

probably useless. to.try to get the cooperation of parents in the
educational prooess when their Level of poverty is s0 severe and they
an: so persistently hungry, ans so. lacking in minimal ‘sh{zltar ccmforte';.
or that they're basically amti-soctal. ' '
# The same goes for the kids.

o4 I think there arc some times whan the soctety may have .to
eomsider the possilility of educational programs that are divorded from
certain kinds of parents. That is, in the cases where conditigns are
g0 sevare we've got to do something n.bpuf: the poz%erty. Florence and
Steadmzt teok a sampla of nin_e.kids born during a given year from the
ghatto of Durham. They had a sample fifteen kids. from thie particular
ghetto, average IQ batween seventy and seventy-eight. They wanted to
follow thie particular group of nine with the new Bailey scaleg. So
they had the sooial worker bring thoss néne mothers in with their
infants each month. They went through the Bailey Scales with the
_sooiql, worker with the mother watghing the tester and expldining what

the test. uas about. . Ac two and a half--by the way, the second year it

) was every other month--at two and a half these kide hadamt average IQ oj_‘

110, rather than 70. On the-sooial IQ, they were etill low in langucge
but . tha Vineland-mean wae 138. They 're doing this as an open genuing
experiment. What I thought tha explanation was that these mothars saw.
their kida coming in tham,getttng the tests, they had ths test _
explained, they went home and practiced them on these things. .md_they' _

 wrked.with these little kide. (They were, by the vay, all firet
babtes:) . So this thing was really a very effeotive parent training,
device. That's my suspicion.. . . e . G
* :Did he have a control group? . .

4 No, this was a trial of the Bailey Seale.. It wasn’t reseamh at
all. It was just ona of those happenetances, but my point {8 you don't
throw a happenstance way. Byt awyway, I ‘talked about this to Florence

- Harper, .and she just .norted.. She eays, when the rain comes in the '
roof and you don't have food half the days, you aren't mch zntemsted

.
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in bringing your baby-in.. You oouldn’t even get them to bring them in
until you. do. gomething qbout.;Jw. roof.and- the food eituation. ~And - - -
that's ahothar thing. that soctety may have to.pay attention to. Then
aleo. t’lere e the business of the anti-sooinl group and I don't know how
big thia is. but basically it's a.different cace again. ‘
* Let me make a comment on your notion that perhape we should let
educational institutions take over the child rearing of some of the
membere of the society. There arve a couple of things. We've been
doing this m',th Amerioan Indian kids for a long time with dieastrous
results. . . . .
L Magmfwen* fatZure.

- 4 Ghastly. And there anc those--I'm not sure there are any. of them

in this room--but there ave thoge who say that the school in grades one
through . twalve, haen't really.demonstrated such a mamificent ability =
to degl with kids that we ghould extend-the time £t has eontrol down to.
age two. E
£ I can sce aZZ that but 7 thmk you'ra going to have to do somathing
on the teaching of tdachcrs,.part of this.ie part of your involvement,

* . I think you have.there,. the dichotomy between dhat should-be dene
and vhat. could by done, given the limitations of the aystem.‘ And they
might be hso quite divergent recommendations. co .

* ., One ig the matter. of.finding out--betwzen trymg to.recormend *
gome kind on tnatitutional changs. whin we don't have tha capability to -
do what ought to be done, that ig, vhat can ba dome. We're talking
about what oan be done and I'm brirging in again tha sociological norm -
which to extend thie as a prinoiple, is to do what we have dona. And’
once the institutionalizaed format gete bullt into .legislation and.
practice and 8o on befare the.trainees and resqurces.are mobilized,

then you have an ingtitution that is very. dszwuut to. change -and zf it
turns out to be a poor one...... - - . ~ A
* -In Mgy of 1367 I uae argwing thqt I:’e«zd Start would fatl hecause-: -
we Qa_r»e deploymg_.on a broad:scale a system of.early education that
aimply was rot fitted for.the ._dqnpenaatory. Aovotion it vas called wpon

to aghicve. My plea uas that our society should just 1ot xs have time -
to try od fail, and try. again, to do the necessary basio rvsearch, to
do the development of a system that would.operate. - There arc probadly. . .

L
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saveral that would work but we had to experiment firet. Then deploy wa
would, - only after there 's some demometration of cffectweneee.

4 . . That was my response to the Westmghouse report. ' That 1s, they
ba:pected tov nuch rmueh too soon. What ve. needed was not a go' = mo
go' type of bvaluatwn but a kind of Termative emluatwn such as a o
feedbaok mechamism. o

4 We're in the pmoess of evaluatﬂ,nq. vene . ‘

* Maybe wve're in it but the Admmatmtwn w 80 antagonwtw. '
They 're cutting down or. research ull the way thmugh the aociety. 1’
think these politieal notes are worth making because psychologists are
getting involved in policy and policy making and ve should be getting
Cfmvolved. - - . o

*# Sure we ahould ‘ o , _ _ _
At ..My heart is with you. C(m I ask éz-question; howei)er,' th:at'arisea
out of somethmg you satd about two minutes ago. Ona of the points
that the sociologists made was, (and others too for that matter) that
_the school is beooming a repogéitory. for all sorts of tasks that at on:
~ stage or another had been wndertaken by different orgamzatwns. So
if in faot we've got problems, ﬁlmw them to the 8ohool Now, one of
the points thay made was that they falt that they would Ztke to see

the fuwretion of the school dcfmed somewhat more narrouly and 8orie-
what more specifically so that the teaoher didn’t feel that averythmo
in the development of the ohild was in fact her nespons,btltty

* Yee, but we dom't have to accept that mandate ﬁvm the
eocwlogwta..... e

. Ohmo. ' o

4 ' I've got arguments why that's wmng..... . o

A4 That’a exaotly why I agked tha questwn. Okay - ‘shoot,
* - ..I oon argus. beoause my major interest thase days i8 in value

cduoation and 8o on. You know the usual tmwma that valug
eduoation is a product of the homa, the chamcter {8 formed in the ham,
or the church if not the home, or somethmg ltke that--and a whole set
of atereot:ypcs assooiated with thts. " Pirst, that'e moomct for
varfous reasons. It {s. demonatmtad that the gohool does and oan have »
important effacte on value o’evelopment. It 's baen demnstmted that
ohamoter 18 rot. formed by tha home tn any e.roluawn or unique way
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It'e been demonstrated that. church and religion. have little or no effect
on-moral .valuea and charvacter development. Empirical research shous
thooe kinds of things. lNou, on the negative side, the reasons against
a narrow definition of the school’s fumetion..... Let me start with my.
currvent negative axc vhich is that elementary school acheivements or
high school achtevement now defined. by gnades and by performance on
achievement tests camnot be vicwed as an important or major criterion
of effectivencse in taaching in schools or awwthing else. At the
moment; longitudinal evidence indicatas-ihat aohiedemont-tgst scores,
in elementary and high schooly. and grades do not predict anything
valuable in later life once you control for the gating effect of .
entrance into enllege and the IQ factor.

* Oh, that's vexry interesting. ‘
* But it.prediots.to success in the next stage. .
4 Yes, Then it drops out after that. For instance, if you look ]

at grades in Migh gchool ar achicvement test scores you will find that,
of course on the vhole, what college you go to and whether you go to -
eallege or not, is correlated with grades. But if you control for that
and look at kids who quit high school at the end of high school there
are no etther vocational or other measures of better adjustment of
those kids. Aleso, if you look at kids with different grades wiv go to
the samz college, or thz same class of colleges, their high school
grades predict to mothing. They predict their collgge grades, but to
nothing later in life. o : . . B

* . ..v.iThey prediot thz first year's college gmdes but not the

fourth year's:college.grades. .
. And then. osllegz .graces -themgelves ssem to pn,dwt to uothwg

generally in the way of later vocational achicvements, Anyhow, if.you
go back, tha only point I'm trying to make iz that if we have a statie
definition that ths funation of the school is to teach f_ha conventional
curricular a la, .ths Conant, Ridkovar-mntingent, therde absolutely no
evidence that thia definition of. the fuwictions of. the school, f(evan if
it were done hetter, you know, even if we. could devise more effective
weys. of -dealing with the disadumtaged, if wve could raiee qll thair
achizvement test.scores,) wvould do any geod. " - .. . y

* - That, by the way, te Q figment aof our.oockcyed measuring achool

syetems. : )
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#1 Okay. But vould you therefore not want to prescribe in any shape
or form the domain on which the sehiool ‘hould concentmte, or would you
vant to prescribe to some: degree? ’

*# I tould argue that the reason achievement tests do ‘60 poorly in
cognitive areas or ekill areas (which ave the current focus of
achievement tests) is because the way we've rade up achievement tests
has been poor and the way that school has defined the cognitive
curriculuwn has also been poor. I'm not saying that the cognitive
curriculum ian't basic to the school, but teochers have to know that
the kind of uneritical notion they have about achievement test
performance for individual kids and groups of kids are so unsupportable
by what we really know about achievement tebts.

Let's take the achievement test ae indicating that a purely
subject mastery notion of education geems to be an inadequate notion in
the sense that subject mastery dozs not predict a useful later out-
oome in development. Thereforz ve ought to be thinking about some
other goals for the school. Now, in terms of value education, the
issue is not vhether the school does engage in value education or not.
In one‘sense or another, good or bad, about three quarters of teachers'
efforts are involved in value education of a 'poor sort usually called
maintenancz of classroom diseipline and order. '

4 © ... .And usually mon-cognitive.
4 " Yes, completaly nom-cognitive. And even on a zognitive level,
the discuseion of supposedly purcly cognitive or knouledge type things
in soeial etudies for e:cample, is inevitably heavily value loaded and
80 on. ‘So the notion that the echool should nit attzmpt to work out an
intelleotually and constitutionally feaezble concern f'or ualue : '
developnent goes countar to reality. ' : .
+ "7 Would you like to see teachers expose “the nature of the valuing
gam'e.so that they can conavder valuing processes rationally -- whether
the valuing pmcess 18 ocaurmvm inthe olassroon at a gwen point in -
time when a teacher says, 'do th‘s,' or Uhether they are occuridng (n
sootety, or whather they'ré ocourring in gohool?
+ What I'm trying to say ie that their problem centers around
inter-pereonal relatwnshtps, and in the clagsroom, around olassroom

@ management and so on, about vhich the teacher is highly and terribly
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concarmed. “Now' these are divorced from; in teaohers’ thinking and in
the school system, from the notion of educational objectwes of the
sehool with respect to cognitive outeomas.

2. Ewmeept for the 'good citizen' courses. :

4 Yes. Well, that's what I call the 'virtue bag' appreach but;

for instance," in our own work we've demonstrated that you can, by
running claasroom discuseions on value and moral issues, vith relat-
wely brief Kinds of e.rposure, and with all kinds of kids, to raise |
kids' stage in their level of moral reasoning. And a year later they're
still ahoad of their control gmups.

4 Despite the fact the pamnts az\zn't partwtpatmg in thw value
eduocation, huh? :
4 Despite the fact that the pavents aren't participating. We

found that it works mth ahetto black kzds as well ag with mddle—claes
white kids. ' : :

4 Have you got thie available?

* - Yes. Thereb one article that's in press arzd then there ie a
thesig which has just been finished. o

A1 Implicit in this approash must be the assumption of the
acceptance of different values musn't it? So that there's a sort of a
value relativity theory coming? , T ‘
4 That gets off into my own efforts to deal with the value
relatiﬁiiy iesuc. I think with tha probler of value relativity for
teachers who are dealing primarily with disadvantaged ¥ids ie a big
ong. And I haven't fouwnd wiiversal stages of development in moral
thinking regardless of the cultur:l. group so that you can take the
similation of development. In other worde, it's not the inouloation
of middle-clasc moral values. Tt's the stunulatwn of witversal

‘sequences in thinking about values. SR

# Verbalising?
: But I think the point you've miking is basic because what this
involves for tha teachar, and the teacher in training fe somae re-
thmktng about values themselves.  You have how the unenlightened
teachers Who dome into a ghetto school with #irply an absolutistic
rnotton of middli-olass morality. And then you have tha 'hipper’
toachere who coma ‘in with a notion of absolute oultural relativity, you
know, everybody'’s got their bag and t{ler_t they say - I can't impoge my
48 "
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middle-class values on these kids. and so on, I've written some stuff-
for tgachers. on the philoeophical igaues: imvolved in this because I
think it's an important kind of isaue and you need, of course, a notion
of value rclativity sufficiently to be avare of the arbitrariness of
where middle-class morality ié.out‘ofithc question. ,

#+ ' How do you deal with that problem--the problem of wwillingness
to commit or_zeself,_to‘ a particular valve position--you know, the hip .
taachezzj' who comes in and says I can’t make a Judgament about any
valuea. Do you deal with it by eaying - look, in a given context if -
you- operate- vith such and such a value, it will be funetional in a
sense that yqu'll get such ard. such a return, and if you operate with
a different set of values it will be dyefunctional and that you'll get
such and suc,h a. deficit? DA _— )
* No.. Acwrzlly what I claim to have found (cmd by and large most
of the philosophers I talked to about this thing are reasonably, I

mean reasonably, in agrezment about this), is ~hat:there are some
things called wniversal prinoipled kinds of‘ra;aeoning about ethical
dilemmas that are value dormant..... . .. - S

4 Homor among thieves that Plato talk»d. about in, the Republw

huh? : . 4

o Not honor among thteves, but that thare rust. be 8ome degree of
honor or they covldn't even function. - . . -
4 . Yes; but that'e all relative. See, ‘that's only a relat{,vistio .

notion which saye we all need rules. Vo, but that .there are such things
as universal ratioml..... . : : o

o You're talking about absolutes that. ceien i 4
£ Hot absolutee. The- pomt is that when people argue cultumz
relativity or-the relativity- of norals they really take off. There .
are to sets of ideas that lead them to relativistio positions.. Qne is
that apparent facts, of diveraity from ong group to another.

4 . Anthopological. :

4 Yes. Howsver, the facts hm)e baen mcnrrectly mterpm*ed in
the eense that, whqt we found is that in cvery culturs we've gons into -
we get the.samg modes of moral reaeoning and the same sequenoe. of .
devalopment in.thege iodes. of moral reasoning, . z_noludmg lower-class
black cultum Thatr difference ie in grade of development and thare

EKC is some differemce ¥n contents . oottt

i2Q
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Now Lf you look at oriteria of moral belief--"do you think
this ie good or bad?"--that has very littl. realtwnehw to what paople
actually do. For- instance, if you ask kids, "how bad is it to cheat -
very bad, not 80 bad, ato.?", then you put them in a cheatmg sttuation.
k{, Their earlisr judgement won 't predict to whathar they cheat or not.

g But if you look at their levels of moral reasoning, this prediots very

highly. For cxample, only 11% of ‘principled’ kids will cheat, where

60% of tover stage .kids will, and sc on.

** . Is this matorial available?

I've written somz of this in jourmal avticles and there's a
book that's coming out ow the eros~-cultural stuff, probably two or
three years hence. We have just dons the Last wave of longitudienl
interviewing. ' That study has been going for fiftcen yerwe.

T4 How old are the subjeota?

4 I started with children 10 to 15 and thez/ re now ~dults in
their late 20's.
4 Lot me coma back to thé ieaue of soctal elass and cchievement.

Everyone seems to think that at least Jensen ad a good many others
tneluding Zigler; seem to think that the genetic constitution of the
class structure is correlated much better with all thise achisvement
tests than any school conditions or any teaching deviee you ean get.

4 Zigler has no more evidence than Jensen.

I've got a littls evidence--that social class is better

correlated with achicvement tests and intelligence tests than any

teaching daviee you've got in the echool.

4 This ie 80, but when you go back to geratics.....

* That's irrelevant.
]
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That's a different angument.

Let me give you cne little fact. I have a proj2et in Athens.

We have got (i) the mmioipal orphanage where there ie one ecarctakep

for ten children, (1i) mother orphmage whare there's a carctaker

for every three babies, and (iii) we have 150 home-reared babies.

& Therw's no difference in agse aoross thosz thmee groups. I'ow, wve've

-"g uged our ecale om the oonatruction of the object and our secale on

3 tmitation for testing, Let me give you the results. For the
consturotion of the object: you have q ohil. reach for somathing

#*
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and then you.cover it o thirds‘vmther thzn;céver.it completely.
When you, follow through a hidden displacament we get no reverstbility
in thase kids where there's a carataker. for t_eri.‘ .There are 15 months
diffarence between them (vhare there's one caretaker for 10) and.those
children where there's a caretaker for 3. And the cavctakers of threes
are a coupla of memths behind tha homs gmfmi babics on the average.
But even more interesting tham that, it eeems to me, is the standard
deviation in this. For the group.whera there is a caretaker for three
(acting wnder a supervisor) the standard deviation in the ages of these
kids who do not follow through a sories, i3 two and a fraction months.
The interesting thing is that the standard dsviation for the 1 in 10's
i8 geven months. v :
You have the pet-reject pehmomenon very elearly. (You can't
go into an orphanage of this kind without finding the pet-reject
phenomenom).  Now in the family homc reared babies it's 10 and a
fraction months. Despite the faot that the mean is dowm, there 's a
tremendous variation among them. Some of the slowest kids we've got
are home reared babies. And the curious thing about it is that the
range of the gocio-cconomio olass of‘ the parunts is greater-in both

of the orphanage samples.
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EKC

wll Toxt Provided by ERIC

PART II

* We kaven't fmwhed ths topw ve . started m*h-—our reaction to
the soawlcgv sts corrment that 80 much of tha sootial f‘unotwn 18 baing
put into the school. I have some negatwe thoughte about it.

£ Would you mind telling us more about what the socwlogwts catd?
I also have some negative reactions.

44 I'm partly interpreting what I heard and pevhaps when I go

back to listen to the tape I'Ll find the imterpretation is a false one.
But the _inpreesior; I gqained was that they felt that there were _éertairz_
cognitive domains and skill performance domains that vere legitimate
to the echool. They contended that these should be the principal
concern of the school and cmythmg over and abova this, that was not
eontributing to the development of cognitive and motor skill, should be
loft out of the system. They mintained, realistically, that teachere
ean't do everything, can't save society, so they should dv what they =
ean do for tuwo reasons: (1) that it's reasonable to use resources to

" the fullest axtent possihls, and (2) that thie would give teachers a

form of expertise that could be olearly demomstrated, eo that teachers
would not ba under constant threat from other peonle who know better
about some aspecté on whioh teachers éurrently make judgements. .

* Let me swmmrize briefly ry ovm particular model. It ie in
faot that necessarily, the school is engaged in socialisation. ‘
Socialisation is what thay call a hidden curriculum these daus. To
deny explioit recogmtwn of this ﬂmction in tha tmmma of téachevs'
yields bad socialisation. _So the real oroblem ie Just a queation of ‘
making the hidden curriculum explicit, mther than saying that the = '
gchool doesn't have a socialisation funotion. As a matter of fact;

you couldn’t Z,gzslate that into enactment no matter hou vou tried to.
And the more you try to legislate it out of emstence the more you ’
leave it to the whims of the tcaahers, th.z conu >m nce of thv
administrator. _

* Whrt they scem to be saying in eseence ie thﬂ ééhools éec}h

to by used as a garbage bin for avarythmg They don't seem 7
differentiate thz wvay in whwh say, sex educatvm ean ba taught as a
primwry lesson in bwlogy cmd aafety tmmwg which may or my not
fall on the sahools.

o2 1;
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* May I intervens. First of all I want to agree with you
but I feel that the use of the term soctalisation is tikely to be
miswnderstood by people m somowgy and in Congress. What I would
like to point oui, is that thmuqhout our htstory, the schools have
been used in terms of what was constdered to be important in socwty.
For example, when it uas wrportant for people to achieve status through
» ‘oratory in Roman and Greek Societies, the schools made rhetoric the
central, theme of their training..... '
* It i trus tn the E‘ngl?lsh Private eystem to-day.
* AL vight... and uhen trade vas baginning in the Sth, 10th
11th and 12th eonturies tha thing that vae importmmt was record keeping
80 w2 had the business of civhering as it wae called--uriting. At the
time of the Reformution, with ~i)uth_er and Calvin, reading beeame
important in order to get direct access to the vord of God. So you
had r»eadmg schools cetablished by the church., fNow the schools that
were gset up for the te'zchmg of writing and amthmatw were set up by
the guilds. So you vent to two different places for schooling. This
system vas emdwated in England but in Ameriea it stayed through to
ths begmmng of the mneteenth century. Belicve it or not, when
Horace tann took over in Massachuaatte mmd about 1830, he found
reading schools in one part and ctphemnq schoole in awther part.
What T want to point out i8 thut you canmot teach reading, wmtmg
and arithmetic now, without getting some form of socwhsatwn. My .'
grandfather vas a cowntry school teacher, a graduate of Purdue. I
remember him telling us stories about how he had to 'lick’ the older
boys in the school. bafore he could start teachiny. He used to hava
fist fighte with the kyds and this was part of the soowltsattqn
process. . |
A% . But, for argwnente eake, ‘Lf the gevan theml arts verd .-
suffwzent in Renaissance cducation, 1.f learning to read was euffwtent
iw early protestant sducation, what is row the ﬁmcttonal equivalent
of vhat 18 sufficiont? .
4 I think wa have ecveral kinds of things. tna* go ~nto it. This
ie what I Lop eder covpotence. Competencs tu me means a aet of
, 2ognitive skills, at a really quite high level; a set of notwes 8o
]:KCthat one can floietion in socwtu and do a good jeb: cmd than some
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standards of yalue, if you will. And here ethical atandards become

part of the gag. . A kid cannot get approved, general soctal standards
if ha.comes from some specific soctal class backqmwxd--not because of
any genotypical limitations on potential but because by accident he has
Just not got parents who can. teach him the value system and the standards
necessary to cope in.this industrial soctety of ours. '

*%  .When you ugad your threz domaine, did you mean it prescriptively--
that everyone has to learn soms cbgnitiva gkills that you would accept
as right? - .

4 No, I would say, ‘Lf I tmad to put t’ne in a nutshell, keep
homeostatio meaning contained to a minirmum and keep before the

youngster contmuously tha consequences of his aotivities, hie

attitudes and his valuss. _. _

At You mean sooml coﬁeaquenaee’

* . Sootal, health..... ete. . 4
* You're raally asking a somewhat dzj‘femnt queetwn--what dpae

soctety require now--be it in cognitive skills, social skills, or
interpersonal aotions--that differentiate society today from society
when it required ciphering, reading and what have you.

* (Pusrto Rico--~fifty years ago.)

* T think that within sceisty we oan sce some. mdu:atwne that w2z
arz beginning to feel that technology is not emough. Learning cognitive
skills per se is not suffictent. Certainly gmwng the young (and perhaps
the old too) there i8.a feeling that one of the functions of the school
or of soaiety is that the proper kind cf . 'charaster' _(;t,o uge a bad word)
needs. to be developed. People are -;{ieaq'ztiéfied with bmdubing '_ '
technioally competent byt antz—socnal type of behavwr So I suspect,
when: talking about what scotety mght need and what ig mportant perhaps
we may ba saaing a trand towards a recognition of the urrportance of .
peychological ekille, interperscnal skills and social skills, and these
oan be taught. L - '

4 I think mduatry hae gona a long my towazda thw. 'I might
mintion here some.research of Michasl nogyla’s (of Occford) which is
eaplioitly trying to mialyee, the componente of eooial ekill, o
(particularly non-verbal aspeets of sootal akzll) and 18 eattmg wp

a program trying to train people who are deficient in those.. These
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are people ‘who are smplq unaware of the kinds of skills that are
needed Perhaps -bny ‘of the difficultice the teacher confronts is
duz to’ the faot "that thesa kids do not seem fo have the social ekills
that ave at least requwed Ly tha middle ¢lass teacher. Their lack -

'"{e interpreted by hér in a very negative way. /And the children's behavior

ie not being caused by the kids being 'anti-soctal' but because they
havén 't learnad the practwal mterpereonal sk‘LZZB of dealing mth )
othér people. .

A2 If ha's pight, what are the implications for the tmzmng of
teachere--for the ‘training and 2ducation of teachers. We want to
produce *aachers who can (a) recognize the problem and (b) do éomething
about it. What therefore, should we do to the teacher in training?’

* There are good reasons for arguing that m the curriculun
there should be kinda of training explwttly de/zlmq vith the problem--
values, soetal sk‘bll tramwa, internersanal eanstth.ty, knowledge

of group mtemctwn and the like--vhich middle class kzde of‘ten got
when they are in the process of growtng up. o .

+ 7 They should get this'now in an intellectual seise? =
* Yes. T ' o . '
* I think there hae to bz an intellectunl context so that it

carrice with it an aspect of solf-awanw.ess md f‘eedback that i3 not
available to teachers today. Teachers arc throun into a system and

‘there is Ao context thiy can ‘relate to or interact with. Thare's aleo

another point here--and sociologists ara more ~mona to this than

" peychologists- --and that i8 demgmtmq techioloqy when pavt of tha

problem i the meterﬂ of tec}mology and the fact that yrungéiers are’
msuffwwntly trained in etatwtwal mathematical ekills or in the

- physteal satenoes, to handla the kmde of technologwal capabilities

"

that e:cist.’
+  Right, T
44 I have found that the linguists have certain nreconccptwns

ahout the psuchnlr)g*sts position on languagz which, in fadt, you
have demnatmted arg fnaceurata. I have found the soctologists
have oertain m:sconceptwns about the neychologists' position owa ~ °
nwnber ‘of things, and, in fadt, ‘you've disabueed my mind on these too.

Now in fairmess to my sooinlogists, they didn't think in the vay that
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you just uttmibuted to:socivlogists. They're concerned with the
individual vithin the system and the' manipulation of the syetem and.:
of the impact of system factors on the individual. In fact one of
their principal arguments was the individualisation of instruction
aimply beocause it'e socially functiomal. SR

L How did they get to the position that the aschool should limit
iteself to readivg, writing and arithmetie, or have I put words in

their mouths. R ‘

% - Yes, I think you have--in fact I supvoge I'm the guilty party
here in giving an imperfect translation. I think what they said ie
that there are certain restrieted domaing of espertise that the school
can handle, and only the school can handle and if ths school can
specify them for everyone ooncarned, thie will be good. It will be
good in so far as it gives the teachers security and a corner on an
exolusive market. Tt'll be good in so far as the teacher's role will
become better dafined for the community at large 8o commmnity expectations
will be consistent with what the teaoher doas. Now the actual para-
meters of this content; 1f you like to call it that, were not spectfied.
But I did infer from their aomments that thezy werg concerned with
cognitive ecapability and performmice mzaning soetal and vocational
parformance. ~ T e .

£ = Nell now, are theu thinking about veople as most philogovhers -
of educntion have been, only as:talking animls, or arz thay thinking
of the vrocess of developmant into talking animals and into antmls
that can operate vith the symbol system. You see Plato in the - .
Republic is basieally only interestod in tha talking animal. But when .

‘you get: over into the Laws, he has about tem nages ip book ten where. -

ha was prapared to start rearing the child at eoncaptiom. - '. .«

By and*large Watson was guilty of this inm '28. He really.felt
you lat the kid devalop his repertoire but learning doéen't really
start (except emotionally--you oan aondition emotions early) wntil you
have let the intelleotual skills develop, ther you ean work on them.
Bvan tha gmeat énvivemmantalists let 'maturation' take care of all ' .
these early epigenceis) And-if the sociologist ie going to talk that
way, “then 1t sesoms to ma ha ;taoks any oonception of what's going on .
in development and tha teachtrig Yrocess~-bafore the kid gods to sehool.
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* The teaching-learning. stimlue-reepoﬁee kind of process.
Tramsaotional aspects both on the cognitive as well as affeotive levels.
* - I don't think there's any real distinotion between the affective
and coghitive levels. - oo

* Probably not excent for purpoges of conceptualization.

4 - There's one aspect -of the school eituation we're probably over-

Looking when we eay that the school should bz a place for cognitive
and affective skill mastery and so on, and that {8 the social structure
of the school. The kid ie learning not simply from a family structure
and teachers with students etructure. He sometimes forget that some-
thing like iicht hours a day are epent with other kids. And the
influence (ell noted in tha Colaman Report, and othere on social

class and the like) influence the other kids. This type of learning
i8 going on in the school amnpay. ‘

4 Let me argue that this {8 ona reason why ths echool's activitice
- &hould perhaps.be curtailed. - '

* Should be what? . .

% Curtatled. That is, the school i dtscontmuous ag a get up -

with almoet all parte of sootety. Vhat ohildren leam iv terms of
role and group behavior they almost nsver have a chanee to use in real
life. As a matter of fact, in learning about thz system and other -
kinds of sooial behavior, the orientation to and 12lation to the form
of instriction in school is something which ien't really repeated -
excent in some burenudsratic etructures) later on. One of the thinge
that concerns me about what goea on in the school--and I agrez tha
school ie a basic socialiaing agent whioh includes cognitive content
styles with quite a lot to do 'with tha valuze in soaiaty-—{e that there's
80 much discontinuity betwgen life in the claseroom and life juset .
about anywhere else, One could argqud that the school in its.present

f form is not really set up to servs the primury: eocmlzzinq funations we
. would 1ike i& to serve. T . : :

% | Yss, I guess we all agres and would 1ike to-sde the eoomlizmg
foetion of the school in . different way from the way it is.. Take.
for -example thoge who will argue -as kinds of apologiste for the.
traditiondl order. : They would claim that the bureaucratio structure -
of the sohool and its digsoontinuity with the rest of life.is neocssary
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to train the kid to live in a4 bureauoratic society where everything is
clieasso'ciated and discontinuous.

4 But a bureaucratic soziety doesn't replicate the kind of olass-
room interaotion in which kids épend most of their time in school.

4 I dow't think it even does a very good JOb to pz-epare them for
life in' bureaucratic society. :

4 A helluva lot of tvime in schools ie utterly wasted--Jackeon 8
point. ' ‘

+ One of the central painte ie that whatever we refer to as the

- soetal structure of the school, most of it ie dysfunotional to wy

learning that takas place--aither learning demooracy or learning in
tems_ of technological interpersonal skills.

4 " I've had a numbsr of experiences that my be relevant here
but I want to come to them ofter I've askaed a question. My own point
of view in which I expressed a saries of doubts this moraing représer;ta
a very radical change from my first ons. I really thought for a while
that we would have to pull right avay from parents and inst»i-tutionalf_lze
education. But the resulte I see in som:pbmnts' invo lvement etudieg
indiaates that you can go into it and do something with the parents.
But in the Task Force Repcrt 18 thought of the Parent and Child Centére

as éomethiﬁg distinot from the sehool. We tried to build a new kind of

institutionalized neighllorhobd orgmisation here that developed an
interdapendency arceid day care centars and early childhood education.
Wo lot the child go to the sohool in the traditional fashion and
aftervards eoma back t:o Q centnr--thts 8till may be adeabla I
don't know. But I've come §'ound to behcve that the school iteelf
should take over thie floation, that ths school tt?elf should becoms
the neighborhood centen, ‘and ehould becéﬁw the agencz_) through which
the interdependenoy develops. The school ahould take on the role of
day care ocenter for the little kids and so on.

24 - rat's take two points of view--thosa in favor and those who
don't agre¢ (because we can build disdgreement tnto the final report
we want to make). Questish, if in faot you sec it either way, what
does t.he teacher in preparation nued to be able to do in thie way?

* * You naed dtffmnt fiorations in the enhool. For instance, it
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with the pwblems of the innar oity, are forgetting what they learmed '
after the Land Grant Aot of a4 century ago, and afted the Parnell Funds
Aot that dévelopad the idea of home economics and child etudy centers.
We're forgetting that what we developed and what worked in this century
wae a eystem of extension education, country agents.

a4 Fongive me--my one preoccupation 1o with ti. teacher, and fur
keep talking about the system and the organisation of the eyetem. Ho |
have to ask the question; given the conditions that exiet at the mcment,
to what extent can the teacher ba trained to move towards the condition
you envisage? ‘ T : ‘ ’

4 . Don't we have here reaZZy a pwotal queetzon? In g aense I -
would have thought that the scoiologists would have been concerned with
this as one of their major purposce. " That is, do you gc for altermative
systéms like we've just talked abuut, like the day care program, etrect
academics ato., or do you say that thie ie cwotic mnd rare and that
altornative syatems do not have suffiaient impact go you work through -
the major institution.to increase its thrust by qettzng atruatural ohanges
in the eystems that are meaningful? ' SRR

4% . T think thie is a larger question, but I'm restrained at the
momant by one partioular point--I've got a teacher with thirty kids,’

80 what can she do about the thirty kide? /nd aleo (and thie was the:
sootologiete point) what can she do about the eystem. To some extent
the enoiologists would advocate that the teachor gete trained to
appreciate the routes to institutional change--zo that they can come to
funotion effeotively as change agents. The question I have to aek then
ie; given the particular point of view you take about the eituation -
now and tha prospective situation as you hope it arises, what docs the
teacher need to get in order to be able to deal with cither situation--
either the eonstrainad and restrioted now or the gomewhat mora - "
a:pcmewe and more optimietio futural?: - . Co LA

4 . What 8 i{n tha echool as an orgameat-ton ag a body of a.tthomty
would hava to be ahang.d and altered to give tha Yeaoher..i.. .. * -
A4 . No, W0 iees WHat oan the teasher do about 1£? R
2 ghat'n a very diffevent kind of~qu‘eét¢oﬁ.‘ I vonder 4f it's an’
artifiotal question. -Asking vhat can the' tndividual teacher do about -

. 2t {8 a different quastion’ from asking what can-P.S. 14 do about it.....
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4 veid. 18 @ difParent question from what can the district do
about it o o R | "

A% Yes. S S :

* Or what Congress can do about it.

* 7 Wehave to foous entirely on what the teacher can do about it..
* ' TI've already noted tha porint that you feel that aotion in the
other arcas’ 16--maybe--more inportant. .
* "I think that a teacher who ie forced into the kind of spot I . -

san them in in Teheran, where they have seveity children in olass,
60-80 in the typical olagsivom situation, wnder these circumstances .
all that a.teasher can bz taught to try to do ie sirmply cope--it's an -
uttorly irpossible situation. o :

" I've a suggestion. . Given. the preeent condztwne, and while

we would like to see a more and more effestive socialising process
(and in some ways that's an impossibility for us too), it .seeme to me -
that one of the things you need to do ia teach tha teacher how more
affectivaily to mnipulate and use the warious things that influence
what ‘goes on in tha alaeeroow

'y 0.X. SR L ‘

4 " Por' example, parent {nvolvement and commmnity control and go
on da a'movement has a lot of implicationa for the classroom. - This

i8 beequse Lf n community starts to stand up in opposition to the
school, the teacher's influencs in the claséroom can vary esily be

widérout. The teachor vho thinks sha is dzaling only with individual

ohtldsen or even groups of 30 or &5 kids in the classroom fand that

thie has w0 relation to what {8 going on outsids, of covree) is in
diffioultics. It ssems to mo that some knowlzdge about che relationshipe
between what goes on in the alagsroom and the sorts of things that -
frustrate her most what joee on ih the commmity is eomething for
teachars to knov.

4 ' This carrids with it the neéd to explicate what it {s that
teachers cant do in tarme of altamative adtions during. the.school

day.” She atarte out the day, and if we restriot here immediately to

tha noccessity of peer support whioh ts, I think, a: very tmportant
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elemant, what heppens to that teacher in terms of cutting dowm the 70%

_ of‘ time that -goes into dtsawltmnd behavior--pogsibly getting an

inversion «o that 70 or 80% goes into some kind of learning pmaass

£ L. by the use of behavior modification technies. For
example Kounin's latest stuff. In hig earlier work he found, on
frequeney of misbehavior in various classrooms, that it waa in no

way related to the amount or use of different kinds of punighment and
Visciplinary techniques, the thing that vas highly prediotive of the
amownt of mishehavior in a classroom was the teachor 's gkills in
keeping control of the kids' attention--keeping the kids interestad
in other words. Ae soon as the foous shifted to the disciplinary
thirg, then-trouble ccourred. This contradicts most teacher sterco-
types..... ‘ .

4 Mot really. But you ses a3 soom ns you get toward law
enforcement, you get less and less leamwg and more and more problem
ehildren acting out. ; .

4 This relates to what I was about to say a minute or o go--
about ‘Marie Hughes' 2nd, 3rd and- 4th grades in Tuscon Arizona, and
the open schools of the group in Florida. I went into an opin Junion
High School where thare's not a room in the whole place. There are.
open areas. My friend's son vas assigned to take us around and he
said; "gee Dad; I have to mike a report to-morrow on this econformity
study, and I ean't read it, I've got to talk it, and I really don't
have time to take you arownd.’ These two kids had worked out thuse
data.” Thay had read the literature--seventh grade. Thay had written
about a.40 page paper. They had got it typed and they had reforcnces
on iti: And they were too dam busy getting ready to present. this, to
be able to take us arcwnd.. We went arownd oureelvss and there were

- kids busy cverywhera. No ome paid atbention to.us. I saw the same

sort of thing in 'the infant sohools in England.
4 Brgland'e moving in-the same dircotion? - . .-
* .YGB- E LTS

4 "Bxnotly- what wa have in our Harlem achoole but we.had. to go in

and get: pavental help:and.pull up the ohairs and.thvow them out An tha
yard, - It wae a mtter of gatting assistants to day all right, ve want
to have discovery comare, and learning centers, and listening ¢anters,

o
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a library corner and a conversation corner and so on. And then the
kide atarted to.twrm themselvae on in active emall groups. But with
all the readiness of the system, saying they were going to have

”

thae daesks removed (they oouldn't be removed) we just had to go and
rip them up in may olasses ourselves. ' The system disapproved and -
thraatened mmitive meapures but.....

-* " But there's another side... Thie group that set vp this Jumor

High has the parents feeling that the kids aren't learning. They are
not coming™homa with tae grades - gpalling tests, and erithmatic
teste. That's all the parents are familiar with. Now all the .
achievement teet data indicate that thay are mm‘fng/ way ahead of kids
in the other schools in the distriot but the parants don't know thie.
The behavior ts different from the behavior they. knew and they really
have to cope with it. So ths diredtor has a real sensitivity training
process for groups working with che parents. We've got a numbar of
models of thie kind. - : S ¢

*4 . ALl right, to what extent are these models ueeﬂzl for our
teachere going into the conventional situation?

4 I think that this i{s one plaoce where most of the reeearch that
has gone on has not been surveyed. It isn't something you can
indootrinate--mayba you could..... )

A4 Now, we're.starting from sentch, with bmnd new entmnts in
teachar training and we've got four years to train them.

*  fThore are two teohniques that teachers could use without going
to the more extremo forms of enoownter group to change the syatem.

For cxample, partioularly arong disadventaged kids, a big problem is .
that thsy expericnce a lot of failure both cogm.twe and motivational.
4 - And they expeot a lot of failure. - S
4 - I want to talk about that a.little Later--theae eapeotenows _
that thosa kide have. But I wae going to say that what the teacher -
should do that has goo1 social psychologtival data to swpport it, is .
for example,: dividing the kids into groups and having compstition
between groups,: that {mvolves eoms swperordinate goal that s handled
by-tha groupe.:~That it {s something the group does in. comparison with
othars is thoe thing that cownts rather than the. individual eompetition.
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This decivased the possibility that failure ie going to be seen so much
as a matter of individual inadequocy. Beoause it ie whaé your entire
growp doen that cownts. This will inerecss the motivativn for trying
for success becauce your group as a group i8 competin,; vith other groups.
This ig somewhat similar tc what happens in athletic teams, where.you
firnd paople trying hard--where individual effort maximises the team
offort and so on. One thing we know i that thie type of cooparative
effort takés away 'a lot of the ‘fear that ie involved when the Individual
e engaged in some kind of -task on his owm. - o

* " Superordinate goals are also 2 very good source of motivations.
Thepe ape two practical aepcats for the teacher: (i) it's a sign of -
teaching fatlure if you hava to havs the total clase together and to
give a lecturc that involves evaruoné in tha olage--essentially tha
teacher's role is more cne of gquidaies ana vesponding to fairly -
relevant groipings of éhildren in the dlaasroom, (ii) the other aspect
that is very important is the teachor's awarergss not so-muoh of where
the onild stands in any academic hierarchy but the basic level of the.
individual child and the ohild's ineicments in tevms of various kinde
of cognitive measurcs. And it has to ba in terms of the individual
ohild, nit in a comparison of ome child with another child. -

N 4 It's a question of his oun relative behavior.....
* To his oun original performance. . . -
*+ - I can desoribe how Maric Hughes did this. She had little

groups of six that pZ(mned a project--they were six year old Moxican--
Amerioan kids. They might go vieiting thetr fathers and have their
fathars dosoribe in Mexiean--Spanish--what they were doing. When the
kids oams back thoy-each drew a picturs of the outing. (By the way,
this whole thing turned on vlanning.) Tt vas plamoed on ronday; ’
re-planned on tussday (when they made changes in it); typieally conducted
on vedndsdey; * talked about on' thursday in retrospevt; - the etory was
diotdated on friday. _The whole veak gets organiazed in terms of -thasc -
projeots an'd of oourse there's a buwich.of vtuff on phonios that goss -
with tt., But they plan thie thing and the kids writes-diotate--their
stom',és in Bnglish. = Thesd are taken down on a tynewpiter and at the :
goma tima they'na taken don on tape. ' Then the tepss are played next
monday whén the kids listen to the sterive and cayus about promwiotation

" \
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and’ the composition of ‘sentonces as they go through. Now this project

"a month

ig laid out 8o you can show the kid hia performarce over time:
ago you only had about 3 lines, now your storiec arve 10 lines long" and
8o on. ey

*° Wz started doing ewactly the same about 7 ycars ago and it worked
beautifully till last year. Last year it all broke down. Every tape .
recorder was stolen three times. This te an aspeet of the mero-social
situation that Marie Bughes doesn't face down there. But in the urban
ghetto it's an enormous problem. ' :

A4 The prineiple that I would like to take out-of thie te thit
there are devices which can be used to demongirate to children that they
aro achicving. Now, given the tendensy for the teacher to want to

get nosztwe retnforcement for her.efforts, and given what we jmow to
be a teacher characteristic, namely that teachers do give epecial
attention to the better kids, that they do tend to find a convenient
excuse for diemissing the lower achievers, hou can we ovarcome this
tendendy? . :

*# - How can you avoid the teacher taking immediate cer-gmhfwatwn
from the penformmee of her:oun pu;nls.. :

AT Yeg)

4 Ho oan you gst har to put a dtepmpottwnate ¢ffort into the

-&fforts of youngsters who are possibly trying but not succeeding?

Ona of the ways that this can take placa 8 by avoiding the whole
oorrective feedbosk thing whare you insist on an absolutely corrcet
angwar-~that you exarrine whatever the response pattern may be ond make
an attempt to spend a disproportionate time with the youngstar who ts.
having difficulty with working out eay, sounds, tzlling storiss, .
verbalieing, eto. The natural tendendy of teachers seems to be to.gaq.,
to ‘the yoimgater who oan give tha oomplete story, or complete tha . ‘

© story or whatever else may be tnvolved. Of course w3 want to avoid

thie -and get' tho teachei to go to the ohild who is having the groatest
diffioulty The othapr child will oarry himsalf.. . )

4 - Cem I take an exwmples This was in a echool outside Lewestnrshtre,
in the country--lowenr middle olase background, not lover olaes, they

are atriving peoplo and ths echool was relatively naw. - The juniors and
the infants were together, by ths bay, in thse cne great big area. -

R4
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Now the interesting thing that they had evolved there was that the kids
in the infant school who got into trouble and couldn't do something,
didn't go to the teacher nocessarily but they vere steered to go to
people in the junior school-who were having trouble themselves, so that
the younger ckildren got guidance and also it was a revarding thing for
the othere to be asksd to help.The kids who were having trouble with
reading in the junior sehool were asked to help the kids who were

down there in thz infant school with reading problems. They have some

‘nice cases, where the reading achicverent level of the yowmgster who

waa\, sked to help, jums abruptly.

# T think one of the things that is rzlevant to ths teacher training
issue i)\ the simple question of how to use incorrect answers.. This

i8 someth moat teachere are abysmal failwree at. There's a lot of
solid work \gn how to uss wrong ansuers. Let me give a conerate emrr.pl_e
from our mordl education project. Our mathod 18 to use discussion with
kide at different levels within the: same classroom.. We break the kids
into groups of 15. Then we give them a dilemma and we argue about .it.
The stage II's argus with the I's and the III'e with the II'e.” In oo
particular ghetto echool we had tha ordinary junior high 8chool teacher.’
He takes one half of the class. He was eupposed to stimulate discussion
of the Wypothetical problem. The question bafore tha group on this
occasion was; "Which is worse, stealing from the government or stealing
from a private person?" In the seotion that this teacher was teaching,
the growp was equally divided bdtwzen kids wko satd; "it's worse to

 gteal from the government becausc that way you'se in big trowble”

(stagé I) and others who said; "it's worse to-steal from a pereon
because the government won't migs it anyhow." So there was a good . .
stage I-1I argument going.  Finally the teacher cut in and eaid; "the
real point 18 that stealing is wrong” ond he urote WRONG on the board.
.- The naxt question was ona about an amy officer in Koraa ordering
& mat on a sulelde mission. Again tha kids got <nvolved in a heated
disoussion and our strategy would have been te clarify the stage I-II.

‘thing.' -(After eome of this goss on the kids enjoy tha argument.)

So the teacher suys; "well; the real point {a that the oaptain has tie
duthority”, and he urites AUTHORITY on the board .and underlings it, .

. That's kind of extrems but it actually’ happavd. -
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i To what extent do the ideas that are being disoussed presume

a teacher with a cartain-level of oogmitiu development and at a

oertain Zevel of educational sophzatwatwn’ It ecome to me that -

if you're going to play philosophy, you have to be fairly sktlled in
philosophiaal thinking eo that if, in fact you. ave going to talk |
about soctal conéaéuencaa of different types of actiong, you're going

to have to have a fairly wide kind of education. This would naed to
include a certain amovnt of sootology, a whole lot of history,

political eoienca, economics and so on. MNould you be willing to

make any pronowicerents about the kind of placc that that sort of
education eould legitimately be expeoted to takes given the meed for
tmznm‘; in the skille of teaching aupny. .

* I 'auspeot ii's not a background in phzlosophy And as a matter
of fact, cur elementary courses in psychology are not worth a continental
dzmm--they're better not taken. But wa could give a course that would
be worth while. '

4 ~ One thing that it might be ugeful to a taachsr to be aoare of

is {like Heider says) that people have thess simple 'maive' peyochologies ‘
about how people opemte; Now, if teachers are not trained in
philosophieal, psychological and scientifis understarding of human
behavior, then they will nonethelose hme som: cimple cognitive theox;y
of tha world--cognitive theory of bshavior. It is important, I suspect,
for teachara'to be avare that they have such a naive theory of the
oausation of hwman behavior and to know what it is, and to be awars of
how they‘may be applying such common-gense kind of peychological theory
to these lower olase students. .

# There's a question that you're askmg rwm--what we were talkmg
about before-«that the blaskboard courtivom to wiich teachers .ars
exposed is practioally and completely imlevmt to what's necessary

in terme of oompetence. I would opt very strongly for oourges in logie,
in general psyohology, a good w:deretandmg of statistios and mthemtwa,
I would feel that anthropology would be-extremsly important, particularly
wrban cmthmpology- -mogt teaghars are vot taught to be ad/’quately auars
inanyoftheee o
44 I hope somaone wilt argue mth you and if they won't, I mlz .
0.X7 . '
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4 . You do it first.. _
4 Before you start may I sey something? I don’t see how you can
expeot teachers to really teach without hrvvmg a pretty good education.
I grant you that our collegee are set up to-day so that they teach thmga
in dopartmental compartmenta But I don't think a person can be a
teacher without being reasonably well educated.
*  ° Yes, but will any teacher have a chance to utilize this broad
education when they move ints a culturally disadvantaged school where
90% of the tire ie spent trying to keep order. ‘
ald Let-me put thie to you for vhat it's worth. Our iinguists and
our soctologists, and I suspect you toc, if the truth were told, don't
necessarily enjoy feaching education mjors who are not spacialising in
their relevant diseipline. In faot, you feel they start with an
" initial disadvantage az'mply because they are rot initiated into the
peychology culture. , given this kind of dissatisfantion, the
solution that the socwlogtata and linguist nffemd s, courses in
'Soaiology for Teaching', and 'Linguistice fer Teaching'. In other’
words, they wanted to. make a wedding between the soctal institution
of education and their particular diseipline--one did not play the
compartmentalizing gumzso much that the teachers never got to the
relovanoy. of the disoiplina. Now does thta kind of reasoning hold :
any appeal for you? ‘
A You'd - have a helluva time gctting it taught and you’d have
to have someon2 really very much intercsted in educalion.’ It 8o
happens that I think that a lot of the stuff ws teach in the old 4
faehwned elementary paJohologu at the Arts Collzge level 1s completaly
irpélevant tc whal a person nceds to know in industry or anywhew elaa.
I can think of 1t de very tmportant sotentifioally at the graduate
eohool but I wauld not teaoh the elementary oourse as we teaoh it
N A T have a personal eolution to thts pmblcm in-my little ’nomlA
eduoatioh 'bag’. " In North Carolina.they put the kids who ara maJomAg
4n education into the eohools in the firet ysar and then they run a’
year-long oourse on moral education for the teachsrs to etmulate _
thaiy egos and moral’ davetopment. . What, they .do with those teaahera .
in training is to get them to do the same thing that uc've boen trying

67 A
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to do at Bigh SoMool and Junion Bigh Sohool level--that is gat them to
argué with cdeh other to stinulate the next icval of thinking.
Development zs far from over at undergraduats school. The kids are
quzte open to dpvclopment there. Onoe they've got desp into the sohool
system and the;/'re a few years o " ler, they get locked in. I don't

know how successful thia will ba. In other words, our teacher who

wrote AUTFIORITY ‘on the board 18 a kind of conventional example of what

I call a etage v 'law cmd order orientation’ and I do*z't know what he
san do at that point. :

an You've suggested some expertences that may well develop the kind
of 'witaitnees' (to use a Kowrinism) that you would want teaohers ic have.
That's useful to us, we can build that into our program. Ouw progmm‘

at the mement 18 so opan,” that any kind of procedure is possible.

4 Can you teach ways of breaking doum thke olassroom, ae the English
infant 8ohools have domb--s> that your trainces can get experience in that
kind of cZassmov as well as in some other kirls? They can then compare
these. ‘

24 Sure. ) . . .

% Thig T think would ba' great. T suppose I've vieited a ocouple of

hundred classrooma in the courge of the Zast 3 yeare and I can say

that I've never soen a olassroom with a teacher w> in front in whieh
my covm:ng to the olasaroo'n did not pro«luoa a whole bicweh of head turning.
I hzvc yev to sea an zndwidmzl—iscd tustrmotion olaesmom where your ‘
cmrmg into it mkea a eamp “of dipference. : *
[ Genemlly, are there teohniquas and skills that aze ralevant to
dweZOpmg this aort of omamsation m the erst plaae, and -
sustdining it? ’ o

*+ T don tlmowthin--Idon't Imowhow it «:s done--rdm t lmow
Myouubulddoit. ey R =
4 Our next 'dtep in the project of oour'eé', once . we 'tie digtilled -
atl the wisdom that's produocd te to oonvert it to behavioral -
objcati.)aa. e will ask our¥elvés the question, if thie ie what we wint
the teaaners 20 ba able to do hoty aan ‘we onjuniae courses for them o
that - ey oomé out of the pmgm v bh fheae aktua, abilittee, mde:u
atcmdtngueto. BRI R : R

R ¢ would think part Uf that fmin{ng would be to have paz*tt‘.oipated

68 51
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with.a:gkilled teacher: in the orgawizing of that kind of a classroom--
having participated.with a skilled teacher in Zeadzr.g or conductmg
thing. kind of ozgamaatwn. T , -

% ... Thare's an aspeot of this thav doss aoncem me. It'-chcl‘zilc' for
some relatively small groups in the trawmg process and all of us at
wriversitics are gatting dtreatz,uea from administrators to double and
triple olasees. Immediately, if youdgend on dialogue you ‘re tmoarted7
I teach logic through cognitive discussiors--setting up a lot of
conflicting situations and discuseing thenm, au&a‘enly a seminar I have
booked to hgve fifteen or tuenty, has got 60 peorle in it.

*«  What do you do-about it? .
* . .. I don't vant to face it--I just Zeaz-ned about w Zust week
A4 I don't belieyg it can't he done though.

A v I just like to say though that it. becomcs moreaemgly

.__dz,ffwult as you.minimise indiyidual partmpatwn We worked with
taachers ot ithe M A, lepel in training ccurses and we didn't mget
with any difficulty but we nevar had groups cf more than 20. But we
j‘ound a diminishing effect ns soon as we got to 30 and 35. '
A . You've got.to dv the. same thing you're asking your teachars to
da. An a.matter. o’ fact, ~f I end.up next fall with a batch of atudents
rather:than my yustomary 15, I'm going to meet them once a ueek ina .

_ Leotuve and I!m goirg to put them into small groups and I'll eome into
the, growps and piek them up and sst them situations to deal unth _
as You know, you psychologigts, would help if uou developed a theory
of -viaarioug learning--oma. based on a modal in.vhich tha lgarner te not
direotly. part of the S-R emchange-~begaus thie ig what bappens in . .
olassrooms. Chavaoteristically therc is interaotion batween puptz 8.,
and teachsr or between pupil b .and teacher, while puwpile @ thmwh 3
are watching. Then ws make assumptions about the cxtont to which, the
vatohere: ure tdentifying with either the atimulus source. or. the
responae souraa.:. Ampay that's beaida the point. . ..o .o s e

.. You're really.getiing at an importmt thing here and I oa‘n qel;

soma, ﬁmorfmt ralated questions. . For caample, what kind of leoture .
material can:be presented ir leoture form without losg,. and what kind:
of skills demmd partiopation. I have a hewch that for thig logieal ..

Q»wnmt stuff and. thio bunma of. betng.able to copv;. you have to hnve

ERIC
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partioipavion. You can't learn how to do peychotherapy without having
done gome:of it--and watched some other people do it. That's one thing
in peycmthempy, students take tapes, taken of Rogere and listen to
kis style. They then tend to experiment with various roies portrayed.
One who's quite famous now acknowledges that Rogers was his ideal,

but after hearing him, realised that he couldn't play Rogefe' role--

it wasn't foi him. So he beeame quite didaoctic but he learned how,
from example. :

- Apropog of thie, Hall at Nebraska in F'duuatwnal Psychology as
part of hie Nebraska Human Resources Fesearch, puts 150-200 your.getere
from arownd’ the oampus as leaders of thesc teams in which a counselling
relationship with gsomeone in the cormmity, using gmduate stw:iente ae
team leaders. - How, what I sce as a poseibility in teaching is a course
in developmental peychology at graduate level that uidertakes to do
researah in vcrtoue linee and has the class come wp with duda.

o mlson in the Univarez,tu of Califcrnia at San Dquo—~men" \
Resources Insntute--hae been domg an eesentml.ly parallel task mth
reasonable eucoeee v '-

. To what extent then doce the 'other than humm interaotwn' '

Cofit mto the model you have been talking about. For ;nstance, what

about Zearmng ‘about mathematice, the pemo"lia table, content and so
on? Where does pmgmmd learning come into thie? h'here c7oes CAT
coma in? Vhere do the other mtual forma of Zearmng--you kmw boo'ca--
aome into £t? ER I

4 It's mtereeting you out booka Zast ~
. K3 Books are very important.” As we go ip tha age scale 1,t Looks to
__ma aa 'Lf thie non partimpant learning bzeomes a bit more tmportant.

In nuraez-y sohool age--at goven--whaen ahildren are beginning to produce
oonorate dpemtiona then disoovering learning book : like the teohniqua
Then once you get to high aohoot a Lot of tha etuff caa ba dona ona
dtdaotto baste. TN e Loavie T
u seeie-and a momastio basts. RE R S Rt S

‘ 4 And a monastio baste--ulone. For tnatanoe thcre 's no sense in
' leaming a tauguaga in. Lacturcs-—one. Leoture and the rest of tho time

EKC
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in the kmguaga labs ts enough. * As a matten of ‘aot, in ohenatry you

hadbettcrapcndthettmtnthelabamdtnthelibmrymtherthanin
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ths otassroom. Probably.the lecture is one of the poorest places to
geb Knouledge.- - Lt e e . : . .
#%.. . Now.to some extent our teaohers of dwadvcmtaged clnldren have
been.. tramcd by tha syetem to rely on the lecture teckrnque to ca.my (
thoir message. ' They don't have the other resources to caZZ upon.
+ .. .vAve you saying they ean't ghange? Shouldn't your teacher ‘ o
sraining train them to get tp little groups to get at dévelopnnental ‘
Ze&ming? I
#% . What I'm getting at 18, how far can they go? - .
% .. Teachers ought to get training in information retmeval om«‘l _
the' utthaatwn of libraries. venerally speaking fhey do not, have that
training. Hhen they go-Tnto tha professtionul field they do not know
how .to go busk and get other kinde of informtion or fomulate queetwrw
that ean carry them back to bibllographies and myomatwn oo
4 Lot me make a print that I think is related to vhat we ! re. talhng
about. It's eaid, and I.don't kaow whether the data vouches for this
or not, that foeus arong lowar class kids and pavticularly the boys, ..
18 likely to be moxe on motor type behavior. Now all this abvious
activity is interpreted by middle class teachers ae indinating :
disruption, 1.natt.'mtwn ond 8o.on. Hormthing of that kind eould voaazblu
be exploited--maybe by some sort of role play teehniques at thie leval,
We ere-talking carlier of Bereiter rand Engelrun who seem
. t6 hava- econsiderabla- suocess. Ie thie parhaps booause tke total
responga of tha child te involved--thay shout back, yell back the
angzars and 8o on. The kid {8 not sitting somewhat paaatvely-—msually
- pegponding with a book as middle claas kids. mght e moxe p*epaned to
do.  Now, Soremeon at Washimjton has. done aome very. mtereaf:mg stuff
with delinquente-~a little: higher .than 1st gmders--ani na found that their
..getting:into violenee a lot,-was beoause .they .did not. hqvq in their
behavioral ripertoirc, . th sorts of soial ekille to deal with . ..
partécular attuations that i:hey enaowntered..... R -_‘.‘"_.
# " vureother than fighting. Rl o Ny
. ;. Yes~sthat 18- the appropriate Na;vmaaa--raspomea thaf: would npt
gat them tnto trouble. .You know a, peligeman might stop.then juac to ask
a-quéestim, and. they wig%t aepand ‘aggressively. or hostilely or aomathtng
-and ‘get tnto trouwbley 6o hp dovi«_d a, pystem w which he ebrq:ly onganisaa

[Kc
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role play:sttuationd providing altermatives. They go through ihe things
astually doting the thing out using verbal cnd othar responses. Then
they dieouge it, and discuss the consequences of this kind of behavior.
The result ie that they get behavioral responses in their repertoire and
oan disoeriminate amongst situations ascording to csppropriate and in-

wame s R

appropriate forms of behavior.  When these kida go back to their commmities

and meet a tough situation eimilar to the type they praotieed, they rum
through theip repertoire, identify the eituation and modify their
(spontanecus) response acoordingly. oo o

: " Thet's very effective. We've been doing that with parents using
a child rearing quastionnaire and interviewers who go through the form
of bshavior with the parents and role play various forms of behavior

- and discuas the advantages. ind it proves to be a vary powerful though

smple wveapon,

# “Theé prineipal difficulty ts to diseriminate the appropriate,
’-"';&'zi'tiouhr responses in a situation and to try to see the consequences

of ‘one type of response ovar arnother. So in this actual motor practice
of the situation, tha kid can ses ihis and give back. Now if in faot
the Wuwer olass kids are more active, motorically, don't sit still..

* I've supported that kind of data but I don't think tt's true

my Wr RET ‘. -\ . . . O .

4 However, it ig true that somatimes somc learning situatioms involuve
more maf-artc aotion than othere. TS : '
45 We should also oonsider tha faot that ktde, parbwvlar kidg -leam
batter when thore is an affcctwe aotional relaticnship with the teacher.
PR ‘M.‘ St v ., RS : . P

* There’s data to support tlna. S SR :

4 Ten't that move true of the younger kids than the oldar?

4 Ko, if you -ldok at at least 1o of the progremé that have besn -
very ‘efféective in ohanging behavior, ohancing values and wotually in
bringing about some changs in skille tco, you will find they. have- .
oreated a witvation in which thare te high identifioation om high
emotional relationships botween the. individual.and the'teasher’s.: - .,
* I think ths {mportant thing hee' e the tdentifidation,’ the olose

emo‘Honal welationshtp you have'With another tndividual or Jith the, q}‘aup.

What I vt bb‘tmdi'ohaaais that i thmki:hatowofthe
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diffieultids s have in teaching didadvantaged children is that we have
tod many female teachers. " So that identificationy partioularly for the
boYs ‘18 moré likely to be more difficult, and is less likely to occur.
it's mtereatmg that in England they still have rmle teachers.

A1 ‘In New Zealand nearly- 50% of elementary school ‘teachers are male.
A" W don't think it's very inmportant having male teachers in terms
of the identification data. The evidence for the developmental
influence 18 kind of uneven--it'e difficult to generalize from. I feel
that more {mporiant than that, there are quite a few in epots round

the country (I can think of 50 or 60) where there are really successful
femle teachers in the same kivd of context. -But they do get away from
the paseivity model. It seemgextremely important in that the youngsters

. do have opportunity to walk around--a certain amount of looation:freedom.
-4 Let me make one point. There s one thing to irdicate that .

achiavement learning ete. is jacilitated when teacher-pupil sex roles are
congruent--partioularly among malea, where masculine sex role identification
18 apparently quite an impowrtant thing. There's data to indicate for .
example, that the differenoc found betuween.rales and females in

arithmatio oan be completely eliminated when the contert of the problem

ts made apprepriate for the femalsu. ‘ :

* Which indicates perhaps that the teacher ehould know something -

' about the contant of the roles that are bainyg taught. . :

# There's an example of this given by John Brewer in Pi tteburg --

it vorked very auscessfully while he was a teachor. He get'up a Xind

of aoonmomio flow chart énd he taught mathematics on the basie of the
sharaoteristios of the ecmmmity. And all classes had to coms in with
reports with etatistioal overlays and vhat-have-you. . It worked
succeecfully while ha bas an assistant prineipal and-while he vas
prinaipal.. But when he got promoted up-to the first blackdeputy
aupaﬂntcndmt he lost control of aZZ thie and.the echool went:doun
tmedidtely. - Y Ll e
4 “In other wordy, he was- Mlly having soma of the tnput into the
demawn-mking prosses of tcaa'htng.. Sl ' R R
S Rtght--the poverful {nput of one Mmoot . Lo Ax g
s WilL.you respond to an implisd chatlengs. I gave varlier.. . You .

| moﬂtioned the tmportance of an affeotive relationship betupen the children
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and ihe téacher. Fow, I'm euepwwue (1) because that's conventional
edusation myf:hology anyvay, and (1) bedauee of some cormon genae
emnpleev-eo I would like to be etnghtened out please. There are
teachere who are obviously disliked in the sense that they're regarded
as unpleaaamt and seen in the olassroom as anwiety generators. But
in fact they 've eff’eouwe, and they 're acknowledged by the pupile as
effective--the pupLZs say; "ve léarn there". Now question, i my
exanple meuff‘wwntly eyetemf'tw to be worth taking into account, ox
ie there eomethmq hare that ough?. to be talked about? '
* Well, Zet ma eay thw Pleasantness-unpleasantness ig not the
only variable. There une a Massachusatte study where they ehowed that
the rate of behavwr problems, aniiety problems and psychiatric problems
rose eharply as children went to certain teachers. These teachers
were real mental health haaands to the ohildren--vhen thay came out
the probleme dwappeared ' s P
Wow I also krow from peraonal exparience with my Mise Gates in
4th Grade. ' She wds fzm, she was demmding, but ghe was fair. You °
didn't feez ehe didn't like _l,ou—-but ehe uas unpleaeant she vasn't
rich fun to work with, o S
4+ " The reaaon for my questwn ie, 1f we pursue the idea that the .
tedohdr as it were has to be an affeot generator, and the teacher
wnderetandably docen't like eome kide or feala négatively touards -tha
olass, w3 also et tha risk of promcting intance guilt fealings in the
teachev It sseme to me (if my diagnaaie ie dorreot) that there's:
somathing e ol be doing about that so the teachsr can both do what~

ever she can do to genorate affeot but doeen't have to get péuohologwaZZu

t{,ght about 1t tf sometimes it's bayond hér.
# E woutd make a diettnetton batuwsen affeot dnd sométhing that
we can oall 'engcgtng T vould say the téacher hae to be ablé t6
engage' the Xids tn some faehton Avid it my mean that engagement
{8 assootiated with a ourtain amount of oautious respect, rathep than:

a higa and poaittva regaxd. m other varde, the ohildren oan't keey

f‘nom scmehow gctttng involved in tha ‘eltuation. It eééme to ma 'to be
a reasonable gral. And to teash tratnéan 5 engage thé kids: * That-

“docen’t neoaaeaz*tly mem that tha kids have to like them. - You éan keep

graduate etudents’ cngagad “busy,’ prodw’bive and learning; dven 1dthout

748?
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thie kind.of affect. .I think the affeot notion i a very slippery one.
I'm not. sure that high positivs affeot ie really what you need al_though
I've seen Zt used very offeotively with let Grades, and very young
childpen., But in fact the.teachers used it to get the kids hooked
into the syatem so that they could then. teach them. l-

* . I think that there is very minimal empzmal data on the ‘
positive or ne_utml side of affeot.  But on negative affeat—-pemeptwn
by the ohild of disoriminating or bigoted behavior, particularly in the
inner city--you do get. supporting evidence. This is ugheh_ the tcacher
becomes 2 mental health hazard.

-~ In the last few.dgys I 'ue been mtermeunng 50 60 youngaters cmd
30-40 teachers. - Thosa youngstere could epot every single teacher who
wae prejuiiced and who had .g very low expectation for the funotioning of
the ohild.. Their response was, prédictably: 'vhy should I do anything
for that teasher, I don't get any oredit for it cmghow L | .
* .. What you're saying reminds me of an experience I }md as a post
dootoral fallow. I had.a group of studente ase patients and I uae
getting estimtos of what they. thought. they oould do on various. taaks, .
and eceing whather they would fail or improve. I was gattmg these
reports ahead of time and as ve went over thz things I got firom so many
of them the faot that I was eo disgppointed that they didn't do well
I didn't know I was commicating this. I had a young peyohwtmat -
intervieu. thase people‘ and thie was the thmq that they kept Zwtemng
for--that it was disappointing to me that they didn't do well. 4s a
matter of faot this was the result of some kmd of cormnmwatwn although

.mIdidn’t‘kﬂOWh’h(lt Iuaedowg 40

~ where - they themsslves had the ‘_aamq kind of expgrgepcq.

4 Do you know that Wiley's «tudy of htgh eokool lowcr alaas nde .
matoked with middle olass kids on I.Q. ~mmdn_a‘tqhe.d,_cl_mqr‘w_log;‘calxly and.
acuademieally and eo.on? It shows that lower olass childm exoept thoge
kide with very high 1.Q.'s, all wderestimted ﬂ?ei’.' berfqmnéeq by a
lam‘ anount. [ S ooy e iy Dol - ..
4 . When it gomes to tha question af what to teach teaahere, 1,t seema
to mo that ono useful thing would bs to gtve them a variety of
experiences. And thege would molude a fain auount of reaearah mto .
what fatlure oan aotually da. Tha trainges oould bs put into ettuatwne

Bomel e L
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* . .- The point to get acrose I think, and this is related to Ghe
sengitivity thing, i8 to somehow get the teachers to wnderstand at
other than-at a cognitive level, what it's like to be a failure--
espectially under circumstances when despite anything you might do, you
will fail. I've heard a couple of black leaders talk about thie when
asked about teacher training programe and what they thought ehould be .
done, They said, the first thing (and this applics to researchers as
well) ie to be surs that white man or womn i put dowm 8o severely in
some encounters that he knowe what it is like. And this ia a conacious
tactio they use. I den't know how far it would take you--and this ie
relevant to the sengitivity training point--game kind of experience
that helps them to have a ilittle bit of empathy for these sorts of
expectations of f‘ailure seems advieable. - ‘

1 Is thers any work on sensitivity training that is relevant?

4 The University of Chicago did some training of young adults in
role playing teohniquee and so on--not too dijferent from the kind of
thing we were talking about earlier--role practicz kind of thing.

But this role playing with kids is a shifting from the spectator to the
actor. Por example, some atuff has been done with hyper-active kids
who oan't eit still--setting the task of eitting still as a game to play
in a situation. Then they watoh the other kids through a one~way
vigion scregn and thoy get to see what they did wrong and so-om. 1n the
study they got the kids to role play attention and they got zaenax'kable
results with this kind of thing. ' :

Another .thing wa were talkmg about earlwr was what to do about
kids you dm'’t like, 8o as to speak. . There are all kinds of things
from the Pygmalion effeot omsrdes--that ve.con talk about... I't.would be
néoeuary ‘to acknowledga the faot that there are kids that teachers ..
don't like.” The problem i{a to oops with it instead of treating it.as.
a forbiiden topto about which we must moralise in all kinds of waye.. ..
_ .. That sort of thing {s ooming,on. At a Denver T.7.T. meeting
I uas talking to- this point and somione eaid that it was wnthinkgble .
that a teacher oould be anything but professtonal in her relationship
to a ohild. My jaw dropped than I told them thae.faota of life: . You
Inov, overybody who has been praotioing peyohotherapy eoomer or later :
looses hie patience eomewhat.  And as a matter of faat, some of the . .

.
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mogt adv'mtageozw thmqa eome from such’ lapaea foom the profeaswnal
attitude.- DR S T
A4 Our- édusationiste reported thw, again anqé_dotally,‘about the_ :
times .at which they got thmuqh to pec>ple They often got through
when they were mad. * .

* - I was going ts say that thie empathy training things, the -
T-group and sengitivity group methode and 8o forth, arve supposed to
do that and they are being used with inecreasing frequency in schools
both with teachers and pupils but I think they don't work really.
Regearoh from T-qroups-‘-where people are completely honest with

each othar, where you tell the parson exactly what you think, has not
been ghows to be effective in changing behavior. - o

4 It changes verbal reporta
* ' YeB. ' ' < A :
£ . I know ong studq whioh doee shov stgmfwant effeat of T-group

tratning on moral judgment levels with students associated with very
yowng adulte in T-groups (and a control group). And the aigmfwant
ohange was dowmards. Tnere wvas a slight regression. !

t4 - You intimated you vanted to say something about e«peatatwna

4" T duet wanted to resord that I believed the expectation effect.
a4 Self-fulfilling prophocy? - o SO .
4 7 pg vouldnll agree, wouldn't ve, that these expectations that -
others  have for a commaricent group influsnee behavior. P
* There's a study not like Posenthal's ome, but a long temm

follow-itp of patients who as ohildren were pra-schisophrenio, to ses
if they’re now in hospitals or vot. it wae found that therc were o

‘ thempista who were systemtioally sending ohildren to the hospital.

Thess turmed ot to be the psycho-analytically oriented tharapiete
vho had a oonaiatently peaeinistia negatwe vww of how -gick the kide
were. - TS ST T L o RN N
4 Ftcdlcr did a follow-up and shoved a sirilar dtffarence betwaen’
the payého-—aﬁalytical therapist and. ths. peychnlog oal therapist.
4 : T should add that the -other study haen't been publuhei beoausa -
tt would b6 possibla to. tdenttn; tha tharapiste.

ﬂns 28 why- thampiatc were resistant in the early dayc when

[KC Rogera’ a&waed himaelf to tape :.ruording They were apprehansive of -
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the mpratwns of czpoamg themselves. iy
£ you ko, that vas’ predwted in that book on aowepts of posttwe

mental health by Brawater_Sm«_sh Marie Jahoda and Stuart Cook.
* ' Davie who is at Hebrew University in Jorusalem has dome an

extension or repetition of tﬁié pygmlion effect study and got it.

4% I have down heve the word 'motivation'; partly begauge eonfronted
by psychologists ‘this is a salient word for me, and partly because we
mentioned earlier the importance of motivation. Are there points that
ought to da cavered that Fave not boan covered about thw’

* " Wall, we really started to covar one point in some detail--
reinforcement and what the ceacher ought to know. Do you want the
kinde of areas that teachers ought to know about°

a4 Toll me ﬁﬁom what you know about motivation, what eort of
mfomntwn, experiance and undarst:mdma it would profit a teacher to
have. Hotr much te enou.qh for the teachar to deal with, whatever
wotivation 1.37 ‘

* There 8 not enough knowledge tmd agmement in the e.vgperts to do
thie ¥ight.
4 ' There are some smple thmge ‘Lt seems to me to be worthwhtle to

talk about., One is that motwatwn 18 not somethmg that etmply

 resides in the child gpart from what the teacher does. That's what I

meant by ’engagmg earlier. Soms people talk qbout say, ouriosity,

as though kids wez'e about half ﬁ;ZZ op tuo thwda full or go on. It's a
Praction of ths sztuatwn ths teaaher provuies It mght be worthwhzla
at this point for the teachar to know somethmg about the reinforcemsnts
and oontingen&ies eot up in most lower olass and mddle olags homag.....
4.0 'b'éheabsenoeofthem o :

4 Ye8..... the behavior of the ohzld is not m tema of ttm cmd
ths usHal contmgenoies related to tha behavwr of the mother nearly

a8 often as it te tn tha middle olaae homn So ong of tha thinge the
teasher has to do, ta to be amm that kida are not as eaaily eontrolled
by the emall duds that she gwoe. . Thie -,a becauee that gort of system
of ezpaota"ntea, ‘that uhzt Ido vtu result tn wbat somebody olas does,
and vioo varoa, “fon't tw vell establuhad. .
A0k (Chomus) Yas: ‘

4 I think dha needs to know somathtng about the einple mnt-achcdules

14
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of reinforcement that Skinner has talked about, given the small amount
of rewards the tzacher hag available for .emq;le, ‘like getting out of
class earlier and, things.of . that sort. She will algo for er mple, give
these rewanrds when the kids ar uneasu with the effec’ thet ghc's
reinforeing this kind of non--pz_*oductw_e_ behamo: .

* . well, actually a lot of that ia cognitive too. Th. ..acier should
think of it as a learned competerce. ‘ ‘
4 Anather clemevt here is that in the louc*r clags houe there ie often

inaufficient alaboration and orientation to the kind of spcoifics that
are desired in the behavioral schedule. 4 teacher can be morc msare of
the importance of ortientation. ‘It's 1ike when you give a tesitig .
schedule with instructions to chtldren who have not had testing
experienge. You just have to gwe more e.r:vnples, @i you cften hava to
spend more time in the omentatwn oroceee. I think the same goee in
terme of play aotivities or in tarme of reading avtivitiee. Very often
teachere assum: that orce they have rade an utterance it mll have been .
percaived and oonprehended Vsually she will have to antwtpate that
this is not neceesamlly the case. This docen't mean thai she has to -
be redundant but it means she might hava - to f‘mﬂ dzf‘jerent formate in
order to got aorose essentially the same pomt. ) g
#  She needs to learn rhffemng ploya. ' ‘ .

* Alsc I think that Mario Hughes wae very clev‘,r in tlne tden of
tuning-—z\.ftmng, doing recallmg, wd then operiting on the thmg.‘
The kids eoutd beqm to thzng in termes of the whole week mth the = ..
operatwn——kids vho had never thought of anything more than 10 minutcs
ahead. They antwtpated into the ﬁzture and looked lack at it aftorwards.
44 These were disadvantaged children? »

4 They wera. mdeed-—Mexwan-Amerwm chzldmen And what is more,
they had to mmember all this stuff in a fomtqn langunga.

44 Thig 1s really delayad gmttfwatton :

L I dom't Utke dalayed gmtifwation--l’ ltke to eee the whole thmq--

they ommisad thair time and their plcmmng mto a whole span. .
4 “TI've wmtten about thie thcrwwoly (md it comas dm.m to eertain

apeoifwa. The teasher has to put on tne boqnd or goms plaoe, the total
mek--mnday to f‘md'xy dtmded into hous. She has to put up the

Q u’ioua kinds of aotimty that would take olaea. For. axample, she hae -
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to ask the chiid or wednesday, what happened on monday, ask what to
anticipate .on ﬁnday and o gn. Then she has t¢ do certam kinde of
ploming for what happené on friday and have the ohildran diecuss
contingenoiec that moy take plar'e. Thege might be in terme of weather,
tnmepo;-tatwn, altermative dwcusawns, and what have you. But
there's a- kwd of. gestalt--a globat presentation that's avazlable for
the child 8o the.child has some [ *-'n,luzr pa.amete*s to start bouncing
againgt. . , . . .

* .. Therels a good deal of work on behmnnr modszatwn, opemnt
cond.,twnmg ir. elaseroom managenent that seem to be qutte successful.
I would think that teachers cught to know thw. They would have to
drop the notim that somehow they have been converted to some kind of

oult posttwn. They need to know @t a8 a techmque avatilable for use.

#4 . You mentioned refercnces. ,
* . Wecker at IZZmois, (’?zarlte Mac’son, H(zm, and Bawd at the
University of Kamsae. .. .. .
4 Also people at S'bca'tford have been dmng stuff on self—remfomanent
* ... Put. that'e zmtation stuff. )
4 Not the vmitatwn stuff tteelf but the ahzldren's use of cer—
rotnforeement schedules. ) .
4 . You po.1ld tlluatmte these too mth t}ns busmess of usmq
performamee now meaaureri aqainst pcrfomw'oe 8ix weaks ago. .
4 Particularly if you use video tave and you play it back.

- % 7 seen Marle Hughes businegs of how momy lines you did. There's

another prinoiple in motwatton awi that s, toaa “ave should be very
much eoncornad about avotdmg puttwg their oun damandmg value schemes

. against those of ths parents. Marie Hugh\,s has been faced with the

fafl that ehe's been teaching E‘nglzah to the Zower olass Mea:wmt _
tton and the Mexioma in that area have been acauawg her of ‘
negleoting their Mea:tcan oulture (although you oould never get the
parenty to complain about tbw). She has hawever, done some very
olever things. Ore of them ig to have the oh Ldren go to where
fathers are workmg and_go into the naighborhood to investtgate » ‘
charaoterigtios of . ths ne{ghborhood and 80 on. Theu ve also ueed the
tachnio of sending notos, home with the kida about the very fortunate
thmga thay havs dome. As a reeult, the membor of Mezmm-Amrictms

80 15
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who eome to the parent te’acher mestmgs i8 really very substantial in
these schools, whereas m the ordmary 3choon, almost none of them
evercomee." ' S o o

4 Ome specific tendency that does reault ina good deal of
behavwx* modtfwatwn, ig to take a vuLotape of a teacher, ‘and then
play ‘Lt back dumng a semnar Four fifths of the teaehere will’ say
"o, I didn't do that” and furtharmore, when you ask what did they

do next, they will predzct different behaowr than what they octually =
dtd When they get back to the clasenoom, and thw is the fascmatwg
bit, tney ‘gtart modifying theu' behavior. " o

4 You mean ‘Lf the person du’n’t do what 3he thaught she did, the -
very jocussmq on the event led to mrhfwatwn eubsequently? o
4" Yes, ‘and then if you gtop at various pomts and you ‘ask; "and

what did you do next?" with great frequency, they witl predwt that
they handled the sztuatwn in a different vay that is cloeer to the
textbooks than to the actualttq of their pcrfomances. s

"4 I other words, you face ‘them mth a dtscrepanay?
* . Exaotl; ¥s. and then discuss the niture of the dwcrepancy. Self-
corveation seams to follow--it's c powerful device, o ’
A% Can I take it that there 8 consensus on the wea that tedshers

should be eacpo&d to @ vamety c‘f dzf"‘erent tactics o;nd stmtegies
8o they have a repertcwe to chose f'rom? o B
A .Yes. ~ v RN

* AZ Ag mth this p(nnt of the 3t£uat£onal determnatwn of hehavior
3haulri go mth Lt the lack of predwtab' Ztty of the good “and the bad
traits 1,n ktds.’ In other uorda ‘relay to your trainses the faot ‘that
a gOod or bad' ahzld (using psychmtrw tamnoloqy or moral terminology
or ay kmd of tezvmnology) ien't verpetuallJ go.” Such mtmgs wiitl

not predtot to a year or two ymrs latér in school The doatrine tiat
children have fixed oharactcra and personalities 1,3 wong " To Julge

them as chmuoteriatioally good or bad or 80 on, méate with severe
Umits in acaumoy Most teachem sewn to h/'va thece notioms. Tha
longttudinal cmdence on persanauty davelopment indicates that very
httle pmd'.otabitity of this kind ie mmmted ‘Which meand ,primarily
t:hat we are aawemed wttb kida ¢’w teaoher f‘inde as botheraome or bad

R DR

in some way or @iother.
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* o CIfvysw ekt oross-seotional lack of prediotability the old
charactar education investigation of Hartshorn & May gives it.

* There are some things that ave consistent though--such as
energy Llevel.

£ xenpemnental thinge--but not- 'good or bad'. :

4 " Fhis moans that the teachere may be reading goed and bad into

things that are temperament and emergy. So the kid who can't eit still.
ig more likely to get into comfrontation with the teacher, not bacause
ha's bad but because something he dose bugs her. - The apparent =
consigtency in both good or. bad then may have 1its roots in some other
charaoteristio of the ohild. ’ : e :
& ‘Yeg., = X < e ) oY S . ) ;

% This Would mean that teaohers should not only learn what to do -
with childien they don't like but also to fmd out-what it is that they
don't like in the ohildren. = : TR :
F Yeg., 7 ¢ v T ooy Lno , ; - . R
A ... essentially it 1o to learn about therraelvea, to know what
itwthatbugethem S : S

% . Tha point 18 that the bchavior of theee kids 18 very muoh
inﬂuenoad by situational faotors rather than some inherent almost.
inevitably consistent type of behavior. The teacher should bs well
auare of the great variation in behaqvion, There's some reseo % that
shows a fantastie variation in aggression within the olaeemo“, in .
thé playgmmd and at home, -~ oo e

# v UL Paterson & Ergen. I think you would want ths ‘teacher to..
know that lowr olass disadvantaged ohildren are not.eo homogemeous as ;.
we sometimes asswma. ‘A lot of other people havé shotm that within the .
Thomogeneous ! Lonerr olasa category (deprivation index eto.) -there io
nuoh dvffemtiation. It would be dn easy error for teachere to fall .

5 ‘Whioh they mtghf not fall« into if f:hey were gowg to 4 middle. .
dlaav 2. o P T . " 4 AR
4 Let me oome baek to a point I mde thia morning. h’e have a
tendenoy to talk ‘about tho lower .6lage: ag 1f it were blaok.. Many of
the things we hava been saying here wouldn!t-apply: to Mexsoan-Ameriow -
kide whosd™ tamamnent and ‘rosponei:levels in:the alaseroom are: quits
dtffemt. CoeE T e IR NRIACET AL E o R R R
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it G ¢t Ko Pirae . anen T




- 74 -

44 But ‘the’ prtmipla applzee_doa:m't it--be cware of temperament and
regponee levels? -~ = - K T TR ST
* Yos; but there's varwbzltty that may extet within zt

A4 0.K. K
4 There's one point about thie idea of the oculture of poverty and

go on that's relevant. - Whoge notion-ie 'value stretoh'? Lee Rainwater
mentions it--Rodner, Hyman Rodner. -Ite implication ia that the values,
and thefefo‘re'poesibly the bekaviore, of the. lowver olass overlap with
that of the middle olaes. - Middle clase values are not rejected but
beeduse of “the pressures and-exigencies. of everyday life, they ara
stretehed to accommodate a wider range. MRT S Lo
* Could I come in here with one other thing? Vhen you are t:naining
teachers, my faeling te that they ought to visit and aee what things are
being done in their own and other systems--8ee other teaching models. . -
They ought to eee different operations and some of the people who are

: dealing effeotively. They ought to eee people itke Larry Duncan in the.
oldseroim.” He's a'mister at handling, tucking a kid wider his arm and -
carrying on with another thiig over here. And he's a mster at plaming
cp-rations for reaponswa environments too. Then thera ia the growp at-

Kanaae. ST e T ‘n:‘*-__v--

* Hhaigmupatxmaaa?' S Vo e
* " They're all Skinnarians over there but they 'm domg thmge in
olage. .. eten Rt st U o e S o
* John Bater. You ought to eee Ham. I haue.n’t 8asn Ha_m,..I’v_e _just

heard about him.  But what I hear he doss is, he gete these adoleacents.
who dre problam makere, terrific problem-makers, and he's got them in.,....
- they' get them out of Jail and that sort of thing and they point out that
you've got to' learn and thsy use a couple of fellows heve playing chess
and if he dows o certain number of these problens he van go and wateh .
these guys play chéss, and watching playing chess ‘e one of the moat -
effeot{ve reinﬁ,mara they 'vo got Now uho the hall would ever think of

that? R LT RSN PR )
4 - Then there ’a Ih!chani Bmtman, the aooiologut who wrks m,th
dﬂ‘g aﬁm’; al@o’mlw’*-”@fy Rff”tiv‘t AN e N

* b The pnino-iple that I'm-ddoooating is that if teaohere "ould 8ge .
these thinge and sce peOple operating, then they oan talk about it. .

8 3 {"\f' B¢




oogmtwe de win {8 a long way from being said.”

-5 .

DK Our plan i8 to set wp a vam',ety of mstructional aittatwns
8o that ‘people ean do Jusf: vhat you suggeet. ceme TR

* We 're rot presuming to know all the ansvers at the moment.

44 And we're se ekmg out only what appeare to be the best mfomatwn ,
at this point in time. - ! : .
4 of aou.rse the' whole buemeas of research and development will
have to go on mdefzmtely (Tha idea of the adminietration closing
¢ wn on rasearch and development now makas me siek.) *~ ' :

4 After 80 mmy years of work it's really tragic.

LL There are’ two othor questwna that I would like to ask. The
first one I tkmk may be dsalt mth fawly readtlu because tt's been

: touched on alraady and that's your responsa to the Jensen artiole.

Do you think that everythmg that was needed to bo said haa been said
in the responaea that have be.m made eo far? - '
* By the two gentlemen here you mean, and by the other people.....?
s Right. Is there anything elae that neede to be added to the
genaral reeponsee? o :
*# " " Do you jowow that Jensen hae juot published a new formulation

of his’ thtnkmq in the Journal of Edueritional Psychology. Fowéver,
though both ths basto premse,a ‘and sona of the eZaborations may have
validity, they'ra independént of ths anteoedent.. ‘ . :
4 I think the only thing I would wvant to add, ignoring the race =
difference 1esus, yes, bbbioda'ly’ thera's a very strong genatio and
envinonmental detemnatwn of individual differences iv 1.Q.--how htgh
ona doean’t have to'go into.  But *e notion that the I.Q. teets -
repmaent the total domain of cogmtive and mtelleotum Odpam.ty .
taonethatwwouldcdsowttoqueetionmd..... ol
#  Sotentifioally, the last word deaortbinq the - mdividual' ERRE T

Sy

v,

Jenaen'a azgwmme is that the gmt{o Zoading i8 the whola etory

"or a 8ubatdnt£al part of ie, B T R

* Yes, but {t'Ten't s0. For indémzoa, you odn’ gat dwadvanfaged
ktde uﬁo are doing quiée el on dome - “éay, ortteria of infelligme e
but’ for sovio’ manan or anothsr are not dotig wetl on others. It seems:
to me the teaaher ehouid hava aom cophtafwatod nactons about gmmz

oognitive davelopment, | A : vl
£
84 0
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LTINS - hell's belle. - You know whav these. thznge tmply otherwise--
: their mfemomty ig Inologwal They cm‘: do nothing to overccne it.
:.‘".' They re doomed. -0, .o s i L

. The mgz,dtty that Jensen hae put wto the thmg is guet not
warrcmted, and the reaction of the blacks against it and the reaction of
thosd who felt a certain amownt of sympathy toward blacks s quite
underatandable because in a eense, _t}lis puts the blacks in a completely

impossibla position. . - .. ., . - ., fa e K
4 That's a box mthout aazy air. holes. o PRI
A That's .right. - +’s ‘really an air t1ght o"ge Sure there's a

genetw faotor. . There are plenty of genctio bases. for. indipidual
differences. - There's no question about it. But to talk about eoauzl elass
based upon genstia comstitut.on ias utter r}é_nsense. There are pamea
affeots of soctal class, race gnd the epecific Jebmlvational, fypev
faators.‘ een S . ; :
. 44 All right.. Thank you. One Zapt queetwn. i Thrbughout we have - -
b . talked as if the requirement presoribed by the school is fair. and o
‘reasonabla but, you-know, the echool system iteelS has.its own mystics, -
rituals. and obeervances. And.of coyrse it'haa. the pover. I pregume
that e should not take it as understood that the sohool should #ot be.
subjeot to changes that wil,l.impmue therinetruatioml progmm or f_t,he .

methods -uaed? . : .~..%\ - ; . : - Coda

4 PP and the oontent, and th admimstratton eyetem, and the
evaluation system, and 8o on: ... . P T S RPN
4 Teaoher, may I maks one pmnt? Maq the testmg eztuatwn ba

changed because insofar as you pit child agrinst o?nld in the judgmnt
of the quality of teaching and put individual against .individual, you 're
putting a malfinotion into the teaching procsss. , : | '
4 You'll put ETS out of buginess. .. . .. o . .

- I.don't gilve a damn Let me, mmin{acs q mnute I uaed to say .
to the undergmduatﬂa at Brown and the gmduata 3tudenta at. Illmote

4.
L
. il
:I
Y

1%

3?,‘,:’ that firet of all I was.an expositor and I'd be as mtereetmg as 1

e oould--I'd:ds my best on-that goore. .. Second; that I was 1 alavo driver.,

%Y and- T would give.lote of :exms and-give them. mquent.y beoause I did .,
not. baligue, that people oame with.a built.in motivation (1, wae a goou

Preudian up wntil 1956 and I would not aseums that they bd a tlnret

85 !
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for knpwledgs ‘buir I had to put in a drive factor). Well, that meant
competitive grades and after every friday quiz, I'd put the percentile
ranks-dowm on-these scores because'we..... I did this for years. ... -

I didi't wnderstend vhat Hunter was telling me. I really didn't .
underetand when he used to say; '"mome of you is competing with anybody. -
else. ' You'ns only competing against yourself. You're graduate students.
Nobody here is going to ba tossed out because he doesn't compete. If
you can do ‘Just the ordinary standard work on the basis of your past ..
wecord, you deserve a Ph.D." He would make thie point and he really .
meant 1t. He didn't compare people hut I did. I've got to admit that
when I go back to teaching a big group of people I still don't quite know
how to handle this domed thing. Next year I have to find ways of

doiig it and I'll try to use some kind of performance measure of intrinsic
motivation. This ie why I'm looking for defining indices of quality or
a lavel of performanca, defining indices that I don't have to use to

to eompare one individual against another on some a.med score.

A Wall, that has ite problems too, as contrasted with individual
type competition.

4 Sure, what doeen't?

4 You've got to dafine what your goals are. You have to define

and speoify what it 18 you'rs trying to get the child to learn and
then if he learn it, give him an A. I know someone who i8 doing this
in a graduate course in gducaticmal psychology. He spzetfied for the
semester what ha vanted the kids to learn. All of them learnsd it and
e gave them all A's. Ha was used to the notion that thera should be
scma distribution of grades so we asked him and I »emember he said;
"look, I set thess as the objectives. Bverybody reached them. What
oan I give somabody who has learned everything I asked him to leam?”
4 I think teachera nced to know that the Binet and the Otis were
set up as dgvioes to seleot out some people, to seleot out the
retardates whom the school couldn't handle. They were not designed for
any other purpoee than prediotive seleotion and they are very strong
in this argument., Othsrwise there ara teachers who aluave retreat to
teste for individurl diagnosis. '

*+  Oh eure. '

4 Wall, the psychologiste do.....

86 A“'_.‘_ R :
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T ithe toat whish évatuates a ohiid's edwoatwm& progress 1s -
built ow the eame retionale 48 the tést that's designed to eeleot-= . . . .
gome notion of rbtm, “And of oourse, the whold standard. peychometrio ..
rationale i’ baséd on galection” proceduree, apreadmg out the individual
dszez*ences. “That can’ never - provide a- proceduw for asseseing . . ..
educat‘tonal inpufs o the effeatwenesa of eduoatwn or anythmg tike .
that.' You néed a dtfferent devioe for that. : .. . R IS -
2+ Apg there any other thtnga that you faal you would ltke to say

H M a

t th‘l«s pO‘Lnt? o "."H ;‘g ' NEAR Y :
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N 'Ihis section containa the greater nart_of the matirial abstracced

during the literature aearch. The i ‘ems are preaented alphabetically
(by: author) according to the following convention. The bibliopraphical
data comes first. MNext comes a brief descriptive statement of the
nature of the item. Then, under "A", are listed any data aunnorted
noints, or any uointa known to be data supvortable. Under “8" are
‘listed assertions made in the aource material but which anpear to be
data free.u Recommendationa made by authors follow, under the "c"
heading Finally, whcre the abetractor has seen fie, some comments
are liated under "D“ _ Theae wwstly indicate what other information is
contained in the source item, .
"It will"be remembered that the abatrattors were graduate
nsycholcgists and. their psychology. orientation, as we intended will
have influenced their judvemehts. However, an educational tequiteﬂent
placed onvthem aerved to, fotus their at*ention alao. Ve required the
aeatchera to hese their selection on whether or not they, as nsycologists,
felt the information before tben.could be. thouyht to ba’ germane, even
remotely germana, to the teacher of urban disadvantaged childten. In so
far as they thought that there was information heré that the ‘teacher, or
‘ths trainer of teachete, of disadvantaged children ought to know or

appreciate, they were to includeo it. -
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P R PP HO0 I EE Y - 30 SR AL A F AN PR

ERIC -

o v , 88 ('\¢




- 80 -

Pach, G.R., "Father-fantasies and father<typing in father-separated
children,” .Child Deveiopment, 1946, 17, 63~80.

- Acstudy:ef. narmally. adjusted school ¢hildren, ages 6-10, of average
1.Q. from lower middle-clasa, urben bachground in Cleveland vhose
féthers were pway in"Army from 1-3 years. -~ " :.

~ A,1. When' strong: emotionally conditioned driges are expressed in
., fantasy,. the percentgge of, reproductive, realitvasimulating
. fantasies is lowcred.

- %, The father-absent group = T e '

&, had a preponderange of sterotyped family. fantasies about
leigure time, and living room recreational activities, '
" £h. had less aggreésioﬁ fantasy toward whole family and subject

C.ochild, .. o .
c. father waa‘less ofte. recipient of mother's hostility,
* 4. father' néviét seen as in angry moodi’ !

.. i 3,-Affectionate fantaaies for and from the fathtr were hipher
in father-absent subjects, who had fewer au-'intAtive
fantasies. A ' o

4, Boys showed morg aggressive,. girls more affectionate stereo-
typed resnonses.
* 5, Children had’ ambivalent’ aggressive-affectionate father

.+ . fantasies where maternal, father-typiqg was depreciative.

C. Purther study of verbal "person typing" of fantasy ‘control
“and 1ts direct :elation to’ child’s- perhonality development,

sl

Bienn, Millard J. -"Effects of school integration cn "the self—concept '
and ‘anxiety of lower’ ciass “egro adolescent males," Dissertation
.+ Abstracte, 1968,-.29(2-A),.692. . . .

4r + Field -research - preriptegration and post integration test for ,
experimental group. Control group without integration aleo tested.

‘A, Wo significant difference for either measure was found in"
either group, RN LN ey

D. The direction of the finding which would have been wost
informative vas. not given in the abstract. That is, if
there wore sfgnificant changes one way or the other, it
would suggest other social varisbles that would be relevant
in "norther “lorida' for azccounting for any directional
change. Previous studies have showed greater anxiety and

. lover self-concapt.

Brislin, Richard . 'Contact as a variable in intergroup interaction,”
Journal of_Social Paychology, 1968, 76(2), 149-1S54,

A. Greater interaction between ethnic groups where people know
* language belonging to each other's group.
C. If tlepro Baglish constitules another language, it may be
advantageous to teach courses in "nonatandard" Yegro English
to whites.

Bronfenbrenner, Urie. "The psychological cost of quility and equality
1a education," Child Developmwent, 1967, 58(4), 909-925.

Review of research on disadvantaged children, particularly Negro boys,

88 a0
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Inadequate .nutrition and prenatal conditions in Fegro

-mothers: .

';_a. increase complications in prepnancy,

b. produce neurological damage and impaired intnllectual
~behavioral performance, (more frequently nale), :

" ¢, may lead to hyperactivity, distractibility, low attention

span; thus, specific social-psycholooical and' educational
problems.
Other factors discussed are paternal absenaes, gang influences,
economic status, lack of early educational stimuli; alternating

. .repressive indulgent patterns of child-rearing, negative
. . reinforcement on self-concept and cognitive development,

C.1.

sglavery residues of oppression, compliance, bondage, poverty,
low achievement, and discrinination. Also, white peer may
become apgressive and disruptive through contagion process.
‘Hore male teachers needed at elementary levels, prcbably more
Negro male teachers. .

More after school cross-status child participation prograns
by adult males and selected high school students possessing

. diverse skills and community contacts of nontechnical nature
. ;at levels attractive to lower class children. '

w

Involve child's parenta in programs, work togetﬁer on mutual
goals,

- Recognize inability to repay ba:zk difficiencies to present

disadvantaged, but assude more of an_educational obligaticn,
gsocial responsibility“as integral part of denncratic
education.

S "

Brown, Robert G “A couparison of the voc!tional aspirations of paired
‘sixch gtdde white ‘and legro children wio attend segregated schools,
Journal ‘of Pducational Research, 1965, 58(9), 402-404,

Investigation of the vocational aspiratious of two similar socio-
- economic and intelilgence gtoups of 6th grade children of Negro-
white races in aegregated achOols of rural, central- Florida.

AL

Negro children 8 occupational choices ranked higher than the
whites, ;. .

Both groups' 6mbitions were. highcr than occupations held by
their fathers.,

.The YNegro group's- propottional aspirational level in

comparison with father's occupation was larger than white
studenta. .

:Self-concant 1s cloaed related to motivation.

Peer atrtvingu and pressures arg correlated positively‘vi\h
children's academic efficiency.:_ .
Vocational aspiration as part of’ aelf-concept indicates how

-8 student gsoes himself .in the future and his. present

potmtiﬁlo AT
. Study, self-ponc.ept fomation. . ’ -
Peer dynamica effects on‘vocational aspiration.,.. .
To be more effective teachers shculd know students'

~pertonclities and preasureo actiug on theu. toe

% DA .
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Cameron, Hoivard’ K.'" "A provosal for the study of emotilonal over-

dependency among Negro youth", J.L. Philbrick’(ed.), Contemporary
Studies 1n social paychology and behavior change, 183 194,

Exhortation challenging the notion of emotipnal overdependency in

'Negro youth on’ grounds that no eys*ematic empirical 1nveat1gatlon
- has validated such a-belief. L

D. Tata on the nature and development of overdependency are
‘ presented. :

TR

Carpenter, Virginia F. Motivational components of achievement in

culturally disadvantaged Negio children. Diaeertxon Abstracta,
1968 28(10-A), 3991 3992. v : z

Bxanination of achievement motivation ‘and expectancy for internal/
axternal control .of reinforcement in culturally disadvantaged.

A.l. Need for achievenent was related to the risk-taking choices
" of 5th and 6th graders 1n semple but not re1ated to risk
“taking behaviors. ¢
' 2. Need for ‘achievement was more hrcdictable in boys on akill
performance while 1nternaI-externa1 cbntrol related to
acadenic skill for girls only. " :

.

Clark,’ ' Hdward A. and K.F, Misa. "Peers" perception of Negto and vhite

e

]

OCCUDationaI preferences.' Parsonnél Guidance Journal, 1967,
46(3), 288291, - T o o ——

. Y.
Exemines the congruence between clementary children's placement
of clasdmates -fn,occupational roles and the latter's expresaed .
occupational preferences,. Do Hegro and white children differ in
their ocowpationsl preferences and peeraolacnd roles?

A 1 ‘A greater number of boys expressing preferencep for
! . professiona.and aggrescively oriented occupationa were cast
,.«5 ia comparable occupation roles.
2, In contrast, girls expressing preferences for teaching and
‘ nursing were not cast in these roles by their peers.
1. Negro boys expressing preference for professional occupations
" wete cadt by pcets in these roles more than ﬁhite boys with
similar preferences. EE

,_wﬁ.'There was nd diffarence between Negro ‘end white children on

Ar ks

“peer placement in’other occupational roles. ' .
5. Pre-adolescent boys and girls perceive teaching and nursicg
s, equivalept’ feminine'roles suitsble fér-all female peers.
‘6. The' orcuphtional imege (in this sample)’ projected by
profe?cionally aapiri.nv white bo«e. o _

i he g

Clark, Xenneth B, and M.Xi Clark.’ "The developnent of ccnaciousness

EKC

wll Toxt Provided by ERIC

of self and the emergence of recidl identification in tegro pre-
school childreu." JOurnal of Soclal k_ychologg. 1938, 10(6).
5914991 “heyg weoe sl B TS .

Inveatigation into early levels of devalcpaent of conociouanese
of self in Negro preschoolers with reference to emergent race
consciousness in saegregated Washington, D.C. nursery schools.
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'A)1 children chose the Wegro picture slightly more than the

.white picture.

But differences betwveen choices of Negro and white ‘boys’

. . Incresged with age because nf ircreasing Négro picture
. 7" 'selection by llegro childre.i. :
3!‘

There 15 a definite delimitation of the gelf by children
between ages 3 and 4 as a distinct person as a precursory
development to one racizl groun identification.

‘Some’ children at age fise refusced to identify themselves

with one over another picture end displayed some anxiety

aaud conflict, o

Dynamics of identifying a brother or couain by girl subjects
appeared different from those involvad in self- identification.

Clark K.BD. and M. Clark "Emotional factors in racial identification
- and preference in- ’hpro children,” Journal of Negro Educat.on,
- 1950, 19, 341-350,

d Analysis of d)namics of racial attitudes in Negxo children wges
5, 6, and 7.

A, l
, ?-
-3
‘»10'

With exception of escape respenses, children colored them-
gselves- lighter than own skin color.

With.increase in ege, more subjects made correct racial
(skin color) identifications, and fantasy and escape
responses decreagsed,

No difference between Nortnern end Southern children on
salf ideatification.

‘But Horthern children prefnrred whitc color more than

Southern children who preferred brotm, ..

Howe bizarre or escape responses were noted in Northern
subjects. :
Southern children vere more sble to talk about and explain
their color preferences..

EScapist response in colox preference was most narked in
Northern children, nt ge 5, but appeared throughout the

“'samle.

’anection of brown for white color is hiyhest in dsrk
- children, but also appears across .colors and ages.

Yet, in making self-identification, few color themselves

- white and escapist responses disappear at age 7.

Coincident with awareness of raclal differences and identity

- 18 ‘awareuess and .acceptance.of prevalent fultural attitudes
. and racial values. . . "o
‘By age § 'Yegro child is aware of his inferior societal

. statds,., - T .,

: Disctepancy betveen color preference and skin sqlf—
identification in core of young students’ petsonality requires
both a.mental hygiend.and:.poaitively self- supportive

* educational- ptogram to sllsviate feel(ngs of lnadequsey and

infersoxity. S R . St

9% |
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Clatk, K.B. "and M.K. Clark. “"Skin color as a factor in racial
identification of egro preschool children,” Journal of Social

szcholégz 1940 11(2), 159-169--

Examines genesis ‘of racial identification in“terms of devaloping
self-consciousness and social determinants, in relatiOn to skin
color in preschoolera.‘

A.1, Consistent: increases in choices for the coloreu boy picture
' ware fourd' for - light to medium coloxed and light to dark
subjects. '
2. A decreasing pattern was shown fc. choicea of the white
© b7 pleture. f - e :
" 3. Light group chose white boy pictu*r most.
4, Medium group chose colored boy picture most.
;15 Dark group ‘chose colored boy picture more often.
' '8, 'Thus, 1ight dnd dark extremcs in subject skin colox #ppeared
to result in earlior choice und identification to similar
. light ox dark cclored picture with medium colored subjucts
showing a tendency to vacilla.e and delay c\naisten.picture
choice.
7. Skin color-is a determinant of solf-identification. .

8. "Wishful thinking" notiosds of self-identificatisn appear
¥od -abstract rational. for these apparent concrete skin
“preference--skin type matching processce in young children.

9., Identification is in terms of what one is, rather than

: "yhat oné 14 not" or any developed.social concepts of race
may modify these beginnings later. in development.
c.1. $tudy intelligencé and ccncepts of "sel’ difference as
self determinahta.‘
- Corwise, Joseph L. Aspirationa and attitudes toward education of over-
g . " and under-achieving Negro junior high school etudente. Dissertation

: ébstracts, L96d, 28(9—A), 3878.
e - Exaninae, differences between over- avd ‘under-achievess at
b different ability levels in terms of educatioual aspirations, and
;'5’.‘,- student—-parent attitudes.
o~ Y
2 “A.1. Gains in alility level were followed by gains in atritude
o ' "scorés with over-achievers scoring higher than under-achievers.
v d 2. Padents of over—dchievers had higher attitude scores than
) c _“ : under-achievers parents, - * .
;;Q -3, Aspirations of -over-achievers, bigh ability and ooeitive
ra attitude stidents were more positive toward educatica.

Bl XM

' 4, Eddcatidnal- aspirations of a sarple of 105 Negroes within a
low socioeconomic setting are as high as dominaot culture,

5. Adadedid Aehievemdnt is influenced by attitude towerd

ot T egeatdond bor e i

' 6. Umr—acﬁiwmnuu prixharily & nala problem, ,

- 7. Attitides of studants have ‘more-influence:than parental
attitudea on student achievement. A

93
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Council of the.SPSSI (Martin Deutsch President). ''Pacial factors in
intel‘igence - a rebuttal, Trans-Action June 1969 » PP 6 and
75”-;‘;_ R ] B
Rebuttal of Artnur R Jenaen 8 artic]e "How Much Can We Boost 1.Q.

“ arld Scholastic: Achievewent?" in the winter iasue of Harvard ‘
“ducarional Revidv. S ‘ - "

A number of Jensen's key assumptions And conclusions are seriously
questjoned by miny psychologists and geneticists. .

A.1l. Jensen's employed a social definttion of race rather than
the more rigoxo.s genetic def’/nition.

2, The mijor failure of sc¢-called compenzatory educstlon has
been iuthe pleaning, size, and scope of the progran
rather than hereditary “road blocks."”

_ 3, There are critical limitations in present day intelligence
. "7 1 tests} they tend to be binsed againat bluck childrea to
-7 't ynknéwm degree. .ol g
b. The impor.unce of this article for the tcache' of the
. ‘ ) underprivileged is quite obvioua. "
. o : .
Cowen, E L., Landea and DeE Schaet; "The effects of mild frustration
on the exprcssion of prejudiced attitudes," Journal of Abnormal
and Social szghplo , 1958 58, 33-38... - : : :

Examin<s use of arapegoat thenry of prejudice as one of a series
of complementary explanatory principles by atudying wvhether or
not .o ircreased verbal enpression of prejedice follows
frustracion in psycholcgy undergraduates. ' A

A.l, Increased anti-Negro feelings followed experimental induction
" of frustration.
2. Males ‘showed grdéater prejudice and increaees in prejudice
" ‘follewing frustration than females..
- ) 3. In the absence of non-arbitrary frustration and with an
' : “oppdrtunity for aelf-punitive behavior, -a scepegoat theory
- geemed supported. -
. 4, Negroes appeared to be "targe ed and draw more prejudice
"« then ecales measuring other forms nf prejudiciel expression,
S. The thresholds for anti-Negro prejudice mav. be lower than
for ‘other minority groups, a "preferred form" of prejudice
A ‘suguerited by frustration. - :

: Cunningham, Sieter Hadnnna Marie “Training in conceur‘learning with
. schizophreuic and nonschizophrenic culturally diaadvantaged
‘:‘adulte‘" Dissértion Abstractd, 1968, 29(2-B), 767-7¢8:.

CA vesearch comparison of Eraining groups to control with
dissdvantaged and schizophrenic S's in both groups. Three
"trAining 3rou§e sorted objocta, pictures, and words respectively,

.AA 1. Both groups improved in concept formation casting doubt on
Ausubel's notion that conéeptual deficit th adult daprived
group is irreveraible as well as long accepted attitudes
_ “7! toward: achi:ophrenica uho form more of a nonvertal
Q . AR bOp\llatimh D S T R TV ) R

B T 5%4'1:



{AFullToxt Provided by ERIC

- 86 -

¢l vith suqh‘informa:{on, the teacher of the disadvantaged
’ would be less susceptible to presenting an unconscious or
subcle self-fulfilling prophecy syndrome in her classes.
Deane, Paul-C. "The persistence of Uncle T-m* an examination of the
image of the Hegro in children's 7istion series,: Journal of
_ Negro Bducation, 1968, 37(2), 140-45, C

Exploration of Hepyo image in children's literature.

A.l.:The llegro is nresented- in children's series as never bhad, so
never really good.. & - .o o o oo :
i .2, fé 18 never zllowed to becorz & "real character' or person,
but remaing a stereotype or ventury-old cliche.
3, Thus, children may becomecnrejudiced unintentionally through
.+t this stereotyndmg. © - . P b .. e
. &. Thexe first contacts with Negro imacery may have more profound
_ and lasting effects, than any later actual contacts or gocial
- yelationships. . 7 . . oo »
€.1. Go beyond removing Negro dialect to improve and change
tradit-onal stereotypes for vealistic, human portraits of
- negrots ia children's books. .. . .. ¢ o

Deutsch, Cynthia P. "Environment and Percuntion” in M. Deutsch,
.+ 13 Ratz and A.P. Jengen‘(cds.), Social Ulass, Race, and
. Psycholsgical Deveélopment, Holt: New York 1968, (especially
rages 74-83).. ;. .. T -

Reviews a number of students concetning stimulus dcnrivétion and
.. stimulys enrichment as.a function of social class.

A.l. Basic findings show lover ¢lass children have an initial
“o-" ¢ digadvantage in percaptual discriminatio- tasks. -
2. Early exposure and:labeling of various gtimulus modalities
. (which goes on more in the middle class home) 18 very
: .~ ‘4meoytant in‘adding perceptual retention and discriminstion,
C.1l. Suggestions are piven for new programs focusing on providing
:© ¢ appropriate stimulus exposure and re-training children to
- attend- to the aspects of stimuli that are velevant for
S deserdatnation. r o o g DI
.-1Dil. The jmpbrtance of the learning of such perceptual
" Adscrimination is oxemnlified in the Piscetian concept of
intelligence -~ to sec similarities in one's environment where
Cii o they we;gn't apparent- before - also a requisite. for qggthyity.

’i.>."‘. ¥

punmore, Charlotte Jesnette. - "Social-Psychological Factors Affecting
he use oﬁﬂpn‘gducational opportunity nrogran by families llving
in a poverty avea." Dissartation Abstracts, 1968,°29(1-A), 342.

- * “Abceptors of -a voluntary ecfucationel opportunity program were
.. mere compared with non-acceptors alony nsychcdocial factors, ard
',.socdo-aconondc Atatus, . The “eulture of poverty" thesls was also

. ‘”_t*- . . L A ] ' H o 4 [ 8 7

A.l, Variables:that éorielated_Qith‘noﬁ;accéptﬁhce‘nere those
relating to communication betwien the school and the family

J3it
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regarding nrograas rather than S5-? or S-E variables.

* "Culture of poverty” thesis not sunported.

Poor familiez were involv2zd in organized communitv activit!es.
Majority-repistered voters and reported voting in last electien,

“No feclings of fatalism and helplessncss expressed.

Held ekpectations that their children tould succeed in life.
Majority of noor families wore gell-suppcrting 65X of bread-
wicners were omployed in either skilled or technical
Bussing was not & deterrenr of acceptante. N
Improvement in cormunication network linkinp schoox syatos
to poverty area femilies. . o .

Epstein, Ralph and S.5. Xomorita. “Prejudic” among ﬂeéro children as
related io parental ethnocentrism and punitiveness,': Journal of
Personality and Jocial Paychology, 1966, 4(6), G43-647.

Examines relationship of parental punitiveness and verceptions of
parental sccial attitudes to elerentary age Négro children’s social
disztance attitudes, particularly high parental erhnocentrisu and
moderate nunitiveness.

A. 1 Negro subjects dtsplaycd Jore social distance toaard the

2.‘

" Negro race.
Correlated hipghly with nerception of narental preiLdice and

/. child's generalized rocial distance or response geiL to other

mdnority groups. .- .
Prejudichl or self- rejecting dttitudee reflect a generalized
hostile predisposition or set of habits elicfted by both in

{and out grouns.

For white subjects éocial distance att1tudes tnwards Hegroes
may be determined by the grouo 's. perceived 1nferior social
statas.

The Negrc child's low self -esteen aupears based on a racial

. {skin color) class fuartor. Thus, relating mzjority rcoup.

CJ;.

2,

hoatility to one's skiu color, consequently an external,
négative relnforcement attributed to -chance, fate or, forces
beyond personal control.

More resaarch on att;tude Iormation of ethntc minority

" groups.

Research on preju(iced chxldtcn attributing prejudicial
attributes to parepts. ... .. . 4 . . .

e~

Fnrbea;ﬂﬁack D. ‘Segregation'and 1ntegration' 'tne‘nnlti;etnnic or
unl~ethnic school,” Phylon, 39(1), 1969, pp. 34-42.

. "..... o

‘) 1

* The tecord of sevytal‘generations of non-white pubiis -atténding
integrated ‘schools controlled by whites dugpestd that such

* gchools; unless they noddess a ‘multi<e .1turdl orfentation,

may ‘in sode ¢dses be to bettir than vegregatad schools '

- controlled by whites and possibly may be inferior to ninority-
sqntrolled separate gchools. R :

9'&:1:
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Fox, Louise W.”’ "The effect of variation in the measurement of tactual-
visual reciprocity on its relationship to achievement and
’{1nte111gence w Dissertation Al: ttacts 1°b7 28 (6A) 1704.

'Vttification of high correlatiors between Leonatd Buchnet 8
... Tactual-Visual, Matching Test, achievenment, 1nte111gence on fifth
. _gtade CentraLAHatlem students. . ;

P TR

A.1. Correlations between 1.Q. and achlevemunt were found
2. But reduced asaociation with Buchner 8 study on reading and
arithmetic. =" - 7t
3. Even less associatibn with verbal nonvetbal I qQ.
4, Weak support for TVMI and aehievement
5. No support for I.Q.
‘6. Both high and’ low achievers vere able to 1mage but high
. % achievers were botter able' to image. s
C.1. General area of tactual~visua1 ttansfet verits futthet
. - study., : E .
f.3-.. . 2. But the TVMT does not wattent continued use.
Too o [T
Fuchs, dstelle 'Hog Teachets learn to help chlldten feil " Ttans-
Action, PP 45-49, Septombnt, 1968.

Presents a caae study of a prew teacher 1n New Yotk City slum
. school. Case similar to 13 otner new .teachers from Hunter
.. Gollege Project - TRUE (Teacher Resourcws.€or Urban Education).

B.1. Describes the nrocess of well {ntentioned teachete beconing
1'% gocialized by -the ghetto school system. ‘- '
2. This socialfzation perpetudtés the attitude that social
conditions outside the schcol make failure inevi€able.
-+ 3. vhich donvenlently takes any responsibilit) for the -student ‘s
" - failure away from the teacher snd the sche .
) Dt Very pettinent atticle for teachets.l

A el e

Gordon, John ‘B. “"The effects 6n whited dtudent teachet4 of value
~ clarificatiod intérviews with Negro punils,f Dissettation
" Absttacts, 1966, 27{2-A), 40%. !

Experimental study.Student teache:a empathy and undetstandinp
were measured prior and suhsequent to two other conditions
besides value ¢larification interview condition.

A.1. Significant differences were found {n feelinp’ ‘of teduned
_ social distance between ST 8 and Negto studenta 1n 1nterv1ew
candttion. : s N

Gordon, Leonard. '%n acculturatiqn analvsia of Negro and uhite high
b‘ry;:hschool students: -tha effects on social and academic behavior of
. ioitial.close interracial association at the secondary achool
level,". Dissertation. Abstragts, 1967, 27(9-A), 2641, ..

A-ctudy of ‘aécultufation of aegto and ‘white’ students 1 high
school nrogram of Oek Park, Hichigan desegrerated’in 1961,

A.1, Negro students patticipated in fewer extra-curricular
activities end held fewer leadership positions beyond

g1t
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- .Vargity - athletics. G e -
2. Negroes showed less self-preference of friends and leaders
'than white students.
-:3y Negroes showed more, 1n1tiat1ve than in earlier studies.
.4, White ocatholic and Jewish +tudents selected liegroes more
.. . than yhite protestant students. ‘
5. More gsocial inter-action between Hegro and white male
studeunts chan legre and whitc females.,
6. .White student academic achievement continued at same school
-+ Jevel prior -to and after desepgrepstion. -
7. Wide diffetrences remained between low-achieving Hegroes and
.~ high achievtng vhites, but less so for male Hegroes.
8. Negro students' academic achievement and caraer gOals showed
an upward trend.”

Gottlieb, David and Charles E. Ramsey, 'Peprivation in the classroom and
the school,"” Undetatanding Children of Poverty 3RA, 1967, Chicago:
. pp. 55- 65. . T : C :

'_,Review of research and discu=aion.

B 1 Teachers who come out of the glun may deliberatoly seek the
education of.poor children but may make thermistake of being
too haxd on them in an effort to drive them 1nto eeekina
status. thémselves. -

- .2, Truencv often overlooked by princinals and social workers

© * in order to keep the school qualified fdr state-aid effects
public objection to atate ald for dependent families created

;. by publicity of truencv rate, respectively, There is a number

! .of-days of: school- attendance required in order to qualify

the: parents. of: lower clase <children for “aid to dependant
children." R Ly : c

Gottlie David and Charles. E. Pameey, "School petformance and
o deptivation, Understanding Ch- ldren pf Poverty SRA, 1967,
Chicago. 2 00 38-52.. . - . P

Re'sfew of research and discuasion..f'

A 1. Scholastic achievement i8 not an exnlieit “yroup " goal 1n
wi'. v either the predominately middle wlass or lower class high .
school. « (It does have - ‘Rreater value 4n nmtddle class ‘schools,
hovever.) \
“'2, Relative deprivation is even more’ nronounced for the lower
class student in the ‘predominantly middle class §chdol’ and
 conld lead: to greater detripental .effacts in some cases.
3. Besides academic undarachievemeont.hc would expetience more
v .7, eocial iwolatien aud 1ndirect teJection. . :
Greenwald, Herbart J., and Oppenhein, Don B. "Reported magnitude of
self-misidentification among Negro children. Artifact?" Journal
Lo Péraaanlitz -and -Social Psychologys 1968, 811, p.(1), 49-52.

Rescarch - méthodolngiéai change ‘from previous ractal doll
" gtudies (1ﬂc1csion of An inter-ediate - nulatto alternative).

9%,
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A.1. Change reduced children's misunderstanding.

2. No significann difference in vhite and Negro children's
+ mistdentification.- :

B. Early identification may not be quite as uetrimental ag was
- ibficé thought. Yét- thias study should not negate emphasis on
tedchers' diminishinp negalive connotations that have been
shown to be very effective in relation to race from other

4 studies. . ; . l‘.: o :.‘x,. R ) .
Grégor, A.J. and BIA. KcPherson. "Racfal prefe:ence and epo identity
eamong “nite and Bantu children in :he Republic of South Africa,"”

Genetic quchology Monopraphs, 1966, 73(2) 217«253.~ :

. efudy racial preferences and ego-ideals of Bantu and white Bouth
African chil ‘ren (ages 5 to 7) including rural and urban
differenccs.

' A 1. Rural Bants showed: . ‘ : i
‘ * da’ greater duteroup preference than urban Bantu,
b. a higher rate of same race (brown doll) identification,
c. a much greater ability to identify self with brown doll.
‘2, All Bantus and whitea exhibited similar depreea of preference
. * - for the white doll, S
3. Ferale Dantu- &ere more emnhatically outgroup oriented than
" male, 7 Coot
4, White children in South Africa displayed beginnings of
- viable ego-identity by -prefetence for and identification
-+ with ‘group’ shared ¢olor trait, and groun atandards without
v eigne of lntrapsychic tension, * K
" 5. Bantd children were quite different in their outgroup
"' preference snd marked idgroup hostility consistent with the
"~ U.8. Mepgro and generating considerable self-conflict.
6. The urban Bantu ditplayed the most severe identity confusion
. and loss of self-esteem incressing in direct proportion to
" white ard ‘'urban contacts, particularly at early stage of -
‘personality .formation., ' .-
C. Explore relationships between and imolications of urban
- Bantu's identification with an unattainable ego- ideal" as
preaented by a dominant vhite culture.
RIS SPOS A o7 P
Hamblin, Robert T. and Asaociated. "Changing the Gamn fron 'Get the
Teacher' to 'Learn'" Treas-action, 6(3), January, 1969.

. Research into uge of new reinforcement teahniquca on aggreaaive,
autistic and dlqaduantaged children. . .

L 1. ‘The nmoré problematic the child, the grenter may be the
ik “efféct of :token exchange on-histbehavior. - %1 ..
2. Por the young, socisl aprroval is importaant but .not neatly
. ro powerful as mataxrial reinforcers.
e " 3. To be affective, rewards ust occur in a structured ¢xchange
32 0 {n-whteh they -dté given prooptly as ‘recompense; :i - -
‘> 4, Token exchange 'tncrossdd verbalizations: (v '), and decteased
;. class.disruption in disadvantaged ghetto children.
o 5.AToken~oxchange brlnga 2 year qlds up to level of 5 year odds
in reading abildcy.

L

[N 2R
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6 With token exchange several autistic children who were
eithey’ mutn or could only parrot sounds have developed
functional speed and have lost tbeir bizarre and diaruptive

“- behavior patterns. el R

C. A very informative’ article whose value 18 inherent in the

- " result.  To those who have an ingrained aversion to external
reinforcers such as ‘tokens: For children to aprreciate the

““fruité of symbols on a page and their abstract relation to
the world of things and before they can be socially rewarded

,for such appreciation they must first be exposed %o such

... experiences under conditions which are already pleasant for
“them. ‘ .

P
)

* (they spoke in complete sentences, u aed Letter syntax, and
frequently started converaltion ) '
'ﬂarria, Helena.’ "The development of moral attitudes in uhite and
Negro boys," Dissertation Abstracts, 1967, 28(63), 284,

. Examination of attitudes of white and Yegro boys in four social
" class levels and relationships to intelligence, ages 9 11, in
New York City.

A.1. Maturity of moral attitudes were related to race, class,
intelligence, but differing among subtests.
2. Neproes tested on verbal .intelligence waere lower than whites,
but intelligence correlated positively with moral attitude,
3. Social class" slightly more crucial than race for moral
attitudes, =
- 4, Viewed aeoarately social claaa had lesa influence on legro!
‘ * than on white children's attitudes.
C. ° Further study of social class differenriations amorg Negroes.
~ On what basis aré tlegro class distincticns rade? How
C Aconsistently oo they relate tu specific moral attitudes?

Henderaon, ‘George. "Role models fox lower class lbgro boya,
Personnel and Guidsnce Journal, 1967, 46(2) 6-10.

. . Authbr_ezamines lower class child's orientation or identification
. with middle class adults beyond lover-class, 3egro, adult mcdels
- snd narrow- occupational choices. .

B.1. Negro child must deal with six’ focal rommunity problems--
tronble, toughness, smartness, excitement fate, autonomy for
" gyrvival and status readons.
“'2. Low \ouivated,” lowér-class students vill not increase
aspirations dfter firat successes, nor will ‘high motivated
. students increase their aspiration after initial middle-c agss
" €ask failures, - ‘% IR
3.'Job comoetenty. studeht cmnathy. and masculidity more
“{mportant rale occusational traits than race.-
c 1V 'Néed for ‘more Megrc and white 'adults to become ocgupational
" 7 role models for lower class nég1s students, ' °
" 2; Middlé-class ‘models’ shcaid’ adopt attftude BEf "cultutel
relat{visi" and refdtence group snmecifieity.: -
« "Middle~classnces" pust be meaningful and possible.

100 ¢ v ;
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4. Models should emphasize values of dominant group and non-
trouble, novel activities. ‘
.5. Models need to convince lower—class child of his ability to
» control himself and means-ends possibilities.
6 .Model should u..ierstand child's alienation and desire for
Biceptance without relinquishing needed autonowm-~.

T Adult models should be prepared for periodic aspirational

.relapse by lower-class students.

';8. Every male teacher shculd be a -ole nodel fo o disadvantaged

egro boys . | ..., - . o o
Hess, Robert D. and V. C. Shipman. "Early experience and the soclal-~
fzation of cognitiv2 modes in children," Child Development, 1965,
36(4), 869 886
. , .

Authors examine cultural deprivation s cffect on human cognition

in terms of behavior, meaning, language, and personal development
- in-160 ¥egro mothers ‘and their 4 year old children from 4 differ—

ent gocial status levels,
A1, Middle class: mothers presented greater vertml output, more

' abstraction, mote complex syntactical structures, thus nore

~eladbrated code.

.2, Midlle class highest group ondescriptive, categorical

sorting; lower clsss on relational sorting.

.3, - Relative absence of descriptive part-whole responses for
.- ‘rlower.class and rise in nonverbal rasponses in lower classes.
"~ :&. Middle class children performed hetter on sorting tasks

and offaring verbal explanations for each sort.
5. Similar dif{erences by status in mothers' ability to
regulate her own behavior and child’'s in tasks requiring
.- planning, care rather than verbal cOnceptual skill, little
- affective differences were noted,
"..B.l.  Lower .class mothers appeared to not relate particular act.
to preceding ones or their consequences, thus lacking
. sequential meaning in c atext, motivation of subjects ur
cask gosls and antiipatory, reflec;ive alternate decision
. making modes.
2, “Restricted speech and status over person orientatibns fore~

" closed evaluative, choice cognitions and performance.

C. Further analyses of mother-child’ transactiona beyond gross

- social class categories.

F—

ﬁicﬁs, Robert A.‘and Robert 7. Pellegrini‘; "The'meaningfclness of

qﬂeg:o-vhite differences in intelligence test performance,"

gazghologica Record 1966, 16(1) 63~66

Reoearch - A atatistic, designed to measure meaningfulness, was
used: to reavaluate the data given in studies of Megro-white I19.

A. The results showed. that although thesa testa.sre relishle

AF R

they they aro not valid, {.0., they.are measuring cultural

rather than individual propensity. Hence, these studies
..have fafled . to eatablish the e detence: af differences in

intelligence that have utility for yuidance..”

10150
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Hoover, :Herbert A. ''Selected culturally depr*ved students' views of
. their public secqndary school exoertence,_, Digsertation Abstracts,
1967 27(10A) 3259. Ces . . o .
A study of how culturally deprixed Wegto stud;nts, senlor high
school students taught by investigator in fifth-grade in East
i 3t..Louis, viewed theiy high school exnerience (four high schools)
; and teacﬁers.’, o ‘ : . ‘ ‘

pie

ALY, ¥ifty-five percent stated hiph achool Fxnerience was pleasant
.. . and prepared them for college and/or job.
N Anutoxlmatclv f{fty nercent of the nuoil~teacher re]ationshins
were poor. .
3, Students rates slxtv-one oercent of their teachers effectlve
and 1nterestcd in students’.
A
Horowitz, Ruth E. Raclal aspects of s“lf identiflcatlon in nursery
school chlldren s Journal of Psychology, 1939, 7, 91-99,

A study of attitudé formation and functioning, particularly
emergent self-awareness in reference to specific social
grouoinga or race-consclousnoss as a function of ego-delveopment.

Al Identlfication with cevrect (eame razes) picture indicates
awarcness of one's own skin calor. oo
"2, Ability to identify one 's self ag different from others and
" " 1tke others, forms basis for later group feeling.
3, Negrc boys identified themselves as white when no choice
" " was available beyond one gelection. -
4, In choice sltuatlon, Negroes evidenced knowledqe of
' differences and matchad self correctly,
. 5. However, the Necro boys matched themselvea with white boye
‘ when freé to do so.’ :
‘6, Some childrén tended to {dentify thenselves by other .than
t- gkin color wheén situation permitted.
. C.1, Study alternative exvlanations of '
Booddioo vt a) degirato share ‘in self—hood of others without {beyond)
oA T e golor ‘dd€ferences ' - -
P2 p, definition of self by & dellmitlng nroceds of what ‘one
RS is” not'; as result ‘of earlier ninority family influences,
conflicts in self~ ldéﬁtlty ncc1ptance, constrictlon of
: ".self~imape choices. =
RS 2 Study early {nfluences of groun consc¢iananess and
1deati£leat1nn on ego-dfvelopnent and atti(ude formation.

Iscoe. Ira, H. Villiams and J Harvey. "Ape. intellizence, and sex as
- variables in the conformity behavlor of Hegro and whlte children",
L Chlldeovalonpent. l964 35 (2). 8

PRSP

Negro and white urban children were subiectnd to simulatud group
“oressures. ' A

R S S R .'l Y i
A ﬁegto females were loss conlormlng than white females (males
‘v more alike). F

102, );
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. 5% O Negro girl can get ‘away with more nonconformity and com-
"+ petitive behavior than white’ girl in own racial miliea and
in contacts with different ractal groups,
2, The importance of adequate measures of "initiel competency"
e prior to evaluation of chial variables waz stressed.

Jensen, Atthur R.; "Social clasé and verbal training,“ in M. Deutsck et
al (Ed) Social Class, Race, and Psychological Development, Holt
1968 Rew York. pp. 115 175.

Shaping of speech and auditory discrimination facilitates enhanced
language aquisition when there is fewer adult-child relationship
~ 1in early years of a child as in the average middle-class home com-~
pared to the ‘average lower-clasr home.
A,1, In the typical lower-class home there 1s reportedly less
‘ erbal plav, less verbal intoraction, and less reinforéing
behavior nn the part of the adults of the household in
., response to the child's early vocalizations.
2. In lower-class families with a number of children who were
born closely spaced and hence spend more time in the.company
of their verbal peers, receive less verbal attention from the
- mother creatiog predictaule results along the lines indicated
abrve,
3. Spoken language among the lower class is 1ess ‘1ike written
language syntactically, grammatically, and in over-all
- ., sequential organization and logical progression than is the
casa among midcle class. Hence, less positive transfer to
: language of books and journals. ' .
4. Lower ' class language consists of incidental cmotional"
... accompaniment to action here and now.
5. Earlier acquisition of stimulus-verbal- response learning in
.f'niddle class childreu facilitates subsequent discrimination
betwaen similat but different stimul{ such as a mule and a
horse (Luria and Yudovich, 1352, 1961a, I96Ib). ,
~&B+ Fiddle class childrea cen perform quite well under ¢coditions
vhere the only reinforcement or feedback is simple knowledge
P ,.”‘of results, while Jower class children need reinforcement con-
e s D sisting of tangible rewards. : (Terrell (1958), Terrell,
- .. Durkin and liesley. (1957) .
7. Semantic generali*ation as opposed to primary generalization ({i.e.
.. 8ky.eliciting the same response that .blue dpes represent-
. ing the latter) would seen to ba more prominent earlier in
other developmental continuum of S-R to S~V-R behavior in the
.. » .. middle clasp child compared to the lower class child
- (Rayrom, 1981) - . .,
' 8. The phenomenon of transpnsition (relational loarning} seems
to require a verbal mediator (Sterenson and Lascoe, I934).
+ ... This would aleo .show yp in the class diffarences. .
9. Word association tests are a powerful tool for exposing class
differences since a person's verbal zssociative network plays
«.:. . , an important role in texrums of transter and mediation in all
forms of verbal learning, nrotlem solving, and goncept: .l

1034
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jithinking They reflect quality and atructure of one"s
. verbal environment and developmental tronds in language

‘behavior. e.g. (Vera Johm, 1963).
Syntactical mediation very important in 1ncreasing rate of
paired associitive leerning . Recent research in Negro English

' could explain lowet Negro pcrfornance rates in a standard

11,

" English domihated educetional system.’

Tht ratio of a subject’s scaled score in paired—assocL
learning to his scaled score in seriallearaning (PA/Sr) cuuld

‘”ptovide sn index of the degreé of development of the §'s

'med{ational tendency in relation to his basic learning

" abildey.

Justice, Pavid B. “An inquiry in’ Negro idontity and a methodology
_for inveatigatling potentizl racial violence I & II" Digserta-
tion Abstracts, 1966 27(6-A) 1927. L

"In-depth interview" and xecordinps of 'naturel {street)
dialogue" of 160 low-SES Negroes. Analysis by method based
on a preuise that geems’ plausible but’ no previous research

ia used to eupport it in the study. v

A.

'r
1.

Three factors measured o
I. Mobility - Number of moves made as a child
2. Anomie - degree of family fra gnenl:ation in childhood

S3) Conplexity - shifts from rural to urban 2nvir onmeats.
"The 'relationship of combined MAC factors to the sanctioning

. Co,

of radal violence was found to be significant at .0I level.
The same methodology could.be ugsed for gauging unrest and
pOtential conflict in the schools and classroom.f

Kagen, Jerome, L Perﬁon aud L. welch "Vodifiability of an impulsive
o tempo,',‘Journal of Educational Psychology, 1966 57 359 365

ey

o b

Authors ‘exanine efforts to train impulsive first grade ‘children
"to be Hsre reflective under a nurturant condition between child
“‘and‘tutor dnd a condition in which child was persusdéd to believe

hd shared some atttibutas with thé tutor and by reflectiug could

increase the pool nf ghared characteristics.

A:I, The ‘only ¥mportant effect of training was to lengthcn the

.i"Z-

. reSponee tines'to thqt of normai reflectiveé but less effect

‘on quelity of performance. N

Bffeits of hlgh or low perceived sinilarity duning train~
ing were morz dradmatic for girls. than hoys. but fen11e
evaluations were used excllsively. .

'ff '.3. Thus, 60 minutes trn‘ning i{n dolay'produced 1o~ -qer response

”létencies among 1mpulaive children, but did nut keve a

>':0ttong effact on error scores, nqr did it generalize to
, ..the {fiductive reasoning test,
j-ruriher study of" psychological significance of perceived
8im:

larity between tutor” and tutde.

l64.|'}
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Kandelly Alice Suspn, _"Harlem Childten 8 Storles: A study of Expectation

' p: ’school nilieu.

. of. Negro and Puerto Rican Boys in Two Reading-Level Groups."
‘Dissertation Abstracts, 1967 28, (6-A) 2338 (Ordet No. 67-16,¥17)
,}_Hava;d Univetsity.J .

‘T'Reseatch - ptojective test technique & ditect questionaite with

30 Begro & Puerto H{can Harlen ‘boys. Groups were split into 15

) high and 15 low achievets eac., based on METROPOLITAN READING TEST.

A I. Negro chiidten, tegatdless ofaeading 1LV818, typically des-
. cribed In their stories failure in school, punishment from
"mothers and teacher, tension in the family and danger in the '
environment.

.2, Puerto Rican children expressed clear cut expectations of
mastery, of xewards and encouragement fron tbe teacher and
parente, and of. acceptan-e and support from the.environment,

3. Other expressive statements of emotional and motivational
.condition of Negro children and Puerto Rican. -
- reeignation and ‘apathy . - :
b. accompanying themes of fear of punishment
" ¢. feelings of aLienation and personal damage.
expressed confidence in their ability to achieve mastery
through diligence.
optimistic view of envitonment

vy sanse, of independence., .

4, High-achieyins Negro bo¥s appeated to hpve ‘more vositive
.expectations in terms of mastery when they were.: free of the

B

Katz:'baniei and K Braly,' "Racial steteotypes of one hundred college

students,'

280—290.

Journal of Aboormal and Social ngchology, 1933, 28,

e,

lAn examination of the view that attitudes toward tacial national
.groups _are in part, pttitudes. toward. race. names, or sterotypes

of a cultural patce:n, ot based . upon animoaity towatd 4.8roup

‘; member because of ac;ual qualitis in bim.. Ihua, - difﬁetentia-

tion {8 made bgtween this "public" patretn and one s."ptivate
attitudes. L e T

A I. German traits weye consistent with the populax stero-

. type. ("acientifically minded"), Italians.(“artistic"),
‘Neproes (“superstitious™) (“laziness")J Irish ("pugnacity'),
.-Englieh (Yspprtemanship™) ;" Jews ("shrewdness"). Americans
& inauatry") ("t telligenee") L

2. The most definite icture was for Negrpes. '

3 Fictions about sof gal cless, professions, political organ-

. 1zat{ons deveicp n aabmiliqt manner of matching preconcepm

* tions ‘ang Fationalizing’ avay atereotype excep;ions.

4. Définitions did not .seem cousiatently related to orejodice

. .. .exhibited agaigst. race since’ Negtog] nd Tuxka .(high pre-~

judiced-against groups) ‘weré on opposite pples on definfite-
ness {deas,

4INCT
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BII. People ‘Hdve & vague ided of s} aracteristics of 4 ‘rece and

yet sho# extreme prejudice toward that group as part of a
L “'pdblic attitude toward a race nameé or symbol.: : -
ﬂ'l” w2, ‘Howevex,prejudice plus a highly consistent picture of the

group may be the result ¢f public-or privac. attitude, or

i combination of both.

AT

'Katz, J., “and M. Cohen : "The effect of training Negroes upon co~
_operative problem solving in biracial teams." Journal of
“‘Abnormal ‘and Social Psycholopy, 1962, 64, 319-325,

" Research = laboratory.
A.I. Attémpts at modifyinp Negro behavior toward the direction
. of greater assertiveness and autonomy were Successful,
C. ' Highly beneficial for teacher use in 1nterracial classrooms.

Katz, Phyllis A. "Role of 1rre1evant cues in the farmation of concepts
., . by lower~ -class children," " Journal of Educatidﬁal Psychology,
o 1968 59(4), 233-238.} I R

VAR N

P

Assegses diffetences in concept formation abilities of lower-
class, male, &kgro children 1n Ist, 3rd Sth gades in Harlem,

A1, Brighter and’ oldcr'childrel made more correct [esponsas
’6n the’ four types of stituius cues.-
2. Lével of stimulus complexity indicating addition of irrele-
vant cues increased the difficulty of the concept problem
o, fer” these’ students over low' grade and IQ subjects,
“iB,0I. Praficiency in'coricept férmation is related to development:l
level in children both age and’ 0 ninimizing memory, stimulus
., faniliarity aol verbal label availability,
B Irrelevaﬂt stimulus information is related to concept
"t -~ problem difficulty 4n children. -
3. Numper of correct re .‘'nses was 1nverae1y releted to level
_ of stimulus comp i1 - at each age level tested
"4, Pifth grade, high IQ students digplayed- Ancreased reaction
© timés with additional itrelevant cues approxtma*ely an
adult group, while low IQ, Ist grade childzeﬂ s reaction
7777 time decreased.’ -
' “,.S,‘Thus, increaséd eact{on time may 1nd1cste in:zressed prncess-
o, ing atility-reflective nodes witih compleéx stimu)i tasks, No
bo i f1Fferetices In cues changed above finditis.
. C.1. Study the pcssibility of avdilability -~f cértain stimulus
T cues over others as obscuring any basic deveIOpment differ-
ences.,

Katy, Irwin, “"Some motivational determinants of racisl differences in
- 1nte11ectu.1 achievement, “International Journai of ?sxehology,
1967 2(1).{-&2

‘-_-‘* 1. ...:;

A, Motivetional atudies of canditions that affect hope for
success, kinds 2f gocfal reinforcement as these arfect

106:;¢ ¢
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achievement, and atcitudes rzlated to achievement - achieve-
“oo c-ment, gap exiqting between White apd Negro students.
ER E T 2 R e B TR T AT SIS P
Kelly, ¥. J. and Dy J. Veldman, 'Selinquency and schook dropout behavior
o1 “rag-asfametion of -impulsivity and non~dominant values, Journal
=~ efisinormal ‘and -Speiql Psychologx{ 1964., 69,-190-194.

N

AT P SR .
Authors examine over and above social class membersh!p, delin-
-quent.-and. school dropout behaviors as a function of lack of 1inpulse
coritrol and non-domivant. value orientation prior to acting-out
of defined behaviors in 7th grade boys .in 4 Texas communities.

A.T. Deviants are more impulsive than non-deviants expressed
prior to actual acting-out behsvior. :
i+ ;2. Differences were found between biddle-class deviants and
i + . dropoute suggesting - . . .. ... . .
: a, middle-class delinquents have more mental ability than
middle-class dropouts andfor ’
.. . . 1: b, middile-class delinquents lack of impulse control and
. - - "intelligence" are wynrelated. . T
"B.I. Apparently, (given ninor differenpes) severity of deviation
(delinquency more severe than dropping out} is unrelated to
... .. reported value system.or impulse control. ] '
C.I: Study coetext's contribution, 1.e{'behavioral impylsivity
may produce dropouts and delinquents. =~ o
2. Deyiants may maintain dominant valucs, but lack of impulse
control prevents their:attaining socially valued goals in
.+ : 4, .acceptable ways, thus, nged more stydy of,values.
B RN LR S R T O

King, Edith W.. "A mult{-dimensional study of perceptual sets of kinder-

¢ .. gartenschildren from two urban subrcultures,” -Dissertation

iueoo Abstracts,. 1967, 27(8A), 2396ss .- . . . . 1.

Study of kindergartens. of -two diverse,sub-cultural, urban groups -
lower class Wegro and middle class white, Jewish in Oak Park,
Michigan., .: .- - - - L oo oo e ;
I S S SR P
. A.I. Differences: were obtained for.cplor.preferences in design,
.+ - "mantioned. ¢lothing worn" for assessing awarcness of sex,
i~ - and wide. var.ations in language patterns and verbal skills.
2. Lover class Negroee displayed fewer language patterms, less
coi oo, - - extepsive vocatulary, [less effective oral communication.
,=x B T'e:Two- groups. d1d- aot.vary much on specific perceptual stioull
presented, yat.differad in oral language 2xpression of
cut. +ey o..perceptoal. effect®.. .. ... ... . .o
-3% 4 4 2.-Diffarcages in capacities fok;gAgbprag{ngLperbebtions into
concepts pointed to the tie between language and consequent
thioking. s

e

R S T s R A AT D T S e e .
Kinnick, Bernard C., & Platter,-S..D.  Attitudingl <changa jtoward Neg%oes
and school desegregation atong participants in 4 .summer, treining

{nstitute. Journal of Social Paycholopy, 31957, 73(2), 271-283.

AEF Rt A S N L3 g coy, e
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- & measure of changes in attitude of participants in graduate
~ingtitute concerning-school desegregation and culturally dis-
+ ..:-advantaged student . Negro leaders instructed white, Southern
<t i participants. ) .

A.I. Training institute reduced authoritarian and etbwocentric
attitudes for more favorable ones toward Negrocs and achool
desegregation. -

2. Overtly expressed need and behavior for reevaluation of
attitudes contributed to increasiag favorable attitudes, yet
did not. effect attitudcs toward other minorities.
3. Positive relationship tetween eegregationist attitudes,
. authoritarianism, ethnocentrisn.
B.I, If unanimity of group.attitudes are. broken up, positive
". "~ changes ¢an-occur. - - -~ .

Klein, Robert S. '"A comparative study of the academic achievement of
Megro IOth grade high school students attending segregated and
recéntly integrated schools 1in. a. metropolitan area of the south,"
Disaertation Abatracts, 1967,.: 28(63), 2608~ 2609.

i Y T ga

_ Examines.~ffects of moviug from a aegregated, dll Kegro school to
s ah integrated school upon acadewnic achievement of. Negro student.
A.1..Acadenic achievement of matched groups of integrated and
- segrepated. Negroes, matched whites, or segregated Megroes
“and -integrated whites .did not differ significantly.
2. Academic aci.ieévement df integratcd Negroes was greater in
L . gpecific: subject areas over the unmutched groups of sepregated
o Negroes.
-Same differenc\ was found between matc\ed segregated Negroes
and the unmatched segregated Negroes. *
.. B.1l. Previous. sgudies uaing\unnatched Broups find no positive
« . pcademic gaing for. ntograted achoole, ‘this “study did find
.. posizive differences using matched groups.
2. The socio-ecomomic cless and feuily background of a student
exerted more - {nfluence upon scholastic achievement thsn
, school attonded by Heoro etucent. o

A

[N B RN i : Co .
Kofeky, Bllin. “The effect of ‘verbal trainino ‘on concept identification
5 v in disadw. ntaged children,“ Puychonomic Science, 1967, 7(10),

. 365’366- T Uy e yr_~ .

P Y
[

- 1:A.; ~Ttaining disadventaged cbildren 0 labélling and discriminat-
ing component gtimulus attributes resulteJ in greater atten-
2 ¢~ . tion.to these attributes in inductive conicept attainment, but
.- in » areater success in. solving content taske! :
PIREEE T Y .

Kohlwes, Garry F. "Sex‘and race differences in the’ developmdn. of
it underprivile~ad preachool sc iIdren,;_ Dieaertation Abstracts.

L Y1967, 27(8A), 2397-2398, B e e

EEEMEP A RN
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. :Determines whether disadvantaged : egro and :aucasian pre-
',,schoolere differ in social; cognitive, perceptual, psychological
" developméat and’ develop an index of group functioning levels in
various performance areas. Sample of 368 Headstart children in
. Portland, Oregon.

(AR [ )
A.T ,Males more hyperactive than females.
.2, Fexales dieplay mor¢ thumb-sucking. ;
;'3. In area of ‘concept development, females better An naming
) coldrs and in number concept. .
4. Females display more appropriate eocial behavior. higher 1IQ
" score, . - N
~ 5. White children ward mwore often intereeted in only one Or two
' objects 6r activities thaa MNegro children,
6. Negroes better on physical coordinstion tasks, eennory per-
o .ception,
"7, Pemale white children ate less disruptive and better sble
" "to remain seatéd than MNegro-white males.
" 8. Pemale Negroes ‘stammer and stuttef. less than:white males.
9. Boys ratnd happier than female white child.. ¢
10. Female Yegroes had more difficulty interacting with
.. . ., .strangers than white males.
’ 11. Female Negroes-more disturbing, disruptive than female whites.
12, Female Bégroes were more letharpic, apathetic,. display less
. energy, drive than nale whitee.

Kohn, Helvin L. #nd Robifi M, Williams Jr. "Situational pattu ning in inter-
. group relations." American Scciel Review, 1956,“21 164-174.

Authors exanfhe development of new definitiona of situations in
situationg varied by experimenters in the field of restaurants and
taverns, formal, public, and voluntary organizatione.

oL A.I. In unretternrd eituatione when person is constrained to
. " act, but ceanot, predict coneequenccs of his act, he will
* 3. - - :.8¢eck cues from’ othera “behavior in the eituation.

-, ¢+ 2. If no appropriate’ behavioral cues are available, the con-
fused person will pereevere until new &ction intervenes in the
situation. When person acts, but' feels two or more definit-

-~ .1e ;. ... :1lons of situation are Applicable he wi11 give priority to
~¥ . - - cne definition,
3. If this i{s {rmpossible, he will try to conpromiee ‘through
partial confornmity to all applicable options .

< it ..~ 4. Direct, overt, interpersonal conflict will not change
T :pattiee definitions of situation, but tather reinforces

gt Gach’ party s values. o L

" '2.T, Major changes {d the defirftion of aituetious occurs through
. . a serles of minor, interdépendent redefinitions.

4. . 2. A ghange in appropriate reference groups in embiguoue eitua-
.7 4008 cad mndify. sélf-concéptionn. .
C.I. When eéxpectations of the conséquences of - self and other

behaviors change, our ideas reluovant. to nev situations

should change accordirgly.

( J,[(I‘)
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Lamanna, Richard A. "The ‘legro public schcol desegregation: a survey

- of. Negre teachers in North Carolina, : Dissertation Abstracts,

1967, . 27(9A), 2642-2643, .

. An, analyeis of status and role of “egro teacher nnd determine his

- thinking about school. desegregation and militancy in 1962.

A.I. Nagro teachers studied were more militant than expected,
. actively engaged in activities.supporting desegregation. '
2, Msny teachers' ambivalence, plus married, female, elementary
- school statug is associated with more comsertavitaesattitudes,
3. Factors deternining Megro teacher 8 reactions are complex,
. numperous +ud include:
8. anticipated negative consequencea ior teach.rs
. b. favorable self~-image . : .
c. nepative consejguences for etudonte. o
B:I. These factors xelate to teacher's fdentification with white
- groyp and equal—atatus contacts with white group members.
2 .Teeahers in:urban-industrial, large scale communities more
: 1ikely to be militant,
- C.I. Reduce fears of desegregation to expedite change.
2, Since most factors ccndition, but-can act independently to
produce-teachér militancy, any program ctunging one factor,
_say self-ccncept, wil) fail without removing other obstacles.

Langman, Martin. ‘‘The relation of sclf-image to .Yegro achievement and

" attendance in a raecially integrated clementary school,” Disgerta-

tion Abstrarts, 1968 29(2A). 442 443,
Field Rceearch.-

A.I. Blementary schools that had been fully integrated for I5
years, with competent . .teachers, psychological -service and
+ - . remedial reading programe still produced negro students who
- scored significantly lower than whits clasgmates.
.2, Tihig was related.to negative self=image. brought in from the
outside segragated housing. pattern. ,

[T

Larson, R.G. .end J. L. Olson. ‘''Section Bt .. compensatory education. how

Pe

much 18 cnough?" Journal of Negro Education, 1958, 37(2), 164-67

’ 1

Examing effectu on diaadvantaged Beadatart children of btepten
" Bull, full-day kindergarten program in Racide, wiec0nsin during
- 1962-64-0on school achievenent in- first grede.-iu; .

H

'h;'- The full-day xinderoarten experience improved langunge devels=

opment than contrast.group, increased.IQ agores, social
skills, but after the first grade year displayed signs of
.. ragression; in'language develapment .and. listening skills.

B. All-day compensatory kinderparten éau academically befefit

the dfsadvanta (‘4 gtudent, but :learning. and growth rates
will diminish, ‘when satoration efforts etop dnd are
replaced by traditional prograns.

‘jl?k().

%
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. €1, Tetal curriciulum revision of school program is:necessary
for any lasting solution to probléms of dissavantaged {in
urban public achools.

2. Paderal government's follnu-through program concept should
.be implemented in primary grades and beycend on a non-pilot
baBi 3 N ,

Lefcourt, H, H. and (1w Ladwig. "The effect of reference group upon
o Negroes task persistencé ip a biracial competitive game," Journal
s of Petaonality and Social ngcholggz, 1965 2(6), 668 671.

A atudy of ”egro avoidance tendencies in competitive cachievement
tasks 'with reduition: of avoidance by inéréasing expectancy of
positive reinforcement in a reference group of emnhasized com-
petence in jazz: ' - ¢
A. = The expérfmental group- with hiqhest expectancy persisted

¢ longer .than two other groups with less iezz competency in

: - 7' the expefimental competitive -biraclal task.
B.I. Negroes become more task and:rachievement oriented when they

expect their behavior: to determine highly valued occurrences
. 'of reinforcement, .
C.I. Prestige-sugpestions need to be related to goals which
o : guhjects (students) have some expectancy nf suecess,

Lickter, Solomon 0., ct.al, "Appendix C: a-guide for teachera," The
- Drop-Quts, New York:': The Free Presa, 1962 290- 294. :

Systematic, clinical studv of a proup of white hiph achool studenta,
pnejority referred by public school and counseling: agenéics as
potential dropouts fzom high school. -
C.I. Behind slmost every classroom problcn is an enotional prchlen,
“*thus, children act for reasocns.
2, ‘Teachers must recognfze <nd contain their own angry feelings.
3. Teachers cannot getralong with all-studénts and-handle on
‘clagsroon problems with -equal success, ‘thoa teacherg nust be
flexible and accomodating to necesaary shifteé and changes
over "fighting it out,”.
- - 4. Gratifications are possible in teaching'and helping a .mal-
R adjuated chi)d. .
5. Don't be imposaible to please have patience, be accepting.
- 6. Don't have higher expectations of good lehdvior for a troubl-d
"t child thant for a rarcly misbehaving child, °' -
7. Discipline if netwodsdary, but not automatic and ahould he
reagonable and in line uith offense rather than teacher's

“r o feelings, U Loon
. 8. Use information and consultative help in workin? with troubled
Lo lﬁlildn o . A

- 109, Din't underesthnate your obaervations ot attitudea regarding
“t. ¢ . .troubled studente. - o i W
IOM Know -your stréngths and linitations and avoid gectous com-
- plicated actions and rqcmnnendation;..;,
L‘l | . .- - . i .
Hﬂi:ﬁﬁﬂ 49
, 113
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II. Use fully school, community, and speclalist resources.
12. Don't react to or attack parents.h.:.u
13. Reflect; s positive,, helpful. school attitude and philgsophy
in the way ynu handle student problems..;-
(A
Litcher, Solomnn 0.. E. B Rapien, F. H. ueibert, and M.A. Sklansky
- Ch., er 8; 'Collahorative work with the schools,” The Drop-Outs.
New York: The Free Press, I962 I67—I93. G .
Systematic, clinical analvsis of a group of 105 students {no
. Veproesa); -intellectually capable of,. but potential drop=-nuts fronm
hlgh school. . :

A I. Satisfactory subject performance was associated with student's
- .- 1iking. the teacher.
2. Students dichotomized their feelings about teachers - good or
evil, affectionate-cold, encouraging-deterring.
03 Teachers tended to underestimate their importance in scéidl~
1o+~ empticnal life of studants and the positive-negative in-
Lo —fluences of their words,.
Y o C I Don't control and motivate by citing othcrs as good examples.
2 .Don't use students in trouble as bad examples.
3 Don't isolate, emghasiz= pathology or make scapegoats out of
s o g 1) gtudents. o
4 Avoid stereotyping student and be willing to looF for and
accept signs of imorovement.
w1 hneeee-3.:Use avallable consultants in social work. psychology,
R yehiatry., . ) o ,I:g [ . :
Linnp‘Emma.La~ “The’socielly disadvantaged chilq{_'teacher correlates,"
Digsertation Abstracts, 1967 (%A}, 2390.. . R

Exanines performance changes in 1965 Headstart programs in re-
‘.:. lation to teacher behavior and background (uegra, Latin American,
Anglo}, .. o . R " .
U B N S
A.I. Performance changes in enrolled Headstart programs were
“ii:gelatad to teagher characteristics.spd.behavior... . .
2. Performance of children was xelated. to teacher background -
ethnicity, marital status, homé cotmunity sfze; father's

3! 1 oeeupation,  church attaendance, experience, .§E3de. point
. -average.
3. Teecher behavior and characteristics were related to teacher
backgrcund.

Lynn.’O.B., H\L. Sawrey.: “The effecta of father—absence on Norwegian boys
an1 girls," Journal of Abnornal,and Social Psxchologz 1959, 59
258—262. : e s e ..

A study of soparation and differential effects of prolonged
- father absences on, children, apes § o 9, ip Norycgipn sailor
. fnmiliea..,., S T .
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A.T. Pather-absent boys showed
....,,. @& ovore maturity - ' ’
SIRTANIL T B, stronger fsther-identific&tion Btrivihgs
c. higher compensatory'irasculinity

d. poorer peer adiustmont (boys more so than girls)
2. Pather-absent girls chose mother doll over father dol1

"“in geparation situation, showed nore dependnecy responses
than control girls, '
B.I. Higher proportion of father—abaent boys than control boys
or father-absent girls showing poor peer adjustment shows
- wmore‘effects on father-abscnce, i.e., inadoquate same-sex
- identification.
2. Father-absent girl is particularly sensitive to fantasied
- Beparation or loss of mother model of identification while
father-absent boys strive for male identification throuph
) cchpensétdry meanu

" Mackie, James B., Anabel Maxwell, and Frank J. Ra‘ferty, 'Psychological

development of culturdlly disadvantaged Negro kindergarten
children: A study of the seléctive influence of family and

"~ achool variables,™ AmericsnrJournsl of Orthopaychiatrg, 1967
37(2), 367-368. T Con ~

_Research - inner city Negro slum children over a fifteen month
petiod. ' Co ;

" A. - The developméntal level of both boys and girls appeared to
be more strongly influenced by certain characteriscics of
) their families than by pre-school enrichment programs or by
147 ' the charactor of their formal school experience. ‘THege.
factors were: - I
I. fanily income
2. -pPésence of father for boys - -
: '(Others tould be, although not mentioned in the study:
3 Kinds of reading materials in the home
4 Number of siblingu and peers, eapecially the former )

Mann, John'S.’ "Authority atylea in a project for Negre children,
liJournel of Neg_p Bducation, 1968, 37(2)¢ 160-163

; ;‘Bxanines how authority was hendled by teachere and kinds of
_ teacher-pupil relations that reaultod in Adems»ﬁorgen Potomac
‘project of Washington, D.C., - fo .

) A.I. Students responded to vidlent style of tenthi with with=
W E . drawal, spadsivity, brief- réspotite to queptiona nnd little
' " volunta¥y, salf~initfiative.’: - - ;

2. In response to violent-transcendant approach, atudent
reaponaea tended to bo aspiring ones to move on and do
bbttet‘- ! B [

" 3. The ttAnscendant Aoproach appeared were ideal, less
possible, focuscd beat on most imaginative student and

113!
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i genarally produced a greater range of "ups and downs.”

4. The indirect. style (hidden authority) was viewed as a form

of dishonesty bty children and "democratic practices" invoked
distrust and. game-wrecking behaviors. ..

,;,[,. B. I.\Different styles of teaching are differentiated by children

and have differest congequences for then. .

C.I. The violent-transcend@nt style nf teaching should be studied

and considered for its particulgr anplica“ility to negro dis-
advantaged children.;e,‘

-Hason. Elevelyn P. Comparison of Personality Characteristics of Junior

Highr Students from American Indian, Mexican and Caucasian Ethnic
. Backgrounds. ' Journal of aocial ngchology, 1967 73(2), 145~155.

California Psychological Inventory alven to 49 ¢ulturally
' disadvantaged junior high students in a summer educational enrich-
ment

.AT.

2.

ot

propran (26 American-Indian, 13. Caucasian, 10 Hexican)

Pemales did Lonsistently poor ‘across 18 subteats.
Ethni group differences focr malaes showed Mexican and Indian
Tower in social presence than. Caucasian. '

-Male Mexican flexibiiity scores .were lower than Caucasian or
:Indian; higher on.social responsibility, tolerance, intellect~

ual efficiency.

Cultural disadvantage has oiffereut effects in terms of sex
of .recipient and ethnic group. - .

Passive acquiescence of deprived, teenage girl warrants further
study. So do. the unique problems of deprived American
Indians. - . . . . ., . , ‘

- Megers, Edna 0,, "Self concept, family structure .and school achievemant:

a study of disadvantaged Negro boys. ' Dissertation abstracts, 1967
27(1)(a), 3960. e L o

. Regearch. . - | ,;

.- A

n'l:._ .

2.

o b
54

B.

3.

-achievers differed fron underachisvers in haing more accepting

of their ethnic identity.
underachievers revealed higher lavel of snti-white feelings.
achieyers revealed a highe. deeree of - internalized controls.

_achievers were mora cautioys moving away frqo extreme

positions (efther positive or negative)
Aceept for-a limited number of underachievers toth, 8TOuUpS ..

. 'tepded :to have realizable vccational gaals.

The best: findiug wvhich contradigts asome earlier da;a is explained
by the authors' concluding hypotheses that:,.....the civil

.--rights, 18sye and the dynamics of.''pre=gocial actipg out" by
-1axge .groups of Negroes will effect phanges in the self-

concept of the Negro and therqfore in parent-child ‘relation~-
ships in the Negro family, teacher-pupil relatfonship in

- the ghetto schovls and .the. achievement orientation of Negro

children.

114
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Mermelstéin, Egon and Lee S. Shulman, "Lack of formal schoolin- and
T acquisition of coneerbation, Child Development 1967, 38(I).

Research - questiqnaires testinp Plagetizn theo y 7 Cognitive
development in 6-9° year old Negro children withouc public school-
. ing for 4 years and with normal schoolino.

-~ AT, Differentes between vertal and non-verbal tasks highly sig-
nificant as night be expected from other research,
2. YHo significant difforences in conscrvation of perceptual
- pherionéna,’
* The second finding cuuld indicate that Negro children s
énvironment. is not deprived of essential stimuli. for normal
development in all lower class communities.

Meyers, Edwutid - D. "Effekts of social and educational .climate of high
schoolg upon the academic performances of negro and white adol-
escents," Diesertation Abstracts. 1967 28(7A) I9I7.

1

-

Exploratory study of dif(erential racial responeea to climate,
Sample of 20,345 ‘students in 20 non-rural, pudblic, - coeducational
high schools with 327 matched negro add white students and

! measired on educational aSpirations, intellectual orientations,
academic achievement. L R

. CEE Y

A I Negroes had higher educational apirations, intellectual
" oridntations  than whites.
'"-2.'Hhite students tendad to be more responsive ‘to sccial-
educational climate of dominant-white high schools,but mixed
, regarding intellectual orientations,
3:3;.Family variablés "Included number of siblings affected negroes,
‘matérnal ericouragemént influenced whites.
4, Attitudinal variables affected educational aspirations P
more than academic achicvement.
5. Negroes affected more by levels of self-esteém, asrirations
. or peer achievements, sociometric status than ~hites.
“re T BT, Total school effect on negroes and whites 18 Approximately
) equal,
<M 2)-Séeparate, rd dally détérmined social sub-systems account for
T " +hites beéinp moré influenced by ‘global climate than negroes .
“while negroes are more affectéd by interpersonal variables.

Minzéy, Jack D, A& sfudy of fhe relationship between- teacher morale
L and student 'attitudes toward ‘their school: environment.'"
A muettaéton Absuacea 1967, 28 (SA) 1626-16270 -

2

: Exaninéa attitudes of H‘chigan high gchool studeﬁtéTregardino
e ‘school and teacher ‘woralé and effect of tea.mer feeling about
i dchool oﬂ student a:titudea._»; Tt ‘ “@

P

R W8 3 Teadher rnrala ‘ddffers in intensity- betweeﬁ echools.
o . .

ERIC -
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2 Students display. -
‘4, less ditference in attitude than teachere
b. less affected by teachér morale
c. wore similar to peer feelings with differencee in
o ‘degrze and-affect.. . i,
3 Teachere and’ studeuts différ on attitudes resarding school.
4. Students have accurate perception of teachers' morale.
5. Students frow high and low teachcr merale schools perceive
.~ many items alike, but not perception of fulfilling parental
expectations and socio-economic level of family,
6. Teachers are not able to predict student attitudes.
B.TI. Since student perception of teacher morale is uccurate,the
lack of attitude correlatious is prcof of student independence
) of attitude from teacher influence. )
© ‘2. The differences betwecn students' perception of high teach.r
© " mordle ‘'schools and students' perceptions of low teacher morale
©+ schools may be based on 8socio-economic community conditions,
C.I. Student ‘attitudes should be checked regarding morale and
school variables.
2. Socio-economic conditions 1mpinping on teachers and student
should be studied, C
- 3. What criteria do teachers use to:evaluate students?
4. What is relationship between specific teacher morale und
student attitudes? SE :

HcLennan, Roderick C. "A study of disadvantaged and advantaged students
attending ‘the schools of high school district X, suburbia Y;"
Dissertation Abstracts, 1967, 28(8A), 1994 )

An examinatfon of differences between advantaged and disadvantaged
on I24 characteristics of students, families ond home environ-
ments in northwest Chicago.

A. Disadvantaged stuﬂents Ia. contraSL to advsntaged ones dif-
"ered by .
1. residing in lower quality home .
2. lower parental occupational statug- :
3. lesd educated parents
4. lesa'mobile families .
. . 5. fewer'parental school visits.~
" 7! 7 6.-more parental punishment:
© - 7 7. 1ess parental supervision
8. less otedient to parents
9., study less
10, recefve podrer grades :
-_II’ have heRative self-images " -
12, ate ebgent from school and social organi:ations nore often
13. enroll in vocational over college preparatory. courses
B, Many of the differences reported correspond to differences
Tt " reportéd in the litereture regsrdiny inner-city disadvantaged
"+ ° and sdvantaged students. * . . : o

ERIC
116:
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McWhirt, Ronald A. ‘"The effects of desegregation on prejudice, acadenmic
aspiraticn, and the self-concept.of tenth grade students.’
Dissertation Al'stractg, 1967, 28(6B), 26I0.

- PR S SRR T L oo " i

Examincs changes in attitudis of southern high school students

“+. i changing. from racially segregatcd to a desegtegated social

: situation. B

o A.I. Males increased rating of self—concept over females.
2. In integrated school negro- females and white males increased
' mogt. S
3. In segregeted school, negro males and. white fenales increased
. most.
E 4. White students. in segregated school and negto students in
' integrated school increased in their aspirations of a good
-+ - education, than did sepregated negroes and integrated whites,
5. :Integrated student3 ktecame more prejudiced for whites than
oo in segregated .cchools particularly white gegregated and negro
L females and white males,
’ : - Be.Ii Interracial contact brouzht changes in negro attitudes in
‘ integrated school, hut not in white students.
L © 2, Negro students secking social aoproval modified their
: behavior Yore. v
3. Negro students had greater white contacts while in turn a
. majority of negroee had less effect on a white majority.

Nei Tam Thi Dang ' "Piaget 8 concent of classification. a comparative
study of advantaped and disadvantaged young children,"
Dissertation Abstracts, 1967 27(124) 4143, '

Research.

A.I. There were differences between the two social groups special-
o ly in -kindergarten. -

2. Contrary to expcctations 2 years of schooling for the 2nd
grade children in deprived groupa brought them clcser to the
middle-clags group. .

3. Culturally deprived grOup tended to be less clear in
Justification for performances, . however. .

4. In general Piaget's theory of sequence in logical develop-
ment over time is supported, espec¢ially his emphasis ¢n :
equilibration, {.e. the interaction between: individusl and
enviromment. . . T '

Nickerscn, Donald H. "A gurvey of .the distribntion,of personality types
and related interests. among competent teachers in, advantaged and
disadvantaged aetcinps. Diggertatidn pbstracts; 1967, 9(a),
2743, . . T . S .

BN A aurvey of peraonality types and intcreate of competent teachers
in advantaged and disadvantaged. teaching' {ituatirns in Michigan,

o | \
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A.1. Self~éontrolling personality types (over impulsive, fearfil
types were found more amonp disadvantaged schools early grads.
., .teachers than advantaged schpol carly grade teachers.

‘“f'z; Within the advantaged schools self: controlling types weee

‘found more often in the later (ov’r- early) grades; no such
differences found in disadvantaged settings.
3. Fow personality and interest differences were found between
‘ disadvantaged and advantaged teacher groups.
4. The difference between disadvantaged =arly grade and advan=
taged ecarly grade teachers perscnality type displayed only
two diffcrences An personality ~intarest categories.

Pine, Enid. “Changing. attitudes of society towards juvenile delinquency,"”

Canadian Psychistric Association Journal, 1960 '13(4), 383-384,

" A Examination of histo cal dnd recent sonrce reveals delin-

quency is linked with deprivation, whether regarded from a
legal, aociologicai or psychiatric viewpoints

: Q.: then teacher deals with ‘the kinds of deprivation that she can

dirdetly. handle she can use Premickian reinforcement
princi{ples’ via those objects and situations that were histor-
. Lleally depriveﬁ e.g., awarding positions of influence daily
- in'the claSSroom for other types of behavior.

Riessman Frank. The Culturally Deprived Ghild, New York: Harmer & Row

BRI T

12 62..

_An examination of underurivileped proups and individuals to

develop new approaches Ny emphasizing posxtive asnects of thelr
otherwise ignored cultures.

c.I. Teachers of culturally denrived should be flexivle, consis-
tent, direct, informal, clear, wdrn while recopnizing value
differcncea and may selectively disaarea with some (eg."anti-

‘ ,..1nte11ectuabism") .

2. ‘She must endute initia’ non-acceptance anq get through rasist-
_ances in an.unfearful, direct, ‘accepting way avoidino pre~
Judgemént aqd nver~generq}1:11q tendéncies. .

3. She must identify and win support of natural leaders.

4. She should emphasize learning over discipline and punishment.

5. She oust develop patience, listenirg, sroup participation ,

. skills. =

6., She must expect, encoura e, Sqnaort 1ea*ning efforts.

"7;‘Tgsbhers must be able to be oerson-centered over content-
centered and be able to identify with the- underdog.

4. Teaching deprived to learn goes thrOuph a ranport, fascina-

tion, power sequence.
9. Teaching effectivencss here{s linked with appreciating the
interests of the cenrived and seeing cheir goals in relation
to higher educational ones with 4 reﬁpect nnd accentance of
thefr values and cultural ways.

118
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Rigley, Todd. 'Learning end lollipopa,' Psychology ngﬂ, 1968, 1(8),
. .28~ 31 62 €5,

T o Results of Juniper Gardens Children s Project in northeant Kansas
_City, Kangas with preschoolers of 'hard core' and ‘upwardly mobile’
' poverty yroups.

B.I. Behavior with social consequences could not be maintained
without ‘dual support from a preceding stimulus {greeting,
MsM candy) and subsequant approval.
2, Preschoolers did learn social skills, language, ani IQ
| . " incredses under special reinforcement program.
3. Parents were trained to te reinforcing teachers, hut did .
better with other than their own children.
C.I .Nursery school prograns should not be modeled for middle-
class children; disadvantaged have often motor skills, inter-
" action patterns, but need appropriate content, substitutes
- for aparessive behavior, less reinforcement of disruntive
tactics, for social reinforcements will be weak in the
_abgence of social skills which can be developed first,
2. Food ox gpecific physical objects may be needed first to
" gain reinforcing responses desired.
3. Good pre~schools are necessary for the disadvantagﬁd
students' entrance into public schools,

o ‘Rogere.‘bénald W. "Wisual expression: A creative advantage of the disad-
< vantaged,” Gifted Child Quarterly, 1968, 12(2), I10-I14,

. _ Natural research - Sth & 6th gaders tested on drawing ability,
e " esthetic judgment, visual originality.

~ A.I, Disadvantaged SCured aignificantly higher on visual fluency,.

o 2. No significant difference on tests of esthetic judgment and

2 L .7 visual originality, = . _

) T 3. Advantaged superior In drawing ability

o .. . 4. Disadvantaged improved significantly in ability after art

i ’ T instriction course, .

. C. Any superior quality of disadvantaged students can be capital~
1zed on for situaticns. to, apply praise and glve esteem to S's tn
class. o .

Rosenthal, Robert and Lenore Jacobson, "Self-fulfiliing prophecies in
the class-room:. Teachers expectations as unintended determinants
of pupils intellectusl competence, ‘Martin Deutsch et al (ed),
Social CIABQJLBaCQ, and Psychological Development.

" Reviews past theory and related research as well as more recent
reseaych study by the autho:s._

*

";K. . Experilnnt supports prcsuppositione and finds frot less
" empirical work in the past . . S

.ot
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1., The effect was significantly prevalent in the lower-grade
levels.. A  nmber of interpretations (not necessarily mutual-
1y exclusive) were suggested.

2, Children whio were not expected to show growth in intell-
ectual functioning wer. regarded less favorably the more
they gained intellectually, ‘ - oo

Ryckman, David B "A comparison of Information processing abilities )
of middle and lower class Negro kindergarten boys.' Exceptional
’Children, 1967, 33(8), 545-552.

Research - aduinistered battery of instruments assessing
specific informatign processing abilities.

A.I. Analysis of 19 variabHes produced 5 meaningful components;
general language ability components most significant in
. discriminating between middle and lower clags Negro boys.
3. Implications for educational definition, diagnosis, and
" program planning are discussed.

Sain, Leonard Franklin,'."Occupational Preferences and Expectations of
Negro Students actending a High School Located in a' Lawer Socio~
Economic Area” '

Reaearch - Quéetionnaire

A.T. lnv SBS Negro occupational exnectations were unrealistic in
.. relation to their occupational preferences.
_ 2. The students perceive their parents as having the same aspira-
" tions for the students as the latter have for themselves.
3. S's perceive parents and relations as being more influential
o in their choice of occupation than teachers and counselors.
" C. The suggestions given for vocational guidance are relatively
" conservative. Such a study does suggest or reinforce opinion
that a program of acadesnic relevancy £s budly needed more so
for these studentd than non-deprived ones, espécially relev-
_ancy in relation to their preferencea.

Scagull, "A.A. "Subpatterna of gratification choice within samples of
. . negro and white children,” Paper of the Michigan Academy of
“Science} Ares, and Letters, 1966, 51(2), 345-351.

o Rcaearch. _ ‘
A.I. Uncldusifiable s ] (by soeio—economic level) chose delayed
© ° reward significantly less. .
2.‘Situationa1 variables appear to determine delay choice -
. mot’ class affiliation. R T
Sears, k;R;, M.H," Pintler and P.S. Seara. "Effects of father separaticn
oa preachool children's doll play agresion,” Child Development,
1946, 17, 219-243.

O
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Authors examine agpressien apd its instigation with 126 nursery
school children, in half of vwhich father Is absent 1n militarcy
; service, in reoatd to s»x—tyning 3rocnsses. .

: T

A.l. Father provides an imnorta;t sex—tvoinp and 1,gressive model
for pre-school boys.

"'2. Ris absence leads to aggression reductiocn in doll play

- -apparently with no snecific sunpr;ssinn by wméther.

3. This effect decreases with child's age and assuned increased
gocial contact.

4. Father's agzpressiverass acts to frustrate sons, and apparently
acts t~ control sons more, leadlng to fantasied father~
directed and sclf-directed ageression.

5. In father's absence both parents share in child s direct
aqpression until age S.

6. Pather's apparent nermissiveness of aocression dces not make
him more tolerant of ageression directed towsrd him.

7. Father absence was agsociated with greater agpression
(self-argression) in girls.

8. Parent nf same pex provides most frustration and control.

9. Rise in agpression in dell .nlay occurred in the fether- ’
present nrouns.

Simpson, Ansel P, "Attitude change, social status, and minority group
membershin: 4 study in experimental sociolopy,” DBissertation
‘ Abstracts, 1967 27(°A), 2635, .
-t
Examines chanpe in- cownitive asgessment of minority qroun
membershin as - a function of exncsure to a. member of minority
groun holdinp hiph achopl status. .

Tt AV1. High status plua-minority Rroup nembership of teacher has
A capacity tou effect favorable chanpe in minority group
attitudas of students. .
‘2. Subject-mstier is of little consequence on range of attitude
change effects. .~ .
3. The lower the status of the minority grnup in 'question’,
= the greater the ability of high status—ninority person to
- effect Favorable change. .
4, The greater conformity of the low status ninority vith high
status person's expectations, the greater positive effect
in relatively short time {uneffected by gex, and effecting
) more than one out of three nersona with geroup characteristics
7T of medium to large city residence, high occurational status,
pareats with high school education or better, avera?u apge
of proup members 19). D
5. High status, minority sroun nembership effeqts rore favorable
attitude charge toward the given minority gfroup as one
. ~ follows a progression from rural, small city to medium
<02t and largetedtye o o0 gy D Lt tood
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. Dorothy. “Interracial attitudes of negro and white fifth-grade

children in segregated and unsegregated schools," Dissertation

Abstracts, 1967 (9A), 3143-3144, © - -

To test tha hypothesis that ‘hite children in classroom context
vith ‘legro children are more favorably disposed to Yegro children
than without such contact; in addition, that intelligence and
sex would affect attitudea in defacto seprepated white, Yegro

and unsegregated schools.

"'A.I. White children in unsegregated schools more willing to assoc-

iate with “legro children. :

2, Negro children in unsegregated achool more accenting of
whites than segregated Negro children.

3. Inteprated white children saw ‘legroes as more aggressive
and non-achicvers, but were more willing to asscciation
with them than low exposure whites.

4. Superior IQ white girls in segrepated schools and white

" girls, average 1Q in unsegregated school were most willing
to assoclate with legroes. ' : TR .

5. High I0 llegro girls in unsegregated and segregated schools

* were least willing to association with vhites saw whites as
, aggressive, non-achfevers. ~ - :

6. Negro, unsegregated school boys were willing to associate

with vhites than segregated epro boys.

" '7. Integrated school Negroes were more willing to “color' thenm-

gelves in a ‘draw yourself" task than segregated students.

"° B.,I. Intelligence interacts with sex and exposure. :

2. Negroes integrated differentiate thenselves from whites more
clearly and are nore accepting of thelr race.
G.I. More study of attitudes over time as intepration in sci:00ls
' . prosresses., c : :

- Slaughter, O.R, "Cognitive stylei some inplications for curriculum and

fnstructisnal practicea among negro children" Journal of Negro

* Education, 1969, 38, I05-III.
—_— A

An ettempt to bridge information gap-and make specific recowmenda-

" tions from recent research in instructional nractice with dis-

advantaged children, rarticularly uses of male pnrirary teachers
and Inquiry Training. -~ = = G e

RN

C.I. Don't consider Megro as being not ‘interested in school and
learning, but teach him to expect-and ecquire nositive social

! . .

reinforcément.,” -~ - .

;”_2. Help students reinforce themselves by not penalizing thenm fo;

" ‘what and where they are and developing inquiry methods.
3. Consider the handling of "nale+type' tasks by male teachers
"' to more clearly emohasizc sex-role identifications and
accurate self’ - other percéptions. - . - _
4. Emphasize beyond methods of teaching social skills, interests
* 1n learning, sefise of petsonal over eaviroamental control.

t
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Smith Donald oA speaker mudels nroject to enhance punils':self- -
" -asteem. Journal of Negro Education, 1967 36(2),‘1776180.

. Dascribes teacher's experience and efforts to promote self—
acceptance and d velopment ir bright, Freshman, high school Hegroes.

A.1. Of 24 s.«dente in one year preject 21 graduated 15 attended
‘college in urban scheool with high drop-out ratic.

C.I. Teachers must be sensitive, flexible, capable of promoting
others' self developmant, particularly toward positive, real-
istic emnloynent onportunities. :

Sta‘l*r, Joh1 P. and Oliver E. Perry. "Learning and retention as a
. function of instructinnal method and race,' Journal of Psychology,

1967, 67(2), 271-276.. : :

'« Natural Lah. Research. . Comparisons were made between _orogrammed
: and conventional instruction, and between: ,aucasian and Negro
univeraity students. BN

“HAL Posttest scores were reliaLly higher for. students taught by
programmed text and for caucasian . students.
+ I..Racial differences attributed to past environments (seg-
" regated schools).
O 2 Retentinn test Showed gp differential loss in raetention.

Stabler, John R. and O.B Perry., Learning and retenticn as a function
of instructional method and race,” Journal of . Psycholggx, 1967
67(2) 271 276 ‘ . - .

A study of «omoarisone between colleve students taught conveuntion-
ally and by programmed textbooks and Caucasian and Hepro students
from vhite ond Heg*o universities respectively.

[N
'

AT Proaramned ts xt Caucasian'atudents received higher scores thanp
leeture-Caucasian students and hicher on the post-test than
e 7 programmed textbook~Hagro students. :
.. .: 2, No:group showed -superior rqtention or superior favorateness
e ++ of attitude toward prograrmed instruction .
3. Negroes scored hipher on neced for achievement and lower on
affiliation and exhiHtionism than white students.
. &4, Programmed:instructicn was more effective than convent!nnal
11 fot.whites and.llegroes. .. .
5. Whites learned more, but were attending a better quality of
vt ceducational university. ce
"< 6. Differences of -a. nonintellectual nature n@re suggested -gelf
- . - confidence, motivation, attitudes toward leaxning, but high
. .. ' need for achievegent of; “eg;ocs testei was overshadowed by
other factors, physicnl backpround and environnent.
Coad . ;
Stein, David D.,cJ.A. Hardyck, and M B. Sﬂith- 'Ra;e and belief: an
open and shut case," Journal of Personality and Social Psychol -
oy, 1965, 1(4), 281-289.
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Exazine Rokeach's contention that prejudice is result of perceived
dissimilarity of belief systems by studying white 9th graders'

, - responses to a "teenage social distance scale" for 4 "stimulus

" teenagers" (white or legro), like-unlike subject in values, and
sutjects' rated friendliness toward "Stimvlus teenager."

A I.

Belief congruence accounted for more variance than race, but
both werc significant.
When white subjects are piven no information regarding Negro

" teenager, they assume a difference in values, but greater

similarity to unknown whites.

The fact of being Negro seemed to mark him as "different for
whites, no matter other similarities.

When belief effect controlled, race and status effects were
more significant.

A “"race effect" appears mainly with ftems involving "intimacy
of contact” and pres-nces of others enforeing social norms.
In the absence of information, persons rely on ochers and past
exparience to make judgments.

Thus, lack of belief knowledge forces one to gueae regardxnp
Negroes being unlike white person.

In presence of information subjects reapoud more in relation
to belief congruence.

If persons of different races can encounter one another under
conditions favoring perception of belief congruence (equal-

N etatus), racial prejudice should be reduced

~ Stodolsky, Susan S., and Zesser, Gerald. '"Learning patterns in the dis=

~ advantaged, Harvard Educational Review, 1967, 5?(4), 546-595,

Reviews evidence from other studies which challenge educational
policies based on Coleman's concept of "equal fenting" level.

A.

7N

The data he reviews geen to indicate that: N

I. Once thc mental-ability pattern specific to the ethnic
group emecrges, gocial class variations within the ethnic
group do not alter the basic orpanizstion asscciated with
ethnicity. Teon

2. Therefore, he suggeata what he calls "equal opportunity

for maximun develo“ment" (of the cthnic |roup special ability)

Strauss, Susan. '"'Tne effect of school integration on the eelf -concept of.
_ negro and Puerto Rican children," Graduate Resesrch in Education

" and Related Dis¢iplines, 1967, 3(1)

Research -~ Compared the self-concépt of 2nd and 3rd rrade Negro

and Puerto Rican children of low socio-economic background in
integrated (patired) schools where the populations of each etbnic
racial group was proportionate to the white population .

A. Peiring does increase the eelf*concepr of negro and Puerto

Rican children.

Tumin, Helvin H, ed.,

Race and Intelll ence. Anti‘defamation League of
B'nat B'rith, 1963, New York:
(I
124 {



- 116 -

An evaluatioa of race tesearch. o LT Lt
et ¥ e T : . 4 .

:-““A;’ ‘A pancl of four famous scientists conclude that....any
© 0 " elaiwm regarding innate Jiffercnces between Hegroes and
“whites with vegaurd to . atelligence cannot be substantiated
unless three couditions are met,
“ 1. The distiuctive genetic, or "racial”, homogeneity of the
Negro group being tested, as well as thet of the white
" “group being tested rust be demonstrated, not assumed.
2. The social and cultural backgrounds cf the Negroes and
whites beirp beqtoﬂ ot oLhe.wise bPlng neasured must be

3. 53%&3393 Eeéts of pative intcl&ith\e and otter mental
.. and psychological capacit ies,with proven reliability and
validity, will have to bc used.
... To date, nane pf these =xucial conditions has,béen gatigfacterily
met ., . o ‘ '

‘ Tefcourt Herbert M., & Z.dwig, Gorroﬁ U. "The effact of reference group
- upon Megrces task persistence in a Hl-racial competitive game.'
Journal of Pprsonﬂlity and_Social Psychology, _965 1(5).

. 66B~671. . . R L o R

<~ ;.. . Research concerus Negro Ss avoidanre tnhdenciea in competitive
: .achievement tasks. .

DR

A. In a éohpetitivé gan2 whire white stocges won continuously,
;. Hegro groups thst were cumyrised of jezz musicizns and who
‘had been led to beifeva that the game was related to personal
skills of u-isfcian persisted significantly longe¥ than con-
: +  trol groups., 7The 1stter dewonatrated typical feilure-avoid-
. v - .-ance characteris:ic of Wagross {n previous research.
c. Reference grour identificarion could ba used to the student's
advantage particularly in teaching 'Verbal’ c¢-iented courses
. . f.e. history, Inglish, soclal studles, e.z. in assigning
. . « . escays the teachzxr could sugpest topics of rclevant interest.
Torrance, E.P. '"Finding Liddea talents among disadvantaged children,"
-1, Gffted.Child Quarteriy, I968, [2(3), I37-137.

P

Discusses theureativity workoho, as a format for finding hidden
. talents arong disad\antqged coildven, .,
B, Following éctivities in d.udin paintingJ dranatics, story-
telliny, singing, sociodrama, problen solving, ohotography,
etcs .+, .
I. tost affe*tive teclniques utilized were
_ u. Prizes torotivate creative thinking
.. b, Small group iastruétion - . o ‘ J
c. Use of pugpetry ' T ‘
. d. Imaginative reeding of satories,
2, Yorrance Test of Creative Thinking and th Stanford Binat
v .. 1 .: . Scale.indicated many children coning out. of these wyrk-
[:l{j}:‘ shops as béing creative and intelloctually gifted,

Aruitoxt provided by Eic:
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Tulkin, SteVen R. Y’Pacn. class, family and school achievement", Journal

of Personalitv and Social Psycholoey, 1968, 9(1).

-An examination of intel]ipunce and achiLVanﬂt scores with hone

and family information regarding 5th and 6th prade students of
unner and lower class status in Maryland, o

A.l. In upner socio-economic status grOuUns v;rbal-non—verbal test
differences werc found; “in lower socio—cconomic status group
only non~verbal differuncas found,

2. Racial differences on ‘crowdcdness ratio' in family found in
both socio-econonic stetus groups, number of siblings and
family particination in lower soclo-economic status group only.

3. ¥itkin cach race, significant sccial class differences were
found oa every measure.

4, Controlling for socio-economic status did not equate Nepro-
white samples. .

- 5. Broken homas more common progortinnately in uprer socio-~
economic status Negro groun than unner soclo-economic white
group; no difference between urrer and lower socio-acononic
Neero groups.

6. Maternal ennloynent varied nore on racial than socio~economic

" sgtatus lines.

7. Verbal intelligence accounts for larger nrooortion of total

. . achjevement in uppex gocio-economic status groucs.

8. None of home and family &cales correlated with total achievement
in lower socio-cconomic Status Neero group.

9. In upner soclo-economic group all racial differences found
were attributable to male, but not fenale proups. At lower
socio-economic group the nattern raversed and females showed

. most significant differences.

B.1. No differcnces found {n upoer socin—economic status whites

Vosk,:

and Negrocs when broken homes, matcrnal upemployment,
crowdedness of home controlled and no differcnce between
upper socfo-economic status white and Negro girls, even
+ without controla. Yet racial difference at lower soclo-

© . econonic level remains to be explained.

G.1. Consider wider economic differencés at lower soclo-economic
status level as exrlanation. ’

. .2, Greaterv prematurity at. lower socio-economic.level.

- 3. Need more controls to make more conclusiva findings of no

intellectual differences betwaen different racial arouns
with similar social class status and exoeriences:’

Jeanette S. "Study of Negro children with learnin? difficultias
at the onset of their school carcers'. Americas Journal of
Orthonsjchiatry, 1‘?66 36(1).

A i. 'SIow learners care to school with rarticular vulnerability

to fatlure, i.c. fear of failure.

C.1, Before they can l:arn tool subjects, they mugt be helped to
a sense of their own worth and constructive canabilitics
throuch anpropriate and meaningful school activities.

126,
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i Nalsh Paul A. "A study of environmental vigual stimulf of children of
! - different social class," Dissertation Ahatrects, 1967, 27(84),2461.

. Exapines range of d*fferences in envitonmental visual stimull for
R setectcd groups’ of Ist grader. from unper middlr class and slum
' homes.’

A.1. Two communities studied differed widely on socio- cronomic
" . factors.
2, Readlag texts in 5 'cf 6 cases vere 1dentica1 and only slightly
different in 6th.
3 . Urban schopla expected children to identify with tooks depict-
' 119 types of exp*ricnces child had not had in any meaningful
sense.
C.I. Communitics should develop materials based on child's past
experiences, adding meaning and relevance,
2..Both materials and experiences of child ahould be bhroadened
and incorporated inte education,
3. Teacher should construct own materials and phase them into
educational program.

Weber, G.H, and A.B, Motz, "School as perceived by the dropout," Journal
of Negro Educaticm, 1953, 37(2), 127-134,

Examiue the drOpoute perccption of school by interviewing two
. groupg of impoverished male, Negro dropouts from 4 large eastern
city echools._,'

. A, Téacher scén &8 'a "boring talker', usitg ineffective techniques,
‘not éxplaining and clarifying materials punitive and negat-
ively aanccioning through grading. -
. B.I. The school and staff are tod 1nd1fferent and - punitivc for
" these students,
2, "Classroom dropouts become 'schanl drcpouts' through a one-
way subordinate relationship rather than mutual, interacliry
“form, imnediately providing peaitive gratificatione.
‘3. Generslly, this pattern reflects a'societal one of negetive-
.1y managing rule-hrcekers without studying the conditions
provoking rule-breaking and tHe institutiona maintaining them.

Wei, Tam T.D. "Piaget s concept of classificationt a comparative study
‘.of advantaged and disadvantaged youny children, "Diasertation
"Abatracts, 1967 27(IZA) 6143,

A study of differencea in classificatory performances of sccially
}disadvanteged children and miﬂdle-rlasa children in kindergarten
and grade ‘two ahd by race.

e A1, AbZlity to classify increased with age; diaadvantaged child
" proceeds slower than middle-class child; however, the 2nd
_ grade deprived childven were (contrary to predictxon) closer
- to the middle-clase ‘grovp. ' v :

.
R
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A.2, The disadvantaged appearcd less clear in the justificaticns
for their rerformance.
3 .Race and gex did not differenrtiate sudijects.
H.I. Supported Piaget's theory of sequence in logical development
" telated to age of equilirration of persen .nd environment.
2. Opportunities denied the deprived persgon may contribute to
paps or Jifferences in development,

C.I. Research diffcerent social classes over wider age renge to
understand development of classification skills spd onawer
problem of 'matching"” education and environment.

2, Relate clagsification with othey academic performances.
3. Research in teaching procszdures facilitoting child's learning
of classification cencents.

Weigssman, Julius, "An exploratory study of communication patterns of

lower-class Hegro and Puerto Rican mothers and pye-school children.”

Research: To Investigate an assumption that lower-clacs Family
life was socializing passive bebavicr and lack of motivetion for
learning in the developmental growth of lower class children.

A.T. The Puerto Ricen mother-child pairs were twice ae active as
the Negro group io verbal and non-verbal forms of communica-
tion that encouraged exnloratory behavior and learning.

2. The PR group had higher activity rates than the Negro groun
in such categories as “teaching' in the reinforcoment of
verbal pralse, smiles, touchh contacts, and related areas.

3. The Negro group was more active in the use of verbal admoni-
tions and “"don'ts", critical comments, in diracting znd (co-
ercing) verbal and non-verbzl comrunications.

B. Thesa findings are very salient in explaining some dsta in the
Libtliography e.g. thc findings that teachers respond more
often and more positively to PR students than Negrn students.
Although there 1s a grez : desl of passivit: c¢n the part ol PR
students in the scheol setting the more active "posirive”
interpersonal contacts of their faully life neke them more
suscentible to modification.

Westie, Prank R. '"Nepro-white atatus differentials and social diastance,”

fmerican Social Peview, 1952, 17, 550-558,

A study of varlations fa resprndent gtatus and status of person
toward whom attitudes are exprussed. Subjucts were white, nale,
aduits of varying status levels {attitude objects were negroesd in
variously scaled occupatioas) in Iudianapoldis.

A.1. The higher the Megro's status the less eocial didtance ex-
.pressed towaxd him by whites
2. Extent of legro's occupatlonal status affecte on the die-
tance accorded him, variee with respondent status.
3. The within-zroup status of the Hegvo ma'tes more difference to
niddle and upoer status, thea lower statds whites. ''Middle
status whites made most distZnction of Mepro status om

128
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rasidential Distance and Ir‘erpersonal Physical Distance
factors while uppes status whites fccused more on Posltion
Distance and, Interpetsonal Distance areas.:
4. Thus, the higher the socioeconomic status of the reaponding
white, the gréater the al eration of respon @ with variations
" in negro occupational status.
B.I. Socia) distance ig least when both Negro and white have high
socioeconomic status: and greatest when both have .low socioecon-
.omic gtatus. , L .

2. These gencralizations vary with the Interaction areas within
which distance is expresgsed.

3. Respondents. arc more rigld in interperscnal-physicel distance
and residential distenca, than in position and interpersonal-
social distance arcas.

4. Evidence for high attitude peaeralizability was not found.

= AR T

Westie, Frank R. and D.H. Howard. 'Social status differentials and the
race attitudes of negros,” Anmerican Social Review, 1954, 19,
584-~-591.

——_

Examines attitudes of minority 'legro group members toward majority
white members in eighi different occupational categories.

A.I. Inverse relationship batween statuy of Yegro and distance

. accorded whites, -higher the “eproes' status, the less distance

s expressed toward whites. = ‘

!{ 2. Negroes express least dictance toward high status whites,

geatest distance from lowest status whites.

3. Upper status Vogroes are less categoricel in responses to
whites. _ i :

4, Negro responszs to whites vauy according to arec cf inter-

: .action eldciting. response.

X b.1. High rarking professicnal and whitz collar YMagroes oXpross

least distance toward whi“es while unskilled service Hegroes

_ express greatest distance.

2. Righ white s'otus mitigates distance from upper status
Hegro responses, but aot for lower status Uepro vesponges.

3. fencrally, these conclusicns compared favorably with a previous
study of white attitudes toward Fegross which appeared mo¥e '
consistent and showed greater response differences.

C. Study further veciprocal reletisnahirs nf majority and
mlnority groups in terms of competition theory.

£

wi;cbx,.éféétoh R. "Teacher attitvdes and student achievement." Teacher
College Record, Colurbia Imiversity, 1967, 63(5), 37L.-379.

‘A didactic attempt to challenge and confront white teachers’
moral conscilence. : ‘

C.I. Help teachers know studente as.p2rsons.
2. P={dge sihool and comrunlty gap. - - . S
3. Engege ceachers in students' search for szlf-~discovery.
4, Retpect and encourage cultural diversity,

)

9
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William, John E.  “!Connotations of coloc¢ names among Negroes and Caucas-
’ 1ans' Per:eptual and.Motor Skills, I964, I8(3}), 721-73L.

L

i
EN

]
%

Research study using semantic differential scoxes to analyze

. the connotative meaning of fiae "race-related" and five control
color nameas.

ik

TRy
Sty

A.I. In both grouns the color names WHITE AND BLACK were shown to
‘. differ markedly in evezlustive meaning with former being rated
quite gecod and the latter somewhat bad.
2. Direction of .the cause~-ef fect negative connotation appeared
to'be "hlack” affecting “Negro.'
3. Once prejudice 1s learned the conditioning can occur in
reverse order — creatirz a vicious circle.
B.I. Empirical study showed what was pretty nuch accepted 1in
academic circles.

S

; Srom gt

o
.

AR

Wober. Mallory. ''Towards a theory linking ability, perscnality, and

culture in education,” Journal of Special Education, 1967, I(4)
. 347-356.

3 A review of recent work in social psychology that draws together
i previously separate fields of study in perscnality and ability.
The 1link idea 1s "psychological differentiation."

B.I. Early experience in different sense mcdia leads to abilities
being developed in different ways,
In one type ¢f culture a certein social organization, range
of attitudes, and type of ability wilil result. In another
type, the tendency will be not for any one of these items
to differ pieccmeel, but for all thesec to b organized
differently.
3. In U.S. an overlapying two cultures problem exists.
b a. the dominant sub-culture controls media and seeks to
educate members of underprivileged subculture.
b. efforts at treating part of the problem will be impeded.
. 4. a. The dominant sub-culture may have to absorb scme of the
values of the undernrivilegad sub-e¢ulture.
L. The dominant sub-culture has to consider nore total
educational institutional metbods.

2.

Zito, Rebert J. "Some effects of regular and special education programs
on achievement mo:ivatinn {n educable mentally rztarded Negro
adolescents, Diisertation Abstracts, 1967, 28(5B), 2I3I.

Investigated differences in achievement motfvation betweer uiban
Negro educable retardates in regular junior high school and speciel
education classes.

A.I. Regular class retardates compared to special class retardatas

showed
a. greater shiftirg of aspirvation level fellowing success
experiences.
Q
z Hﬂi:ﬁﬁﬂ
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“bi wade higher level future occupation choices.

¢ had greater reading achievement and elighrly less fear of

failure.

"d. more lrope of success.

e. aspirational shift fol”owing failura experiences (sinilar
to negro normal subjects).
Regular class retardates were most diffarent from normals and

" special class subjects in their level of gspiration and shift-
{ng after success experiences, but all groups proved similar

after failure experiences.

Disadvantaged 'legro students displaycd achievement motivation
under arousal conditions repardless of 1nte111gence and type
of school progran.

Educeble retarded ¥egro students in regular class had higher
reading achievement, hope of success, high occupaticnal goals
with less fear of failure and negative response than did
students in special lasses.
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SECTION I1I

In this gsection, the material contained in the Section FI

abstracts has been collated and re-ordered into two separate lots.
The firat lot contains research derived information. The second
contains recommendations. In each case the same procedurs was followed.
First, a system for categorizing each item on the bsasis of its content
was devised. Then these categories were grouped in clusters that werc
also based on a content analysis. Then each item was‘allocated to the
appropriate category. The 1list of categories for the research based

v iaformation appears below. After it comes the detailed ftem by item

information. The list of catagories for the recommendatinns sinilarly
precedes the presentatfon of the recommendation items. The latter

appear at the end of this section.

Research Information Categories
I. . The disadvantuged family,

father absence--effects. o ‘
.Background characteristics of disadvantagsd children.

II. The disadvantaged environment and cognition.
" Learning and cognitive performance. ‘
‘Intelligence.
. .IiI}' The disédvéntaécd environment.aﬁd language.‘
- ?eréeptugi stimull. : }
'i Pgtcéptual and'conéepfual developnent.

o }V.A Self-coﬁcept;__cor;ela;és‘: o
. .. .. i identity and skin color .
S ir‘\fea.re.ati.on', .

o .:b Negro séereotypes.
Negro pre-gchoolers. '
The Negro child in the high school.

V. DBExnectations.
Aspirations and eochievement motivation.
Actievenent.

Classification performance.

‘132

Reinforcement.
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VI. Attitudes: student teacher
¢ soclal and racial.
Social distance and status.

.. Integration.

""VII. Teacher: characteristics

¢ punil-auvthority relationship.

R e et O T

" ¢ norale.

VIII. . ?togrgms}‘

- g@iﬁfprcemenq in programs;
: - Tt will be apparent that a kind of logic informs the ordering of
;he'clusters; There 1s-a.more or leas rational relationship between
2ach set aad its corresponding antecedent and subsequent ones. . The
initial group of three categories starts with a broad focus on sone of
the common general factors in the immediate environment of the dis-
advantaged child. The next set, with finer focus, deals with the
environment as it influences learning and copnitive performance.
The third set leads from a concentration 'on language to a treatment
of the twé factors highly related to and influenced by language
development. Next, for the xeason ‘that langusge is central to human

development, the toplc of aelf~Joncept follow it, After it, because

of the logical connectinn, comes a consideration of the specific problem
of dblack 1dent1tyk Expectations, a pe”vasiwﬁ tern in social psychology,
provides the lead into the next set vhose main concern is with achievement
énd notivation., Attitudes constitute the ceﬁtrai theme that followa.
Thetir introduction rermit a Sroadéningvof the focus to 1iaclude the

éocial setting with its internersonal ‘characteristica. A consideration
of the teacher follows logically from this while the last section deals
with some programs that have attempted'td treat the general orotlem of

disadvantaged education.

ERIC |
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I. The Disadvantaged Family

1.

Inadequate nutrltion and pre-natal conditions in Negro mothers:
a. increase complications in pregnancy

b, produce neurological damage

c; impair intellectual behavioral performrance

d. may lead to hyneractivity, distractability, low attention
span and accompanying educaticnal nroblems (Bronfenbrenner,
1967)

Anomie in the Negre family, Nepro child mobility and shifts
from rural to urban envircnments is significantly related to
the sanct{oning of racial viclence (Justice, 1966)

Negrges tend to have nore crowded famtlies than whites (Tulkin,
1963

The numbzr of siblings and family rarticipation differ on the
basis of race within the lower sccio-econcmic class (Tulkin,
1968)

Poor families and their use of educational oopoftunities:

a. non-pavticipation was nore related to communication between
the school and the family reparding programs rather than
socio-economnic and social psychological problens

b. the culture of poverty thesis was not supported

c. poor families were involved in organized community
activities,

d. the poor were reasisterad voters and reported voting in the
last election

e. no fzelings of fatalism and helnlessness were expressed

f. they held expectations that their children vould succeed in
life

g. the majority of the poor tfamfilies were self-auprorting

h. 65% of the breadwinners vere emnloyed in either skillec or
technical occupations {(Dunmore, 1968)

gpthér Absence and Cffects

1.

With eight to nine year oid.childrew in Norwegian sailor families:
a. father-absent boys showed.

1) more {mmaturity

2) stronger father_;dentification strivings

3) higher compensatory maeculinity

4) roorer peer adiustment

b. father absent girls showed more d;ﬁend;ncy resoonses than
cooirol girls. .

134
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¢. the father absent girl is more sengitive to fantasied
separation or loss of .mwther .

&, father abseni boys strive for male {dentification through
conpengatory neans

a, fathere absent firis chose nother doll over fathor in
szparation situation

f. father absent girls showed more dependency rispounses than
- cohtroi‘#irls (Frstcin % Komorite, 1966)

Father wrovidzs an inportant sz A-Lyning and sggressive model
for nrc-school toys (Scars et al, 1946)

athar absence leads to aggression reduction in doll play
_anrarently w*ta no specific suppregsion by nother (Sears et al,
19468)° "

Fathers aggressiveress acts to frustrate sons and aﬂnagently
acts to contrel sons more. This leadsto fantasied father-
ditccted and self-directed agpression (Sears et al, 1946)

In fathers' absence both parents share in child's direct
aggressica until age five (Sears et al, 1945)

Pathers' snnaredt pernissivéness of agpression does not make
him tolerdnt of agnression diracted towards him (Sears ~t al,
1946) .

Fathers' absence was assoclated with greater self-aggression
in girls {Sears et al, 1949%)

Parent of the sai: sex provides the most fruatratior and
.control {Sears et,al, 1945)

Father ebsent children:

a. had a greater oreponderance of stereotyped family fantesies
_nlcut leisure time and li-ing room recreati-nal activitiea

b, had less agpression fantasy toward the whole family and the
. suhject child .

c.. father was les3 often tho recipiont of thc mother's hoatiliey
d. father was never szen in an anpry mood (Bech, 1946)

Affectionave fantasies frow and for the father were higher in
father absent subiects who had fewer authoritative fantasies
(Bath, '1946) - : - K

Children had armbivalent appressive father fantasies where
maternal father tyofng was depreciative (Rach, 1946)

Background Characteristice of Disadvantaged Children

1. Factors which may infiucnce disadvantaped children
{especially legro hoya) are: .

. &. patexnal absences

b. gang Jnfluences
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¢, economic status

v 'd. lack: of'early educatiohal stimuli

€. alternating repressive and indulgent pratterne of child-
. rearing

f. negative reinforcement on self—concent and cognitive
development

- g 8lavery residies of oppression; compliance, bondage, poverty,

low achievement and discrimination (Bronfenbrenner, 1%67)
Disadvantaged students differ from advantaged students in that they:
a. reside in a lower quality home
b. have lower parental cccupational status
C. have 1ess educated parents
d. have less mobile families
e. have fewer parental school visits
f. get more narental punishment
g. zet less paréntal sunervision
h. sre less obedient to parents
1. study less
J. get poorer grades
k. have aepative self images

1. are abgsent from school and social organisations more often

. m, enrol in vocational rather than collepe 0reparatory courfes

(McLennan, 1967)
The typical outlook of young Negro boys in Harlem includes:
a. failure in school
b. punichnent from rothers and taachers
c. tension in the family .
4., danger in the environment

e. resignation

£, apathy

g. fear of puniuhment

h. feclings of alienation and personal damage (Kandell, 1967)
The Negro child rust deal with six focal community problems:
a. trouble

b. touchnénc

¢. smartncss

d. excitement

e. fate

f. autonony for survival and status reasons (Henderson, 1962}

196
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The Disadvantaged Environment and Cognition

1. Lower class mothers arpeared to mnot relate particular acts to
- preceding ones and their congequences, thus lacking sequential
meaning in context, motivaticn of subjects or task goals and
anticipatory reflective alternative decision-making wodes
(Bess and Shioman; 1965) ' -
2. Vhen broken homes, maternal unemployment and crowledness in
~the home are controlled, there is no Jdifference on school
achievement and intelligence measures of the children of unper
-socio-economic status whites and Negroes (Tulkin, 1968)

3, The family characteristics such as fanily incomc and presence

of father for boys tend to be uore imnmortant for the devzlopmental

jeval of culturally disadvantaged pre-school Negro boys and
girls, than pre-school enrichment programs and the character
of their formal school experience (Mackie et al, 1367)

4, The socio-cconomic class and family beckground of a atudent
exerted more influence on scholastic achievement than the
achool attended by the Negro student (Xlein, 1967

5. The Negro child’s environment. may not be denrived of essential
stimmli for normel development in all tower class communitics
ttermelstein & Shulman, 1967)

Learning and Cognitive Performance

1. Class affiliation is not sisnificant in deternining delay
choices in gratification, but situational vaciables may be
more important (Seagull, 1966)

2. while middle class children can perform quite well under
conditions where the omly reipforcement or fecdback is simnle
knowledge of results, lower class children nezd reinforcement
consistinp of tansible rewards (Jensen; 1968)

3. Semantic generalisation as apnosad to rrimary generalisation
would seen to be more prominent earlier in other dev:ilepment
continuum or S-R to S=V¥-R behavior ir the middle class child
compared to the lower clags child (Jensen, 1968)

4. Lower class group tended to be higher oa relational sortiug
wvhere the niddle class group were hiphar on descrintive
categorical sorting (Hess & Shioman, 1365y

5. Lowar clesa chiidren tended to perform less wall on sorting
tasks and nffering verbal explanations for vach sort, than theo
middle clase children (Hess & Shipman, 1965)

6. Nepro: chixdren tend toward failure,gyoidﬂnce.

Iptelligean
1. Megroca testad in verbal intellicence wure lower than whites
(Harrie, 1567)

2. Within races there are significant social class {ifferences on
measures of intellieence (Tulkin, 1068) o
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Present day intelligence teste ara bhissed against black children
to an unknovm degree (Deutsch, 1368)

Findings are nut conclusive that there 18 no intellectual
difference betveen racial groups with similar sozial class,

. statua and experiesnce (Tulkin, 1968)

5.

7.

8.

A statistic pathered to measure neaningfulness was usr2d to
re-evaluate the dota given in studies nn Weero-white I.Q.'s
and showed thal- although such teats are reliable they are not
valid becange they are measuring cultural rather than
individual nropensities (Hicks & Pellegrini, 1966}

To be able to substantiate any claim that there are innate
differences between Negroes and whites with regard to
intellipence threc conditioas must te met:

_a. the distinctive genetic, racial homegeneity of any of

the grcoups concerned must be demcnstrated ard not assumed

b. the social and cultural backgrouhds of tlie Megroes and
whites being tested must be fully ecual

c. adequate tests of nativ. intelligence and other mental
and pesycholopical capacities with proven reliability and
validity will have to be used (Tumin, 1963)

Once the basic mcatal abilfty pattern snecific to the athalc
group emerpges, social class variotions within the ethnic
group do not alter the basic crgenisstion essociated with
ethnicity (Stodolsky & Zesser, 1967)

Yany children uvho are disadvantaged may be creative and

_ ;ntellectually_g;ftéd (Torrance, 1968)

136
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III. The Disndvantaged Environment and Language

1.

.Comnunication patterns in lower claes Negro and Puerto Rican

families show: .
2. Puerto Rican mother-child pairs werve twice as active 2s

. .the Negro group in verbal and non-varbal forms of commurication
.which encouraged exploratory behavior and learnirg -

v. The Mierto Rican group had higher activity rates than the
Negro group in:such categories as 'teaching' in the
reinforcement of verbal nraise, smiles and touch contacts

c¢. The Nepro group was more active in the use of verbal
admonitions. and don'tg ard criticel corments, in directing
and coercing verbal and non-verbal ccumunications (Weigsman,
1967)

v

There is greater interaction between athnic groups sharing the

same langunge (Brislin, 1963)

Characteristics of lower class language include:

a. in the home there ds repeatedly less verbal play, less
verbal interaction, and .less reinforcing behavior on the

part of the adults of the household in response to the
child's early vocalisations (Jeausen, 1968)

b, in the lewer class family with 2 rumber of children born

1.

2'

closely together (and hence spend more time in the company
of their verbal peers), the children recaive less verbal
rttention from their mother (Jensen, 1968)

c. spokeu langurge ie less like written langusge syntactically
and grammatically, and in overall seguential organisation
and logical progression. Hence there is a less nousitive
transfer to language of books and journals (Jensen, 1968)

d. lower class language cons’sts of incilental *emotional’
accompaninent to action here 2n! now (Jengen, 1968)

e. lower class mothers have less verbal output, less abstraction,
less cumplex syntactical structures, and thus less elaborated
code (Hess & Shipiman, 1965)

£. lower clasa Negroes have fewer language patterns, less
extensiva vocabulary and less effective oral commuaication
when comnared to middie class whites (King, 1967)

g. lower class Neproes and middle class whites did not vary
much on specific perceptual stimuly presented, yet they
differed 1n orsl language expression of perceptual effects
(King, 1967)

Perceptual Stimuli

The Magro child's environment may not be deprived of essential
stinuli for normal develonment in all lower class communities
(Mermelstein & Shulman, 1967)

Stimulus familiarity is an imnortant factor {among others) in

139 .
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proficiency in concept formation (Katz, 1968)

3. Irrelevant stimulus information is related to coancept problea
difficulty in children (Xatz, 1968)

4, Increasad reaction tire may .adicate increased wrocessing
ebility, reflective rodes with complex stimuli tasks (Katz, 1968)

5. Early exnerience tr~ different senge media leads to abilities
being developed in different ways (Wober, 1967)

Petceptual'and Conceptual Bevelqggent

1, In a study comnaring children who were lower class Negro und
middlc class white:

a. the gcoups did not vary nuch on speciiic perceptual stimull
presented

b. thz groups did vary on oral language expression of perceptual
effects

c. there were differences in ceprcities for elaborating
parceptions into concents, demongtrating tha relation
between lanpuage and corsequent thinking (King, *787}

2. Lower class children bave an initial cisadvantage in perceptual
discriniration tasks (Deutsch, 1968)

3. Lower c¢lass children tend to have less early expcsure and
experience at labelling of various stimilus modalities, and
these skills are very important in aiding nercepiual retention
and discrimination (Deutsch, 1968)

4, In a research setting, training diaadvantaged childten in

' labelling and discriminating component stimulus atttibutes
resultéd in greater attention to those attributes in inductive
concept attainment, but in no greater success 1in solving
concept tasts (kofsky, 1967)

5. Proficiency in concept formation is related to:
" a. developmentel level in children

b. age

c. 1.Q.

d. stimulus frmilinrity

e. verbal label availability (Kntz, 1968) -

6. Concept formation difficulty in children is related to
uirtelevant stinulus information (Katz, 196R)

7. In 3 study involving<ﬂepro and uHite nrc-s»ho«lets, females

were better than males in the area of concept development
asgociated with raning colors and ia nuober concepts
(kohlwes, 1967) '
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Iv. Self-Concept: Correlates

1. Negro:
a. a child by age five iy aware of his infaerior social scatus
S -(Se=rn et al, 1946)

b. a child may have a ‘¢onflict =t about five and anxicty as
©° to whon he will identify himself with (Clarx & Clark, 1939)

c. children between the ages of three and four go through a
distinct delluitation of the self 23 a distinct persoen
as a precursory development to one racial gvcup {dentification
(Clark & Clark, 1939)

d. children tend ts failure aveidance (Tefcourt & Zadwig, 1255)

" e. dis afvantaged bo&s vho -are achievers differ from under-
achievers in that thay were rnore accepting of their ethnic
" 13entity (Meyers, 1267)

f. children are able to cope with prevalent cultural attitudes
and racial values, when thuy come to an increasing awareness
of “their own racial differences and identity (Sears et al,
1946) »

" g. children vave differences in self-confidence toward irarning
to white children (Stabler & Perry, 1967}

h. dJdisadvantage: children tended to be resigued, apathetic,
-and have feelinpgs of alicnation and peraonal demage
(Kendell, 1957} .

2. Civil rights and pro- -social behaviot by neptoos will effect
" self-concent change in children and thereiore in the Negro
fatnily, in the teacher-pupil relationship in the ghetto and

!..7" the achievemant oriecntations of Nepro children (Meyers, 1967)

3.Hbiéadvhntaged children, especially Yepro toys have their salf-
concept sad cognitive develc-ment negatively r~iniorced
(Bronfenbrenner, 1867)

4. olsadvantseged students tended to have negative self-images
(McLennan, 1967)

Self-Concept: Icentity snd Skin Color

1. The Negro child's low self-estecn apnears bagsed on a racial
(skin color) factor (Epstein & tomorite, 1966)

2. Skin color is a determinant of self- 1dvat1fication (Clatx &
Clark, 1944) ’ :

3. Skin colour awateness of N"gto pre—school chi]dron devulops
.early so that thcy 1ﬁent;fy themselves with others of gimilar
skin color. par: 1cu1ar1y whan axpuses to very different gkin
colors thad their own (Clark £ Clark, 1940)

4. Tn a study of attitude (rrmation and functionlnﬁ and partioularly
of emargent sclf -awarencss in reference to specific social

y groupings or race coneclousness as a function of ego-develovment:
Q ¢
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a. identification with the same race nicture indicates awareness
of ones ovm ekin color

b. ability to 1dzntify one self as different from othars and
like others forms a basis for later group feeling

c. Negro boys identified themselves as white when no cholce
was available beyond one selection

d. in a choice sitﬁation Negroes evideﬁced knowledge of
differences and matched self correctly

e, Negro bdoys matched themselves with white boys when free to
do so

f. some children tanded to identify themrelves by other than
skin color when the situation permitted, (Horowitz . 173%)

Se1f-Concept: Integration
. Integrated Negroes differentiats themsclves from whitern mote

clearly and are more accepting of their vzce (Singer, 1967)

Self-concept of youne Negroes and Puerto Ricans increaced with
gtudents in integrated tchools (Strauss, 1967)

Integration msy not produce & significant differance in self-
concept ard anxiety in lower clase Negro adolescents (Bienn,
1968)

Even after fiftcen years schcol {rtegration and competent
faci{lities, legroes scored lower then their clagsmates--
partly dne to the negative self-imag2 they bring from
sapregated housing (Lansman, 1968)

Self-concept of males incresied morr than females vith
desegregation (YcWhirt, 12€7)

Hegro Stereotsnes

Negroes are seen as superstitious and lazy vy éollege students
(Katz & Braly, 1933) '

‘Negro children may become prejudiced unintentionally by the

stereotyning of Negroes iu literature (Deane, 1968)

In Nesro literature the Nepgro is never allowed to become =
'rezl character' or person but remains a si ereotype or
century old cliche {Deane, 1968)

In Negro literature the legro is presented in children 8 series
a3 never bad, so nevar really good (Deane, 1968)

Early contacts with Negro sterecotypes in literature may have
more profound and lasting effects than actual later contacts

~ur sociel relationships (Deane, 1968)

There is no systematic inveatigation to validate the belief
that Negro youths are emotionally overdependent (Czmeron)

1484
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1 " * " Negro Pre~Sthoolers -

Comparing Negro and white pre- -gchoolers on soclal, copnitive,
‘percentual and nsychologicel developrent:

1. Males wer» more hvpsraCL4ve han females
2. Females disnlayeé more thumb-sucking

3. Iun areas of concept developrent females were better in naning
colorn And 1in mymdar concepls

. &4..Femalas display pore appropriate social behnvior and & higher
1.Q. score.,

- 5, White childcen were more often interested in only cne oy two
: subjects or activitics than Wegra children

6. Negroes are better on physical co-ordination i.asks and sansory
perception :

7. Pemale white children are less disruptive and better able to
remain seatéd than white and Negro males

§. Female Negroes stemmir and stutter less than white nales
9. Boys rated happler than the female vhites

10.: Female Negroes had rore difficulty interacting with rtranzers
than white males. ’

11. Female ieprecesa. were nore disturding and disruptive than white
females .

12. Female Negroes were more. lefhargic anathetice, diéplayed less
energy and drive than male whites (Xohiwes, 1967)

The Negro Child in High School '

1. In a high school study:

a. Negro atudents particiratl «d in favar extra-curricular
: activities and neld fewer leadorsbip :ca;:;o“q beyond
univelaity athletics -

‘b, Negroes showed leas self»nreference of friends and leaders
than vhite students

'c.'Negtoes showed more: inttiative than Parlter studics

d. wﬁite Catholic students and Jewish students selevted Neproes
wore th.an vhite Protestant students

e. more social jateraction between Hegro ;xd white male students
than llegro end vhite females : .

i uhite s:udent achievenent continued at’ chg sare level at the
sane school before and after 1ntcoration CoL e

g. Thare ware wide diffe rences betvaen low achieving Nagroet
.and high achisving whites, but less so for malo ucbtoes

h. Negro students' acddnnic WChieveﬂnﬂt and career goa]s
ghowed ar. upward trend (Gordon, 1967)
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2. In non-iurel nublic co-educational high schools:

a. Yegroes had higher educational asniratious, intellectual
orientations than whites )

b. white gtudents tended to e more responsive to social
emotional climate of dominant-white high. schools but
mixaed concernfug intelliéctuasl orientations

c. fémily variables including number of siblings affected
Negrces, and maternal euncouragement affectcd whites

d. attitudinsl variables affectad educational asnirations
more than academic achievenent

€. Negroes were more affccted by levels of s=2lf-esteen,

 aAni~ztlons or peer achievements and gocliometrim
gcatus than whites .

f£. the total .¢hool effect on Nogroas and whites 1s
‘approxima*-ly equal

2. siaparate racizlly determined social sub-systems account

for whites being more influenced by elobal climate than
Nearoes while Nugroes are more affected by interpersonal
variebles (Meyers, 1.967)

e
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Expectations’

1.

2.

Slow learnerc come to expect fallure in school and to fear it
(Vosk, 1966)

‘Low soczio-econonic statug Ne ro coccupational oxpectations

ware unvealistic in veletion to their occupatiqtal preferences
(Zain, 12686)

Toung Puerto Ricct. chilldren in Harlem had exnectations of:
a.‘méstery

b. iéwardu'andAencouragauents fron narents and teachers

¢, acceptance and‘support froﬁ the environnent

d. dchieving mastery throvgh diligence (Kandell, 1967)

Exnectacions of teachers about the intellectual comoetence
of the child will affact the performance of that child:

a. if the expectation is positive the chi1d will accelerate

b, if the expectation is negative the chkild's performance
will be depressed (Posenthal & Jatobsen, 1968)

Aspirations and Achieverient Motivation

1.

10.

Low motivated lower class students will not jucrease aspirations
after first successes, nor will high notivated students increase
their aspirations after initisl middle clags failures
(Henderson, 1967)

Negro and white children ray have higher aspirations occupationally
than their fathers (Browm, 1965)

Negroes proncrticnal aspirational level in comperison to fathers'
occupation was larger chen white studants' (Brown, 1965)

"vi~e students in sepregate’ schools and Wegro students in
integrated schools increzced in their agpiratinns of a good
aducetion, more than segregated Negroes and integrated whites
(eWhirt, 1967)

Students perceive their parents as having the same aspirations
for the ctudents as the students have for themselvea (Sain, )

Educatiunal aspirations of & genple of Neproes in a low socio-
economic setting are as kigh as the dormdnant culture (Corwise,
1968)

In non-rural public co-educational high schools Negroes had
higher educational aspiratione than the whites (Meyers, 1967)

Attitudinal veiriables affected educational aspirations more
than acadenic schiewvcsent (Meyers, 1U67)

Negroeo were more affected by levels of self-esteen, aaplrations,
peer achjevenents and cociometric status than whites (Meyers,
1967)

Motivation and self-concept are closely related (Brown, 1965)

»
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Negroes become more tas’t and achievement criented when they
expect their behavior to datermine highly valued occurrences
of reinforcement (Carpenter, 1968)

In a.studv of motivational couponents of achievement in
cuiturally disadvantaped Negro children:

a. the need for achievemuat was related to the risk-taking
choices of fifth and sixth grade children in ths sample
but not to risk-taking behaviors

b. the need for achieverent was wmore rredictable in boys on
skill perforrance while i{atcrpnal-external control related
to academic skill for pirls only {Carpenter, 1768)

In 2a investigation of differences in achievement motivation
betwzen urbon Negrn z3ucable rotardates in regular juniorx
high eclicol and speciul educaticn classes:

s, regular claes retardates showed greater shifting of
aspirational level following success experiences

b. rezular class retardates made higher level future
occupation choices

¢, regular class retardatas had greater rcadlng achievenment
and slightly less fear of failure

d. regular class ratardates had more hone of success

e. regular class retardatee were mest different from normal
and scecial subjecte in their level of aspiration and
shifting after success experiences, but all groups proved
similar after failure experiencee (Zito, 1967)

Achievement

1'

In & study of disadvantagzed boys:
a. achievers revealcu a high.r degree of intev.-alized control

b. both high and lcw actiievzrs tended to have realizablc
vocational goals (excent for a limited number of under-

achievers)

c. achievers were nore accepting of their ethnic identity
than under-achievers

. d. under-achievers revzaled a higher level of anti-white

feelinpo (Meyers, 1967)
Differences between Negro and white achlevement of lower socic-

_econotilc class students are maintained even thovsh other

" veriables dre controlled. Muet of the Negro students had

3'

4.

attended Vepro schools (Wober, 1967)

Witlin races there werd ‘significant class differences on
measures of intelligence and Bchool achievement (Tulkin, 1968)

.No differences were found on schosl achievement and intelligence
measures of upper socio-dconomié status. whites and Necroes

" when broken houes, maternal unemploymant, and crowdedness of

home were contco]led (Tulkin, 1968)

1464
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S.‘uhen social class was controlled then no differences were
found betwean races in upper socio-economic class students
on school achievement (Tulkin, 1963)

6. aatisfactorv subject perform-nce was assocleted with students
1iking the teacher (Lichter et al. 1962)

7. Level of gchool perfofmance is significantly related to
Negroes attending Negro schcols (Tulkin, 1968)

8. Scholastic achievement i1s not an explicit 'group’ goal in
ejther the predeminantly middle class sr lover class high
school (Gottlieh & Ramsay, 1967)

9. The lower class child placed in a middle class school would
experignce gcademic under-achievement, social isolation and
indirect rejaction (Gottlieb £ Remsay, 1967)

10, Elementary gchools tlhiat had baen inteprated for fifteen years
with compatent staff and facilities still produced Negro
studeuts wvho scored sipgnificantly lower than white classmates
(Lansman, 1968)

11. General languagz abilily components are the most significant
in discriminatiug between middle clags and lower class bLoys
{Rycknmen, 1967)

Classffication Performance

1. In a study comparino thn lower class child to the middle class
_ child:

a. the abi)ity'to classify increascs with age

b. the disadvantaged child proceeds more slowly than the
advantaged child :

c. second grade denrivad children gave similar performances tou
“middle tlass children

" d." the disadvantaged appeared less clear in the justification
© for their nerformances in classification

¢. race and sex did not differantiate young chiléren in
a classificatory exnerfences (Weil, 1967) .

Reinforcenent

1. For the young, sbcial épproval is 1mpoftant but not nearly
: sg‘pqwerfgl as material reinforcers (Hapblin ot al, 1949)

2, To be ‘sffcctive rewards must occur in.s structured situation
" in vhich they are given promptly as recompense (Banblin et al,
1965) .

3, When Negroc¢s expect their behavior to determine highly valued
: oceurrences of roinforcement, they beeoma noie task and achievement
- oriented (Tefcourt & Zadwig, 1965)
4, Using such & apecial reinforcement program as giving tangible
Q ‘rewdtds may enable pre-schoolars. to learn spcial skills, language,
Hﬂi:ﬁﬁﬂ o
147,
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and gain increasts in 1.Q. more effectively (Risley, 1968)
5. Using token exchanpe as part of a reinforcement program may:
4 ha more effective the more problematic is the child

b. bring two year olds up to a level of five year olds in
reading ability ‘ .

c. increase verbalisation (speaking in complete eentences,
using better syntax and frequently staiting conversation)
and decreagsed class disruption
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YI. Attitudes:’ Student-Teacher

1.:Students:

a. display less diffevence in attitudes than teachere (Minzey,
1967) '

b. differ with teacheis on attitudes regarding school (i{inzay,
1968)

c. dichotomised feelings about teachefa go that they woere
good or bad; affectionate or cold; encouraging or
deterring (Lichter et al, 1962)

d. like a teacher more if they are nerforminpg gatisfactorily
in bis subject (Lichter et al, 1952)

2, Drop-outs:

a. se2 teacher as punitive and nepatively sanct.cning through
grading

b. consider the school and staff too indifferent and nunftive
c. may see the teacher as a boring talker
d. consider the teacher uses ineffective techniques

e. see teacher as not exnlaining and clarifyinpg materials
(Weber & Motz, 1953)

3. Disadvantaged Nepro hoys wha were under~achieving revealed
a hipher level of anti white feelings (Meycrs, 1967)

4., High ststus '.lugs minority groun membershin of a teacher has
the cavacity to effect favourable chanece in minority aroup
attitudes of students (Simoson, 1967)

5. Negro and white students have differences in self-confidence,
wotivation, and attitudes towards learning (Stabler & Perry,
1967)

Attitudes: Social and Recial

1. Severity of deviation frow social norms is related to the
reported value systen of imnulse control of the deviant
(Kelly & Veldman, 1964)

2. For white subjects social distance attitudes towards Negroes
may be determined by the grouns perceived Inferior in social
status (Epstein & Komorite, 1266)

3. Social class had less influence on Negro than on white
children's attitudes (Hsrris, 1967)

4. Social class is sliphtly more crucial than race for moral
attitudes (Harris, 1967)

5. Subjects given no information regarding a teenage Negro
eesume a difference in values (Stein et al, 1965)

6. Subjects which are Neproes seemed to be narked as different
for whites no matter what other similaritics (Stein et al, 1965)

Q
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In the absence of information about a nerscn of another race

persons rely on each other and nast experience to make judgenents

(Stein et al, 1967)

The.~ is a tendency for whites with a lack of knowledge about
the Negro /- guess that the Nepro will %e unlike the white
person (St~ 1 et al, 1267)

Social Distance and Status

1.

2.

3.

The higher the *22ro's status the less social distance expreassed
towards him bv whites (Vestle, 1954)

The extent of the Negro's occupational status affects on the
ddstance accorded him, varies with resnondent status (Westie,
1954)

The within groun status of the Negre nakes more difference to
middle and unver status than lower status whites (Westie, 19548)

The higher the socic-econonmic status of the resnonding white
the greater the alteraction of response with variations ia
Negro occunational status (Uestie 1954)

Social distance is least when both liegroes and whites have high
scclo-gconomic status, and yreatest when both have low socio-

_economic status (Westie, 1954)

‘hiph rankine nrofeesional and vhite coller Negroee express

least distance toward whites while unskilléd service Negroes

: exnressed greatest distance (Westie & Howard, 1954)

10.

11.

12,

High white status miti;ntee distance fronm uooer status Negpro
resnunges but not for iower status Vepro resronses (w stie &
Howard, 1954) . :

There 1s an inverse relation between the status -of the ¥egro
and the Aistance acccrded to whites. The higher the Negro's
status the less distance expressed towards whites. (Westie &
Yoward, 1954)

Neproes express the least distance tcward ‘high status whites
and preatest distance from lowest status whites (Westie %
Howard, 1954)

Unper status Neqroee rare less catecorical in reeoonees to
whites (Vestie & Howard, 1954) S :

The “lower the status of a minority groun in the zves of the
students the preater thae ability of a high status nzrson from
that minority ggoun. to effect favourable chanye (Simnsop, 1967)

High-status minority ercun memberehin effects more. favourable

attitude chinge toward the given ninority group as-one follows
a progression from rural, small city to mndium and larpe rity

{Simpson, 1967)

Intepration

1.

In {ntegrated iddle ¢lass school lower class children would
experience under~achievement, social 1golation and indirect
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‘rejection (Gottlieb & Ramsay, 19267)

Intégfatéd'eiemehtary schools with competent teachers and
facilities still oroduced Mepre students who Bcored
significantly lower than white clagsmates (Lacsman, 1968)

‘Lack of achieverent improvement in Negro students in integrated

schools may be due to nepative self image brought in from
segrepated hcusing areas (Lansman, 1968)

Integrated schools nay bz not betcer than scpregated schools
controlled by whites, unless they nosscss a multi-cultural
orientation (Forbes, 1969) :

Intcgrated schocls without a multicultural orientaticn may
be inferior to minority controlled separate schools (Forbes,
1969)

Intégrhtion‘ﬁay not nroduce a significant difference in self-
concept and anxiety of lower class Negro adolescents (Bienn,

1958)

Ii.wcgrated schools may be assocfated with positive gains in
spreific subject area achicvement (Klein, 1967)

Integrated schools may be sssociated with an increase in self-
concept of young Negroes and Puerto Ricans (Strauss, 1967)

Integrated Nerroes differentiate themselves more from whites

~and are more accepting of their race -{Singer, 1967)

Integrated school white children were morz willing io assoclate

with black children in the same school (Singer, 1967)

Negro children in an integprated school were more acrenting

. of whites than sepregated Negro children (Singer, 1967)

Inteorated white children saw Negroes as more agpressive
and non«achievers, but were more willing to associate with
them than lower exposure whiies (Singer, .1967)

Superior I.Q. white zirls in sepregated schools and average
1.Q. white girls in unsegregated schools were most willing
to aseociate with Negroes (Singer, 1967).

High 1.9. Yegro girls in integrated and segregated schools
were laast willing .to associate with whites, and saw them |
as aggressive and non-achieyvers (Sincer, 1967)

Negro inteqrated school hoys were more willing to assoclate

‘with whites than 'segregated Nepro boys.(Singer, 1967)

Integrated school Megroes were more willing to ‘color' them-

. selves in a ‘draw yourself' task. than sepregated students
"(Singer, 1967) . : S . .

Integratioh affects on attitudcs, academic asnications and
self-confidence included: : ‘

a. males increased ratinp of self-concent over females

b, in 8aprepated schools Nepro males, and white'fémales ‘

increased most o e
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c. in integrated schools Negro females and white males
. 1ncreased most

d. white students in sepregated schools and Nepro students in
integrated schools increazed in their aspirations of a
good education

e. inter-racial contact brought changes in Negro attitudes in
- 1integrated schools but not in white students

~ £, Nepro students seeking socisl behavior modified their
behavior more

& Negro students had preater white contacts while in turn a
najority of Neproes had less effect ca a white majority
(McWhict, 1967)

18. A training institute of narticipants in a summer t' iining
. LT institute on Negroes and school desegrecation where the whites
were taught by Negro leaders showad:

a, reduced authoritarian and ethnocentric attitudes for more
v : " favorable ones towards Negroes and school integration

b. overtly expressed need and behavior for re-evaluation of
attitudes contributel to increasingly favorable attitudes yet
did not affect attitudes to other minorities

c. a positiva relationship was shown between segregationist
attitudes, authoritertianism, and ethnoceatrism

d. where unanimity of grouo attitudes arc broken up positive
chanfes can occur (Kinnick & Platter, 1967)

19. Factors of conservatism, ambivalence towards desegregation
20 with female elementary school status (Lamanna, 1967)

20. Nepro teachers in urban-industrial, larpe scale communities
- . are more likely to be militant in regard to desegregation
(Lamanna, 1967) - '

21, Differences in learning after a propram of instructional

' . techniques with Negroes and whites was attribuled to the’
past segrepated environmeuts of the schcols (S\abler & Pervy,
1967)
O
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VII. Teacher Characteristics:-

1. Teachers tend to underestimete their importance in soclzl
- ‘epotional 1life of students and the peoitive~negative influences
of their words (Lichter et 2, 1962) )

2. Teachers becom2 sociaiised on entering the ghetto school sysiem

" to perpetuate the notion that social conditions outside the
school makes failure incvitable and this takes away uny
responsibility for the students' failure away from the teacher

{5todolsky and Zesser, 1967)

3. Teachers- vho comz cut of the slum nmay deliberately seek the
- education of poor children hut may make the nigtake of being
too hard on them in en efifort to drive then into seeking
status theaselves (Gottlieb & Ramsey, 1967)

+ 4, Few pefsonality.aud interest diffeiehces wererfbund between
disadvantaged and advantaged teacher groups (Nickerson, 1967)

. 5..Self controlling:and over-impulsive, fearfunl personality types
were found more among disadvantaged school lower zrade teachers,
than advantaged echool lower grade tgachers (Niickerson, 1967)

‘ 6.-Néaro teachers:

a. in Horth Carolina were more militant than had be:n expected
and actively engaged in activitics sunporting desegregation
(Lapanna, 1967) . ; ) : .

b. in urb.n industrial, larie scale communities are more likely
to be militant in rerurd Lo desegrepation (Lamanna, 19¢7)

7: Married female elementary schocl.teachers tend to be more
congervative and ambiveleat towards desegregation (Lamanna, 1967)

-

Teacher-Pupil Authy sy Ve lations

In a teachef—pupil'aucﬁority rclations study in a ﬁroject in
Viashington D.C.:

1, Studente responde! ép 7 viclernt style of teaching with with-
., - drawal, passivity, belef response to questions, and little
voluntary and s:lf-initiated reactions

#. In resncnse o the violent-transcendent anproach student
responses Lcuded to be aspiring cnes to move nn and do better

3. The transcendesnt approach appeaced ore ideal, less possitle,
focussed beet on tha mest imaginacive student and generally
produced a greater range of ups and downs

4. The indirect style of hide . autherity was vieved as & form
of dishonesty dy the cnildren and demucrati: nractices
involved distruct and garc-wrecking dehaviors

S. Different styley of teachlag are ditferensiated by children
and have different consiaqueaces for them (Hamn, 1969)

53¢
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Student-Teacher Attitudes

(See vI. Attitudes)

Teacher Morale

1.
2.

Teacher morale varies from school to school (Mnzey, 19567)

The difference hatween ~*fudent's percuntion of high teacher
morale schools and los teacher nmorale schools may be based
on comaunity conditions (Minzev, 1967)

Student parcenticn of teacher morale tends to be accurate
(tinzey, 1967)

The lack of attitude agreemeat on matter concerning school
betweren tzachers and pupils may indicate the independence of
studenis from teacbera’ inf;uence concerninp attitudes
\Minzey, 1967) ’
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VIII. Programs .
1. Performsnce of children fn 1965 Head Start progtams'ﬁas

O
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related to teacher background:

a. ethnicity

b. marital status
c.'homg'pommunity size

d. father's occupation

e. church . .attendance

f. experlence

g« grade point averape (Linn, 1967)

: - R : . - .

In comparisone. ¢X.7 5% ymed and conveational instruction
techniques between Negro and white university stedents, post-
test szcores were reliably higher for students taught by
programmed means and for white students (Stabler & Perry, 1967)

Learning differences after a program of instructional techniques
with Hegroes and Caucasians was attributed to the past
segregated environments of the schools (Stabler & Perry, 1367)

All day compensatory kindergarten can benefit the disadvantage.!
child academically, but learning and prowtnh rates will diminish
when saturation efforts stop and are renlaced by traditional
programs (Larson & Olsen, 1968)

In a training progran to train impulsive first-irade children
to be more reflective in nurturant child-tutor relations the
only important effect of the training was to lengthen the
response ties to that of nornal reflectives, but Lhere was
less cffect on the quality of the performance.

The diszdvantaged improved sipnificantly in art ability after
an art instruction course (Rogera, 19£B)

Training disadvantaged children in labelling and discriminating
component. stimulus attributex resulted in greater attention

to these attributes in inductlve concent attainment, dut in

no greater guccess in colving concept tasks (Kofsky, 1967)

Reinforcement in Programs

ll

2‘

3.

Using such a special reinforcement program as giving tangible
rewards, nre~-schoolers may learn social skillse, language and
1.Q. i{ncreases (Risley, 1748)

Por the y.,ung social approval is important but not nearly so
powerful as material reinforcers (Hamblin et al, 1969)"

Toke. exchanpe!
a. may be more effective the more problematic is the child

b. can bring two year olds up to a level of five year olds in
reading ability
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c. cai increase verbalisation (using complete sentences,
better syntax, and starting conversation) and decreas:
cless disruption in disadvantaged children (Hawblin et al, -
-1969) - v

4, To ba effective rewards rmst occur in a structure situvaticn
in which they are given promptly as recompense (Hamblin ét al,

"~ 1969)

O
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In thé remaining pages of LH{s section the recommendations
proffered by. the various writers will. be presented Yeveral points

need to be noted however. Tirst, although the material from which

the recommenoatlons ‘come was rostly enmirical, not 'all the recommendations
are empircically Justif‘el themgelvea. Second, no attempt has been

made tr evaluate the recorcndations-~they are presented for what they
are worth to the reader. Third, 1% has been founi convenient to make

use of only three broad headings in grouping the items, v'e: Teachers;
Proprams; and Further Pesearch. Each heading however, carries its

own sub-sections. Thesz ave listed belor. The items are presented

immediately after the list.

Y. Teachers: teacher peformance
and student self-concept and identity
and learning
and ancillary servicas’
and digcipline

and reinforcement

I1. Proprams: general
pre-school and school

and aduli models

I1I. Further Research: geperal

self~concept
cirssification performanc:?
attitudes and aspirations

teachers,

ERIC 157 0
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T. Teacher Recommendations

Teacher performance. Teachevs should:

2,

3,

20,

21,

220

23.
24,
25.
26,

be ‘flexible (Ritssman, 1962)
b
be direct (Riessnan, 1962)

be informal (Riessman, 1962)

consistent (Riessman, 1952)

V]

. bhe clear (Riesman, 1962)

be warm when realising value differences (Riessman, 1962)
endure initial non-acceptance (Riessman, 1962)

ot through student resistances in an unfearful, direct
accepting way (Riessman, 1 962)

be patient (Piessman, 1962)

. listen (Riessman, 1962)

develop group participation skills (Piessnan, 1962)

look for and accept signs of student imnrovement (Lichter et al,
1962)

know btudents personalitiés (Broﬁn, 1965)

_know Drcs;u1es acting in students (Browm, 1%65)

erphasiae senze of personpl over environmental cot.trol
(Slaughter, 196%)

identify and win support of natural lcadera (Riegsman, 1962)
appreciate the interests of the deprived (Riessman, 1962)

see that the goals of the deprived in relation to higher
cducation are respected {(Riesemanm, 1962)

see that the values and cultural wavs of tha dcprived are
respected (Riessman, 1962) .

should realise that almost every classroom sroblem has an
emotional orcller behind it and that children act that way
for reasons (Lizhter et al, 1962)

must revognize and contain theit own angry feelings (Lichter
et al, 1962) ' ;

st reallge that thev cannot g’t alonp w‘th all studérts
and handle all classxoon .nroblers (Lichter et al, 1962)

must be accormodating to changes in clag;behavior (Lichter
et sl, 1962) 3 . .,

may et gratifications in teaching and helpinp a maladjusted
child (Lichter et al, 1562) :

knou his oun streng “hé and limitationa (Lichter et al, 1962)

reflect a oositivc, helpful school attitude ‘and philosophy
in the way they handle student probloms (Liehter et al, 1962)

158 -
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Teachers shoull not:

1. prejudge students (Riessman, 1962)

2. over-generalize about student characteristlcs (Riessman, 1962)
3. stereotype students (Lichter et al, 1962)
4,

have hicher expectations of pood behavior for a troubled child
than for a rarely risbehaving child (Lichter et al, 1962)

5. react to or attack parents (Lichter et al, 1962)

Teachers &nd studeat self-concept and idedtitg,<‘Teachers_shou1d:

. 1. be $nvolved in the studcnt's search for self-discoveti
(WMilcox, 1967) oo S

2, be person- rather than content-centered (Ricssman, 1962)
3. be able to identify with the underdog (Riessmsn, 1962).

4, firat teach children to be aware of their own sSense of self-
worth and constructive canabilities through appronriate and
meaningful school activities before they can learn tool
subjects (Vosk, 1966) o .

5. know students as persong (Wilcox, 1967)
6. respect and emcourage cultural diversity (wilcox, 1961)

7. be flexible and sensitive, capable of promoting others' self-
develooment, particularly toward nositive réalistic employnment
opportunities (Smith, 1967) : o

8, try to cqnsidaf the han&ling of 'male type}tééks by male
teachers to more clearly emphasize six-role identifications
and accurate self-other perceptions (Slaughter, 1369)

Teachers and learning

1. The teacher muLt expect, encourage‘and'eunoofé learning efforts
. (Riessman, 1962) ‘

2. The teacher should emphasize léafﬁing'bver;diacipline and
punishment (Piessman, 1962) L

3. Teachers should realize that. imorovements can be effected in
the conceptual development of conceptually deficit adilt
deprived grouas—-they would be then less susceptible to
nrasenting an unconscious of subtle gself-fulfilling prophecy
syndromé in the classroom ‘(Cunningham, 1963)

N RO N : T

I
Teachers and ancillary scrvices

~

1. The teacher should use school, cormunity and specialist
resources fully (Lichter et al, 1962) o :

. 2. The teacher ‘shovld use information aud qoneuLtative‘hglp in
working with a troubled child (Lichter ot al, 1962) o

. 3. Teachers shoull use.ayiiiéﬁlg:ééﬁgq;t#ﬁéévin social’vork,
Q. psychology and osychiatry (Lichter et al, 1962)
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Teachers and discipline

1. Teachers dealing with dropn-outs should not: .
“a, coucrol and motivate by using others as good examples
b. use students in trouble as bad examnles
c. isolate and emphasize student pathology
d. make scapegoats out of studente (Lichter et al, 1962)

2. Teachers shouid be patient and nct impossible to please
(Lichter et ai, 1962) ,

3. Teachers should realize that discipline is necessary, but not
automatically and it should bz reasonable and in line with
the offense ~ather than the way the teacher feels (Lichter
et al, 1962)

4, The teacher:should be consistent (Riessman, 1962)

Teachers and reinforcement

i, Teachérs:should capitalize.on any superio.s qualities of dis-
adv&ntaged students to apply praise and give esteem (Rogers,
1968) '

2. The teacher should not consider that the Negro is not intereeted
in school and learning, but he should teach him to expect and
. acquire positive social teinforcement (Slaughter, 1969)

3. Tedchers sihould helo students reinforce themselves by not’
penelizinp them for what and vhere they are (Slaughter, 1969)

’

?4 160
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IT. Programs
General recormendiitions

1. Parents should be {nvolved in programs sc that parents and
school work together on mutuzl goals (Bronfenbrenner, 1967)

2. Reference groun identification covld be used to the student’s
advantage particularly in teaching verbal oriented courses
(Tefcourt & Zadwig, '1965) :

3, Rac¢ial prejudice may be reduced by bringing persons of :dfferent
races together where they can encounter one ancther 1in
-+ condttions. favouring perception of belief congruence (Stein
. et a&l, 1965) . . )

4..Foéd or specific phyafcal objects may be needed first to gain
reinforcing responses desired (Risley, 1968)

5. Teaditional stersotypes of ‘Negro children in literature should
be removed and replaced with realistic pnortraits of Negroes
in children's literature {Deane, 1968)

6. Teachers s1duld be aware of the successfnl attemnts at:

" modifying Hesro behavior in the direction of preater
assertiveness and autonomy (¥atz & Cohen, 1962)

" .. 1, Fears of desegregationlshould be reduced to expedite change
(Lananna, }367? ) ' i

8. An educational program which is positively self-sunporting

1 , and encourages mental hyelene is required 'to alleviate feelings

of inadequacy and inferiority in children who have discrepancies

between color preference and skin gelf-identification (Clark

and Clark, 1950)

9, There should be deternined efferts for the school-community
gap to be bride:d (Wilcox, 1967)

10. More of an education:l obligatien end social responsibility
should be assumed to pay back deficiencizs in the disadvantaged
(Bronfenbrenner, 1967)

Pre-schocl ard school nrograns

1. Good nre-achoolo are necessary for tha disadvantaged student's
entrance iato public schools (Risley, 1968)

2. Nursery school programs should not be nodelled for middle class
children (itislay, 1968)

3, The digadvintaged children often have motor skills and inter-
action patterns but they need:

a. approoriate content
b. substitutes for agressive behavior
¢. less reinforcement of disruptive tactics (Risley, 1968)

4, A total curiiculum revision of schools' orocrams 19 necessary

«;. for eny lasting solution to problems of thc disadvantaged in
§ Qo urben schools (Larson & Olson, 1968)
e 161
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5. The Federal Government's follow through program concept. should
be implemented in primary prades and beyond on a non-pilot
bagis (larson & Olson 1968}

6. tiore after school cross—status child participation nrograms are
needed using adult males and selected high school students
possessirg:diverse skills and community contacts of s non-
technical nature at levels attrzctive to lower class children

. (Bronfenbrenne., 1967)

Adult role wodels

There 18 a need for more Negro and white adults to become occupational
role rodels for lower class Npgfo students.

1. Middle clasa models should adont an attitude of 'cultural
relativigm’ and reference grous specificity

2. 'Middle classness' should be meaningful and possitble

3. Models should emphiasize values of the dominant group and its
non-trousle novel activities

4. Jodels need to conviice the lnwer class child of ais ability
to control hiuself and means-ends pcssibilities

5. The model should understand the chiid's alienation and desire
 for accéptande without relinguishing nreeded autonomy

6. Adult models should be preoared to neriodic aqniratio1a1
relapse by 1ower class ‘students .

7. Every male teacher should be 'a role model for disadvantaged
' Negro boys (anderson, 1967)

ase
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Further Research -
General
1. Analyzinpg wmother-child transactions in more detail than gross
~social class categories (HGSb & Shipman, 1965)
2, On the vhenomenor of prejudiced children attributing prejudicial
"attributes to parents (Epstein & Komorita, 1966)
3. On sgoclal differentiation amongst Negroes--the basis.on which
¥egro clace distinctions are made (Harris, 1967)
- 4, On tactual-visuel trpnsfer (Fox, 1967) L
5. On the poasibility of availability of certain sLimulus cues
ana the aon-availabllity of others as obsqurinp any basis
developnental differences (Katz, 1968) o ’
Self-Concept Sl
"1, On self-concept formation (Brown, 1965)
2, On:a. the desirc of some children to share in self-hood of
. - .others despite color differences .
b. the definition of self by a delimiting nrocess of what
’ 'one 18 not' as a result of earlier minority family
influences, conflicts in self-identity acceptance and
. . ,-constriction of self-imape choices (Horoaitz, 1939)
3. On early influences on group congciousness and identification
.on ego-development and attitude formation (Horowitz, 193°)
4. On verbal 'person tvoinp or fantaay control and its relation
to childcen's perscnality developnent (Bach, 1946)
Classification \

1, On different social classes .ver a wider range of age to
understand the development of classification skills and to
answer the problem of 'matching' education and environment
(Wei, 1967)

2. On relating classification to other academic performances
(Wei, 1967)

3. On teaching procedures tc facilitate the child's learning
of classification concepts (Wei. 1967)
Attitudes and Asnirations

1. On children's attitudes through time as integration in
school nrogresses (Siager, 1967)

2. 0n attitudo formation of rthnic minority groups (Epstein
& Koporita, 1966)

3. On the effect of peer dynamnics on vocational aspiration
(Brown, 1965)

4. On the relations between Nepro social class distinctions and
their relation to specific moral attitudes (Harris, 1947)

463
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5. On values 2nd their relation to impulse control (Relly &
Yeldman, 1964) :

6. On student attitudes and their relation to morale and school
variables (Minzey, 1967)
Teachers

1. On the relationship between specific teacher morale and
student attitudes (Minzey, 1967)

2. On the psychological significance of perceived similaritics
of teachers and studente (Kagen et al, 1946)

3., On socio-cconomic conditions which impiuvge on teachers and
students (tinzey, 1967)

4. On teachers' criterin for evaluation of students (Minzey, 1967)

5. On the violent-transcendent style of teaching and its
applicability for disadvantaged children {(Mean, 1968)

- 164




|

CSECTION 1v

e . SUMIATION

If a n°ychologica1 orientation is *o bn of use to the teacher of
disadvantap 4 children it must orovide a crndible answer to our seminal
question viz., piven ‘the current state o£ neychology, what does the
teacher of disadvantaged children need to know, think, feel and under-
stand?" ;Imolicit in the question 18 the notion that disadvantaped
children are 1omehow different from others. There should be, it implies,
a osychology [ thc disaivantaged. Now in a major sense, this implication
ydoiacee a funuumental osychologice- vosition., Psychology has either
not considered the pocsibility of a psychology of disadvantage or, having
considered it, has 'rejected it out of hand.. Because there are several
very important imnlicirions that arise from the resulting state-of- . .
affairs, some discusédion i this point is necessary. : 4

There are two questions that arilse irmediately. First, what is
the current view of what might'be called the role of psychology and
second, can- & -logicsl case:be made hgainst its fundamental -universalistic
assurmtion. T :

The nature of pgychologz
A The efudy of nsychﬂlo¢y has been define‘ vesfously:

‘ 'Psychology is the acience of the behavior of living animala.
. Behavior, not, ccnsciousness, is the activity investivated 1

oty ioen (Ray, 1964)

"In peneral, the psychologist 15 inté¢rested in the whole.
-‘individual, 1in his felation to his. surroundings and himself.’
SR B st i wen o nn Leewig b s o (Hiller & Chvatte, l‘”")

‘"Paychoiopy, as a science “dedcribes ahd’ éxblains the observable
Frotei g .o L .- .
Behavior of oroanisms. $doeb ik : :

e T P LF bt iy oy

(ucﬁonald '1965)
R '.- AT“. I X I

"Paychology s a branch of g;iencg dealing with behavicr, acte,
.or pental, proceoses,eand witH the mind, self, or person who

»behaves op.ac:a pr hag ghe mental Proceesee."_._

Q N T T e Pt P (Eaglish & English 1965)
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" No single statement suffices to explain "what paychology 1s8".
It 15 at the same time method, concept, and people. To oput this
more speciflcally, psychology 18 (1) the scientific method as
- applied to the study of behavior, (2) a contlnually changing
~det of theories or concepnts exolaining why men and gnimals behave
as they do, and (3). the highly trained and rapidly growing
number of people who conduct research, construct theories, teach,
~ and apply psychological techniquea, theories, and reseatch
. findings to the investlgation and solution of problems in all
areas of life.”
- C j_, L (Lindgran, Byrne & Petrinovich 1966)

Whatever may be the 3jubtle differenccs among the def{nitions,
they have in comron an interest in living organisms, behavior and a
scientific approach. When we g0 beyond the definitions ani lock at -
what psychologist do we see considerable concentration on the=indiv1dua1
human organisms.

For our purposes then it seems as if the key to the: utility of .
the psychelogical stance lies in the extent, range and nature of the~4
predictions and explanations taychology can offer about 1ndividuais.~ '
Now at this point, it is necessary to recognize one of the crosses that,
socisl science has to bear--its terminolezy is often 1dénticg1 with
every-day tanguage, but its mesaages‘are not.. In our democratic soclety
the day-to—day ueaning of the vord *individual' 18 vested with a number
of mystical and fdealiatic overtones. We talk of the sacredness of the
individual and of the inviolable rights of the individual. We talk of
the individual man cast in the mold of his éreator. In countrast,
paychologista do (or should, 1if they are to he 8clentific) use the
‘word- {rdividual’ to denote an analytic unit. In the scientific senmse,
an individual is (o psychology as an element is to chemiatry or as a
star 18 to astronoay or a glacier is to eeology or an organiahtion is
to sociology. To be sure, the individusl ie a complex unit. And to
be sute. any given unit hac both axmllatity with and differenze from
other‘ of its kind. But, snd the point 18 YSrth atresninz. the concept
'1nd1v1dual'. repreaertl for the plychologilt ‘the mesno by which he
atates and confines his scientific interest. Tc 18, for him; the
beginning point around vhich he organizes hls own view of the world--
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of reality ‘In other words, ‘it is a conceptual orieéntation. It represents

a preférénce and '8 convenienée. - It is 4’preference in that the psychologist
says, 1 prefer to beé more interested in humin units {(individualg) than in
mortay,” in- Bridoes, ‘ih crowds; in wheat, in muscies, in crotchets, or
office-blocks. This, 'of course, e what sets him apart from economists,
engineers, aclologists,; apronomists, anatomiets, masicologists and
architects. ' Again this psychological orientation is convenient bécause
it allows him to make sense of his exneriences. He says in effect, if '
I study the indjvidual I' (and otheirs) will gain insight into’ the naturé’
of this vhenomesnon; or to pnt it differently, I will be ablé to offer - -
explanétidnd“ofdand'ﬁ?ed!dtiods'aboﬁt’1nd1v1du319.“’ClQeH‘thé‘ubiﬁuity
of hqhshs gsuch a predilection for ‘the dtudy of individusls scems both
reasonablé-and profitable. - However, bécause of tlie necessarily confined
nature of his fhterust, ¢he psychologist ‘cannot sufficiertly vredict or
explain for’examplé, the'vhghriee‘of'the stock-market, the strain-
tolerance of reirforced concrete, differences in harvest yield, muscular
atrophy;'Eymphohic'vhiiafions'of’stiuétutai-ﬁroderties of laminated hard-
board. "To %um up then, the psvchological View renresents a select, and
by definltion biased view of the array of complexities to be found in”
the wbrld aroutd. L e R
T New), it 1is manifesfly true ‘also, that the human individual &an be
-"Yegarded as an' exttemely complex Srganiem 1tsclf. Wnlike the relatively:
sihpie amobba, 1t has'a ¢o'plek neurological, muscular and skeletal * = =
system. "'Its stwictural charatterfstids arc intrigning atd verpleking.
Its physiblogy alore is 'sufficientIy complicated to warrant 1ife times .~
of ‘Btudy’ and reseatch. -Beyotid this however, the way the organism functions
is dven more Sedictively Fascinating. Its wotor activity, the articulatic :
of muscle and bone, the pattern of its glandular secrstions, the essential
rhythi and regulerity of fts catrdio ‘vabcular 'system all ‘merit, and bet,
intense and contInVing attehtion. As dn example of sophisticated
engineering, the human organism {8 without parailel.’ Such structural
and Functibnal decsil’ hoveve¥, only marpinally tondersd’ithe nsychologist.
Abath for entirely légitimate ressone L choses to ¥estrict his fieéld -
of 1ntdtbel.  He ‘excludts from bis définition of his etudy of the indiv.uual,
natters that fore readily are déalt with by nebrolvpfsts, physiologista;
anatonfats, endocrinélogists and’ tht like. - This & hot td deny the: -
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.: relevance of guch disciplines for psychological interprectation, but in-
¢ the interests of: econouy of effcrt an¢ relevance of interpretation,
.the psycholegist tends to.seek- explanatory power in factors beyond the

limits of -ngurological, physiclogical or endocrinological pergpectives,

.- . If..psychology 18 concerned (a) with the individual and (b) with
explanation -and prediction, and if the characteristics of individuals
dealt with in the . preceding paragraph are excluded, the logical questfon
to ask is, what does psychnlogy predict and exwlain about the individuval?
Varied answers..could te proffered to this question but again if we
sought for common elements among them, we would find recurring and
recurring: the word 'behavior'. Ipdividuals,.as well as 'being', do.
Because they 'do’, people have. been prone to. wonder why they do what
they do, and have been concerned with predictinz what they are likely ..
to. do. So the psycholugist. tends to be inte;eatedﬁin‘;his doing aspect,
Fowever, predictably. the psychplogical definition of doing,.or more.
properly bebavior,. is not necessarily identical with the every-day meaning
of the word.. To the psycholozist, behavior is,(1suslly) more.than. the. .
overtly manifested. gction.of the organism, .Rather it i..cludes sudb-
surface hehavior--behavior .iu the head, or keart or viscera, if you like.
To this extent the psychologist has manufactured an internal world for
each individual.. Then he uses.the ideas .or, concepts that desciribe this
werld,. to explain and predict to Qgéh 1he internal state of the individual
and the behavior he manifests overtl;. While.tke concents that populate.
this psychological universe were once esotic And. strange, many.are now. .
more.or, 1¢es: familiax, Thus terms like psychoapalysis, motivation, need,

- ..R80, farsppclity and so.on have rxeady currency.in everyday conversation.
- .Gtheys: like.reinforcement,. affect, sanctions, and.need-achievement are ..
-on, the fringe of popular parlatce, while athers like syatality, retimal .

rivalry, hypersmesia and. etheresl, remain exclusive to the select kind
of psycholagists who find them useful for their.own purposes.

;.- The.point is that the language of: paychology--the conceptual
tools.of peycholpgy~rave used by psychologists in itf;c;ly defined and .
syatenatic waye...Because of their explangtory usefulpess, some ¢f these

. . terms have.been popularized and,often rendered less precise~-in.much the

same.vay: 88 the populariration of the term 'virug! has.produced.a public,
genern}ized_mnhngng-shat varies from that amployci in wmedical science. .. .
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A standard illustration of this point is to be found.in the use and
interrelationships of the concepts 1.0, and Intelligence. . In the.: .
years directly after Binet's invention of the tetnm Intclligence |,
Quotient, tne conventicon was to accept that intellivence tests measured .
an individual's quantity of intelligence. .Thus a test sample of -
intelligence could diagnose both and individual's intellectual condition
and his potential in very much the same way that a-blood sample could
be uséd to diagnose the state of the entire blood supply. Suffice it .
to say that psvchologists after seeing the extent to which the tests..
algo meagure exposure to enviromrmentel fufluences, have severely . ..
modified their view of the function of intz1ligence tests. . But,. it is ..
not equally apparent that the public at large appreciates this. )
I.Q. tests are still used as a basis for selection at school and at ...
work and are still used to provicdu handy labels for categorizing people
as bripht or dull, normal or sub-normal, It will.be readily recognized .,
from all this that in discussing the role of psychology, it 4s necessary
to distinguish. caretully between psychalogists' psychology. and.populer
psychology. - It ts necessary as well to recqgnize the limitations of a
psychological explanation of beh-avior. Some of the problems Attendent,.
on this necegsity are rdealt with below.

‘1f one stdarts with an instance of social behavivr--an. individual
behaving in' a social context--and acks the question, why did he do that,
answers of varying degrees of sorhistication may.be offered. For example,
he' did it betaus: he was angry, he did it because he was frustrated,
because he is -hostile, because he comes from a broken home, becauge his
parents rejected him, because he was Lottle fed, or ounished for enuresis,
and so on and so on. But further than this, the exnlanation can be more
microscopic.i He did At beceuse oﬁ prassure on e craniel nerve beceuee
of hyper-active thyrqid because of metabolic deficiency, because of
synoptic disfunction, beceuse of his genetic c0nstitution. égain but
this time the cher end of the ecele, sociel oeycholog ate vould be prone
to explain the behavior in terma of rolea. expectations, environmental
press, peer groun. and interoctsonal relationships and so on. Such an
interpretation in {its turp should be seen in contrast with the more
macros¢apic, view of the eociologist wro 1e typically 1eas concerned
about indivicual behevior and wore concerned about the general behaviorel
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characteristics of groups or collectivities. ' It can readily be

é appreciated that these various views abutt, The soclologist operates

;‘ at the broadest end of the behavioral continuum, the peneticist at

the narrowest while in between fall psychology and social psychology.
The peint to note narticularly, is that ‘psychclogical explanation like"
any conceptual orientation is inevitably restricted at both ends. At
its broad end, its knowledge has to be supplemented by ‘outside’

™ VTR TS

knowledge 1f better predictive and explanatory nower ig to be achieved.
At the narrow end, its own explanatory power can be enhanced by an
analysis finer than nsychology has the power to do. The question of

the Telative explanatory status of the different social sciencas has -
been a matter of zome contentinn in the past. . The reductionistic
argument was once fashionabla. It claimed that all sociological:
explanation in the final analysis cculd be reduced to psychological

] terms. - Similarly,it was argued, all psychological explanation in the
final analysis could be reduced to biochemical terms. The resolution
of the particular {imnasse that resulted was achieved by the acceptance
of the fact that nsycholegical explanation is useful -for some purposes,
sociological exrnlanation is useful for others and biochemical
explanation for others again. Deciding which one to use then, is a
matter of detormining what sort of problem has to be solved. Obviously
an attempt to find 'a biochemical explanation of classtoom problems is
‘less likely to be relevant ‘to teachers than would bz a psycholopical. -
one, Counsequently it is essential for our purpose to pose the pragmatic
question—of what uge is this, that or the other piecce of psychological -
insight. - - ‘ t : s SR

A Psychology of Diaadvantage

" We turn now to a brief examination of the poaaibility that a ”t
specfal nsychology of diaadvantage might be either fruitful or forth-' a
coming. Immndiately a problem looms. Psychology, as we have aeen. 1a '
a acience ‘that studies the hunan organisn. But disadvantage 1s a _' '
sociully delineatad rather than orraniamicly delineated concept.
Diaadvantage ic a term of coupariaon that often hae value overtones-- '
sometimes aubstantial ones. " To be disadvanug;a one has to possess less
of a valuei connwditv than does aoneone else--whether the counndity 10 )
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money, possessions, education, knowledge, experience, or height or
weight. ,To define. a population as disadvantaged then is to apply a
comnodity measurc.to humens. In effect, some humans are thus ragarded
as being deficient. - Who sets the criterion, on what basis ahnd for what
reasons, are sometimes issues of considerable relevance. One man's
disadvantage is sometimes another's privilege. In other words, . the
criterion, the cutting line between advantage and disadvantage ia some-
times quite arbitrary. R . o . .

Now, let-us for the roment accept a rsychological convention
that regards heredity and environm:nt as complementary influences in
human development, . In thie view, the 1imits of developmert are determined
genetically and the extent of development achicved 1s a function of
gsocialisation. Fairly clearly then, if one accepts the idea of defining
a population as disadvantaged, the judgenment stresses the significance
of environmental factors. However, at this moint we have to consider
psychology's basic univerzalistic assumption. To psychology, a human
being is a human being is a human being. In other words, psychology
finds it convenient to focus on what human beings appear to hold in
cormon. :Now if thia is the case it. is cbvious that there is a pre-
disposition in psychplogy to gither, (1)-stress the signfficance cf human
genetice or:(2) assume that socialisation environmente have so much in
common that they need not be given undue weight. It is probably fair
to cay that psychology tends. te regard the eavirenment ss resvonsible
for modifyin, the rate and sometires the: direction of “wman Jevelopment
but not to tho extent that huaan develonment.can be scen to be strikingely
difierent from one environment to another. There. are pood reasons for
this position. . For example, it 1s obvious that almost invariably, from
conception, an individual's height;-and weight. tends to incresse for
a recognisable period.. It 1s obvicus too .that: under norual circumstances
his sensory react;ons‘baconé more aud: oore refined.. It is vot surprising
then to find Frank (1267) talking of 'dovelopmental stages' and Haviphurst
{1952)' of .'developmental. taskse'. .lor, is it eurprisiny that Plagat
working (brilliantly) with an extrgmely, suall. sannle, talks aleo in
terms of ages and stages.(1952), It is not gsurprising to find Kchlberg.
(1970) 4ncorporating the ideas of ngugnti#l,lpvela into his fascinating
interpretation of the development qf;.moral -judgement. - Devalopmental -.

¢ J
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psychology has proved a very useful way for educationists to look at
pupils. Hovever, kike any other concentual orientation it dictates
the rulée of its ¢em game. Thus when comparisons are wade batween
child and child, group and group, 2nd difference is discerned, the
only conclusion that can be reached is that one or other is ahead or
behind>-one ot other is develonmentally disadvantaged. It is this sort
of inevitable conclusion for instance, that has led a host of
linguistically unsonhisticated vesearchers into black language to conclude
erroncously that black children are developmentally deficient. (Sce
Adems, Sobin & Lockerman) 1In fact, when anthropological linguists under-
take ' the sake kind of linghistic analysis of non-standa¥d Negro American
speech that has been applicd to standard American, they discern a
similar deprec of graumatical, phonological and semantic crmplexity.
Of course, ghetto children do not meet the language performance criteria
appropriate for white middle class children but then neither would
French children, or Spanish children, or for that mstter Scottish and
perhaps even some English children--irrespeztive of their social class.,
The point that is being made here is thac developmental psychology has
a built-in assumption of nerformance relativity and a built-in assusiption
of virtue relativity too--the higher the level. the better the performance.
What 1s not accommodated is the idea of pernfitted, or if you will,
socially relevant differenc:

“this lsst point needs elaboraticn. It is apparent that non-
standard Negro English 1s functional for the non-standard speaker when
it 18 used in the appronriate non-standard language contexts. It 1is not
functional when 1t is used in standard ones. However, the reverse
holds too. Standard English i{s quite dysfunctional, quite inappropriate
in non-standard languape séttings. This suggestr of roursa, that it
tight be entirely reasonable when adopting a developmental language view,
to argue that there may be one develonmental sequence appronriate for
white middle class suburbia, and anothor for the black ghetto. Rather
thun fixing cn one developmental sequence--a white, Anglo-Saxon, middle
class one--and using it ae the norm, it may be reasona%lé to consider
altarnative forms. However, evaﬂ ¢f this was done, 1t ie predictadble,
given edutation's essential cobncern for orogressive development, that
vithin a given cultural context, assecemcnt will have to be made of the
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relative sdohisticstion of each stage. That judgement however, would
necessarily’héVe té be baaed on norms that are considered appropriate
for that céfitrol group. . ‘ ‘ ;

1f the argumsnt just advanced seems ressonable, one is forcel to
consider the posgibility that psychologies of different cultural groups
might be feaaible. Such a suggestion does not seer: altogether unraasonable
when we apply ‘it to countries vastly different from our own. There
i ample evidence that ‘Asian, Indian, African cultures nanifest different
viewpoints, Aifferent attitudes and different intérpretations of reality.
1t would not be unressonable then to envisage a 'psycholopy of the Asian’,
'of the Africen' ‘end'go on. It is'much less easy' to contemplate the
possibility of a péychology of the "American disadvantaged'. Yet if the
principle.iuisodnd: {t dught to be reaaonable to at leaat tonjectura -
about the fruitfélnesa of such a viewpoint.'-To do ao however, would
require the developmant of a heta—psychology‘ﬁhét would gpecify the way
in vhich a psycholégs 18 constructed. It would specify in other words,
the rulea‘of‘the”péychologisihg pame. . In thia senae it would be like
the grarmar writing apecificationa that linguists use when writing a
grammar for a newly 'ldentified language groun. .

Despite the theoretical utility of such a development, there is
no doubt that psychology is at ths moment not inclining towarda it.
To all ‘inteata and’purposes, human, constitutional commonality ia -
recognized as more salient than ia sc:ial difference. To thia ektent,
any uge ‘that can be made of psychological insights snd understandings
is coutingent on the recognition of this coutron heritase. Under adch
circumstances it i8 tecessavy for the teacher of dlsadvantaced children
to be exposéd to whataver psychologv is seen aa relevant for  the ¢ducation
of the universal child. 'In other words, as psycholépy aees it presently,
there are nn réasona for -assutiing that thé diaadvantaged child is -
different in kind--only in degree of developmerit. More will:be said
about’ this last fasuc later, but one final point hds to be made béfore
a more specific treatuent of the teacher training issue can be undet-

taken. v - oo

.*** . It will have been obvious throughout the paper that the-initial: -

discussion abéut the disadvantaged became gradually transmuteéd-irito a
discusaion 6f cultural differencéeé. - Two nrincinal isduea are fnvolved
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in the tran.mutation--first, whether or not we are talking about
1nd1vidualsuorvcollec;ivitiga, and second, whether or not it 1is
reasonnble to tal% about, as it were, the 'culture of disadvantaye’.
Each will be dealt ﬁith in turn. It is generally assumed that a
teacher teaches individual children. (Although Bordua has wryly noted
that while policemen are trained in mob psychology buc in fact deal
principslly with individuals, teachers are trained in individual
psychology and in fact have to deal with mobs (groups) (Adsms, Ahawad

& Jameson, 1970).) Be that as 1t may, the teacher is concernmed with
the improvement of each individual chilld's performance. To thie extent
every teacher's business is with disadvantage~-all children, compared
with what the teachexr hopes for them, are disadvantaged. More
realistically though, to the teacher of children who.are designated as
disadvantaged,-1i.e. who. are from low income areas, the problem for

her is to sort out probabilities,  She has in fact,.to make 8 judgement
about (a) the probability that the children in her class will have
'devaloped’' in a certein wanner and to a given stage, and (b) the
prcbability that under her tuition they will be able to develop further.
Now guch probabilities are assessed by the teacher not on a careful
diagnosis of each ind{ividual child (system exigencies prevent it), but
on data derived from the study of childran like hers. Much of thege
data are group data resulting from examinations of disadvanvaged 'types'.
Now, as any resnonsible sociologist will pojut out, such data are
unlikelv to provide anything but a very primitive basis for predicting
to individual behavior. To this exteut then, the data on the under-.
privileged as a.group may only be of marginal relevance to the teacher
29 :far-as telling her what ghe should do as she goes about her teaciing
job. .. However, such data are relevant in.that they provide her with a.

repertoire of .alternative expectations and vesponses from which she may

. chose. in order-to begin her search for the appropriate individualistic
treatment, - Without.such information ghe is even more lozked in%s her
ovn prejudices, stereotypes aud biascs, k

The relevance of such data however, depands on exactly what is
meant by the word undgrpriviledeq,,‘rhge bringa us back to a consideration
of the isomorphism of 'underprivilege’ and_'cgl;ure'. Conventionally,
Q the concept of .culturs implies sccial contact--a web or network of
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communication and-interaction wherein norms of behavior-are established
and values are stored. Uspally there is a sense of community evidencad
in the manifested form of the culture concept. Usunlly-thére is some
peographical definition~-although in the case of Jewish culture this is
larpely lacking. The essential characteristics of culture seem to be,
(1) behavioral characteristics held in common, and (2) inter-member
communication {(present or past). Now it is cbvious that the dis-
advantaged have the first of these. For reasons that are no doubt
attributable to their economic cendition, they have many behavioral
characteristics in.common,: However, it is not necassarily the case that

those on low incomes have a 'community' defined by. interaction and |

designated: by their. own consequently devaloned ethes. So in the conventional

sense it is inanpropriate to talk pf the cylture of disadvantape--the
phenomencn. of; dlsadvantage, yes, the.culture of dfsadvantage, no. In
other words, informaticn derived from the study of the disadvantaged
1s @ non-cultural as is information derived from the study of aphasics,
or the hyper~actiye, or the physically handicapped, and so on. However,
there is a subtle difference between these twn kinds of conditions cited.
The aphasic, the hyper-active and the physically handicapped display
the ntoperty that defines them--the characteristic is .visibple and some
of the behavioral -contiugencies are predictahle., The disadvantaged
child does not necessarily disnlay his disadvantage and,, none of the
behavioral -contingencies ara. .necessarily predictable. . .in fact, any
inference. made from knowledge nf a family's. socio-economic -level can.
only be~-as we said .ear}iex-=a .probobility .(or more propcrly, a
'nossibility') statement. . ,

How.then has this merpine of the ideg of disadvantnqe and culture
come .about? - If onhgqpes an econowlc criterion.for defininp digadvantage
and then maps the locatiop of .disadvantaged families, 1t 13 quite
apnarent that homogeneous concentrations of norulation can be identified--
especlally in cities.. 1t 1s also sapparent that humans display territorial
patterr3 of hehavioxr--they confine their estiyities tn'geopraphically
defined arcas. Those who live in phettos are no exception. Consequently
a stydy «of thelr tcrritoriality--which fnvelvea a,iecognitlon of vhere
peonle ge and with whem they communicate:-zeveals a nctworg of intox-
pctive relationships more.or-lass.defiped by, the:ghetto, In other wards,
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there is a discernible network with identifisble inhabitants. Given the
common economic condition ‘and the network of relationshipe then, the
pre-requisiuesfot the emergence of a culture are there. Consequently

the question arises; is there a ghetto culture and if so what 1s its
character? The quick answer to the question is that there are ghetto
cultures that vary situationally. The exten* to which the characteristics
of any ghetto culture have formed and may be identified is probably a
function of factors other than economic and communication commonality.
Where there 1s additional common ground, for example ethnic origin,’

reliy? r48 belief, occupation ‘and so on, there is greater likelihood of
emergences of distinctive cultural features. Where there is not, the
growth of a cultura of common behavior values and norms is probably
dependent on the length of time a tettitory has been occupied, and the
extent of mobility into it and out of it. It follows then that a study
of the'social phenomenon of digadvantagement under these circumstances
may thrn'in two directions. In the first, the emphasis ~an be placed

on what is common to all ghetto cultures that are saoatetely identifieble.
In the second emphasis 18 placed on the specific character of any given
phetto. ‘ B l ' o »

We can now retumn to the question, of what use 111l peychological
insight be to the teacher of disadvantaged children. But we can now do
so with some awareness of the constraints and limitations that apnly to
the particular circumstances. When these constraints are recognized,
it seems as if Lhe teacher may gain the following utility from an
appropriate psychologically orientated curriculum that makes specific -
reference to disadventaged childzen:

\ (l) an awareness of the univereality of psychological principles~-
. irresoectivs of race, color or cteed'--together with perhaps
a tecognition of the implications of psychology 8 universalistic
o ; assumptions.' ‘
- (2) = an understanding of the anplicability of osychological concepts
in the understanding ‘of human behavior——her children's and her“

:Own. e o o
(3) en sppreciatton of the comparativs and value components in the
' utilisation of a developmentsl orientation. ’

]: T(: OF knawledge of differences in socialising contexte. and the fact
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.. that althkough the process of individual development seems
‘constant, those fac;qrs that ﬁreci;itate it are not culturally
_ 1identical. . e T
while the remainder nf this paner will bcar these four central
idces in nmind, there is a further catalog of sub-issues that cross—cut
each 'of them. ' They need to-be surfaced now. The best way to do.so
secems to be by stattinp from the situation. that confronts the teacher
in the. classroon.. .
At -any given point in time e teacher is faced with an essential
problem of prediction. She hess to assess the consequences of undar-
taking-any. of the alternative forms of action she has available to her.
Time and time again she acts on. the assumption that if X then Y~-"'if

-:I.do 55 and s0,-then the pupil(s) will do such.and such". tow any

Ty
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action can be -seen as having pertain effacts. The effects that are of
professional-concern to the teacher are learning effects. These .learning
effects, as Bloom suggests (1956), can be grossly categorized in terms. ..
of cognitive, affective and psycho~motor effects, For each of these,. .
there may be a wvaviety of contents, which mav or may not fall under

the conventional .definition of school subject miatter. Consequently tae
choidce .of what to cognizg .or-know abput, to feel about,and to be able

to do, 18 theoretically:as wide as everything that san be known.about,

or felt-about,or;done. Modifylap the teacher's situation further however,
is the fact that it is ghe who 18 resjunsible for .the initiation of any.
socialising experiences. . And she, like any other human being, is

limited by her own canabilities. Some of her capabilities are geneticelly
determined and some environmentgl. .It follows then that .to the extent

that she s aware of the etfologv of her own limitations and the
consequencas of her ovn socialisation she yill be =more (or less) _
proficlent. Finslly, .whatever che cdoes will be noﬁ;ex;ually constrained
toc. * The setting she. finde heraelf in, the ozpenisation that gpbedq it,

; and tiia educational institution that eacompasses both, will effect her
sbehavior and _that of her oupils. . -

‘In brief summary then we may c0nclude that whatever she decides
to do rests on the astute exploitation of the exigtential conditions
that;confront her., The general principle. that must nresumsbly inform
her judgement is that: - . . .
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for these pupils ‘(this pupil) at this time, in this situation

. gnd ‘with ‘me 'as 'a tcacher, this action would apnear: to be the

nost productive of tlie consequences T would regard ag educationelly

desirable. - i i R =

However, Buch a general principle does not pertt the situation
tc be seen in specific enough detail. - One form of necessary refinement
may be achieved by -envisaging' the' situation as a stimulus-response
condition. The teacher as the initiestor is about to provide the stimulus
which sunposedly vwill produce the desired response. The teacher is at
8 choice point. - Shae has to sélett from among her repertoire a stimulus
appropriate to the situatibn. ' Now vhat determines the appropriateness
of the stimulus 1s the ‘(as yet unknown) response it will induce. And
what detérmines the response 1s the responder's percention of the etimulus
--the way he interprets it. There are, of courte, three logicali;
‘possible consequan -5 of any given gtimulus inftiation. -First, the
stumulus may not be perceived ‘at:all. FPor example, many of the control
signals (etimuli) sent by middle tlass téachzra ere ot picked up by
children from:the lower clas3a at &}1. Second, the stimulus may be
perceived by the receilver in a way that is different from the perceptirw
of the sender. For example, requiring a Mexican-American child <o
'speak out' can be seen by the pupil as an injunctionto behave in a -
diarespcectful way. -Third, complets isomer~Nism -. may exist between the
gender's and receiver's perception of the: stimulus--b.:i: are identical. -
Presumably .hé¢ last is the @ost i'unctional:for education and most '~ = .-

v

desirable from the teacher's point of view.
" It-follows from thie-that .the teacher neeis to be acutely aware

of the way in which her signals (stimuli) may or may not be received.
However, in two sensés, perception is a function of concéption. For
instancé, (1) at ‘conception, the limito of humath daevelopment are, it
18 . thought, genetitally determined, and. (2) whatever i8 perceived is
rendete meaningful only becaude ah-intéllactual.svetem of conceptualisation
gives the percept meaning (in a reciprocal fashion, any conceptual Bystem
is 1inited by the kind and variety of perceptiond available during its
process 'of formutation): While both of thése issues are highly-important,
they cafh only be given'brief sttention here. - In-ahy courese of teacher

QO aining they would have to be subjected to considerable.élaboration.
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.7 viGehetic determination. It -ademd fairly obvicus that some kinds
of intellebtual® performance ave beyond the capability of any:-human.
In just tHe Bame way that wé' cannot imagine the ‘one minute mile® we
cannot imaginé a-liman beiny competing effectively with the split second

calculdtion perfovseace -of a computer. Again tlere is evidence that
malformation (wy absence) of specific brain cells,affects behaviox.
And it is known that come malformations are due to genetic causes. - But
this sort of knowledgé provides only a crude tasis for drawing conclusions
about the precise naturd of genetic infjuences.’ In fact the genetic .
tevidence’ that id often invoked to ‘explain' intellectual (and other)
performance 1s {nferential only. ‘It 'is assumed that because a performance
does not appr-3r to béd able to be ‘explained otherwise, it must therefore
be attributablé'to”gedétid factors (vide Jensen, 1969). -However, there
are three conditiona that must be satisfied if genetic ‘determination ie
to be proven, viz: ™ - o ‘

(1) distinctive gene difference must be identified

(2) the relaticdehio between specified differences and performance

. di fferences mist be clearly establivhed, and in such a fashion
that environmental conditions are controlled.’ - '

(3) .performance ctiteria must be ‘culture-free or culture-fair.
It is wnequivocally true that ‘sush .conditidns have not beén met ,et.
Conééqcently; any interpretdtiéns of genetid causality have to be treated
with consideratile caution. This holds vhether one is concerned with '
an individual ‘child's intellectual performance or the performance of a- -
soctally ‘or culturally identified group. Despite Jensen's (1969}
podiifoh, the statetent that -best reflects current “sychclogical thinking
on genaric based etfinic difference in inteliigence, still. remains the one
prodiced by Klineberg for Unesco (1951). Its basic tenet is that the
casé ‘for (or against) the idea of racially or cthnically determined
{ntellectial inferiority remains unproven. 'The ppreciation of .thia
position is probably extrémeiy critical for the teecher of disadvantaged
chilCcen. 1In the absence of such knowledge, she may be inclinad“to .
‘operate on the basis of 1llegitimate stereotypes, in effect assuming: that
some children and some athnlc groups sre less capable of davelopment.
than' 1h fact they are. e e .
Coh&éptualiéétioﬁ; At the crudest level of definition, 'any concept
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is a uensory stimulus that has a2 meaning. The process of rendering the
stimulus. meaningful involves for the individual, first a reéepti§n of

the stimulus, sacohd the differentiation of certain stimull from othzrs,
and third the allocation 6f.a lsbel. In this way we come to see a table,

to hear a s¢réam, to Smell ham and eggs, to touch roughness and so on.

Unless we have developed a vniquely personal form of labelling, such -

labels are ready-made for us by the members of the social network to

which we btelong. We come, in ather - words, to learn zheir labels.

F So it follows that if we inhabit the white, Anglo-Saxon mid-west,
American, social network,we will learn one iabel for snow. If we.

. were 4dnhabitants of the arctic Esquimaux network, we would have sewen. .
Similarly, as -members of the Anglo~Baxon language communicy, the
structures characteristic of our sentences will differ from the
'eubject-a’ name-extras-object-verb' order of classical Latin. So,.of
course, will th> woxds themselves. Even more interestingly however,
because words as concepts;'are labels of reality, we can infer from
the study of words the way in which people gee reality. So for exaimple,
to the Wintu, luck is seen quite differently from the way it is seen to
us. Lee (1959) recor&s‘that . o ) ,

"The hunter who has lost his luck does not say, I cannot kill
deur any more btut Deer don't want to die for me any more....

"~ .luck is phrased passively... in terms of non-actualised reslity"
Again, Loflin's studies (1966) of non-standard Negro English .iead hig
to conclude that -there are structures in Negro language that do not. -
appear in standard American English. These, far from being ’arrora'.
constitute a highly lepitimate but different way of looking at things. .
1 .- " - There are two.imnlications of the discussion.to thig.point.
First, co:individual's.perception of ‘reality-is in facec-a;function of
his prior-socislisation. . In other words, the .exveriences that he has.
had determine what he can s¢e, and what he ‘can.label, These, in turn,. .
{ effect the rance and power of cognitive manipulations he can perform.

SnT, ASR ool oet

If evidence to Support this statement were needed, the most dramatic:;

‘11lustration avatilable ie to ba: found in the case of ¢:nireme isolatiap

teported by Kingiley Davis (1952) 1t racords how an illegitimate.

daughter and her deaf and dumb mother were kent in a confined, stimuluss
Q dmpoverished- énvironment for some seven years, and;pow,ghe;ghigd,
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develondd from a priwitive organismfo & normal one once an experiénca-
rich envitonment was autstitutcd. The second imnlication that arises
from the vereral discussion’is that nrior socialisation exweriences are
largely a function of the life stylas of the inhabitants of the
individual's ‘environmént. In so ‘far as the inhabitants have stimulus-
varied environments or {from the school's point of view) stimulus-
relevant environments, then the ‘child will be socialised accordingly--he

will be familiar with a varicty of timuli and he will be familiar with

- atifiulus-resoonses that woild find favor in the cves of the school.’

Two'ﬁéfﬁinga’havé to be given at this noint however. Wnile it is easy
to 1dencifv a‘stimulus-bereft environment 1like the one renorted by Davis,
it'does not necessarfly follow that a stimulus-differei.t environment

s necessarfly Béreft. In other words, because ‘of his own gocialisation

(bias) “an obgerver of a different -environment may not bé able to
discrininate the array and variety of stimuli as they would be seen by
ihg"{ﬁﬁabitahts themselves., Apain the school itself can suffer from -
sinilar myonia, and fail to recognize®the cultural biases that channel
and constrict 1t4 view of ‘appropriste resnonses and hence appropriate’
qtimuli. Co ' S

4 We can now return to the teacher her classyvoom and her problem
of ‘théosing among stimuli, Her first task was to choose stimuii that
would ve likely to be perceived by ‘the pupil in approximately the same
way as she harself verceived it, Thié would require hér to have some
knowledge of the cognitive 1ife spaxeof the child, 1f she does not
have £t {(and it iu likely that she does not) then the next best thing
fs td hive somé generalised knowlédge of 1ife-svace conditions of
childten like thesel-mercly so that har nrobability of success increases.
The course of traffiing them should supply this knowledge. Contemnorary

" knowledpe of the 1ifa-space of tHé disadvatitapéd should be made available
to her 8o 'that its distinctive differénces can be appreciated. NMecessarily,

‘such’ knowlédge would have to be devoid of value judgements that- carry
fmplications of thé disadvantaged's fnferfor{tv.

* 'Now onc¢e sgain, back tc the teachar. She Bis at this point:
choseri from her repertoire tha stimuli that she thinks can be perceived,
Her nekt task 1s to ¢hoose among them apain, this time on the basis of"-
the’ aFfectidd Yoadihp they carry. This is because the nrobability of
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resnonse is a functio1 of the saliency of the stimulus-—the grea-er the‘
salience, the greater the likelihood of response. Fairlv clearly, we
are now dealinp with the comnlicated and vexed sub1ect of motivation.'

The position taken here is that motivation is in nart a function of the'
context. Stimuli that carry high affective loading will motivate. If
the loading is nositive affect (I l1ike 1t) then the motivation will be
in one directiou.‘ If the loading is negative affect, then motivation
will be in another. Uhether a given stimulus 1s nositively or negatively ﬂ
loaded for an individual however, ie a function of his prior socielisation.
Again, oqe man s positive in another R negative. For examvle, nudity

in filma may be greeted with delight bv some, disdaln by others and dismay
by othera yet again.‘ The teacher B "roblem of ensuring that the stimulus %
is approoriately loaded raises another issue. Any stimulus (i) originates

from a source,, (ii) occuis in a context, and (111) has a (perceived)

neaning content. How all or any of these may influence the ma1ner in
which the stimulus is received. In other words, for the 9ame individual
receiver. the same stimulus can 1nvoke different responses 1f the source
is changed or if the settlng is changed. For examnle, a rebuke may be
acceotable from a male teacher but not from a female one, or when boys
are present but not when girle are. In a similar fashion, the stimulus
may be effected by what has immediately preceded it., In other words,
the simple S-R aituation that was posed earlier ‘to enable the discussion

to proceed 18 a grosa over~simplification. Not only is 1t highly

'artificial to think in terns of one stimulus rather than a stream of
t‘nuli and reeponses (vhich ave also stimuli) but also to divorce
the interaction from its context, and from the particinants. Desptte

its aoparent aimplicity then,even one interaction between one oupil snd

-
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fone teacher is a multi-faceted, multi-variant aituation. . .
‘i Coupounding the difficulties further are two other issues. Given
tha educating purposes that teachers have, it follows that teachers will
' want %o lozd somc stimuli' with positive affect and others ‘with negative
affect. They will be concerned with preventing undesirable pupil
perfornances anJ promoting desirable ones. what the teacher needs to
do is much eaaier in the statinq than in the oxecuting. If she wants
to pronote a given behavior she needs to have the source of the stimulus
)adea wlth positive affect or the utimulus content loaded with positive

EMC o

Aruitoxt provided by Eic:

e e s
A e M

.

188. ,

Ay L D e



O

ERIC

Aruitoxt provided by Eic:

il ety L g D u T SR - : R N

- 175 -

_affect, or, preferably, both.. If she wishes to prevent a given behavior,

again she needs to have the source of the stimulus loaded positively but

‘the .content .mpt. Clearly, 1if source and content (and context) are all

heavily loaded with.positive affect, then the content of the stimuli will

:be acceptable and the attitudes tewards all threce will be accepting.

If they are not, then tha reverse holds good. The trick for the teacher
however, 1s to know what carries positive affect for what chi!dren.

In so far as reinforcement.theory. (Skinner, 1938) states a general
principle that relates affect to learning, it is relevant tu teachere of
the disadvantaged., However, its, anplicability depends on the identificstion
of appropriate reinforcements, Children, after all are nnt hungry
pineons. If the earlier stated princiole of the relativity of affective
loading is valid, a nepative reinforcement for white middle~class children
may be a nositive one for some ghetto children. Such a proposition

would be consistent with the learning results reported by Bereiter and

_Englemann (1308) and the rationalization of authoritarian procedures

uften exnresaed by ohetto teqchers. Ho cwever, & warnin? is necessary
again. without evidence to indicate the rnnpe, varietv and effects of
differeut reinforcements, cqution shnuld be exerrised

It 1e nerhans annronriate at thia point to acknowledoe another
deficit in our uninrstnndinp nf the education of disadvancayed childten.
As reviewer: of rexcher effectiveness reaearch have reneatedly aaserted
(Barr, 1961) (Biﬂdle & Ellena, 1966) (Flandera, 1970) ctc.. we sti11
remain unable to deacribe uhat the tood teacher does, and prcscribe wnat
the good teacher abould do. Thia state of affairs is due not only to
the someuhat ncbuloua and mutually contradictory definitions of oducatinnal
objectivea that have char«cteriaed eJucational theorizing for veara, but

'evaluation exneriementa. Generally

also often to the quaint desipn of
they have used iuput outnut nodela that either irnnred “the nroceaa that
interVened betvecn innut and outp t. or clse 1ssumed rather than ‘
determined what the process was, or elee defincd the proceas in such )
penernl terms that ita influence was, by dcfinition, vitiated Now, if
tenchinq is a transaction betucen teacher and taught, nresumably whut
control cnn bo excrted over the effects nf teachinp must be exerted on
that trananction. Current)y, we remain subatantially ionorant abnut thia

transpction--although it muet be admitted. intorest and effort is burpennino
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_{see-for example, Bellack et al (1966), Jackson (1968) Smith and Geoffrey

(1965); Adams and Biddle (1970)).

. It follows from this neglect of classroom as an object of research
that teachers remain substantially in ignorance of its nature as a social
system. And as a social context the classroom influences the socialisation
of those who inhebit it. So as well as anpreciating the non-school’
contexts in which disadvantaged children find themselves, their teachers
would nced to know their own classroom settings as well. Such an
dnjunction implics that groun dynamics'and'sociometry would be legitimate
‘fields of study for teachers. Insofar as they are relevant to educational
settings this is correct, But both in fact, can be subsumed under the

general heading of sécial context. Aay training course for teachere of

- disadvantaped children would necessarily consider both.

7
3

It has beeﬁ the purnose of this chapter to sugyest some answers

- to the question, Yof what use might psychological insight and understanding

be: to the teacher of disadvantaged_children?“ In broad terms the answer
has been that’it would‘heln her to understand them, In other words, it
would help her to predict their behauior (broadly definad) with greater
s"curacy. It was aasumed that with such an awareness would come greater
facility in manipulating the teaching situation to the advantage of her
children 8 education. The ansvers also indicated that osycholoaical
insipht cculd lead to self insight--again with the presumed result of
influencing wer behavior in a direction that was educationally positive,
What the answer did not do was state in explicit detail the
content or character of the exoerionces that teacher trainees should
hsve in order to become nsychologically insightful. Apart from tha
fact that such a statement was not intended, the nrincioal reason for
not attemnting to provide i was that such an undertakinp needs ’
meticulous and careful rlanning. Such planaing calls for cooneration
between psychologists and educationists 80 that a bridge between
psychology and educational practice can ba constructed solidly. This
report has attempted to do no more than providc a framework«-provide in
broad genersl terms the basis from which behavioral obiectives for
trainee teachers can be devised. The orocess of producing viable

)
ERIﬂ:.havioral objectives is a complicated and oemanding one, It requires
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first the mapoing of a dcmain of endeavor--a map that will be be ilnevitably

circumscribed by.exigencies like for. instance, the time available, the

resources available, relationships with other aspects of the program and

8o on. It fédﬁireh_secoxd,;éhé explicit statement of principal objectives

and third, a clear elaboration of the gecuence by which immediate
objectives led inexorably to distant ones. It requires fourth, the

seeking of evidence to justify confidence in the nracedures proposed--

old evidence whe;e available, new evidenc> where not. It requires fifth,

the selection of media most appropriate for the stated objectives,
whether the media be Looks, or film strips, or transparencies, or audio
tapes, or video tapes, or laarning ﬂrograms, or C.A.I. or aimulation.
Clearly such a0 endeavour requires resources ‘beyond those available

for the current task. What has been attempted here however, 1s the
establishment of a rational basis from which to- Work. If it has .been
5uccessfu1 then systenatic planning and development can follow. None-
theless uhether or not it is succeasful the orinciple uoon which it
rests is incontestable. Without evidence that c.a demonstrate the
viability of prooosed reform, without a rationale for the 1rocess,‘
without a theoretical framework to- 1ntegrate it, any attemnted-
reformation of disadvantaged education is little better than one monkey
on. one tynew:iter. Under sqcb circumstances Hamlet will remain lcng
unwritten. SRR : '
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