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EMERGENCY SCHOOL AID ACT OF 1970

MONDAY, JUNE 29, 1970

: HotseE oF REPRESENTATIVES,
GENERAL SUBCOMMTITIEE 0N EDUCATION OF THE -
CorrmrrreeE o Evnteatiox AXND LaBor,
‘ “Washington, D.C.

The General Subcommittee on Education met at 10:15 a.m., pursuant
to recess, in room 2261, Rayburn House Office Building, Hon. Roman
C. Pucinski (chairman of the subcommittee) presiding.~ -

Present : Representatives Pucinski, Quie, and Dellenback. :

Staff members present: John F. Jennings, counsel ; Charles W Rad-
cliffe, minority counsel for education; and Alexandra Kisla, clerk.

Mr. Pucinskr. The committee will come to order. - '

We are anticipating the arrival of our other members very shortly.
I think in order to expedite the hearing we will proceed at this time.

We are very pleased to have with us this morning Dr. Arthur R.
Jensen, a professor at the University of California, and Dr. Ernest
van den Haag, a professor at New York University. Congressman John
Ashbrook has requested that both these gentlemen be permitted ‘to tes-
tify on HLR. 17846, the Eniergency School Aid Act. = 7 :

We are indeed very grateful to both you' gentlemen. This legislation
for the most part would affect the southern districts but it is interesting
to have a spokesman from California and one from New York to give
us their views on how you view this legislation. .- -* 7~ Lo

Without question thisis an‘extremeTy important bill. o :

I was disappointed that the Senate decided to take the route of try-
ing to fund this legislation through a very circuitousand, in my judg-
ment, perhapsillegal procedure of taking funds out of the poverty pro-
gram and various other programs and allocating them for this spe-
cific use. There ave 'serious doubts in my mind whether that can be done,
whether it will stand up, and T am not at all impressed with the fact
that some attorney in HEW has found some way to say it can be done.

It seems to me the way to go about this problem of helping schools
that are being desegregated is to'do it in the manner before us here

now ; in passing a bill that is specifically designed to meet those needs

and then funding it and putting in this bill the necessary safeguards
that we think we ought to-have to:make it an ‘effective piece of
legislation: = B S LR S PEL LI R S

I am amazed to see the approach that'is being used with the $150

million. It is money that is being taken out of six. different: programs’

and then the Office of Education’comes along and: writes: a-series' of

guidelines for the distribution of this money to the States that are

most seriously affected. I have been ‘able to find no basis for, the. Office

‘of Education’s authority to write these guidelines: They are taking -

poverty program money and.-it:occurs to me if-they can find $100

million. of unexpended authorization''in the poverty: program;, then .

what they ought to be doing is spending that $100 million on poverty,

particularly now with an unemployment rate in the country that is, as

Mr. Friedman said yesterday, going to reach 6 percent or better. '
€333, o
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In my judgment the procedure being used by the other body is
totally indefensible. I am pleased to have you gentlemen here. We have
said we are going to move expeditiously on these hearings and I would
like to report out an authorization here as quickly as possible so we can
address ourselves to the problem in an intelligent way. That is why I
am moving along this moming, even though the other members are
not here, because I do want to conclude these hearings and I do want
to send a bill to the floor that is going to do the job in an intelligent
way, instead of in the makeshift, roundabout way that the administra-
tion is proposing to do this, holding this whole thing together with
scotch tape, paper clips, and rubberbands and my judgment is at some
point in time it is going to be challenged and thrown out as a totally
1llegal operation. S SO T .

I am pleased to have both you gentlemen here, to get your views on
this and T am going to see whether or not we can’t move along with an
authorization that will at least make this: program stick together.

Gentlemen, I see you both have prepared statements and T was won-
dering if you W’Olllg have objection if we had you both testify at the
same time and then perhaps we.can save time, unless you would rather
testify separately.: Sy , S .

I think it makes for a much more interesting hearing if we do it as a

anel. - , T
P Why don’t we start with Dr. Jensen? You have a prepared state-
ment. Your entire statement will go into the record at this point and
then you can proceed in anyway you wish, sir.. You can read the state-
ment, summarize it or whatever you prefer.. .. s o

STATEMENT OF DR. ARTHUR R. JENSEN, PROFESSOR OF EDUCA-
TIONAL PSYCHOLOGY, UNIVERSITY . OF CALIFORNIA AT
BERKELEY I D

fed

Dr. Jexsen. Mr. Chairman. and mernbers of the committee, T first
wish: to thank you for giving me the opportunity to express my views
regarding parts of the Emergency School Aid Act of 1970. = ..

(The prepared statement of Dr. Jensen follows:). .. - .
STATEMENT of DE. ARTHUE R. JENSEN, PROFESSOR OF EDUCATIONAL PSYCHOLOGY,

* UNIVERSITY OF CALIFORNIA AT BERKELEY =~ Lo

‘ e . 'L INTRODUOTION ' - . ‘

M= ‘Chairman and meribers of the Committée, my name is Arthur R. Jensen
and I am Professor of Educational Psychology'at the University of California at
Berkeley. I hold a B.A..degree from the University of California, an M.A: from
San Diego State College, and a Ph. D. degree from Columbia University. In

1956-58, 1 was a United States Public: Health Seryice Research Fellow in Psy-
chology at the Psychiatrie Institute, University of London. In 1961-62, I was a

Research Associate at the Institute of Personality Assessment and Research-and’

in 1964-65 a Guggenheim Fellow at the Institute of Psychiatry-at the University
of London. In 1966-67, I was a Fellow at the Center;for,/Advanced Study:in the.
Behavioral Science at Stanford. I am a member of the Ameérican Association for
the ‘Advancément of Science, the American Psychological Association,; the Ameri-
can; Educational -Research 'Agsociation, and the ‘Psychonomics ‘Society. - -

X am co-editor. of:a text on “Soecial:Class, Race and: Psychological Develop-
ment,” published in.1968 and the author.of the article entitled “How Much Can

‘We Boost' XQ and Scholastic Achievement?”, published jin 1969 in the Harvard

Educational Review. X wrote an article on'the “Heritability of Intelligence,” pub-
lished in Engineering and Science in ‘April,: 1970, 'and have more recently pre-
pared a - research resume entitled “Parent:and '.T_eac‘ner - Attitudes Toward

S,
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Integration and Busing” for the California Advisory Counsel on Education and
Research of the California Teachers Association.

ILam currently in the course of publishing & comprehensive review on the subject
of “Can We and Should We Study Race Differences?” .

I appear before you today for the purpose of raising. what appears to me to be
an essential preliminary inquiry to the Committee’s approval of the present form
of H.R. 17846, the Emergency School Aid Act of 1970. That inquiry relates to the
crutli) or falslty as a.scientific matter of the basic factual assumptlon underlying
this bill.

On May 21, President Nixon submitted to the Congress a speclal message on
aid to schools and recommended this legislation. There he stated: .-

“It is clear that racial isolation ordinarily has an adverse effect on cducatlon ”

That premise supports the present declaration of purpose in Section 2 of H.R.
17846—to prevent racial isolation in. schools so.as. to improve.the-quality of
education: I do not believe that this premise alone can be regarded as adequate
justification for this bill. Recent comprehensive reviews of resedarch on the effects
of the racial composition' of schsols znd classes in public schools come to con-
clusions which are highly ambiguous and inconclusive regarding the: causal
relationship between racial composition: of the student body and- scholastic per-

- formance. Most of the 'research on this subject to date has been too inadequate

statistically and methodologically -to allow: any firm conclusion one way or the
other regarding-the: effects of ‘a school’s: racial composition on achievement. I
refer you'to a thorough review of this research by Nancy H. St: John of Harvard
University; it appears in the February, 1970, issue of the Review of Educational
]»(searclb, a publication of the American Educational Research Association. Her
review supports my conclusion, which is that we have’ no. smentlﬁcaHy or statls-
tically substantial conclusions at this time. .-

I personally favor racial integration and I hopefully beheve 1t is coming about
As an educator, I am concerned.that it come about in:such a way as'to be of
benefit to the schooling of all children. Achieving racial balance; while viewed
by many of us as desirable for moral, ethical, and social reasons, will-not. solve
existing educational problems; it w1ll create: new ones, and I am anxious that
we provide the means for fully and.objectively assessing them -and for discover-
ing the means of solving them. I am:quite convinced on the basis-of massive
research evidence that the educational abilities amd needs of the. maJority of
white and Negro children are sufficiently different at this present time in our
history that both groups—and particularly the more disadvantaged group—
can be cheated out of the best'edircation we now know how to ‘provide "in ‘our
schools if uniformity rather than’ diversity of instructional approaches becomes
the rule. Diversity and desegregation need not be incompatible goals. T think
botli are necessary. But achieving! racial. balance and at the same time: ‘ignoring
individual -differences in. children’s’ special- educational needs could be ‘most
destructive to those who are already -the most ‘disadvantaged -educationally:
The allocation of a school’s resources for children with special educational prob-
lems cannot be influenced by race; it must be governed by individual needs. °

To insure the developments’ of integrated: education'that: could make- it just
aud valid for all children, therefore, 1. ;urge’that this Committee seriously’con-
sider the addition to the bill of a directive in ‘Section 10 that a’ major proportion
of the research funds provided’ for evaluation shall be used for ‘a’ scientifically
valid, objective examination of the educational -effects of ‘compulsory school
desegregatlon I further suggest that the technieal requirements of the needed
research are probably beyond ‘the personnel and. facilities of most school systems,
and that’ major studies should be conducted: by or in CODSllltathn with properly
eqmpped research institutions’ under ‘Federal support '

In my oplmon, :based upon my' studies for.the past 20 years ‘and more m the
field of educational’psychology. I am convmced that the study of racial dif-
ferences and thelr appllcablllty to variations in. 1earning and orgamzation of the
educational process are. essential to any true unders'tanding of -the 'problems
which America’s schools face today in determming the’ future course of school
integration. T o . .. .

teox

;, 11 THF EleTIVG CONTRO\ERSY OVER 1Q A‘\TD SCHOI.ASTIC ACHIEVEME"\T

“I can best explain the basis of my views in this area by su.mmarnzmg for the
Comuittee some of the main points I made in the Harvard Educatronal Revzew
article to which I have reférred.

In my -article, I first reviewed: the concluslon of A na,tlonmde survey’ and.
evalnation of 'the large. Federally funded compensatory education programs

é’.
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done by the U.S8. Commission on Civil Rights. which concluded that these special
programs had produced no significant improvement in the measured intelligence
or scholastic performance of the disadvantaged children ‘whose’ educational
achievements they were specifically intended to raise. The evidence presented
by the Civil Rights Commission snggests to me that merely applying more of
the same approach to comnpensatory education on a larger scale is not likely to
lead to the desired results, namely increasing the benefits of public education
to the disadvantaged. The well-documented fruitlessness of these well-intentioned
compensatory programs indicates the importance of now questioning the assump-
tions, theories, and practices on which they were based. I point out, also, that
some small-scale experimental intervention programs have shown more promise
of beneficial results. : : o S

“I do not advocate abandnning efforts to improve the education of the-disad-
vantaged. I urge increased emphasis on these efforts, in the spirit of experimen-
tation, expanding the diversity of approaches and improving the rigor of evalua-
tion in order to boost our ehances of discovering the methods that will work best.

The nature of intelligence

© “In my axticle, I pointed out that IQ tests evolved to predict scholastic per-
formance in largely Buropean and North American middle-class popnlations
around the turn of the century. They evolved to measure those abilities most
relevant to the curriculum and type of instruction. which in turn were shaped
by the pattern of abilities of the children the schools were then intended to
serve. : o I , . .-

“IQ. or abstract reasoning ability is thus a selection of just one portion of the
total spectrum of human mental abilities. This aspect of mental abilities measured
by 1Q tests is important to our society, but is'obviously not the only set of edu-
cationally or occupationally relevant abilities. Other mental abilities have not
yet been adequately measured; their distributions in various segments of the
population have not been adequately determined; and their educational rele-
vance has not been fully explored. I . o

“I believe a much broader assessmen't of the spectruni of abilities and pofentials, ‘

and-the investigation of their utilization for educational achievement, will be
an. essential- aspect of improving. the education of children regarded as
disadvantaged. . . : . )
Inheritance of intelligence : . )

“Much of my paper was a review of the methods and evidence that lead me to
the conclusion that- individual differences in intelligence. that is, IQ, are
predominantly attributable to genetic differences. Avith environmental factors
contributing a minor portion of the variance among individuals. The heritability
of the IQ—that is, the percentage of individual differences variance aittributable
to genetic factors—comes out to about 80 percent. the;average value obtained
from all relevant studies now reported. .. . . S ) P

“These estimates of heritability are based on tests administered to European
and North American populations and cannot properly be generalized to other

‘populations. I believe we need similar heritability studies .in minority popula-

tions if we.are to increase our understanding ©of what:our tests measnre in
these populations and how these abilities can be most effectively. used in the
educational process. R I T o . o

Social class differences )

“Although ‘the full range of 1Q and other abilities is found among children in
every socioeconomic stratum in our population. it is well establisbed that IQ
differs on the average among children from different social class backgrounds.
The evidence. some of which I referred to in my article, indicates to me that
some of this IQ difference is attributable to environmental differences and some
of it is attributable to genetic differences between social classes—largely as a
result of differential selection of the parent generations for different patterns
of ability. o o S o : B -

“T have not yet met or read a modern geneticist who disputes this interpretation
of the evidence. In the view. of geneticist C. 0. Carter: “Sociologists who doubt
this show more ingenuity than judgment.” At least three prominent sociologists
who are. students of -this problem~—Sorokin, Bruce Bckland. and Otis Dndley
Duncan—all agree that selective factors:in' social mobility and  assortative
mating have resulted in a genetic component in social class intelligence differ-
ences. As Eckland points out, this conclusion holds within socially . defined

e
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racial groups but cannot properly be generalized between raeial groups, since
barriers to upward mobility have undoubtedly been quite different for various
racial groups. : '

Raco differences
*“I have always advocated dealing with persons as individuals, each in terms

of his own merits and characteristics and am oppoused to according treatment
to persons solely on the basis of their race, color, national origin, or social class
background. But I am also opposed to ignoring or refusing to investigate the
causes of ithe well-established differences among racial groups in the distribu-
tion of educationally relevant traits, particularly 1Q.

“I believe that the causes of observed differences in I1Q and’scholastic per-
formance among different ethnic groups is, scientifically, still an open question,
an important question, and a researchable one. I believe that official statements,
such as ‘It is a demonstrable fact that the talent pool in any one ethnic group is
Substantially the same as in any other ethnic groups’ (U.S. Office of Education,
1966), and ‘Intelligence potential is distributed among Negro infants in the
same proportion and pattern as among Icelanders or Chinese, or any other group”
(U.S. Dept. of Labor, 1965), are without scientific merit. They lack any factual
basis and must be regarded only as hypotheses. " » o : : e

“It would require more space than I am allotted to describe. the personal and
professional consequences of challenging this prevailing hypothesis of genetiz
equality by suggesting alternative hypotheses that Jinvoke genetic as well as
environmental factors as being among the causes of the observed differences in
patterns of mental ability among racial groups. o ’ . :

‘‘The fact that different racial groups in this country have widely separated
geographic origins and have had quite'different -histories which have subjected
them to different selective social and economic ‘pressures make it highly likely
that their gene pools differ for some ‘genetically: conditioned behavioral charac-
teristies, including intelligence, or abstract reasoning ability. Nearly every ana-
tomical, physiological and - biochemical system investigated shows -racial dif-
ferences. Why should the brain be any exception? The: reasonableness of - the
hypothesis that there are racial’ differences-in.genetically conditioned behavioral
characteristics, including mental abilities, is not confined to the poorly: informed,
but has been expressed in writings and public statements by such eminent ge-
neticists as K. Matther, C.: D. Darlington, R.. A.. Fisher, and Francis Crick, to
name a few.- R L e

“In my article, I indicated several lines of evidence which support my assertion
that a'genetic hypothesis is not unwarranted. The fact .that we still have. only
inconchisive conclusions with respect to this hypothesis.does not -mean that ‘the
opposite of the hypothesis is true. Yet some social scientists 'speak ‘as if this were
the case and ‘have even publicly censured me for suggesting an alternative to
purely ‘environmental hypotheses ‘of intelligence " differences. ' Scientific : inves-
tigation proceeds most effectively by means of what Platt has called .*“strong
inference,” pitting alternative hypotheses that lead. to -different -predictions
against one another and then putting the predictions to an empirical test.

Learning ability and IQ e el o

The - article. also dealt with my theory of two broad categories. of mental
abilities, which I call intelligence .(or abstract reasoning ability).and associdtive
learning ability. These.types of.ability appear to be distributed differently in
various social classes and racial groups. ‘While large .rdcial and social’ class
differences are found for intelligence, there-are practically negligible differences
among these groups in associative learning abilities, such as memory, :span and

serial and paired-associate rote learning. .- i e e o

Research should be directed at delineating still other types of abilities and at
discovering how the particular strengthsin each individual’s pettern of abilities
can be most effectively brought to bear on school Jearning and on the attainment
of occupational skills. By pursuing this path, I believe we can discover the means
by which the reality of individual differences need not mean:educational rewards

for some children and utter frustration and defeat for others. : '
' IIIL THE IMPLICATIONS OF RACE DIFFERENCES IN gnﬁ(zku&w S o
Since ‘educators ‘have at least officially assumed that race and social class
differences in scholastic performance are not associated with any genetic differ-
ences in growth rates or patterns of meuntal abilities but are due entirely to
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diserimination, prejudice, inequality of educational opportunity, and factors in
the child’s home environment and peer culture, we have collectively given little
if any serious thought to whether we would do anything differently if we knew
in fact that all educational differences were not due solely to these environmental
factors. :

There have been and still are obvious environmental inequities and injustices
which have disfavored minorities, particularly Negroes, Mexican-Americans, and
American Indians. Progress has been made and is continuing to .be made to
improve these conditions. But there is no doubt still a long way to go, and the
drive toward further progress in this direction should be given top priority in
our national effort. RPN B

Education is one of the chief instruments for approaching thig goal. Every
child should receive the best education that our current knowledge and technology

can provide. This should not imply that we' advocate the same methods or the .

same expectations for all children, There are large individual. differences- in
rates of mental development, in patterns of ability, in drives and interests. These
differences exist even among children of. the same family. The good. parent does
his best to make the most of each child’s strong points and to help him on his
weak points but not make these the crux of success or failure. The school must
regard each child, ana the differences among children, in much the same way as
a good parent shonld do... . B C
T believe we need to find out the extent.to which individual differences,.social
class qifferenees, and race difference in rates of cognitive development and differ-
ential patterns of relative strength and weakness in various types.of ability are
attributable to genetically conditioned biological growth factors. The answer to
this question might imply differences in our approach to improving the education
of all children, particularly those we call the disadvantaged, for many- of whom
school is now a frustrating and unrewarding experience.. - . ., L
Individuals should -be treated in terms of their individual characteristies and
not in terms of their group membership. Thiz is the way of a democratic soclety,
and educationally it. is the only procedure.that makes any sense.:Individual
variations within any large socially defined group are always much greater than
the average differences between groups. There is, overlap between groups-in the
distributions of all psychological characteristics that we know anything about.
But dealing with children' as:individuals is not.the greatest problem. It is in our
concern about the fact that when we do so, we have a differentiated educational
program, and children:of different socially. identifiable groups may: not be pro-
portionatély representedin’different programs. Thig is ‘the *hang-up” of many
persons today and this is where our ‘conceptions-of egual .opportunity are most
likely to'go awry and become misconceptions.: ¢ ..o e e s EML e
Group racial and social class differences-are first: of all individual differences,
but the causes of the group differences may.not be.the:same as of the individual
differences. This is what we must find out,-because the preseription of remedies
for our educational ills could depend on the.answer.... "', . - ;- il e :
Tet me give: one quite hypothetical example. We know; that among middle-
class white children, learning to read by ordinary classroom:instruction is
related to certain psychological developmental characteristies. "Educators call
it “readiness.” Theése characteristics of réadiness  appear_at: different ages- for
different kinds of learning, and-at any given age there are considerable individual

differences among: children, even among siblings reared ywithin the 'same family. -

These - developmental ‘ differences, ‘in middle-class ‘white children, ‘are: largely
conditioned by genétic factors. If we try to begin & ichild too early in reading

instruction, he Wwill experience ‘much' greater difficulty than if we waited .until

so frustrated as to “turn off” on reading, so:that he will then have an: emotional

we :saw more signs of “readiness.” Lacking readiness, he may /éven ‘become

block toward reading later on when he should’ have the optimal ‘readiness. The -

readiness can’ Lhen not be ‘fully tapped. The child:-would *have been" better off
had we' postponed reading’ instruction: for six-months or ‘a*year..and occupied
him during this timie with other interésting activities for which he was ready.
Chances are he would be a better Teader at, say, 10 or 11'years of-age for having
started a year later, when he could catch on to reading with relative ease and
avoidl the unnecessary frustration. Tt is very doubtful in' this case that some
added “enrichment” to his preschool environment: would have made him:learn
to read much more easily a year earlier. If this is largely a’'matter of biological
maturation, then the time at which a child‘is taught in terms of his own schedule
of development becomes important, If, on the other hand, it is largely a ‘matter
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of preschool environmental enrichment, then the thing to do is to go to work
on the preschool environment o as to make all children equally ready for reading
in the first grade. If a child’s difficulty is the result of both factors, then a
combination of both enrichment and optimal developmental sequencing should
be recommended. ' ' : ' : ' =
There is a danger that some educators’ fear of being accused of racial dis-
erimination could become so misguided as to work to the disadvantage of many
minority children. Should we deny diiferential educational treatments to children
when such treatment will maximize the benefits they receive from schooling, just
because differential treatment might result in disproportionate representation
of different racial groups in various programs? I have seen instances where Negro
children were denied special educational facilities commonly given to white
children with learning difficulties, simply because schocl authorities were re-
luctant to single out any Negro children, despite their obvious individual needs,
to be treated.any differently from the majority of youngsters in the school. There
was no hesitation about singling out white children who needed special attention.
Many Negro children of normal and superior scholastic potential are consigned

_to classes in which one-fourth to one-third of their classmateées have IQs below 75,

which is the usual borderline of educational mental retardation.. The majority

- of these educationally retarded children benefit little or not at all from instruction

in the normal classroom, but require special attention in smaller classes that
permit a high degree of individualized and small group instruction. Their presence
in regular classes creates unusual difficulties for the conscientious teacher and
detracts from the optimal educational environment for children of normal ability.
Yet there is reluctance to provide special classes for these educationally retarded
children if they are Negro or Mexican-American. The classrooms of predominantly
minority schools often have 20 to 30 percent of such children, which handicaps the
teacher’s efforts on behalf of her other pupils in the normal range of IQ. The
more ‘able minority -children are thereby disadvantaged in the classroom in
ways that are rarely imposed on white children for whom there aré more diverse
facilities. Differences in rates of mental development and in potentials for various
types of learninz will not disappear by being ignored. It is.up to biologists and
psychologists to discover their causes, and it is up to educators to create a diver-
sity of instructional arrangements best suited to the full range of educational
differences that we find in our population. Many environmentally caused dif-
ferences can be minimized or eliminated, given the resources and the will of
society. The differences that remain are a challenge for public education. The
challenge will be met by making available more ways.and means for children
to benefit from schooling. This, I am convinced, can come about only through
a greater recognition and understanding of the nature of human differences.”

. - It is for this reason that I call upon your Committee to set -aside funds under

Section 10 of H.R. 17846 to investigate methods of coping educationally with
individual and group variability and for an impartial, in-depth study of the
effects of classroom desegregation on the educational process. I fe€l strongly
that such basic cause-and-effect research must be done as an essential part of the

task of ameliorating out nation’s grave educational problems.

Dr. JensEN. As an educational researcher, I am particularly con-
cerned with section 10 of the bill, which deals with the evaluation and
assessment of the educational outcomes of enforced integration and the
achievernent of racial balance in the public schools. Lo

‘One of the major premises upon which the act is p‘redi_‘c'at'e‘d. is that

_racial isolation, per se, is detrimental to the education of minority
" children and that by achieving racial balance, educational achievement

will be improved. "This premise is a hope which T share, but it is
not a proven fact. Therefore, I believe more emphasis should be placed
on theresearch and evaluation section'of thebill, . =

T will spell this out in a little more detail shortly.

Recent comprehensive reviews of research on the effects of racial
composition of schools and classes come to conclusions which are highly
ambiguous and inconclusive regarding the causal relationship between
racial composition of the student body and scholastic performance.

Most of this research to date has already been quite comprehensively
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reviewed by Nancy St. John of Harvard University in a lengthy
article in the February 1970 issue of the Review of Educational
Research. ~

Her review supports my conclusion, which is that we have no
scientifically or statistically substantial conclusions at this time re-
garding the effect on scholastic achievement of racial composition of
schools and classes.

I personally favor racial integration and I hopefully believe it is
coming about. As an educator, I am concerned that it come about in
such a way as to be of benefit to the schooling of all children. Achiev-
ing racial balance, while viewed by many of us as desirable for moral,
ethical and social reasons, will not solve existing educational problems;
it will create new ones, and I am anxious that we provide the means
for fully and objectively assessing them and for discovering the means
of solving them: -

I am quite convinced, on the basis of massive research evidence
that the educational abilities and needs of the majority of white
and Negro children are sufficiently different at this present time in
our history that both groups—and particularly the more disadvan-
taged group—can be cheated out of the best education we now know
how to provide in our schools, if uniformity rather than diversity of
instructional approaches becomes the rule. : :

In attempting to achieve racial balance in schools, I think we can
predict without any doubt that there will be differing degrees of
success in various programs. I think it is very essential that we have
the kind of research connected with the program that will permit us
o ferret out those conditions under which greater degrees of success
are achieved. .

To insure the development of integrated education that could make
it a just and valid program for all children, therefore, I urge that
this committee seriously consider the addition to the bill of a directive

iu section 10 that a major proportion of the research funds provided .

for evaluation shall be used for a scientifically valid, objective ex-
amination of the educational effects of compulsory school
desegregation. | A o

I further suggest that the technical requirements of the needed
research are-probably beyond the personnel and facilities of most
school systems and that major studies should be conducted by, or in
consultation with, properly equipped research institutions under
federal support. , .

I believe I am probably more aware than many educators of the
technical problems involved in evaluating the effects of school integra-
tion. I haye been intimately connected with the evaluation of school
integration in Berkeley, Calif. Berkeley, as you may know, is the first
city in the United States of over 100,000 population that has had
complete school desegregation by means of two-way busing in a com-
munity in which 40 percent of the children are minority children. I
believe that examination of this program would be highly valuable
and enlightening to the entire Nation. o

The evaluation of the program is off to an excellent start in that
we have probably the best baseline data prior to integration that
has ever been collected in school system, and the integration program
has been underway for 2 years now.

I

oy il ot kR S e P b7

e ——



IR

R T
ST R e

341

So far, there has been no real follow-up evaluation, but I would
suggest that this can be done and should be done in Berkeley as well
as in other places. I think the model for evaluation that has been set
in Berkeley could well be applied in other places. :

Mr. Pucinskr. What have the prelimmary studies shown on that
experiment ? S -

r. JENsEN. As I have said, there has been no real preliminary
study: We spent half a year collecting baseline data in the spring of
1968. This was done under a plan that was very thoroughly worked
out by a number of persons at the University of California in co-
operation with the school district to design what we hoped would be
the most definitive evaluation ever made of the effects of school
integration. The Berkeley situation made it a “natural” for this kind
of evaluation. \

The community supported the integration program. The schools
had prepared for it f%r some 5 years. This would have been an ex-
cellent opportunity to evaluate the effects. Unfortunately, the evalua-
tion was not continued into the second year. It was not continued
from the first year. All we have are these excellent baseline data.

The program was discontinued in the midst of the testing after
the first year of integration, partly as a result of my controversial
article in the Harvard FEducational Review. Since I was in charge
of this study for the university, certain groups in Berkeley wished
the study to be discontinued. In fact, someone proposed at a school
hoard meeting that all the data we collected the previous year be
destroyed. It has not been destroyed. It is still in existence at the
university. It is under analysis and always will be there as a baseline
for future comparisons. : - ‘ '

As I’ve said, I think it is probably the most excellent set of data
ever collected in any school system. : .

Mr. Pucinskr. What was 1t they objected to?

Dr. Jensen. I think that they objected to the fact that in my
Harvard Educational Review article I expressed the opinion that
the question of genetic racial differences in mental abilities was still
an open question scientifically; that it has not been settled; that it is
an important question for future research. Because I do not take
a dogmatic stand on this I think I.am persona non grata to dogmatists
at both extremes on this question. - R "

Mr. Puomwskr. Did the base material you had collected in 1968 in
your judgment indicate at the point that you were in this evaluation
an% basis to either support or refute your.contentions? o

r. JENseN. These data would not, no, because they were not di-
rected toward this purpose. Very special kinds of data have to be
collected for the purpose of researching the question of genetic racial
diflerences. : _ o : . ‘ .

I believe this particular issue was a non sequiétur with respect to the
question of segregation or integration, which to me depends upon
moral, ethical, and social considerations and not on whether there are
or are not genetic racial differences. I don’t see that genetic racial dif-
ferences contradict school integration, which I favor. :

Mr. Pocinskr. Well, the thing which I was trying to find out was
why they would abruptly discontinue a research project that you, as
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a director of the project, indicate had great promise as giving us some
answers to this whole question. , -

Dr. Jexsen. I was simplv told, rather anologetically by the school
authorities, that since the Berkeley school system is a political unit
and not a research institute, that they had to be sensitive to political
considerations in the community, and therefore the study would have
to be discontinued. So the university withdrew from the study at the
schools’ request and the schools have continued some evaluation on
their own, but it has been inadequate in my opinion. No definitive
reports have been made as a result. 1 . RS

This leads to my belief that most school systems are ill-equipped
to evaluate their own programs. I think the level of technical com-
petence in research and statistics and the computer facilities necessary
for this kind of evaluation are not to be found in most school districts.
It is for this reason that I call upon your committee to set aside funds
under section 10 of FL.R. 17846 to investigate inethods of coping edu-
cationally with individual and group variability and for an impartial,
in-depth study of the effects of classroom desegregation on the educa-
tional process. R ‘ o

I feel strongly that such basic cause-and-effect research must be
done as an essential part of the tasks of ameliorating our Nation’s
grave educational problems. - o : :

I think that concludes the formal part of my statement. The middle
section of my paper contains supporting material for the position
that I am taking. ‘ : X . v

Mr. Proinski. Dr. Jensen, in view of the absence of the data that
you suggest is not available, what is the evaluation of this legislation
" before us other than the suggestion you made to spell out in section 10

a greater amount of funds for this sort of evaluation? What is your
evaluation of the rest of the bill ¢ ‘ : RRE

Dr. Jensen.' My evaluation of the bill, as I have read it, is a favor-
able one. I believe it should be predicated on the hope, rather than
as a stated fact, that racial integration will improve scholastic achieve-
ment. I do not believe that it is wise to promise delivery of goods that
we have no assurance can be delivered simply by virtue of integration
itself. .. o S : SR

I favor integration, but I think it involves problems that will have
to be solved at the level of the problems themselves, and these prob-
Jem= cannot be solved unless they are fully assessed and comparative
studies are made in various school systems where 'various programs
are attempted to see which ones work more successfully.. : ‘

T favor great diversity in attempts to solve educational problems at
this particular stage of our ignorance in this field. Since compensatory
education has not met the promise that had been held up for it, I think
it would be a shame to put forth further promises based on research
that at present is inadequate to support claims that racial desegrega-
tion by itself will have any marked educational effects on scholastic
achievement. ="+ '+ - AR PUN S R SRR

er. Prorxskr, I am sure there will be more questions as we move
along. P SR = S ’

Dr. van den Haag, your entire statement will go into the record
also and we will let you proceed in any manner you wish, sir.

13
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STATEMENT OF DR. ERNEST VAN DEN HAAG, PROFESSOR OF
~ SOCTAL PHILOSOPHY, NEW YORK UNIVERSITY

Dr. van pEN Haac. Let me cxpress my gratitude for being given
the opportunity to be heard on the very important bill before you.
(The prepared statement of Dr. van den Haag follows:)

STATEMENT oF DR. ERNEST VAN DEN HAAG, PROFESSOR OF SOCIAL PHILOSOPHY,
NEw Yorx UNIVERSITY

1. INTRODUCTION

Mr. Chairman and members of the Committee, my name is Ernest van den Haag.
I am a Professor of Social Philosophy at New York University, a lecturer at the
New School for Social Research in psychology and- soclology, and a psycho-
analyst in private practice. 1 received an M.A. degree from the University of
Iowa, and a Ph. D. degree from New York University. I also have studied in Eu-
rope, at the Sorbonne (the University of Paris), the University of Florence, and
the University of Naples. I have lectured at Harvard and Yale Universities. I am
a member of the Society of Applied Psychoanalysis, Fellow American Sociological
Association, Royal Economic Society, and New York Academy of Sciences; I am
a Guggenheim Fellow (1967). R o : T

I am the author of Hducation as an Indusiry and the co-author of The Fabric
of Society. I bave published nearly 70 scientific articles in my fields, appearing
in "professional journals and encyclopedias as well as chapters in books, e.g.,
“Psychoanalysis and its Discontents,” appearing in ' Pgychoanalysis, Scientific

Method and Philosophy, and “Genuine and Spurious Integration,” appearing in

Psychoanalysis and the Social Sciences. I have delivered the Freud Memorial
l’ﬁecture’ to the Philadelphia Psycho-analytic Association (“Psychoanalysis and
topia). ' S ' a ﬁ '

My work mostly concerns study of the relationship of groups. Research in the
field of social dynamics analyzes the causes of the formation of groups (includ-
ing classroom groups or student groups) and how group members relate to others.
Such studies are directly applicable to predict the educational result of com-
pulsory congregation in schools. o o

On the basis of those studies, I appear today to guestion the validity of the
purpose which the Emergency School Aid Act of 1970, H.R, 17846, is intended
to serve. Essentially the bill seeks to end what is called racial isolation—defined
as more than 509 minority attendance in a single classroom. It is the purpose
of the bill as expressed in Section 2 to improve the quality of education in the
United States by increasing the degree of compulsory classroom integration be-
tween the races. But it ig simply assumed, without actual evidence, that integra-
tion will be educationally and psychologically beneficial. =~ - o

This' legislation before’'the Committee assumes fundamentally that academi-
cally and socially cffective classroom groups can be formed by putting black
and white students together in larger numbers 'in a single classroom regard-
less of their wishes and that this will improve their education ‘and decrease
the differences as well as hostilities which now éxist between them. Yet such an
enforced congregation of two identifiable racial ‘groups. one deprived in relation
te the other, does not diminish, but rather increases the divisive forces which now

exist between these students and the consequent increase. in classroom tension

leads to a substantial decrease in the educational accomplishment of both groups

and multiplies the disciplinary problems which detract from the essential student
attention required for effective study. o - S
If such integration is compelled. as this bill proposes to do, it will injure rather
than assist the future educational accomplishment of the nation’s schools, .
The blacks who will feel humiliated by their low performsnce relative to white
children—be it owed to genetic, economic, subcultural or family conditions—are
likely to react with redoubled hostility to white pupils, teachers and institutions—
to schooling as a whole. It will be 1abeled “irrelevant.” ‘ T

YI. GROUP MEMBERSHIP 'Ampmntvmvu. IDENTITY - - -
(1) Every individual needs to identify with a particular group. Such a

identification is essential for the development of personality. This is clearly

expressed by Dr. Glaister A. Blmer (Michigan State College) in “Identification
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as a Social Concept” (Sociology and Social Research, Vol. 39, No. 2 (1954), pp.
103-109). i

“The social psychologists. however, ‘. . . shonld start first by relating the indi-
vidual to his reference and membership groups and then proceed to the tiner
details of personality problems.’ . . . In the binding in-group formation, the real
identifications of individual members are anchored in the group. A' sense of
solidarity is generated in them as a natural process which manifests itself in
actual behavior. In other words, as a group is formed. or as individnals become
members of thie group, the Social process of integration is taking place. Besides
the individual members of the group, the integration binds the social values and
goals. the psychic characteristics, and the in-group symbols with which the
individual members become identified. The social identification which evolves
thus constitutes the basis of the group solidarity from which results observable,
measurable behavior. , .

«, . . There must be a personal consciousness of ‘belonging’ or ‘being a part’
whicl is reflected in the opinions and behavior of the Dersons concerned. Group
membership identification implies not an individual's reaction toward a group,
but his reaction as a functioning element of the group.”

(2) Men react selectively to their fellow men. This preferential association is
based upon observable differences, among them overt physical differences and
similarities, which form the focal point for group orientation and group identi-
fication. Professor George A. Lundberg (University of Washington; past president
of the American Sociological Association) writes in “Some Neglected Aspects of
the ‘Minorities’ Problem” (Modern Age, Summer, 1958, pp. 285-297) :

« .. In every society men react selectively to their fellow men, in the sense of
seeking the association of some and avoiding the association of others, Selective
association is necessarily based on some observable differences between those
whose association we seek and those whose association we avoid. The differences
which are the basis of selective association are of an indefinitely large variety, of

all degrees of visibility and subtlety, and vastly different in social consequences.

Sex, age, marital condition, religion, socioeconomic status, color, size, shape,
health, morals, birth, breeding, and B.O.—the list of differences is endless and
varied, but all the items have this in common: (1) they are observable; and (2)
they are significant differences to those who react selectively to people with the
characteristics in question. It is. therefore, wholly absurd to try to ignore. deny
or talk out of existence these differences Just because we do not approve of some
of their social results. ..” . ., .

Professor Lundberg with an associate also studied high school students in
Seattle, Washington, to find out the determinants of their preferential associa-
tions in leadership, work, dating, and friendship. Lundberg reported in “Selec-
tive Association Among Ethnic Groups in a High School Population” (American
Socinlogical Review, Vol. 17, No. 1 (1952) ). He found :

“ . every ethnic group showed a preference for its own members in each of the
four relationships covered by the question. Lo

... ethnocentrism or prejudice is not confined to the majority of the dominant
group... , .

“_ A certain amount of ethnocentrism is a normal and necessary ingredient
of all group life, i.e., it is the basic characteristic that differentiates one group
from another and thus is fundamental to social structure. Ethnocentrism (‘dis-
crimination,’ ‘prejudice’) is, therefore, not in itvelf necessarily to be regarded as a
problem. It is rather a question of determining what degrec of it (a) is functional
for social survival and satisfaction under given conditions, or at least (b) is
not regarded by a society as a problem in the sense of requiring community action.
The amount of discrimination that has been shown to exist in the present study,
for example, is not incompatible with the peaceful and efficient functioning of
the institution in question. . .” : ' ‘

There are a substantial number of studies reported in social science literature
which indicate that the attitudes reported in Lundberg’s study of Seattle,
Washington, are not confined to that particular city. Indeed, social seientists
find in all areas where groups of diverse origin and appearance come into

contact, some degree of race preference and selective qssoclation is manifested

by the various groups.

(8) At one time it was assumed that certain areas of the world were free
from race prejudice. Hawaii and Brazil were often cited as examples of interracial
“glohas” where all race prejudice had disappeared. More careful students of
these areas have found that despite a superficial interracial harmony, racial
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preferences and prejudices are manifested in both these areas. In “Racial
Attitudes in Brazil” (Amcrican Journal of Sociology, Vol. 54, No. 5 (1949), pp.
402-408), Dr. Emilio Willems described color prejudice in the city of Sao Panlo,
Brazil, as manifested in a series of interviews carried out among middle and
upper-class whites. Dr. Willems found.

% .. Of the 245 advertisers, 194 were interviewed about the reasons for
their unfavorable attitude toward Negro servants. In this interview, 48 were
unable to give any clear answer, but they found their own attitude ‘very
natural.’ 18 advertisers did not accept Negro servants because of presumed
lack of cleanliness; 30 thought black housemaids were always thieves: 14
alleged instability and lack of assiduity; and 12 said only that they were used
to white servants and therefore did not wish to engage colored ones. Seven
Dpersons precluded Negroes because of the contact they would have with their
young children. There were a few other reasons, such as ‘race odor, ‘had
character,’” ‘laziness,’ ‘carelessness,’ and other imperfections that were ascribed
to Negro servants. . , _

“. . . There are many situations in social life where white people refuse to be
seen with Negroes. In such public places as high-class hotels, restaurants, or
casinoes, fashionable clubs and dances, Negroes are not desired, and there are
few whites who dare to introduce Negro friends or relatives into such places.
This discrimination was strongly resented by middle-class Negroes. On the other
hand, those Negroes complained bitterly of the contemptuous attitudes that
middle-class mulattoes assumed toward them.

“, . . Yet our inquiry led to some other interesting results. In 23 out of 36
cases the questionnaires contained references to formal associations of all kinds
from which Negroes were excluded. Usually these associations are clubs magn-
tained by the upper-class families' of the city. Though there does no‘ exist any
reference to Negro members in club statutes, these are rarely admitted . . .”

In ‘“‘Stereotypes, Norms and Interracial Behavior in Sao Paulo, Brazil”
(American Sociological Review, Vol. 22, No. 8 (1957) ), Professors Roger Bastide
and Pierre van den Berghe found on the basis of & questionnaire given to 580
white students from five different teachers’ colleges in Sao Paulo, Brazil, that:

“Stereotypes against Negroes and mulattoes are widespread. Seventy-five per
cent of the sample accept twenty-three or more stereotypes against Negroes. No
one rejects all stereotypes against Negroes . . . ‘Mulattoes are judged inferior
or superior to whites on the same traits as Negroes but somewhat lower per-
centages. The most widely accepted stereotypes are lack of hygiene (accepted
by 91 per cent), physical unattractiveness (87 per cent), superstition (80 per
cent), lack of financial foresight (77 per cent), lack of a morality (76 per cent),

. aggressiveness (73 per cent), laziness (72 per cent), lack of persistence at work
(62 per cent), sexual ‘perversity’ (57 per cent), and exhibitionism (50 per cent).”

(4) Strong patterns of racial preference emerge in pre-school children—even
as early as 215 years of age. In “Evidence Concerning the Genesis of Interracial
Attitudes” (The Amcrican Anthropologist, Vol. 48, No. 4'1946) ), Dr. Mary Ellen
Goodman investigated the age at which racial attitudes become manifest. Fifteen
Negro and twelve white children, ranging in age at the beginning of the study
from 2-9 to 4-4 and who attended a bi-racial nursery school were studied. Dr.
Goodman noted that “awareness of one’s racial identity may be regarded as
one facet of that consciousness of self which is gradually achieved during the
first three or four years of life,” and “preliminary analysis leads to the belief
that these children of approximately 3 to 4% years were in the process of
becoming aware of race differences.” - - ' o :

The early genesis of racial attitudes has been confirmeéd in other studies in
‘“well-integrated” areas where there is an absence of overt racial hostility and
legal racial segregation. Drs. Catherine Landreth and Barbara C. Johnson con-
ducted such a study in the child care centers of Berkeley, Oakland, and San
Francisco, California, and reported in “Young Children’s Responses to a Picture
and Inset Test Designed to Reveal Reactions to Persons of Different Skin Color”
(Child Development, Vol. 24, No. 1, (1953) ). They concluded that “patterns of
response to persons of different skin color are present as early as three years and
become accentuated during the succeeding two years.” . . A

"Drg. Marion Radke, Gene Sutherland and Pearl Rosenberg studied the racial
a;t5i3t1)1des of children in Pittsburgh, Pennsylvania (Sociometry, Vol. 13, No. 2,
1 . ‘ o ' EI. ! . N ' .

They found “the white children in all the sitnations and at all ages (seven to
thirteen years) expressed strong preference for their own racial group. This is
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particularly the case when their choices between Negro and white children
as friends are on an abstract or wish level.”

(5) Some sociologists contend that Negroes would suffer far more from racial
integration' than from racial segregation. Thus Professor Ichheiser * notes that
« __ if thé Negroes would refuse to identify themselves consciously with the
Negroes as a subgroup, then they would develop a kind of collective neurosis, as
do other minorities, too; for the conscious ‘we’ would in case of such an attitude
be persistently in conflict with the unconscious ‘we,” and this inner split would
inevitably reflect itself in different pathological distortions of the Negro

personality.” .
For contrast, Allison Davis (Racial Status and Personality Development, The
Scientific Monthly, Vol. 57, Oct. 1943) noted “. . . where the social group of the

racially subordinate individual js highly organized and integrated, as in the Little
Italies or Chinatowns, or in many Southern Negro cpmmunities, its members
will usually have relatively less psychological conflict over their racial status.”
Similarly, Mozelle Hill (“A Comparative Study of Race Attitudes in the All
Negro Community in Oklahoma,” Phylon, 1946) noted that Negroes raised and
educated in an all-Negro community tend to have “a much higher regard for
Negroes,” and are more favorable in their expression toward their own race.

II1. “PSYCHOLOGICAL INJURY” ABGUMENT IN SUPREME COURT

As one of the main grounds for decision in the 1954 school desegregation case
(Brown v. Board of Education), the Supreme Court of the United States as-
serted that (347 U.S. 483, 494) : o ' o ’ , o

“To separate [children in grade and high schools] from others of similar age
and qualifications solely because of their race generates a feeling of inferiority as
to their status in the community that may affect their hcarts and minds in o
way unlikely ever to be undone. The effect of this separation on their educational
opportunities was well stated by a finding in the Kansas case by a court which
nevertheless felt compelled to rule against the Negro plaintiffs: R ‘

“ ‘Segregation of white and colored children in public schools has 4 detri-
mental effect upon the colored children. The impact is greater when it has
the sanction of the law; for the policy of separating the races is usually
interpreted as denoting the inferiority of the negro group. A sense of in-
feriority affects the motivation of a child to learn. Segregation with the
sanction of law, therefore, has a tendency to [retard] the educationai and
mental development of Negro children and to deprive them of some of the

_benefits they would receive in a racial[ly] integrated school system.”

“YWhatever may have been the extent of psychological knowledge at the time
of Plessy v. Ferguson, this finding is amply supported by modern authority.” 2
(Emphasis added ; footnote omitted.) - . U S

In footnote 11. of Brown v. Board of Education, supra, the Supreme Court
quoted & number of social science materials alleged to demonstrate the psycho-
logical injury basic to its reversal of Plessy vs. Ferguson. Similar materials were
quioted in an appendix to Appellant’s Brief signed by a number of prominent social
scientists, A o - ,

Professor Kenneth B. Clark has testified in three of the actions that led to the
Brown decision, His testimony. is part of the record in Brown and also con-
tributed importantly to the assertions of the social scientists in the appendix to
Appellant’s Brief and to those mentioned in footnote 11 of Brown. Clark main-
tained that he as well as others have shown the existence of psychological injury
owing to segregation. R . | T a
. In the South Carolina case Briggs v. Elliot (Professor Clark employed the
same method and reached the same conclusions in the Delaware and Virginia
cases which are also part of the Brown record). Professor Clark explained that
he had shown Negro and white dolls (or drawings thereof) to Negro children in
a segregated public school and, having ascertained that they distinguished white

from Negro people, asked them, in effect, which doll they preferred, and which
. one “looks like you.” Ten-(later in the testimony, nine) out of sixteen Negro
children picked the white doll as the one that “looked like you.” Professor Clark
- concluded that “these children . . . have been definitely harmed in the develop-
ment of their personalities.” He knew, of course, that the question before the
court was whether school segregation had harmed the children and testified:

sIchheiser, “Soeio-eqéholoklcal and ‘Cultural Factors in Bace Kélaﬂbné,” American
Journal of Sociology, Vol. 54, No. 5 (1948), ' :
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“My opinion is that a fundamental effect of segregation is basic confusion in the
individuals and their concepts about themselves conflicting in their self images.
That seemed to be supported by the results of these sixteen children , . . ."” The
syntax is obscure, but the sense is not. Professor Clark testified (1) that segre-
gation caused the harm he found (or at least played a “fundamental role”) ; (2)
later on that this is “consistent with previous results which we have obtained in
testing over 300 children” ; (3) finally, #gnd this result was confirmed in Claren-

don County.” Elsewhere Professor Clark asseverates: “Proof that state imposed-

segregation inflicts injuries upon the Negro had to come from the social
psychologists . . . 1 oo : I
Professor Clark mentioned to the court that he had made previous experiments
“consistent” with those he entered into the record. However, these previous ex-
periments were not themselves ever entered into the record—for good reason as
will be seen. . T c
They had been published, however.? 134 Negro children:in segregated schools
in Arkansas and 119 Negro children in unsegregated nursery &and public schools
in Springfield, Massachusetts, about evenly divided :by sex, were tested® & -
Black and white dolls were presented, and the children were asked to indicate
the “nice” and the “bad” one, as well as the one “that looks like:you.” Professor
Clark concluded that *. . . the children in the northern mixed-school: situation
do not differ from children in the southern segregated schools in. either their
knowledge of racial differences or their racial identification,” ¢ except that
“ . the southern children in segregated schools are:less pronounced in their
preference for the white doll, compared to the northern [unsegregated] children’'s
definite preference for this doll. Although gtill in a minority, a higher percentage

of southern children, compared to northern, prefer to play with the colored doll

or think that it-is a ‘nice’ doll.” * The tables presented by Professor Clark bear
out as much. Table 4,° moreover, shows that a significantly higher percentage of
Negro children when asked “give me the doll that looks lke you’’ gave the white
doll in the nomsegregated schools—389 per cent as opposed to 29 per cent in the
segregated schools. ‘ Ca e SR
Thus. Professor Clark misled the courts. His “previous results’ are not “con-
gistent” with those entered in the court record, though he assured the: court
that they are. Actually, his “previous results” clearly. contradict those submitted
in his sworn testimony. Compared, the response of Negro children in segregated
and in non-segregated schools show that Negro children in segregated schools
“arg less pronounced in their preference for the white doll” and more often

think of the colored dolls as “nice” or identify with them—whereas if segrega-

tion were harmful and the harm were shown by his tests, as Professor Clark
asserts, the Negro children in the segregated schools would have been.more

pronounced in their preference for the white doll. Xf Professor Clark’s tests do.

demonstrate any psychological injury in connection with segregation, they: dem-
onstrate that there is more injury to unsegregated Negro children and less
to segregated Negro children.: Yet Professor:Clark -told the court thdat his tests
had shown that “segregation inflicts injuries upon the Negro.” He did: so:by
presenting only the tests with the:segregated Negro children and ignoring the
tests he had himself undertaken .previously in desegregated and segregated
schools with a far greater number of children. = <= . ~1' - IR T S TR R
. IV. OBJECTIONS TO PROFESSOR CLARK’S EXPERIMENT . T

So far I have proceeded on the assumption that Clark’s general method is
capable of showing something about segregation. This isdoubtful. == .
Whatever Professor Clark demonstrated about the personality of segregated
Negro_children could be due to general prejudice in the‘cqum’unity rather than

1 Claxk, “"Deg:egreg'ati‘on', an Appraisal ot the Evldence"Joumal of Sootal Tssues, No. 4,

p. 3 (1953). R Lo L n . ! :

2 Clark, “Racial Identification and Preference in Negro Children,” READINGS IN SOCIAL
PSYCHOLOGY.(Newcomb&Harﬂe;_eds., 1947).. . R . ‘

3 The children ranged from 8 to 7 years of age; those tested in Clarendon County were
between 6 to @ years old. Professor Clark does mot seem’ to think that the difference in
average age affects the results, and T have no reason for di eeing. But, both in view
of the difference In average age, and the small size of the Clarendon group, I follow
Professor Clark in comparing the two groups described in his previous tests with each
other, rather than with the rendon group. However, since it is possible after all that
the effects of segregation vary with age, and particularly with length of schooling, com-
petent studies should take this into account. : : S

¢ Op. Oit. 8u note 2.
s Idid. pro, o

¢ Ibid.
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to segregation, or even to circumstances not affecting Negroes specifically. Pro-
fessor Clark is confusing on the sources of damage, though insisting that seg-
regation is “fundamental.” Tests on white childen, or on Jewish and Christian
children, were not presented. Such tests would be needed to indicate whether
the damage was general (there may be a general confusion of self-images in our
culture, a “crisis of identity”) ; or restricted to minorities; or restricted to
Negro ch11dren (That whatever damage can be demonstrated by his methods
is not restricted to segregated Negro children Professor Clark proved, if he
proved anything; indeed althotigh he misled the court on this matter, Pro-
fessor Clark’s tests show that segregation decreases and congregation, even
when not compulsory, increases the damage to Negro children.)

However, n¢ proof whatever was presented to indicate that preference for,
or 1dent1ﬁcation with, a doll different in color from oneself indicates personality
disturbance. I wrote on this point: ’

“Suppose dark-haired white children were to identify blonde dolls as nice;
or suppose, having the choice, they iden'tified teddy bears as nice rather than
any dolls. Would this prove injury owing to (nonexistent) segregation from
blondes? Or communal prejud1ce against humans? Professor Clark’s logic sug-
gests that it would.

“Control tests—which unfortunately were not presented—might have estab-
lished an alternative explanation for the- identification of white with nice, and
black with bad : in our own culture and in many others, including cultures where
white people are unknown, black has traditionally been the color of evil, death,
sorrow, and fear. People are called blackguards or blackhearted when consxdered
evil; and children fear darkness. In these same cultures, white is the color of
h'appine&s, joy, and innocence. We need not speculate on why this is so to assert.
that it is a fact and that it seems utterly unlikely that it originated with segre-
gation (though it may have contributed to it). Professor Clark’s findings then
can be explained without any reference to injury by segregation or by prejudice.
The ‘scientific’ evidence for this injury is no more ‘scientific’ than the evidence
presented in favor of racial prejudice.”

I can only list some of the many other objections that could be raised against
the Clark experiment. (1) The subjects were neither randomized nor stratified
properly by age, sex, economic, religious, residential and other criteria; (2) No
controls with white children in segregated and unsegregated environments; (3)
No controls with Negro children in Negro cultures (e.g. Africa) which might have
hiad the same results, thus showing that it does not depend on prejudice, let
alone segregation; (4) No controls with objects other than white and black
dolls; (5) No evidence presented that doll tests show any corrslation with
'personahty disturbance; (8) No evidence a.bout the type of alleged dlsturbance
and what it means psyehiatrica.lfly. :

Professor Clark has published a book since his testimony, re'lied on by the
Supreme Court: Prejudice and Your Child. On page 45 ff. the following is stated
with reference to the more frequent selff-ldenlnﬂcatxon of Negro ehlldren in mixed
schools with white dolls:

“On the surface, these findings. might suggest that northern Negro children
suffer more personality damage from.racial prejudice and discrimination than
southern Negro children. However, this interpretation would seem to be not
only superficial but incorrect. The apparent emotional stability of the southern
Negro child may be indicative only of the faet that through rigid racial segre-
gation and isolation he . has acce'pted as normal the fact of his inferior social
status. Such an acceptance is not.symptomatic of a healthy personality. The
emotional turmoil revealed by some of the northern .children may be interpreted
as an attempt on their part to assert some positive aspect of the self.” ’

Here Professor Clark starts by speaking of “personality damage” and ends
by speaking of “emotional turmoil.”” Clark notwithstanding, it seems more
likely that “rigid racial segregation and isolatlon” would make the segregated
least aware of their status in the eyes of the group from which they are “iso-
lated” and most likely to identify with each other.* Further, “acceptarce” of an:
“inferior social status” by any _group may be morally or politically disturbing,

16:5560;8 and van den Haag, The Fabdric of Boctety (Hareourt. Brace & World, 1957 ), DD-

8 Certainly the theory of reference groups would lead us believ: go. See Robert X,
Merton, Social Structure and Social Theo"y? p. 225 11, to ¢
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but there is no reason to consider it per se a symptom of eithex: “healphy person-
ality” or sickness. Not all members of castes below brahmins in India are sick,
nor even all ‘“untouchables.” Clark here confuses higs moral views with clinical
evidence. There is no evidence to show that acceptance of inferior, superior or
equal statusis a symptom of emotional distirbance.

In his testimony, Professor Clark asserted categorically that when Negro
children identify with, and prefer, white to colored dolls it means that person-
ality damage, owing to segregation has occurred. Now that his previous ex-
periments, not entered into the court records, have been brought to public atten-
tion, Professor Clark would have to conclude that segregation decreases, and
congregation increases, the personality damage that is detected by the doll
tests. For the tests not entered into the court record detect such personality
damage more often where there is congregation than where there is segregation.

To avoid this embarrassing result Professor Clark now explains that if
segregated Negro children prefer white dolls it indeed shows personality damage
suffered because of segregation. And if nonsegregated children prefer white
dolls even more frequently it does not show that they suffer more ‘personality
damage.” This would be “superficial”’ and “incorrect.” The fact that segre-
gated children prefer the white dolls less often than nonsegregated ones now
shows that they have suffered even deeper personality damage. The fact that
congregated children prefer the white doll more often suddenly becomes an indi-
cation of comparative health. : x - .

Which is to say that whatever the outcome of the experiment, it shows that
there is personality damage owing to segregation. When Negro children identify
more often with the white doll (North) it is bad and shows psychological injury.
‘When they identify less often (segregated South) it is even worse. But wasn’t
the self-identification of Negro children with the white- doll supposed to be
the very evidénce of their confusion and psychological injury? Yes, Clark writes
now, except when the indentification occurring less frequently among segregated
Negro children would indicate that segregation makes for mental health. This
would be inconvenijent. Wherefore when thig is the case less frequent identifica-
tion with the white doll suddenly indicates more psychological damage.

Just what ehoice of dolls would have shown that segregation does not harm
children? None of those available. Whichever doll the children choose would,
according to Clark’s new interpretation, show that segregation is harmful. What
can an experiment which supports the same conclusion, regardless of its out-
come, possibly show? Only the experimenter’s prejudices and his fajlure to
grasp the purpose and nature of experimental methods of research. Clearly, Pro-
fessor Clark’s conclusions do not depend on any of his experiments. For these
are inconsistent with his conclusions, if they are meaningful at all. None of the
material which the Supreme Court accepted as probative of injury through seg-
regation is any more cogent. No injury by segregation per se has been proved by
amy scientific test. - ' : S
‘ V. SUMMARY AND CONCLUSIONS

The primary groups to which an individual belongs are his family and his
peer group. The latter is the group with which the individual identifies himself
on the basis of a feeling of community, observable physical characteristics, and
commonly shared emotion. Later the individual will also become a member of
Such groups as are based on material matters such as membership in. a pro-
fession or persons of a given income level. S o o :

Such group membership is a main factor constituting the individual’s identity
or personality. It is essential to the normal individual to have a firm feeling
of belonging to a group. Failure to identify with a group prevents the individual
from functioning mormally.. An individual identifies with persons 'in his own
environment whom he takes as models accepting some characteristics, de-
veloping others of the individual’s own, and in this way building up the essential
personality of the individual. - : B .

Without such a sense of identity, the mental health of the individual will
be seriously impaired. Unrealistic identification is a form of insanity. An identity
.once acquired cannot belost. - - .. - o Lo g

Groups are formed from individuals having eommon self-identification. In the
small ehild the factors involved will be almost exclusively visual, such as skin

. color; but as the child grows, other factors of intelligence and achievement will

play a part, as in joining a football team. In different aspects of activity, the
individual belongs not to one, but to a series of groups.
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Group identification must be voluntary. Involuntary placement in a group
with which the individual does not identify creates hostility. The group ap-
proval or disapproval is extremely important to identity, and the disapproval
destroys the individual’s image of himself. B , o o

Where ethnic identity is clearly visible, it becomes a matter of considerable
importance in group relations. The variation in attitude created by .differences
in skin color exists in all countries. ' ‘ ‘ i

Group members tend to adbere to greup norums, which, if they are within the
potential of the individual, is of advantage. On. the other hand, if the norm
of the group exceeds the maximum potential of the individual, then this gives
rise to feelings of humiliation, incapacity, and inadequacy which impair his
motivation. e L : . L . )

Contrary to the “psychological evidence” which apparently was accorded great
weight by the Supreme Court in Brown V. Board of Education, scientific tests
have not proved any.injury by segregation per. ge. In fact, some sociologists
contend that Negroes would suffer far more from racial _integral;io_n than from
segregation. Cen o S o AT .

Under a freedom of choice system for school attendance, as the -individual
increases in age, ‘his willingness and ability. successfully to. associate, himself
with other groups would increase, provided .there was a generally. favorable
atmosphere and favorable attitude on the part of the superintendent, principals,
and teachers, as well as parents. Voluntary mingling would have beneficial effects

" on personality and education. Immediate, total,. enforced integration would lead

to even greater demoralization of Negro pupils than is already taking place, and
would also lead tc lower educational achievement. . - .- . - »

Whatever one may think of the more radical Negro, organizations, they have

. captured the emotions and the imagination of a large part of our black popula-

tion. They have been, particularly with the young people, ‘far more successful
in that aspect than the old style organizations. High school and, college students,
if they do not join, do certainly admire and. support organizations.such as the

Black Panthers and the Nation of Islam. They look up to such:figures as Rap
Brown, Stokeley Carmichdel, Eldridge Cleaver,: Malcolm: X, et al. The organiza-
tions differ among themselves in their methods and to the extent one ¢an.discern
them, in their purposes. But they have one thing in. common. They try (and
largely succeed) . to produce a prideful racial identity. They make their followers
accept that “black is beautiful” and they attract support because they are creat-
ing a black identity, and pride in it. o ' R N TN R
They do-this largely by. declaring their independence of and, in some: cases,
even hostility to-whites.. But the hostility here is largely a. gesture . necessary
to support the independence and theprice. : . -, ¢ - . . 0l
I am not concerned with the justification of such movements. But they clearly.
indicate a psychological need. By gratifying this need, these organizations have
succeeded to an astonishing extent in rehabilitating members. who -previously
suffered from major symptoms of personality disorganization, such as drug addic-
tion, criminal behavior, general irresponsibility, etc. This is not just to say the
Panthers do not allow members to:take drugs. It\is that they make the drugs
unnecessary ; ‘they offer their members a self-image of adequacy: that makes
the resort to drugs unnecessary. The basic.ingredient in that self-image is' the:
identification with an image of historical, racial .and cultural adequacy, if:not
superiority. I S LA S B Bt S S S T PR S SIS
1 submit that this is what the black minority. needs more than anything else.’
It is in this respect that its problem has differed:from that of other minorities—’
Irish, Italian, Jewish—and it is this ingredient that a- wise and-just process
of education should help provide. Integration; desirable as it may be in:the’
end, is possible only if the elements to be:integrated each feel a sense of identity:
and a pride in that identity rather than a feeling of inadequacy.: For feelings of -
inadequacy produce hostility to those who make one feel inadequate.: - LR S
Black students know this. Their behavior itself is:evidence:for the need it

tries to fulfill. If one looks at recent happenings in our colleges, one finds that
there has been a’ great increase in black enrollment in ipreviously :largely ‘white'
schools. That increase, fostered by the colleges with the idea of "giving blacks:
the benefits of their college life, and education, far from léading. to immediate
Integration, has led to the very opposite. Thus, at-Vassar College where T served:
as Visiting Professor in 1969, the one demand: almost immediately made by’ the
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newly-admitted black students was a separate black dormitory. There were no
complaints of inhospitality on the part of the white college students. The black
college students simply wanted to have a place of their own. They wanted to
cultivate their own identity, lead their own life, elaborate their owm traditions.
They also wanted black teachers and “black courses.” This development has been
paralleled in almost every college in the country. .

Many colleges have gone so far as to take black students less prepared or
qualified than white students. Whatever the motives that led them to do so, it
is relevant here to point out that the less well prepared studenis felt necessarily
left out, and humiliated, when they could not perform ‘as adequately in class
as their more gqualified white fellow students did. They, therefore, were psycho-
logically compelled to seek to achievé the prestige they had lost in their own
eyes—which they could not achieve in classroom work——outside the classroom.
The opportunity was readily at hand. They could, and did, achieve status as
revolutionary leaders aguinst the “irrelevant” college curriculum in which they
weére unable to excel. In some cases (with the help of disaffected and masochistie
whites) they came near destroying the institutions which had recruited them.

I am fully aware that we are dealing not with colleges:but with primary and
secondary schools. But I am mentioning this history because it is about to be
repeated in secondary schools. “Those who do not know history are condewmned

to repeat it.” In our high schools we already have a similar development. Wkhken .

well prepared white students and inadequately prepared black.students, in many
cases coming from underprivileged backgrounds, are compelled to go to school
together, those who cannot perform well by the standards of the school, neces-
sarily become hostile to the school which humiliates them, and'to the whites who
outperform them. They also become discouraged. They are ‘lkely to seek outside
the prestige they lost in school work ; and they will be tempted to make up for
the humiliation suffered by displaying their hostility to whites and insisting on
their own superiority in activities which undermine the academic ‘and educa-
tional purposes of the school. : A S e

This is by no means to say that black and ‘white students should forever
remain separated or should be-separated as a matter of administrative:rule.
On the contrary, what I am advocating is that thev should remain free to select

the school and the fellow students that in each individual case most fulfill their
academic and psychological needs. . R o o
I foresee that freedom of choice will-lead ultimately -to far more integration
than is now éxtant, but it will do 'so slowly. The advantage of that slowness will
be that blacks will be able to compete both:academically: and psychologically
. with whites in a way that does not ‘make the school “irrelevant” to them, nor
psychologically requires them to seek compensation, through subversive or crim-
_ inal activities, for the sense of inadequacy that it ‘will generate.” - . o ¢

' Much research has been done since the Supreme Court decided (on most dubious
evidence) that separation is educationally. damaging to Negro’ children. No evi-
dence confirming this idea'has been uncovered. Very little evidence 'has been of-
fered to show that integration has been beneficial. Most programs which attempted
to remedy the comparatively low:performance’ ¢f Negro‘children attributed to
_inferior schooling have been shown to beineffective. » =wowiii - to-s e 0

Social scientists, therefore, have redched in:many casesthe concliision: that
the inferior performance may ‘bé due to factors in-very early infaney which, as
yet, we have found no way of offsetting. Others'have insisted that there is evi-
dence of a genetic difference which'may explain the differences in performance,
at least when the same methods of teaching are used for both groups.

I wish now to draw the attention’of this Committee to an article  ‘““Early
Childhood Intervention—The : Social  Science, Base . of, Institutional.. Racism”
by Stephen F. and Joan C. Baratz, appearing in the Harvard Educatlional Review
(February, 1970). The authors maintain, with considerable evidence, that the
two models that.seek.to explain the inferior performance-of.black children—
the genetic model and the social pathology model (of which there are many
varieties referring. to the family,:the subcultural :background, nutrition, ete.)—
are both unnecessary. The authors maintain that if there were a deficit not just
in the actual performance of the:children, but in'their ability:.to perform, then
such -models . would be required. But in their opinion thé low performance of

Negro children is due to the disinclination of teachers, and-the failure of schools -

to perceive the linguistic and other; resources of. these children. This failure
leads schools to insist that Negro children express th_emselves in a language to
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which, in their subculture, they are not accustomed and in which they become
“dumb.” In short, the authors maintain that by insisting that Negro children
have the same linguistic and other resources as white children and allowing
them to use only these resources, schools produce the lower performance of
Negro children. If on the other hand, the authors maintain, the resources actually
available to Negro children were utilized—as are those actually available to
white children—then Negro children might be quite as able to perform as white
children. Thus the low performance of Negro children could be improved only
by distinct teaching methods and a distinctive curriculum utilizing their sub-
cultural resources. Needless to say, this would require at least temporary
separate education. :

I have no personal knowledge that would indicate to me whether the conten-
tion of the authors i8 correct. They do, however, quote a great amount of research
that certainly suggests that their thesis is worth exploration. And this is the
conclusion that I wish to submit to this Committee.

A great amount of money has been spent on forced integration. A great deal of
hostility has been aroused on all sides—certainly race relations are worse than
they were before 1954 and there is no evidence whatever that compulsory integra-
tion has led to more academic progress than free choice would have achieved.
More and more evidence is accumulating that a different Negro subculture exists
and requires for its utilization distinet methods if the members are to learn what
the schools are trying to teach. This may indeed require separate training for
teachers and separation of those pupils who wish to learn and are best able to
learn by utilizing the resources of their subculture. If there is any sort of genetic
difference in addition to the subcultural differences this, too, would probably lead
to different learning and teaching methods. o

I am not suggesting that this Committee should institute the new methods that
may turn out to be useful. I am, however, suggesting that this Committee should,
instead of throwing further money into an approach that no one could possibly
term successful, reserve such money (a) for thorough evaluation of the ap-
proaches so far tried, and (b) for thorough exploration and experimentation
with different approaches resting on a variety of competing teaching methods
with free self selection of pupils.

I do not expect to convince this Committee that the premise on which such vast
federal expenditures have beeis made for the integration of schools over the past
ten or fifteen years is a false premise, or that the truth lles elsewhere. I do,
however, most seriously recommend that alternatives be explored and all ap-
proaches scientifically evaluated before the educational system of the nation

. becomes S0 far committed to a single article of faith (“the evidence of things not

seen” )—that integration of the races brings better education—that the point of
no return will have been passed. : ' .

Thus X appear here to recommend that investigation of all views on this ques-
tion become part of the evaluation directed by this bill and that we substitute
objective measurement for the subjective, if praiseworthy, opinions of those
who see compulsory integration a forwarding of the democratic dream of equal-
ity. If the basic purpose of schools is to be education, then we should put aside
any preconceived emotional assumptions about the factors which improve or
destroy the educational accomplishment of any child, black or white, and use
every available scientific facility to isolate the actual factors wherever we find
them. To do so would be in the interest of all concerned, of all children, black
and white, and contrary only to the vested interest of educational dogmatists.
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Dr. van pEN Haac. I have been concerned with the questions that
are dealt with in the bill for many years, my profession being the
study of the relationship of groups.

It is clear, as I read the bill .before you, Mr. Chairman, that it deals
with an attempt to end what is called racial isolation, defined as an
attendance by more than 50 percent of a minority group in a single
classroom.

The question that arises is whether the compulsory congregation of
different groups so as to avoid what has been called racial 1solation
will be effective academically and, more broadly, educationally.

I concur with my colleague, Dr. Jensen, that very little conclusive
research has been done at this point, but I wish to go a step further
by referring to events, of which we are all aware from the newspapers,
to simply indicate that if we introduce blacks into classrooms, where
they are not fully able to compete with their white fellow students—
be 1t for reasons of prior cultural deprivation or any other reason—
we thereby unavoidably humiliate them. This humiliation necessarily,
and even on a commonsense level, will lead to hostility toward those
who, they feel, have humiliated them—their teachers, the school sys-
tem, and fellow students. In my opinion this is one of the major

reasons for the unrest and the trouble of most major school systems,
for the feeling that the blacks have openly expressed, that the school-
in%in the system is irrelevant to them. - ‘
learly, if you are unable to compete with your fellow students for

lack of background which may not, of course, be your fault at all, but
nonetheless, 1f you are introduced into a class where you are humiliated
by your inability to compete, you will resort to saying that, in effect,
what happens in the classroom is irrelevant; for this will be the best
way of offsetting your humiliation. : o

-t me now briefly summarize the contents of my statement which
you were good enough to introduce into the record. : L

I think every individual needs to identify with a particular group.
Such groups are formed on the basis of selective perception of similar-
ities and dissimilarities. Such perceptions occur very early in age and
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oceur in all human groups regardless of the existence of hostility or
lack of hostility among them. '

Wherever we go, we find that people band together according to
perceived similarities and dissimilarities. I may point out in some
countries which were held up in the past to_us as models of nearly

total racial integration, such as Hawaii and Brazil, such integration .

is nonexistent. I do not wish to say there is racial hostility. There is
some of that there too, of course, but what I wish to say, in these
countries as in other countries, people gather together on the basis of
perceived similarities, psychological and otherwise. -

For instance, we ﬁng in Brazil stereotypes against Negroes. I quote
from an article in the American Sociological Review :

Stereotypes against Negroes and mulattoes are widespread. Seventy-five per
cent of the sample accept twenty-three or more stereotypes against Negroes.

And so forth.

Strong patterns of racial preference emerge in preséhool children—even as
early as 2% years of age. ‘

I wish to turn now to a statement, which I fully su%port, by Pro-
0

fessor Ichheiser, again in the American Journal of Sociology. He
says— X

If Negroes would refuse to identify themselves consciously -with other
Negroes as a subgroup, then they would develop a kind of collective neurosis,
as do other minorities too; for the conscious *“we” would in case of such an
attitude be persistently in conflict with the unconscious “we,” and this inner
split would inevitably reflect itself in different pathological distortions of the
Negro personality. ‘

I think there is now considerable evidence that where Negroes and
any other groups identify consciously and unconsciously with mem-
bers of their own group and take pride in such an identification, we
find much less-social and individual pathology than we find where
that is not the case. v ' ' ; )

My statement quotes a number of research studies to that effect.

1 would like to turn now briefly to the real basis for the bill before
you and for quite a number of developments in the last 15 years;
namely the Supreme Court decision in Brown v. Board of Education.

That decision quoted a lower court to the effect that: _

Segregation of white and colored children in public schools has a detrimental
effect upon the colored children. The impact is greater when jt has the sanction
of the law, for the policy of separating the races is'usually interpreted as
denoting the inferiority of the Negro group. A sense of inferiority affects the
motivation of a child to learn. Segregation with the sanction of law, therefore,
has a tendency to [retard] the eduecational and mental development of Negro

children and to deprive them of some of the benefits they would receive in a
racial(ly] integrated school system. - ’ .

The court went onto say:

“Whatever may have been the extent of psychological knowledge at the time
of Plessy v. Ferguson, this finding is amply supported by modern authority.

The modern authority that the court very largely: relied on con-
sists of a variety of studies undertaken by Prof. Kenneth B. Clark.
His testimony in the lower court became part of the Supreme Court
record and his research papers are quoted by the Supreme Court.

Very briefly, what his testimony consisted of in the lower court
and what his:' research' papers submitted in the appendix, in the
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amicus curiae brief in the Supreme Court decision, is that Professor
Clark submitted black and white dolls to a E’roup of segregated
Negro children in southern districts and asked them which dolls the
referred, which dolls they thought were nice, which dolls they woul
avor and finally asked tiese segregated Negro children which doll
was like them. | : | o

A majority of the segregated Negro children said, after having
answered the prior questions, that they themselves were like the white
doll. This Professor Clark interpreted to mean that they have been
gravely disturbed, that they have been psychologically injured by
segregation, for their own misidentification with the white doll to
Professor Clark meant that their conception of themselves had been
distorted. : ' | .

Professor Clark went on to say that his results in these studies
were ‘“consistent with ]’)revious results which we have obtained in
testing over 800 children.” ' ' ) _

I have looked at these previous results which Professor Clark ob-
tained and which he had published and which he maintained in court
and in subsequent papers, are consistent with what I have just quoted.
I have found that these previous results, far from being consistent, are
totally contradictory to the results he submitted to the court.

The previous research consisted of testing 134.Negro children in
segregated schools in Arkansas and 119 Negro children in unseg-
regated nursery and public schools in Springfield, Mass. These results
are published, and I quote the result in the statement which is before
you. P . S

In these previous results, undertaken with far larger grou s, what
Professor Bla,rk found, subjecting the Ne, chilg:en ‘both 1n the
seEreEated and in the unsegregated schools to the same questions
which he had submitted to the Negro children in various southern
districts and to which he had testiﬁe%rin court, Professor Clark found
in this major group of Negro children that in the desegregaied
northern schools a higher percentage identified with the white doll
than in the segregated southern schoo%:. C e R

In effect, the percentages were 39 percent as opposed to 29 percent
in the segregated schools. Thus Professor Clark misled the courts,
including the Supreme Court. The previous results were mnot con-
sistent with those entered into the court record, though he: assured
the court they were. Actually his previous results clearly contradict
those submitted in his sworn testimony, for he found that in the
desegregated, northern schools, a higher percentage of Negro chil-
dren identified with the white doll, &us, in his interpretation, indi-
cating more personality disturbance than did the segregated southern
schools. If we tere to accept his interpretation, or if he were to
accept, himself, his own interpretation, e would have to conclude
that desegregation, or integration, is unhealthy -for these Negro
children._ U e Y T S pee D .
.. 1 myself do not necessarily conclude this, at least not on' this evi-
dence, because Professor Clark’s experiments seem for a ‘variety of.
reasons to me totally invalid. One very simple reason is, I would
say if a Negro child prefers a white d;?l,'-and says he himself is like
a white doll because he preferred it—after all, children are ‘very
consistent; once they say “I prefer A,” they will say, “I am like A.”
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If a child has such a preference, it may be simply due to the general
preference of children for light colors over dark colors. In our cul-
ture, as in other cultures, as a matter of fact, black is usually 1den-
tified as the color of evil, death, sorrow, and so on, while white and
light colors generally speaking are identified with gaiety, inno-
cence, purity, and pleasure. Children fear the dark on the whole.

I should think the whole experiment, to begin with, makes no
sense, which I am glad about for the very simple reason that if it did
make sense it would show that segregation is necessary for mental
health, a view which I myself do not share. : ,

Let me now refer to what I feel is the real question in this bill:
Whatever one may think of the more radical Negro organization
I do think that it is a fact that they have captureﬁhe emotions an
- the imagination of a large part of our black fopulation, particularly

of the goung. They have been in this respect far more successful than
the old style organizations whose major attempt was to integrate.

High school and college students, if they do not join, certain%y do
admire and support organizations such as the Black Panthers, the
Nation of Islam andsoon. : :

They do look up to such figures as Rap Brown, Stokeley Carmi-
chael, Eldridge Cleaver, Malcolm X, and so on. Certainly these or-
ganizations differ among themselves in their methods and to the extent
which I am able to discern them, in their ur{)oses. But they all do
have one thing in common: They try, and ]E.)be ieve they largely suc-
ceed, to produce a prideful racial identity. They try, and in my opin-
ion they largely succeed, to make their followers accept “Black is
Beautiful,” and they attract support because they are creating a black
identity and they are creating pride in it. - .

I sugmit that this is a healthy development, regardless of the po-
Iitical dissent and the political radicalizations by means of which
thes&la groups achieve what I regard as this psychologically healthy
result. : '

By gratifying this need for a prideful, Elsgchological identity, these
organizations have succeeded to an astonishing extent in rehabilitating
members who previously suffered from symptoms of personality dis-
organization such as drug addiction, criminal behavior, and general
irresponsibility. : ‘

I do not say the Panthers do not allow their members to take drugs.

I am saying they make the drugs unnecessary because they offer their
members a self-image of adequacy that makes resort to drugs un-
necessary. The basic ingredient is the identification with an image of
historical racial and cultural adequacy, if not superiority. :

I wish to stress that this is what the black minority needs above all.
It is in this respect that its problem has differed from that of other
minorities, the Irish, Italians, the Jews. This is what a wise and just
process of education should help provide. : S

Integration, desirable as it may be as an end, is possible only if
the elements to be integrated each feel a sense of identity and a
pride in the identity rather than a feeling of being dominated and
submerged. SR : BT AR

I believe that black students are fully aware of this. If you look
at recent happenings in colleges, you will find my contention borne
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Last year I served as a visiting professor at Vassar College in
Poughkeepsie, N.Y., which had recently tried to accept and recruit a
number of black students. When I was there there were about 60
black girls who had been admitted to Vassar. The major and immedi-
ate result was that they immediately asked for a wholly black dormi-
tory. Now, they had come to Vassar in an attempt to integrate the
previously practically all-white college and yet the first thing they
wanted was a separate, if you wish, segregated black dormitory.

Their demands went further. They wanted all black courses, black
instructors, a black curriculum and so on. In short, one would think
rather paradoxically that they wanted to make this previously white
middle-class college into a southern black segregated school. From a
logical viewpoint it would seem absurd.

Often psychological needs are fulfilled in a way that from a logical
viewpoint may seem absurd but this should not lead us to ignore what
need is being responded to. It seems to me that the neeg being re-
sponded to in this case was the feeling, the wish, the need that these
black girls had for identification as blacks and pride in their own
adequacy as blacks. ‘

Throughout the college scene you find this. Colleges have gone out
of their way in many cases to try to find black students. The black
students, as soon as they have joined, have gone out of their way to
separate themselves from the white students.

When the colleges went to the point of recruiting black students
whose preparation was not quite uate for the college curriculum
and these black students met with better prepared white students
(in many ecases the black students came, of course, from underprivi-
legred backgrounds) they found they could not perform as well as
the white student. Thus, they became hostile to the school which
humiliated them, and to the whites who outperformed them. They
also became discouraged. ' , I

They are likely to Iook outside the school for something to offset the
humiliation which they feel is inflicted upon them by the school
and by the better prepared white students. I believe this result will
be repeated in lower schools—high schools and grammar schools—if
we insist on compulsory congregation. It is for this reason that I
think this committee should emphasize further research before we
do something that is intended to help the black minority, but which
may, on the contrary, reduce their educational achievement and their
psychological well-being. - ' o

I wish to conclude by referring to an article in the Harvard Educa-
tional Review of February 1970, written by Stephen F. and Joan C.
Baratz, entitled “Early Childhood Intervention—The Social Science
Base of Institutional Racism.” Ce : ‘

The authors in this article deal with a variety. of attempts which
have been made to explain the lower performance of black students.
I classify these attempts by dividing them into the genetic attempt
such as has been explored by Professor Jensen, and a. variety of at-
tempts under social pathology (which would explain the lower per-
formance of black students in terms of a subcultural background, nu-
trition, family environment andsoon). - - R

The article rejects all these attempts because they say the deficit, the
lower performance of black students, need not be explained by any
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factors in their background; that that deficit arises simply because
the schools do not utilize the resources that these black students ac-
tually have, and they do not utilize them because they insist on teach-
ing bﬁese black students with methods which might be resorting to re-
sources present in white students, but lacking in black students.

The authors maintain that the black students come from a subculture
which uses a language and mental conceptualization different from that
of the dominant white culture and that the black students are quite

ood, quite capable of performing as well as the white students if only
the resources of their black subculture were utilized instead of being
neglected; by asking them to conform to the resources—present in
white but absent in l%lack students—of the white culture, the low per-
formance is produced. : .

What this article maintains is in effect that the lower performance
of Negro children, which is generally agreed to in the present school
system, is by no means due to any fenetic inferiorities or differences,
nor to any social preconditioning, family disorganization, nutritional
differences, poverty in general, %ut.it is simply due to the fact that
they are, as it were, taught in a foreign language. They are asked to
perform in a white culture to which they can perhaps adapt but when
they are going to school they ave hardly aware of this culture, in which
they become, as it were, “d)l,lmb,” not because they are dumi), but be-
cause they don’t know itslanguage. . e

It follows from the research of these two authors, which I think is
supported by a great deal of evidence, that black students could
perform as well as white students with the use of resources, proper to
them. But since the resources are different from those available to
white students, it follows also that their resources can be utilized only
if they are, and to the extent which they are, educated separately.

I do not appear here to advocate segregation, either compulsory or
otherwise, but I do appear here to advocate two things. We have
spent enormous amounts of money to bring about compulsory - de-
segregation. No one, I think, can seriously maintain that the results
known so far have been either educationslly or in any other fashion
beneficial. Certainly I think the race relations today are worse than
they were in 1954. It seems.to me under these circumstances, and
this is the conclusion that I wish to submit, that this committee would
do well to advocate that a reasonable amount of money be spent to
evaluate the results of the compulsory integration so far undertaken,
and also that a reasonable amount of money be spent to'explore other
approaches to improve- the educational achievements of blacks and
W{lites. To do so, I think, is in the interests of:all children, black or
white. C - N ' o

I think we should find and utilize every available scientific facility
to isolate and define the factors that will make for an improvement in
education. To do so, I think, let me say once more, is in the interests of
all concerned, of all children, black and white, and it is contrary. only
to the vested interests of educational dogmatists which I hope you will
disregard. : L - T

Thank you. : S T e

Mr. Pucinsgr. Thank you, very much, Dr. van den Haag. '
I think that Congressman Ashbrook, in inviting both you gentlemen
before the committee this morning, certainly has given us a dimension
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of the problem that we have not had before the committee before
and I can appreciate your suggestion that we ought to make sure that
section 10 does provide perhaps even more effective language to do
this research. I am not too sure that perhaps if there are others who
share your view on the lack of measurable data that what may be
the wise thing to do here is to take the $150 million that the Senate
has voted, and use that as the experimental program in this whole
field, and then put some extensive evaluation money in there, to see
what impact and what effect it has, before we go ahead with a billion
and a half dollars as proposed in legislation before us. I am not too
sure the administration might not be “biting its nose to spite its face,”
when they rush through the $150 million, the way they did it in the
Scnate, without waiting for the authorization that we have before
us here. ' - '

There is one question that I think needs to be clarified. On page 3
of your testimony you say: a

If such integration is compelled, as this bill proposes to do, it will injure rather
than assist the future educational accomplishment of the nation’s schools.

This bill has nothing in it that compels integration. This bill
recognizes that the courts of this land have already resolved that
problem and that question, as both you gentlemen have referred to in
your testimony. o -

‘What this bill attempts to do is to provide the resources, the finan-
cial resources, to schools that are now under a court order or under
a voluntary plan approved by HEW to provide some of the things
that both of you have discussed in your testimony, which could bridge
the obvious gap that does exist, when you have the sort of sudden
integration that we have experienced in some of these court-ordered
schools, and so I wanted to make clear that this legislation does not
provide anything that would compel anyone to integrate. What it
merely does is }irovide the funds, once a school has been ordered by
the court to deal with the problems that both of you have described.

Dr. vax pEx Haac. I am sorry, I misread the bill in this respect,

but if T may, I would still suggest that the amount that is allocated
to provide the resources for integration seems to me highly dispro-
portionate to the amount that is allocated to provide resources for
research on how best to undertake this task. If I may suggest that,
for instance, Prof. Milton Friedman has for many years made a
proposal that I have long supported. He suggests that instead of
giving money to public schools, we give students vouchers, equivalent
to the money that is required to school them, and ermit them or
their parents to select freely the schools to be attended. This is one
of many proposals which I think may ultimately lead to voluntary
integration in all likelihood, because of self-se ection, in the . best
possible way, educationally and otherwise.. . - . A

I hope your committee will find it possible to allocate more money
to this sort of experimental approach, rather than'to simply inject
massive amounts of money to carry out in the most direct way
the orders of the court. As I understand them, the orders of the court
can be carried out in a variety of ways, and thei are aimed ultimately
at educationa] improvement, and hence I think the carrying out should
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Mr. Pucinsgr. Professor, again as I say, I am not qualified to
question some of your findings here. I am reminded, though, that
on the other side of the spectrum we have massive research as has
been done by Dr. Coleman  and various others, who argue precisely
the contrary viewpoint that you take in terms of what removin
youngsters from racial isolation does to their ability to absorb the
educational process. As I say, this is a quarrel betweeir your social
scientists that I am not too sure I am qualified to get into.

Dr. van pexn Haae. May I point out that Dr. Coleman does not,
as far as I understand him, disagree with my view. I certainly don’t
disagree with his, and I think that Professor Jensen also will agree
that the Coleman research, for which I have very high respect, basic-
ally states that the educational effects are largely produced zby the
student’s background, whatever it may be, and very little affected by
the actual process of schooling, a very peculiar result, but nonetheless

_that seems to be the result.

He says that there is a slight, in certain cases of selective—not
massive—selective desegregation he has found that if a talented Negro
student attends a previously white school, rather than a black school
attended by largely untalented fellow students, that this talented Negro

.student benefits. I certainly would agree with that.

Mr. Pocinskr. As I say, I would not try to get into a debate here
on that respect of the argument, but we are confronted with a problem,
and the President has recognized that problem and the Congress is
trying to recognize the problem, that you do have a substantial num-
ber of school districts in this country that are now under a court
order, and regardless of the merits or demerits of your own findings
in this matter, the fact of the matter is that these school districts
can no longer argue this point. The “boat has gone” on that one.
The court has issued an order, and now these schools are confronted

Wi(iih some very serious problems, and how best to achieve the court
order.

Nosw the bill provides:

(a) The provision of additional professional or other staff members (includ-
ing staff members specially trained in problems incident to desegregation or the
elimination, reduction, or prevention of racial isolation) and the training and
retraining of staff for such schools; :

That is one of the things that the money from this bill could be
used for by local school districts, ’

(b) Remedial and other services to meet the special needs of children in
schools which are affected by a plan described in clause (1) or (2) of section
5(a) or are racially isolated, including special services for gifted and talented
children in such schools; — o : SRR

(cl) Comprehensive guidance, counseling, and other personal services for
pupils; , A : S ,

(d) Development and employment of new instructional techniques and mate-
rials designed to meet the needs of racially isolated schoolchildren ; : ‘

(e) Innovative interracial educational programs or projects involving the
joint participation of minority group and nonminority group children attending
different schools, including extracurricular activities and cooperative exchange
or tc:.::h:r arrangements between schools within the same or different school
districts; ' ‘ “ o

(f) Repair or minor remodeling or alteration of existing school facilities
(including the acquisition, installation, modernization, or replacement of equip-

ment) and the lease or purchase of mobile classroom units or other mobile
educational facilities. .
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And so I would like to ask both you gentlemen, as social scientists
and gentlemen who have made obviously a substantial study in this
whole field, whether or not the programs that would be financed by
this bill would indeed meet some of the shortcomings that both of you
have described in your testimony, and overcome the problems that you
have described in your testimony.

Dr. Jensen, suppose we start with you. _

Dr. JENsEN. Yes, I applaud all the provisions that you have just
enumerated there in the bill. I think, however, if there is any social
area in which it may be possible to observe the letter of the law
rather than the spirit of the law, this may be it. Again that is why
I think close monitoring and evaluation of the integration programs
that are actually enacted under these funds is absolutely essential
for the benefit of all children. I think one of the greatest areas of
concern that I would have in these programs has to do with children
who have special educational needs. I have seen this particular aspect
of the gzdblem abused in schools that I am familiar with. For ex-
ample, because children are minority children, they are not singled
out for any special attention.

There is apt to be a philosophy of treating them like the average
white child, regardless of their individual needs, and -allocating re-
sources strictly on the basis of racial membership rather than
on the basis of individual needs of students. Minority students can
actually be cheated out of some of the special services that are given
to children of the majority group with similar educational problems,
Eroblems in reading, various problems in school adjustment, learning

andicaps and so forth. Special services can be denied to the children
who need them most, because of their minority group membership,
and the sensitivity of white school administrators to singling out
these children, if they should turn out to be a higher proportion,
in special classes, for example, than the white children, and the aim
to maintain proportional balance of special facilities, I think, can
cheat the minority children severely. I have seen this happen in schools
where white children were getting nearly all of the special educational
attention in schools, where black children with the same problems
were being neglected and were languishing in classrooms and not
lea,rninlg. . ' ’

Mr. Pucinskr. I can just tell you one thing, that we are now learnin
from this bill, and the testimony on this bill, what a real myth this
separate-but-equal doctrine was in many southern communities. That
comes from testimony of the witnesses themselves. :

_ 'We had a witness here the other day from Louisiana who said
it wasn’t until the white youngsters had to attend previously all-
black schools that they discovered—these were his words—that “sep-
arate but equal” didn’t mean “equal” at all. They lacked gymnasiums,
washroom facilities, and various other facilities in those buildings,
and only now is the degree of difference coming to light, when the
witness testified in support of this bill, to now correct at this late date
those shortcomings, so I think there is a great deal to what you say
in terms of the different facilities that are available.

- Dr. JenseN. I would agree with that. I think the situation probabl
exists more in the South than it does in the parts of California that%
am most familiar with, where I think the facilities have been largely
equalized even in de facto segregated school systems.
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Mr. Pucinskr Dr. van den Haag, would you care to comment on the
provisions of this bill, and whether you believe that some of these
programs that we authorize in this bill could address themselves
to some of the problems that you have rafised in your testimony ? :

Dr. van pEN Haae. Yes, M),7r Chairman. Let me start with your last
remark, and just underline that the .Coleman report, for which we
both have high regard, has pointed out that if there is a difference in
facilities, whatever its moral standing, and I certainly do not feel it is
morally justified, but what the Coleman report reported out was that
the difference in facilities cannot be shown to have made any difference
in educational achievement. This is a major burden of the Coleman
report, and it is a most surprising result ; namely, that the difference
in educational achievement seems to be correlated entirely to the back-
ground with which the student enters the school, and seems to- be
almost wholly independent of differences in schooling facilities. .

I have myself not come to any conclusion as to how this result is to
be explained, but that this is the statistical result to. which Mr. Coleman
has come, I think,isundenied.. =~ .. .. = . 0 w0

Now, as for the purpose of the bill that you were good enough to
list, it seems to me that no one who believes as I do in democracy and
the American system could not agree with these purposes, so the only
possible disagreement would be on the means by which these purposes
are to be attained. Here I, for instance, very much agree with the need
for the allocation of funds for compensatory education for those who
for one reason or other are below the standards of the school, or need
compensation. . : T o

My only point is that we have not found a way of giving such com-
pensato location, which has been shown to be effective, so it seems
to me almost premature to. allocate moneys to something without
evaluation. There is a perceived deficit in achievement.  But so.far
nqtl;{ling useful to overcome this deficit has been found other than good
will. : , - o

Obviously, in my own view, there must be methods bv means of which

compensatory education can be successful, but it seems that we have

to do much more research than so far has been done to make it possible
to develop these methods. So far we have been successful in spending a
lot of money on it, on such programs as Headstart, and a number of
others, none of which, according to-all evaluations of which I am
aware, have achieved the desired result. . . ‘ S ’

If what, as I quoted before, Baratz and Ba'rati" éa,y is true, then.

compensatory education would lead at least to aztemgorary re-isolation
o

of the subject of that education, and that may, in the present climate,
be politically difficult. I hope it is not, but nonetheless it may be one of
theeffects.. .~ .0 o b
‘One other point. The bill provides for assistance and special trainin
of teachers and personnel in providing integration. I.am very muc
in favor of it, but I am wondering:what kind of special training would

be involved. I have concerned myself now for 10.years with such ques--

tions, and I must admit I do not know what kind of special training
to give anyone to help him overcome problems of integration. I simply
do not know of what it would consist. It is easy.to-institute:a course,

it is easy to:get students, it is easy to get teachers, but it is not so easy

to know what to teach.
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Mr. Pucinskr. I just want to make one final comment. You will
be happy to know that section (d) of this bill provides for “develop-

-ment and employment of new instructional techniques and materials

designed to meet the needs of racially isolated schoolchildren,” and so
many of the things that you have discussed here, in saying that we
don’t have all the answers, conceivably could be, at least we can make
a start in finding those answers within the context of section (d).

Mr. Quie ? ‘

Mr. Quie. John, why don’t you go first.

Mr. DerieNgack. Thank you, Mr. Chairman. ' ,

Dr. van den Haag, I was interested in the remark you made about
tying black to bad and white to good. You indicated in the course
of your testimony that this is part of what happens, and in studies
we find this to be part of the culture. Does that apply just among
white students, or does that apply among black students as well ?

Dr. vax pex Hasc. Curiously enough no actual research exists. It
would be very interesting to know, for instance, whether, in cultures
where blacks are practically unknown, such as Scandinavian cultures,
or others in which whites are practically unknown, such as some cul-
tures in Africa, this same kind of color discrimination obtains. To
my knowledge no systemaiic study has been made on this. I have a
few impressions. My own impressions are that regardless of any his-
torical racial precedent, children prefer light colors in all cultures
with which I am familiar,and do not like dark colors.

I think there is an exception in some Asiatic cultures, at least so I
have been told, in Chinese and other cultures, but as far as I know
in Africa and 1 Europe, the preference for light colors by children
seems to be universal. : S C

Now, as Professor Clark has found, that seems to be also true for
black students generally in the United States. He has interpreted it
in a way from which I have to dissent, but the color preference, to
whatever one attributes it, I have no reason to dispute his results in
this respect. ’ o v S

Mr. lgELLENBACK. Moving on to your testimony about Vassar, what
would you suggest doing in the Vassar type situation? Would you
suggest simplistically not asking for this integration 2 Would you sug-
gest rapid integration, to refuse to permit segregation within integra-
tion, or ;vo,uld you go ahead, and within the integrated situation
se egate., . L v ’ o .

r. vAN DEN Haae. If you will permit me, Congressman, I will
first give the answer that I gave to the Vassar administration, who
asked me the same question. I suggested that they make a big si
saying, “This is-a white middle class college. Everyone welcome who

‘wants a white middle class educaticn,”becanse that seems to:'be

basically, if you go to Vassar, what {ou“have to expect. You should
not expect to make it into a black college. You should expect to par-
ticipate in a white middle class education, which an institution such
as Vassar will give. C R L
The administration did not take my response very seriously and
I am not sure I meant it seriously, because I knew under the present
situation it cannot be done. If I had been in the administration at the
present time, it seems to me that the reasonable thing is to yield on
‘the whole to the demands of the black students. If they wish to have
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a black dormitory, I may reason with them, and point out that per-
haps it is not such a good idea, but if they wish I certainly would not
want to compel them to live in a white dormitory when they would
prefer to live among themselves. . .

I would rather expect that if they be given their own facilities, in
time the need to assert their racial pride and identity will diminish,
because it has been fulfilled to some extent, and they will find it more
easy to mingle with their white fellow students, and in_ time, so to
speak, the black dormitory may fall into disuse, in time, but I would

_myself at first yield, because I think, though I myself think there 1s
no rational reason for it, it is nonetheless an imperative psychological
need and we might as well yield to it. My exgerience as a psycho-
analyst has shown me that rational argument does not avail against
ps%({:iological needs.
r. DELLENBACE. May I now move on to the bill itself, HLR. 17846.
I will now talk to you both, because I think it is imperative that as
we look at this bill, we understand what the chairman made as his
basic point. The thrust of this bill is not to deal with the question of
whether there should or should not be integration. It has nothing
to do with whether we ought to roll back the clock or what we ought
to do. Instead it is a case of recognizing that right now, at the end of
June 1970 we have a series of court orders ordering that things be
done in certain school districts in the country, and a series of plans
which have been negotiated out between the school district personnel
and the Department of Health, Education, and Welfare which call
for moving in the direction of integration.

Now against that background, my question is this: Is it better to let
them struggle along, and somehow with all of the difficulties that will
be involved if they don’t get some special help, see what happens in
these newly integrated schools, or whether we should give the type of
help that this bill calls for making available to these districts?

Dr. Jensen, would you comment on that, because the premise of your
testimony, as I read 1t, is a different premise from that which we gave
just now laid out. - ,

Dr. Jensen. I think the school districts that are going to integrate
are going to need all the help they can get in doing this, there’s no
doubt about it. But I think this means more than just financial help.
I think it is going to require technical help as well.

I think that a good deal can probably be learned by careful studies
made where integration has already been enacted, such as in Berkeley,
Calif., which I mentioned.in the first part of my testimony, and in
Riverside, Calif., where some evaluation has been made. These pro-

grams started with adequate evaluation, but have not carried through-

on it, and it would not take a great deal of resources to find out what
has gone on in these schools, to assess their degrees of success and fail-
ure. I imagine 2 mixture of both success and failure have taken place
wherever integration has been tried in this way, so that those measures
which have proven successful, through the experience of these schools,
could be made available and known to other schools that are now just
beginning to integrate.

think that right at the beginning of integration programs we
should have assessments of the status of the school district, the stu-
iients’ level of achievement, and so forth, so that we can see the effects

ater on.
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Mr. DeLLENBACKE. Have there been any studies made of those dis-
tricts to evaluate?

Dr. Jensen. Riverside has made a study. It is fairly adequate, It is
probably one of the better ones that has been done in the country. They
have been integrated now for 4 years.

Mr. DeLLenBacE. Was the background prior to those 4 years a back-
ground that really had separate but equal facilities, or ‘was it token
separate but equal as we found unfortunately to be the case in many
places in the South. |

Dr. JenseN. I think it was probably much less the case than you find
in the South. I think the facilities were probably more nearly sep-
arate, but equal. It was a case of de facto segregation. -

Mr. DeLLENBACE. We would then be working against a situation

4 years in being which was built upon something closer to real equality
than we are going to find in many schools to which this bill is attempt-
ing to speak. : ' ‘ ‘ ‘

Dr. Jensen. That is true and that is the case in Berkeley. One thing
about Berkeley, we have good baseline data, meaning predesegregation
data, which they did not obtain in Riverside, and so comparisons in
Berkeley would be excellent. One other advantage of Berkeley is that
the difference between the white and black populations in Berkeley
is quite large. It is larger than you will find in most school districts. -

Mr. DerLENBACE. Differences of what nature? :

Dr. Jensen. Differences in average ability levels, measured by IQ
tests and so forth. There is some 20 to 25 IQ points difference between
the white and the black populations in Berkeley, and yet they have
been completely integrated. The black population in the schools is 40

percent of the total school population. We have complete integration

at the classroom level in Berkeley.

Mr. DeLLENBACK. Is that data available in summarized form, so that
any schools that are interested in obtaining it can doso?

Dr. Jensen. The baseline data are available, but the followup data
are not, as far as I know, because the evaluation was not continued be-
yond the baseline, It was called off. A plan for 5 years of evaluation
was made, but it was called off at the end of the first year of school
integration. :

Now, the school claims to be doing some evaluation on its own. The
University of California had been responsible for conducting this
evaluation program, as an outside agency, going into the schools to
conduct evaluation each spring over a period of several years.

Since I was the director of this evaluation program, and since I
became a notorious figure in Berkeley, and in the Nation by now, as
a result of my Harvard Educational Review article, pressure was
brought upon the Berkeley school administration to discontinue the
study, and the university was asked to withdraw from it.

The school has not had the resources itself to continue the study,
unfortunately. I think such a study would be very revealing, and 1
think a lot could be learned there. If complete integration can work
in Berkeley, it can probably work in many other communities, al-
though I will say the Berkeley population itself, the adult population,
has been very receptive to integration, which would not be the case
in many other localities. = . ” : :

Mr. Derrexpack. Then you would feel, moving against that back-
ground into the situation to which I have alluged, where we have
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literally hundreds of school districts, largely in the South which must:
over the course of these next few months, get ready for a situation
which will obtain in September, that this type of assistance, imperfect.
as it may be, preferring something else as perhaps you do——

Dr. Jensex. It would be better than nothing, yes, certainly.

. Mr. DerreNBACK. It would be better than nothing?

Dr. JEnsex. Yes. ’

" Mr. DeLexpack. Would there be any other specifics under section
6, of authorized activities, that you would feel would be desirable ? The
chairman read those. He talked in terms of financial assistance shall
be available “to carry out the purposes of this act including” and then
he read down the list of the inclusions. :

Dr. Jensen. Right. I think that' is a very. good list, and I can’t
think of anything I would add to it. My additions would be in section
10. Although I would say if various school systems attempt the evalua-
tion will have to be a spot evaluation. You can’t do an adequate research
job on every school system. This is obvious. There isn’t the personnel
or the time for it, but there should be spot checks in various places that
are trying different sorts of programs to see which ones work and
whichdon’t. . ‘ o

Mr. DELLENBACK. You are aware that the thrust of this bill is not to
dictate from Washington that. which shall be done. T

Dr. Jensen. Absolutely, yes. . :

Mr. DELLENBACK. But it 1s an attempt to go down into the district.
- Dr. Jensen. Right. SR

Mr. DeLLenBacK. And let there be a diversity of things done, with
emphasis placed in different places in different districts, because of
the fact that the situation will be different in each district. -

Dr. Jensen. Right. The law says it must be done. It should be done,
then, as effectively as possible and to the greatest benefit of all children.

Mr. DeLLenBack. So it would be: your feeling that this type of
assistance against this present situation would' be desirable, better
than letting it just go by itself, and that it should be—— C :

Dr. Jensen. I think it would. Yes, indeed. But I think the evalua-
tion part is absolutely essential. Otherwise, I think you are wasting
money, because you are not finding out what is going on and what will
work, so that others can benefit. Coe e

Mr. DeLLensack. T agree with you very much on this and we will
touch on evaluation in a minute, but I'want to be sure that as far as
the bill itself is concerned, your testimony is, I gather, in'strong sup-
port of this concept of giving some help to these districts that must
move forward. Am I correctinthis? - =~ "

Dr. JenseN. Absolutely. -~ e ‘ S

Mr. DeLLeNBacK. And there would be nothing else that offhand
you would think of as additional authorized activities that these funds
should be ntilized for. and I am not meaning to push you on that at the
moment. Tf after looking it over you come up with certain sugges-
tions—— T o

Dr. Jensen. No. as T looked it over I thought 1t was a very com-
prehensive set of objectives. ~ - T 1 .

Mr. DeLLENRACK. Now on this matter of evaluation, I think this is
one of the great weaknesses not only of the integration-segregation,

‘but we find in program after program in education and in other
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programs we do not have adequate evaluation. We create a pro-
gram, we launch the program, and then we don’t go in afterwards
to see what the hand of man has wrought really in final results, so I find
myself in strong agreement with what you say on this.

Section 10 is an attempt to have it done, this evaluation, not just
by the local district doing it itself. o

Dr. Jensen. Right. I emphasize that in my preliminary statement,
because I don’t think you can simply set aside a little money for the
local district to submit a report on how it all turned out. This, I think,
1s totally inadequate. That is why reviews of the research, such as I
‘Ic)}ombed out 1n this journal, entitled “Desegregation and Minority
‘Group Performance, Effects of Desegregation” are so inconclusive.
Most of the research has been left up to the local districts, and they
have done only small scale studies. I would prefer seeing two or three
excellent large-scale studies on a par with the Coleman study, let’s
.say, to having 100 small studies conducted by local school districts.

Mr. DeLLENBACE. Provisions. of section 10, the Secretary would
move forward to do the evaluating. - - v

Dr. van den Haag, would you essentially say the same things that
Dr. Jensen has said on this last line of questioning?

Dr. vaN pEN Haac. Essentially, with one addition. I would very
much urge that the bill make it mandatory that evaluation be under-
taken by outside agencies, for the very simple reason that I agree with
Dr. Jensen that the school boards usually do not have the facilities,
-and, of course, they may also be in the nature of the matter somewhat
biased, in favor of their own effort, so I think it is extremely essential
to make it mandatory that outside agencies, such as universities, make
the evaluation required. ' ' b C o

T agree with every other statement that Professor Jensen made, and
basically with the statements in the bill itself. I would just place more
emphasis, as you yourself have, Congressman, on evaluation, and on
its being undertaken from the outside. 3 , N

Mr. DeLieneack. Thank you very much. Thank you, Mr. Chairman.

Mr. PociNskr. Mr. Quie. - a ' 7

Mr. Quie. I would like to briefly pursue the statement you made at
the end of your testimony, that race relations are worse now than they
were in 1954. In that regard, I would tend, myself, to agree with Dr.
Clark, where you quote him assaying that: -~ - '

“The apparent emotional stability of the Southern Negro child may
be indicative only of the fact that through rigid racial segregation
and is?,la:tion he has accepted as normal the fact of his inferior social
status. ' ' S SR '

Prior to 1954, even in the North, it seems to me, many blacks accepted.

their inferior social status and weren’t doing much about it. Haven’t
race relations worsened now, primarily from the fact that the black
is asserting himself? He wants some equality with the white, and any
time any group starts doing that, they cause some difficult relations.
That must have occurred in Boston, when the Irish asserted themselves,
and with many other groupsaswell. = o o

Dr. van pEx Haae. I would not share your interpretation, sir. Let
me point out that Professor Clark’s idea that it was due to acceptance
and so on is no more than an idea. There is no evidence whatsoever
about it. Yet when I speak of a worsening of race relations, I have in
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mind very concrete material facts, from rioting to violence of various
kinds.

Now, of course, it may be said, and I would certainly not wish to
disagree with you on that, that these may be phenomena that occur
in the nature of a rapid change taking place, and that the outcome
may nonetheless be beneficial. I would think that this is a matter of
interpretation. I don’t think though that I would fully agree that these
phenomena, the violence. the rioting and so on, are unavoidable effects
of improvement. I would rather think that they are the effects of
excessive promises, which lead to expectations that could not, under
any circumstances, be fulfilled. I apply that to the bill that you are now
considering. It seems to me that to some extent it suggests that mere
integration will itself lead to an improvement in education. That is a
gromiSe that it may not be able to fulfill. And this unfulfilled promise,

think, is likely to lead to expectations, which in turn may, in my
opinion, make race relations not better, but worse.

Not that I am not in favor as much as I hope we all are. of giving
equal opportunities to all races, as the court has mandated. But this
differs from sort of implying the promise that by integration achieve-
ments will occur which I do not think integration can promise. That
is, I think, the mistake we have made in the past, and that I fear, unless
we place more emphasis on evaluation of our efforts and on inter-
pretation we may continue to make.

Mr. Qure. What do you think of the concept. if that is your philoso-
phy, of putting greater emphasis and even Federal expenditures. in
teaching young people about themselves in their own racial and cul-
tural group ? The chairman of this committee had a bill which would
have encouraged the teaching of the various subcultures, and we on

the committee decided we wouldn’t go ahead with it, that there are -

other priorities that are greater. Just from what you have said in your
testimony, it sounds like you might be favorable to that concept.

Dr. vax pEN Haac. Yes, except that I would not think that we can
really teach this. You cannot teach “racial pride” in education. It is
an emotional matter. But I think you can give opportunities for it,
and T think these opportunities would largely refer to the development
of, at least temporarily, separate institutions involving schooling,
social activities and so on, which would give an opportunity for the
construction and display of this sort of pride. I would be very much
in favor of teaching it, 1f I knew how, but I don’t know how you can
teach a group to identify with itself. I don’t know of any method
of doing that, but I certainly would again be in favor of trying to
do research, and see what perhaps can be done, but to my knowledge
nothing is known at this point.

Mr. Pucinskr. Would you yield at this point.?

Mr. Qure. I yield. , . ‘ ,

Mr. Pocinskr. The committee has reached no final decision on that
bill. The committer discussed it, Lbut did not reach agre~ment and
I would not want the record to show that somehow that bill has been
dronped, because I think it is very much alive. . .

Mr. QuiE. It needs a transfusion or somethins perhaps.

Mr. Pocinsgr. Wait until you see what kind of a transfusion this
bill needs. ‘

Mr. Qure. That is all.
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Mr. Pucinskl. Gentlemen, one question that occurs to me, and I
don’t know whether I am right or wrong, but if there is any validity
at all in your testimony, and it is very strong testimony, questioning
- very severely the potential success of integrated education, as I see
your testimony here, it is quite conceivable that if we carrﬁ out your
suggestions in section 10, and set up a very effective machinery for
evafuating the results of this effort by the administration to pour a
huge sum of money into these schools that are undergoing integra-
tion, if indeed the evaluation should ultimately sustain your con-
‘clusions, it is conceivable that this bill could shoot down Brown, and
actually establish for the first time the kind of race relations which
you gentlemen say is nonexistent.

In other words, I was under the impression that Dr. Coleman and
various others had made extensive studies, but you gentlemen chal-
lenge the conclusiveness of those studies, and so do you think it is
possible that if indeed we do make available all of these programs that
are incorporated in this bill, and we make available the funds incor-
porated in this bill, or even $150 million that has already worked its
way through the Senate, and the evaluation sustains your findings, is
it possible that the courts may want to take a whole new look at this
concept of forced integration in education ? - E

Dr. van pen Haae. Are you addressing this question to me, sir?

Mr. Pucinskr. I think you have raised this point and I think we
ought to have an answer. ~

Dr. vax pEx Haac. I am sorry to say that I am no better than
you would be or than anyone is, I think, in predicting the future deci-
sions of the courts. It is one thing to say what the courts ought to do,
to take possibly a new look on w%xat they call modern authority, and
on the empirical basis of their decision. Another thing is to predict -
what they will do. = : S

May 1, without claiming special competence, point out that the:
Supreme Court, if I read 1ts history correctly, has very often rein-
terpreted its past decisions in such a way as to put them in conformity
with new Imowledge, as the court then saw it. The Brown decision
itself is clearly evidence of this. 4 ' :

Mr. Poonskr. The Brown decision itself, 100 years ago the courts:
acknowledged separate but equal doctrine. ‘r

Dr. vax pENx. ¢. Yes. . - : - ; :

Mr. Pucrnskr. In 1954 they shot it down, in terms of the needs of
1954, but the thing that T am wonderin%,' gentlemen, and I am not sug-
gesting, so that the record be absolutely clear, that the courts review
this, but what I am suggesting is that if what you say is correct, that
there is no body of evi%ence at this point, and goth of you are highl
respected social scientists who obviously have made a very thoroug
study. of this case, we will for the first time have a body of evidence
from this legislation, because this legislation provides the funds and -
the machinery and the programs to do all the things that educators
have said are needed to be done to make integration a successful opera-
tion, both for the white student and the nonwhite student; but if this
evaluation, which you are now urging, should sustain your findings,.
which I gather from your testimony ﬁere that you have some serious
reservations as to whether or not integrated education can succeed,
if the subsequent evaluation should sustain your findings, then it -
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seems to me that the courts would have no recourse but to take another
look at the Brown and some of the other decisions. .

That is what I am asking you now. Is it possible that this legisla-
tion conceivably could shoot down Brown at some future date?

Dr. vaN pEN Haae. My own feeling is particularly if outside
evaluation is made mandatory, it may throw new light if not on inte-

tion altogether but on coggulsory integration, and it may indeed
ﬂd the court to approve freedom of choice to a greater degree, that
is to still outlaw de jure segregation, but to permit to a greater degree
freedom of choice than it has so far. )

It may also lead to methods of integration far more beneficial than
those we have so far tried. I certainly support all the dispositions of
this bill that mandate research. I am in favor, let me emphasize this
once more, of making this research independent of, and to have it
undertaken by agencies not directly involved in the actual-carrying
out of the things on which we want to do research for quite obvious
reasons, but if that is done, I think this bill could be very productive
for all concerned. ~ -' :

Mr. Pucinskr In the light of what you say, and I agree with you
that perhaps this bill can provide the lzind o¥ information that both
you gentlemen say up to now has been totaliy lacking, then perhaps
what we ought to do is support the $150 million that has worked its
way through the Senate, and then just set this legislation aside and
see what are the results that we get from that, and see what progress
has been made, what the communities will do with that money, and

perhaps that is the best way to proceed on this. We would have some

immediate information on this right away. :

Mr. Qure. If you will yield, $150 mi{lion is going to be used pri-
marily to prepare teachers for this fall, and you won’t be able to get
very much from that $150 million. B

Mr. Prvoinskr. Oh, no, no. Let the record be very clear on that.
I%EW has put out proposed guidelines which go much further than
that. : '

Mr. Qure. The guidelines use this $150 million primarily in prepa-
ration for this fall. That is one of the reasons they are going ahead
with this legislation. , Co

Mr. Pucinskr. If the gentleman’ will permit this observation, that
is why I think this whole approach on this $150 million is just as wrong
as wrong can be. First of all, they are taking it out of poverty money.

Mr. Quie. They are not. taking it out of poverty money. You know
‘better than that. o ' ' ' '

Mr. Pucinski. Sure they are. They are taking it out of a poverty
authorization. . o o

Mr. Quie. It is not poverty money. They have the authorization
in a number of these programs and they are going to ask for additional
-appropriations. They are not taking it away from anyone. o

‘Mr. Pucinskl. You know it is interesting that here is $150 million
working its way through the Congress and really T don’t think any-
‘body knows how that money is going to be spent. We have here what

we are led to believe are the proposed pnidelines for the distribution of

that $150 million. This is the note: “These draft criteria are being.

.considered for purposes of administering the special $150 million ap- :
propriation requested subject to change. They have not been reviewed
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by all who might be able to contribute ideas and useful suggestions™

and so on.

Here is $150 million working its way through the Congress, and no-
body really knows how this money is going to be used, by whom, for
whom, to achieve what. Now our very distinguished colleaoue, whom
I respect very highly, and is certainly a great 1nﬂuence on education in
educational policies says that the $150 million is going to be used pri-
marily for training teachers, but the people who are here from Louisi-
ana and Dade County and every place else tell us about the huge
thsmal needs that they have. They come here testifying for this

gislation because they have to make huge physical nnprovements to
take care of the new integration situation.

It seems to me that as the Mad Hatter said in Alice in Wonderland
the situation is getting curiouser and curiouser as this legislation moves

its way through the Congress.
Mr. Qure. One thm% can say we know more about what they are
15

going to do with this $150 mllhon than we had any conception what
they were going to do with ESEA orthe EOA.

Mr. Pucinskr. Gentlemen, I want to thank you for giving us a new
perspective here. I think that you have raised a lot of questions, and
as I said, I think that this legislation, the merits that I see in it is that
it will indeed provide the kind of resources for the information that
you need, then I think that there is a great deal of merit in this legis-
lation for yet another reason.

Any other questions?
Mr. Ashbrook has also requested that the statements of ﬁve other

individuals be inserted in the record. Those statements W1]l appear

at the close of today’s testimony.
The Committes will adjourn until 10 o’clock tomorrow mornmg

(The statements referred to follow :)

STATEMENT OF ARCHIE SABIN

My name is Archie Sabin. As a statistician, I have for the past several years
compiled and compared the reported results of compensatory educational pro-
grams for mmonty children financed by state and federal funds. The following
statement is a résumé of the published results of such programs as announced
by the program personnel. Since I am not a professional educator, the conclusions
stated herein are only as given in the cited reports.

I make this statement because it would appear that the subject leglslation
contemplates the expenditure of additional funds in this field upon the asump-
tion that such programs will succeed in eliminating in ‘whole or substantial part
the differences which now exist in:educability between majority and mlnority
children. All experience in the record to date is to the contrary.

The academic achievement of black children is substantially lower than for
other racial and ethnic groups. Ten to fifteen per cent of black students achieve
at or above present. school norms. Public policy and action programs have for
some years been based on the assumption that there are no irremovable ‘racial or
ethnic differences in. learning patterns and abilities® and,.hence, the recorded
‘educational achievement gap must be attributed to other factors. One theory has
been that there has been a lack of equal educational opportumty for white and

black children.?

1¥gr example. the Department of Lnbor ln 1965 fssued The Negro Family, The Case
for National Action containing the statement: “There i8 absolutely no question of any
genetic differential ;: Intelligence potential is distributed among Negro imtants ln the same:
progortlon and pattern as among Icelanders or Chinese or any other group.”

{s worth noting statistically that the ethmic educational varlation is rnlrorm
within test limitations over the whole United States. This theory, therefore, necessarily
assumes that any measurable lack of educatlonal opportunity is also uniform in all sec-
tions of the country, despite administration and other statements as to special conditions:

said to exist in the Southeast.
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In 1966, the United States Office of Education ® stated :

“It is a demonstrable fact that the talent pool in any one ethnic group is
substantially the same as that in any other ethnic group.*”

Starting with that announced principle, the Office of Education concluded
that if unequal opportunity contributes materially to the racial achievement gap,
then equalization of opportunity should eliminate or greatly reduce the gap.
Extending this principle, if black children are given greater opportunities than
white children by meang of “compensatory” programs they should more quickly
reach the projected achievement level. :

Such programs have, therefore, been devised and carried out in many areas,
supported in major part by Federal expenditures under the Elementary and
Secondary Education Act of 1965, and other legislation. A number of these
projects were reviewed by the U.S. Commission on Civil Rights in 1967.° The
report concluded that compensatory education programs “on the present scale are
unlikely to improve significantly the achievement of Negro students isloated by
race and social class.” The Commission’s review did not include the New York
Community Zoning, Open Enrollment, and More Effective Schools Programs,
and did not mention the Burket Report of Project Talent.

The fourth annual report of the Natjonal Advisory Council on the Education
of Disadvgntaged Children in 1969 reported the review of 1,000 Title .I programs

having produced cognitive gains. The report estimated that about 20,000 Title I
programs were then in operation. (The Council has not issued a 1970 report).

Of the 21 programs reported as successful by the Advisory Council, there was
one for Appalachian whites, two for Mexican-Americans and the remainder were
selected Negro volunteers and those academically advanced among the “disad-
vantaged” school population. Twenty of the Council’s successful programs were
published by HEW in a series called “Tt Works.” They included the New York
More Effective Schools and the Hartford Project Concern program.

An evaluation of the More Effective Schools project concluded “Children tested
in the fourth and fifth grade after three years of MES, were further behind the
standards of normal progress than when they began the program, and children
tested in the sixth grade were no better off - .+ . We gee in these data no reason
to expect better achievement in reading or arithmetic from the MES program as
now constituted, nor any reason to believe that the program will result in sig-
nificant alteration in the pattern of increasing retardation as a child progresses
through the grades.”®

Project Concern in Hartford reported that “the placement of two or three
children in a suburban classroom had no measurable negative effect on the
-academic achievement of the suburban child.” No advantage to any minority child
was reported.’

by providing lunches, dental and optical care, and the like. Headstart is limited
‘to pre-schoolers, however. ] .

Headstart programs operate almost entirely with volunteering children, gen-
-erally those who are academically the more able among the “culturally disadvan-
‘taged,” or those whose parents push them harder. Some Title I Programs apply to
whole schools or school districts but there is a strong tendency ‘toward favoring
those programs which attract the more able volunteering children, The fourth
annual report of the National Advisory Council on the Education of Disadvan-
taged Children listed 21 programs judged to be successful, including the New
York MES program. Of these at least 17 appear to have been selective, '

19:“1;1.8. Office of Educatlbn, American Education, “How Good Are} Our Schools 7", October

4On inguiry, the source of the stateinent was glvén as the works of Professor Ashley
Montagu. Actually Montagn had written (Perspectives in Biology and Medicine, 1961) ;
“during more than thirty-five years of reading on the subject I have not more than
ogicﬁ ior twice encountered s writer who eclaimed that the races were equal in mental
abilities, . , .
m‘ﬁztactg% 6I_‘golation in the Public Schools, A Report of the U.S. Commission on Civil

3 . , P .

¥ Center for Urban Education, Evaluation of the More Efective Schools Program,
Se;)tember 1967, ) .

U.S. Office of Education, It Works: Project Concern, Hartford, Connecticut, 1969.
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The Higher Horizons project in 1959 was inspired by the success of the Demon-
stration Guidance project.® It involved from 44 to 67 predominantly black schools
and from 12,000 to 64,000 students. However, schools were selected instead of
promising students and the annual increase in expenditure per pupil was only
on the order of $50-$60. Evaluation of the program after five years showed that
both the participating schools and the non-participating control schools had an
-average increase of two years in reading comprehension in three years time.

The next was the All Day Neighborhooed School program involving 15 New York
schools.” Seven additional teachers with special training in child development and
home and school relationships were assigned to each school. About $60 more per
pupil was spent than the city average. After several years of operation independent
evaluators could find no measurable improvement in the treated students over
those who were not.

One of the more recent New York experiments is the Community Zoning Pro-
gram, started in 1964.° It involved both increased integration and enrichment.
The integration was achieved by pairing four largely white schools with four
largely black or Puerto Rican schools and the progress came about from a large
infusion of supplies, equipment, facilities, and teachers. For example, the pupil-
-teacher ratio declined from 25.1 in 1963 to 16.1 in 1966 and the latter fizure does
not include the extra remedial and special teachers who were added. Expenditures
per pupil at the predominantly black schools prior to the combination ranged
from $18 to $162 a year higher than at the schools with which they were paired.

Evidence to date on this project shows that levels for both white and black
pupils increased—the white at a greater rate than the national norms while
achievement levels of black students declined in relation to the same standards.
After on= year of the program the number of pupils “other” than black and Puerto
Rican dropped by more than 27 per cent.

Across the country in Berkeley, California, a wide range of comnensatory pro-
grams in four majority-black schools was started several years ago.’ The tech-

niques included: reduction of class size, employment of additional special staff,

improvement of teaching materials, tutoring, community involvement, after-school
study halls, preschool programs, flexible class grouping methods, new teaching
techniques, and intergroup education for the teaching staff. Schools receiving the
treatment achieved no better than schools that did not and neither showed any
evidence of narrowing the persistent achievement gap between black and white
children.

Among the most massive of a long series of studies of academic achievement
as related to race were three, all produced by the U.S. Office of Education. Project
Talent got under way in 1960 with a sample of nearly 800 public senior high
schools.’ It was designed to measure various school characteristics at the time
and to provide measures of change over a consgiderable period of time. The study
is one of the few that relates school characteristics to the proportion of blacks
in the student bodies. v .

The report confirmed the decline in general aptitude and achievement as the
percentage of blacks in a school increases. Dropouts, absenteeism, and the volume
of assigned homework increased as the black pupil percentage increased. In urban
areas the study found that money spent per pupil, salaries of teachers, and size
of library increased as relative black enrollment grew. One rather surprising
finding was that “. .. in schools enrolling all Negreces, the test means tend to be
higher in those schools serving low-quality housing areas than in those serving
medium- and high-quality housing areas.” = , ‘

In July 1966, the Office of Education released “EQUALIity of EDUCATIONal
Opportunity” (The Coleman Report) and in the October issue of American
Education appeared an article entitled “How Good Are Qur Schools?'®** Both
dealt with large volumes of data and both confirmed the racial gap in ability and
achievement levels found in all previous studies. - :

The American Education article reported results of the Armed Forces Qualifica-
tion Test. The overall rejection rate because of mental failure was 19 per cent

for whites and 67 per cent for blacks. Black rejectees averaged one more year

of school than the white failures.

8 New York City Board of Education, Evaluation of the Community Zoning Program, 1966.
® Project Talent, G. R. Burket, et al, Selected Pupil andé School Characteristics in
Relation to Percentage of Negroes in School Enrollment, 1863.
0 J, 8. Coleman, et al.,, Equality of Educational Opportunity, 1966.
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No analysis of the effects of integration should omit reference te the District
of Columbia where the public school population is now more than 94 per cent
black. The system is also one benefiting from extensive analysis and spec1al
financing. The most recent study was a year-long study by some 80 senior in-
vestigators, assisted by numerous graduate students and other personnel.*

I attach a table summarizing special project reports. In summa2a.¥, the reﬁults
to date show that even the most intensive and costly programs iur “disadvan-
taged” children will not raise cognitive levels. In about two percent of the pro-
grams reported on thus far, some success has been claimed. On analysis such pro-
grams are found to be based on selected academically advanced children.

There is, therefore, no statistically’ acceptable evidence at the:present time

that the many millions of dollars invested in compensatory programs for black:

children have had any positive result. To the contrary, all substantiated reports
indicate that the intellectual differences between white and black students are
unchangeable and, therefore, are presumably inherent in the child rather than in
the educational process.

EFFECTS ON BLACK STUDENT ACHIEVEMENT OF INCREASING EXPENDITURES AND SERVICES -

Per pupil .
. L increase Number Number )
Project and location Date indollars . scheols  students Resultsand comments -
Banneker, St. Louis.......... 195 0 23 14,000 Results negligible,
Demonstration guidance,! New 195 80-250 1 700 Selected students, results
York. unexceptional.
Higher horizons,! New York. ... 1959 - :50-60 44-67 12-64,000 No ctl‘lanlge relative to control
. schaols.
ADNS, New York'............ (2 60 15 028 0.
Madison area, Syracuse !....... 146 100 3 2,0 Do
Berkeley, Berkeley1... ... 1961 21 ) g
Seattle, Seattle ! e .. .._... 1965 5 2 24 Bused students had shghtly
higher achievement.
Edghcaltlgmlal improvement e 1963 35 ® 30,000 No evidence.of improvement..
iladelphi
Community zonmg.s New York._ 1964 167 8 6, 349 Related to national norms white:
i : i+ pupilsinereased substantially-
. blacks declined. -
More effective schools, New 1964 5428 21 16,502 'No significant difference in the
York. - functioning of the children—

whether it was measured by
children’s ability in mathe-

matics or readmg on stand-

ardued tests

1 Racial isolation in the public schools, U.S. Commission on Civil Rights, 1967, The Commission reviewed some 20 other
en’nﬁhrpent rbo|grams. not reported because of incomplete data, time of operatlon too short etc
ot available

3 Evaluation of the commu-uty zoning program, New York City Board of Education, 1965,
4 Evaluation of the more effective schools program, Center for Urban Educat|on. September 1967
4 Difference between MES and control schools o

STATEMENT OF DR. HENRY Gmnm, Pnomss IR EMERITUS, COLUMBIA UNIVERSITY

Mr. Chairman and members of the Comm1ttee, my name 1s Henrv Garrett Iam
professor emeritus, Columbia University, where I was Professor of Psychology for
30 years and Chairman of the Psychology Department for 16 years. I have an
A.B. from the University of Richmond. an M.A. and: Ph. D. from (‘nlumbm and
an honorary Se. D. from the University of Richmond. I -have been a; v1s1tmg
professor at various universities including the University of Virginia.. . ..

- I have been president of the American Psychological: Association as well aa the
Psychometric Society and the New York Associrtion of Psychology: also A viee
president of the American Association for the Advancement of Science. I. have

. authored or edited twelve textbooks on the subject of psychology.and am the

author or co-author of many articles and monographs in scientific journals in
the field of psychology. I should be glad to furnish the Committee with a list of’
my professional publicatmns if that is desired.

"My specialized field in the science of psychology concerns itself With what
is known as experimental and differential psychology. This is the study. of the
measurement and definition of the differences among. groups’and individuals
particularly as to their mentahtv and learning capabilities. My work has been

1 A, Harry Passow, Toward Creiting o Model Urban School System, 1967.
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directly concerned with a continuing evaluation of published reports on mental
testing and understanding fthe differences which such reports show between sexes,
between various races and other socially and educationally significant groups.

And, of course, I have been a teacher, working with students of all kinds for
more than 30 years, doing research on mental measurement of learning charac-
teristics of various people under all sorts of conditions. The results of all such
testing have shown that educationally significant differences exist between all
groups and these can be measured and determined with such accuracy that
academic success and teaching requirements can be forecast with considerable
foreknowledge of the probable results.

1 submit this statement in the hearings on the Emergency Fducational Aid
Act of 1970, HL.LR. 17846 for the Committee’s consideration. Many of the provisions
of this bill which seek to ameliorate the harsh effects of court ordered integra-
tion are commendable efforts to lessen the burden of the schools.

However, to the extent that this bill assumes that the integration so ordered
will be effective in promoting an improvement in quality education for minority
children, it is wrong. To that extent the bill perpetuates and strengthens the
false assumption of many persons who believe they are acting in a moral and
humane manner in equating integration with education. The facts are unfortu-
nately to the contrary.

MaJonty and miv.ority students differ to an educationally significant degree,
first, in the measurement of over-all abstract mtelhgence used to predict schol-
astic success under existing curricula: second, in racially identifiable variations
in basic factors essential to the learning process such as verbal ability, reason-
ing, number concept and space visualization; third, in their rate of maturation
and learning progress; fourth, in the age past which no further development
of learning faculties will occur.

Those differences are not only far too great to be Sspanned by a single teacher
in the same classroom, but are not capable of being substantially changed by
integration, by social benefits or by other alterations of the environment. Learn-
ing characteristics are essentially inherent abilities which are characteristic
of the race of the child and typify its genetic mentai endowment. As the failure
of Project Head Start and other such programs showed, no compensatory train-
ing, however intensive, will make any substantial or continuing change in the
ability to learn that a child is endowed with at his birth. To say and teach
the eontrary is to raise false hopes in our nation’s youth, hopes whose inevitable
defeat is a major cause of the frustrations of our society. Sometimes the hard
truth about human capacities is kinder in the long run than sentimental hy-
potheses based on a democratic dream of creating an intellectual equality among
all of our diverse citizenry.

These conclusions of mine are not assumptions. They are confirmed results
of the objective studies which have been made in this field. I now turn to those
studies to show the extent of the differences of which I speak and their source
in the individual's mhentance

THE SIGNIFICANCE OF TESTING

On most -aspects of education, the principal support offered to the public or
to 2 Committee such as this, is made up of the purely subjective opmions of the
various speakers arising out of their own viewpoint of their experience and
their various assumptions as to the innate nature of steps which can be taken to

.correct the downward course of the educativnal process. This is nowhere more

true than in the area of assertion as to the capabilities of various types of stu-
dents and their adjustment to the learning process as we know it in this coun-
try, or conversely, the adjustment of the learning process to them.

Studies sponsored by the Government, as well as privately conducted studies,
show that major differences now exist between the different types of student
groups, including racial groups. What those differences are today, I will cover
in my next pomt Here I only wish to emphasize the fact that the magnitude :f
the differences in question is of such character that the future of American edia-
cation may well rext upon the extent to which these differences are recogmzed
and accepted.

There have come before this Committee, speakers who assert as a matter of
opinion either that such differences do not truly exist, are insignificant to the
future Oft education, or correctable by alteration of the school or lhome en-
vironment.
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On the other hand, there are those like myself, who see these differences be-
tween children as reflections of innate distinctions in their inheritance which
can no more be changed than one can grow a 6th finger on each hand by willing
it to be so.

- How then can a Committee such as this make a true distinction between such
contrary assertinns, on the resolution of which the structure of school organiza-
tion for the future may well depend? There have been developed and used for
the past century. various forms of tests to determine how children learn, how
much they can learn, and the effect on learning of changes of school and social
environment. T):¢ results of many hundreds of such studies can be found in
scientific literature. Probably the most complete summary of these studies
relating to Negro-white differences in mental performance can be found in
the encyclopedic treatise, The Testing of Negro Intelligence by Dr. Audrey M.
Shuey, professor of psychology at Randolph-Macon Woman’s College. The sum-
mary and conclusions of this volume are attached to my testimony as exhibit A.

Such testing has been routinely performed for many years by the United
States and its agencies—since at least World War I—and the result compiled

and published in tables which few, if any, of the more vocal proponents of alter-.

ing the basie school situation in the United States have even bothered to read.

Let me explain if I can what such tests mean. No complete catalog could even
be made of all of the various mental abilities which exist. Just as every in-
dividual has a finger print which is distinctive, so every person has a mental pro-
file characteristic of his own particular abilities or talents.

‘What we do know, however, are that ¢ertain of these talents have in the past
been most effective in predicting academic success under the normal curriculum
of American schools. The ability which is emphasized above all others in this
regard is the capability of the human mind to deal with abstract concepts, and
by this I mean the ability of the child to solve problems dealing with words,
numbers, diagrams, and pictures. Education today is, and probably must be,
largely the product of reading by the student.

The ability to read efficiently, to grasp and manipulate concepts conveyed by
words and pictures, is essential to scholastic accomplishment beyond certain
minimal limits. This facility has been measured for many years by what are
called intelligence tests. These tests yield a result for each individual known
as an Intelligence Quotient or 1.Q.

Some years ago. when it became unfashionable to use the term 1.Q., many of
the standard school examinations were altered to read in terms of “mental
maturity.” Under either term, the measurement was made of the child’s ability
to understand abstract concepts as measured against all other tested children
of his age and grade. Under the standard of 1.Q., the country-wide norm would
be arbitrarily set at 100 and a student scoring 110 would be above the median
of other children of his age. On the test for mental maturity, the scoring is done
by a relative grading position. Thus, & score of 6 for a child in the 5th grade
would mean that on the average, he was a year advanced over the other children
in terms of his ability to grasp the classrcom material. .

In either case, as you can see, what the tests are intended to do is to fix only
A relative measure of capability and to do this with respect to that particular
learning characteristic which in the past has had the highest correlation with
school success in the learning process—namely, the ability to deal with abstract
concepts. I emphasize the point only because there has been far too much com-
mon opinion that such tests indicate the superiority or inferiority of the individual
in some general or social sense. It is not so. What the tests do tell us is that
a specific child is likely to do well or poorly in the type of course now being taught
in most American schools. They will show whether he is a fast or a slow learner
under those circumstances.

I have emphasized the relationship between intelligence as psychologists meas-
ure it and the historical type of school in this country. As I shall explain, &
principal difficulty with the concept of forcing children of all different eapabil-
ities and talents into a singlé school room with a single curriculum is that you
thereby deprive all of the students except those with the particular talent re-
quired for that course to go without learning the subject matter which they could
otherwise absorb were an alternative method of teaching to be adopted more
suited to their own learning characteristics.

I can best illustrate the foregoing by reference to four major government
studies in this field. The fact that these studiés were done and published under
government auspices should be an assurance that they have not been stretched
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in favor of recording the racial differences which they show. As the commentary
of these reports indicates, every effort was made to come to a conclusion con-
trary to their actual results.

TEST RESULTS ON THE DISTINCTION BETWEEN BLACK AND WHITE CHILDERN

(1) Project TALENT

In 1960, a massive Government study entitled “Project TALENT” was under-
taken to test 450,000 children in representative schools throughout the United
States. The study was continued from year to year employing a battery of 19
different psychological tests. It is regarded as a reliable source of statistical
data on the testing of children. The research was financed by the Government
and was directed by Dr. John C. Flanagan, D1rect0r of the American Institute
of Research.

One of the studies made in Project TALENT was the Burket Report, entitled
“Selected Pupil and School Characteristics in Relation to Percentage of Negroes
in School Enrollment.” This Report tabulated test results on the basis of the
percentage of Negroes in given schools.

The tabulations in the Burket Report for the Southeast (Region & in Project
TALENT) range from schools which are totally white to schools which are
totally Negro. There appears to be an attenuation of test scores from the all
white to the all Negro.

That this attenuation prevails also in other geographical regions is pointed
out in the Burket Report, under the heading “Results” where it is stated (p. 4) :

“The most obvious trend is the tendency for the mean scores to decrease
as the percent of Negroes in school enrollment increases. The trend affects
tests of nonverbal abilities (e.g., test 4, Abstract Reasoning) to about the
same extent as tests of verbal abilities (e.g., test 2, Reading Comprehen-
sion). It cuts across geographical areas, appearing with almost the same
strength in the four Office of Education areas sampled: the mideast, the
Great Lakes area, the Southeast, and the Southwest.”

These results are tabulated in Table 1, which shows the mean scores of 12th
grade classes on 19 selected Project TALENT tests for the Mideast and Great
Lakes Regions, and Table 2, which shows such mean scores for the Southeast and
Southwest Regions. These tables are attached heréto as Exhibits B and C.

A pattern of difference is discernible in the attenuation with respect to the
19 different subjects, due to the changing of patterns of abilities, aptitudes and
achievements. There are several primary mental abilities found on tests: verbal,
numerical, space and reasoning. Those abilities vary from one ethnic group to
another, as well as from one age group to another.

(2) Equality of educational opportunity (Coleman Report)

The Civil Rights Act of 1964 directed a two-year nationwide survey of educa-
tion in the United States. The results of this study (usually referred to as the
Coleman Report) were published by the Government Printing Office in 1966.

The principal survey included 600,000 children in the first, third, sixth, ninth
and twelfth grades. The sample covered a total of 4,000 schools in all parts of
the country, and was so selected as to represent the country as a whole. There
was, however, some intentional over-representation of schools enrolling Negro
children and other minority groups. Tests of educational achievement, as well
as verbal and non-verbal tests of mental ability, were administered, plus ques-
tionnaires dealing with attitudes in general and home background. Findings,
which were buried in 2 mass of detail may be summarized as follows:

A. Segregaltion was found still to be prevalent. Nationwide 65 percent of
Negroes attended school largely Negro (over 90 percent), whereas 80 percent
of the white children attended schools largely white. Other. minority groups
(Orientals, Mexicans, American Indians, Puerto Ricans) were often segregabed
but not so generally as the Negro.

B. School facilities for mmonty-group_ children were not significantly inferior
fo those of whites. Differences in class size, educational programs, physical facil-
ities, and teacher qualifications, were characteristic of poor neighborhoods rather
than any one racial group as such.

C. On the various tests, Negroes were significantly below the averages of
whites. In order, they sbood: whites, Orientals, Indians, Mexicans, Puerto Ricans
and Negroes. About 15 percent of Negro children equaled or exceeded the white
average ; 85 percent fell below the average. This is the usual finding.
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D. The poorer performance of Negro pupils cannot be attributed solely to

poorer schools. The Negro lag from sixth to twelfth grades shows a marked in- -

crease (as usual) and the authors interpret this to mean an increasingly poor
educational opportunity. But the apparent chamnge downward in the Negro
averages is in part an artifact due to unequal scale units (and downward slope
in the growth curve) so that the contribution of the schools to differences in
Negro-white performance is actually negligible. Again, statistical study of the
variations from school to 8chool does not reveal the increase to be expected if
schools have a potent influence on racial differences.

E. Socio-economic status affects test performance chiefly because pupils from
better homes tend to be brighter. It is also known that the sometimes better
achievement of Negroes in a “good” white school is due to the fact that Negroes
volunteering to attend white schools tend to be brighter than Negroes who do
not choose to 1ntegrate‘

All in all, there is simply no evidence that would lead us to believe that a
Negro pupil will be made “brighter” simply by improving his school or by
putting him in & white school.

(3) Study of Negro Elementary Children in Five Southeastern States

During the 1960-61 school year a research team from the Human Develop-
ment Clinic at Florida State University made a normative study of the intel-
ligence and achievement of Negro elementary school children in five south-
eastern states.®

The sample of 1,800 represented two-thirds of one per cent of the 1,110,393
children in the elemenbary school age range within the five-state area c0mpris1ng
Florida, Georgia, Alabama, Tennessee and South Carolina. Results were ob-
tained for each child from the 1961 revision of the Stanford Binet Intelligence
Test, from the 1957 revision of the California Achievement Test and from the
Demogzraphic Data Sheet devised for the study.

In preparation for the study all of the literature concerning the use of the
Binet Scale to test Negro school children was surveyed. Most of the approxi-
mately 250 studies reviewed indicated that Negroes normally score lower than
the normative samples which excluded Negroes and that when white and Negro
samples are compared, the results usually favor the white sample. Throughout
the literature, several problems which seemed to bear directly upon the problem
ot interpreting the test have been mentioned and discussed by various authors.
These problems are variables related mainly to standardization, sampling, race
definition, social status, status and caste confasion, language, education, test
motivation, rapport, and selective migration.

One of the problems mentioned in the study was that of standardization on a
white sample, as to which it was stated (id., 37) =

‘““When one cultural group is administered an intelhgence test which has
been constructed for-and standardized on another cultural group, the for-
mer .consistently scores lower. When this effect is applied to the present
situation, the Negroes would be expected to score below norms on & white
sample.”

The most important data of the project were the means and standard devia-
tions of the Binet I1.Q., the mental ages, and the California grade placements.
The Negro elementary school children had a mean 1.Q. of 80.7 and a standard
deviation of 12.4, as compared with Terman and Merrill’s data of a mean 1.Q.
of 101.8 and a standard deviation of 16.4.

The analysis of the tests showed that (p. 109) :

~ “s * % in general, the abstract verbal items (vocabulary, absurdities, and

comprehension) appear at too low a level in the test. On the other hand,
rote memory items, days of the week, making change, digits, and sentence
memory are placed too high on the seale »

The study further found that (p. 110) : )

“At the sixth-grade level, where, the magnitude of 'discrepancy was the
greatest, the highest mean performance was on arithmetic fundamentals
with a mean of 5th grade, 6 months. The lowest subtest means were 4th
grade, 9 months and 4th grade, 10 months on reading comprehension and
arithmetic reasoning, respectively.”

N 1 S%e J‘itex;%rg’rfar the Center for Urban Education; by David J. 'Fox, City Unlversity ot‘
ew Yor

2 K«nnedy. Wallace A.. Van de Riet. Vernon, White, James C., Jr., “A Normative Sample
of Intelligence and Achfevement of Negro Elementary School Children in the Southeastern
United States.” Monograph, Society for Research in Thild Development. Serfal No. 90,

1963/Vol. 28, No. 6. . ]
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The report concluded that (ibid) : .
“This research has uncovered few surprises. That Negro elementary school
children score significantly lower on intelligence tests was expect:d from
a review of previcus research ; that the magnitude of the differences was as
high as it was is depressing, but we do not really know how these results
compare with white children in the Southeast. That the achievement scores
are significantly lower than the standardization sample would follow log-
ically as the achievement tests also depend upon cultural and socioeconomic
factors. That the intelligence and achievement test scores vary positively
with sociceconomic levels and negatively with age could be deduced. The
fact that there is not any significant difference in intelligence scores from
grade level to grade level nor from rural to metropolitan is surprising and
seems difficult to explain.”
The above conclusions are graphically illustrated in two charts from this
study which I attach as Exhibits D and E.

{4) Armed Forces tests

For 50 years the Armed Forces tests (chiefly tests of abstract intelligence) have
been administered to Negro and white recruits. Nation-wide results for the
latest (1966) testing® show 19 per cent of young white adults and 68 per cent of
young Negroes have failed to pass the tests. Just 12 per cent of Negroes scored as
well or better than the average white. Some Specific resultsare: . S

A. About 75 per cent of whites fall in Groups I, I1, and III—the three upper
groups. In contrast, 22 per cent of Negroes fall into these groups.

B. About 25 per cent ¢f whites fall in score-groups IV and V (the lowest
levels), whereas 75 per cent of Negroes place here, - -

C. The two top brackets contain 40 percent of the whites and about 4 per
cent of the Negroes.

The following chart illustrates the relative rank of Negro and white drafiees
in the five mental test categories:

NEGRO AND WHITE DRAFTEES RANKED IN MENTAL TEST CATEGORIES, 1966,

Percent

White Negro

Mental group draftees draftees
I, Superior_ . ___. . ..ol 7.6 0.3 25 times as many whites as Negroes.
W Higho ... 32.1 3.3 10 times as many whites as Negrces.

111, Average...._._.. .6 18.2 Twice as many whites as Negroes.

A e - 16.0 38.2 Twice as many Negroes as whiles. .
V. Borderline._._.......... ... .. .._ 9.1 37.1 4 Times as many Negroes as whites.

As indicated in the foregoing studies, major racial differences occur.in all
categories of mental ability subject to testing. These differences between black
and white children occur most importantiy.in those categories of mental ability
which are closely related to academic suceess. . ~ o N

I would like to add one further item of federally financed research. I noted

the variations by subject matter in the Burket and Kennedy: studies between.

white and black children. The exhibits show. that these important differences
consistently demonstrate strength and weakness of minority children in specific
areas. Where the Kennedy opinion I have quoted referred to “too high” and
“too low” a level on different educational factors, he was simply refusing to ree-
ognize the fact that these-black students have their own learning pattern which
differs to an educationally important degree from children of all other tested
races. I would, #::2refore, like to refer at this point to a confirming. study on this
point. . , " o C : : L
Using four mental categories—verbal ability, reasoning, number facility and
space conceptualization—Dr. Gerald S. Lesser of Harvard University, with the
support of the U.S. Office of Education, undertook a major study of mental ability

patterns in children of different social class and cultural backgrounds.* Pat-
32 Source : American Education, U.S. Departmént of Health, Education and Welfare, Office’

of Education, October 1966.
¢ Lesser. Gerald S., Fifer, Gordon, Clark, Donald H., ‘‘Mental Abilities of Children from

Different Social-Class and Cultural Gronps,” Monograph of Society for Research in Child -

Development, Seriat No. 102, 1965, Vol. 30, No. 4. :
These results and additlional research were published by Stodolsky and Lesser in the

Rarvard Educational Review, Vol. 37, No. 4 (1967), p. 546 et seq. A selection of tables and

charts from that article are attached as Exhibits F and G.
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tern-type responses on these four elements were tabled and charted separately for
Chinese, Puerto Rican, Jewish and Negro children of both high and low 1.Q. in
New York and Boston.

“The major findings were as follows :

“1. Differences in social-class placement do produce significant differences
in the absolute level of each mental ability but do not produce significant
differences in the pattems among these abilities.

“2, Differences in ethnic-group membership do produce significant dif-
ferences in both the absolute level of each mental ability and the patierns
among these abilities.

“3. Social-class and ethnicity do interact to affect the absolute level of
each mental ability but do not interact to affect the patterns among these
abilities,

“The following other specific results were found :

“1. Regarding social-class effects upon mental abilities, middle-class chil-
dren are significantly superior to lower-class children on all scales and
subtests.

“2. Regarding ethnic-group effects upon mental abilities: (a) On Verbal
ability, Jewish children ranked first (being significantly better than all
other ethnic groups), Negroes ranked second and Chinese third (both being
significantly better than Puerto Ricans), and Puerto Ricans fourth. (b) On
Reasoning, the Chinese ranked first and Jews second (both being significantly
better than Negroes and Puerto Ricans), Negroes third, and Puerto Ricans,
fourth. (¢) On Numerical ability, Jews ranked first and Chinese second (both
being significantly better than Puerto Ricans and Negroes), Puerto Ricans
third, and Negroes, fourth. (d) On Space, Chinese ranked first (being sig-
nificantly better than Puerto Ricans and Negroes), Jews second, Puerto
Ricans third, and Negroes, fourth.

* X %

“Ethnic-group affiliation also affects strongly the pattern or organization of
mental abilities, but once the pattern specific to the ethnic group emerges, social-
class variation within the ethnic group do not alter this basic organization. Ap-
parently, different mediators are associated with social-class and ethnic-group
. conditions. The mediating variables associated with ethnic-group conditions do
affect strongly the organization of abilities. while social-class status does not
appear to modify further the basic pattern associated with ethnicity.” (Id., 82-83).

EDUCATIONAL SIGNIFICANCE OF DIFFERENCE IN I.Q. AND ACHIEVEMENT LEVELS

The above-mentioned differences in I.Q. and learning patterns are significant
in an educational sense. If a group of children is one to three grades behind an-
other group, the level of the class is lowered so that the better children are not
getting a good education and the poorer ones are just being frustrated. Results
would further vary by subject and manner of teaching.

If there were complete desegregation of schools, the school admmistrator
would be faced with one of two alternatives: he could lower standards to ac-
commodate the less able Negro student, or he could maintain standards at their
present white levels. The first choice would mean that schools would be diminished
considerably in effectiveness for the superior white pupils. The second alternative
would mean an increasing number of Negro failures, drop-outs, frustration, com-
plaints of discrimination and resulting tension. Neither prospect is a pleasant
one.

But let us even suppose that some middle compromise position could be
reached as this bill seeks to do. Then we have a class not only inadequate for
some and too advanced for others, but even more importantly the content and
manner of teaching each of the subjects in the curriculum would have to be
aimed at one group, with incomprehension or lack of interest for the other.

But what of the gifted Negro child, it will be asked, can’t he do work equal to
that of the white child? The answer is in many cases that he can. But in so doing
his leadership position in his former class is forfeited, the other black children
are given a sense of rejection, and because of his ditrenng mlents he must work
much harder to retain the same level of achievement.
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THE HERITABILITY OF INTELLIGENCE

The importance of the differences given above will continue without regard
to integration or other forms of change in the school environment for the child
because of the hereditary nature of these differences. Much evidence has. been
published on the genetic aspects of intelligence. I will confine my comments on
this point to the references which I feel constitute conclusive proof of the extent
of the heritability of learning characteristics.

“The study of twins has long been recognized as one of the best ways of
determining the differing contributions of nature '(inheritance) and nurture
{environment) to intelligence.

The reasons for this are explained in an article I published a few years ago
and which summarizes the result of such research (Exhibit H attached hereto).
I will also refer to an article appearing in Science magazine,® in which twin
data accumulated over a period of 50 years was brought together for analysis.
From a thorough review of this material, ranging from data on identical twins
reared together and apart to studies of siblings and of unrelated persons reared
together and apart, it can be determined that intelligence is heritable in the
ratio of 3-1. This is in precise accord with my own findings as given in the prior
exhibit. )

The necessary conclusion here is that if we take any test area where the
average difference between Negro and white students is the usual 20 I.Q. points,
the maximum change which could possibly be made by a total alteration of all
social, educational and other factors in the environment from the time of birth
to the time of testing, would be approximately 5 points for tze average child.
Even this would not be enough to change the prior conclusions I have drawn
and, of course, any actual change under realizable programs would be con-
siderably less than any such theoretical level.

It.is obvious we must look elsewhere than to environmental manipulation for
dn appropriate educational solution to I.Q. differences.

SUMMARY AND CONCLUSIONS

In general, the Negro lags behind tbe white student in abstract intelligence,
but not in motor and mechanical intelligence or in social intelligence. The origin
of these variations is genetic, rather than cultural.

Realization of a pupil's educational potential requires matching course con-
tent, subject matter, rate of progress, and type of teaching to the student
learning pattern. ‘ ‘

Any change in the social and cultural environment by compulsory commin-
gling would not change the basic learning pattern and would increase education-
ally destructive tensions. ’ '

Scholastic success for any given individual is measured by the extent to which
his achievement maximizes his native ability. This constitutes the best prep-
aration for higher education or vocation and decreases the problem of school
dropouts and discipline. To lead these minority children to believe that by trans-
fer to a majority white, school they will thereby overcome--the handicaps of
nature and raise their educational accomplishment to the average level of whites
is the more cruel deception. Such a belief often leads to unrealistic aspirations
by the child and his parents and his ultimate frustration when this is proven
to be beyond accomplishment. The blame is then directed outward toward
society and the schools and is a major cause. of disciplinary : problems and
dropouts. ‘ ‘ S :

Maximum realization of learning potentials for both white and Negro requires
two different educational approaches and methods. In a single school, this would

" result in the track system. This system is undesirable because of the assumption

of superiority-inferiority as between tracks. Having separated school areas avoids
this. And the greater the difference between such classes in form and content, the
fewer would be the invidious comparisons which could otherwise be drawn be-
tween relative pupil accomplishment. o ‘

Alternatively, the ability of pupils to change schools under a freedom of chioice
system tends to eliminate any implication of school inferiority. A pupil who had
a choice of going to the school adapted to his ethnic learning pattern would
better understand any lack of academic accomplishment if he should ckoose to
go elsewhere for other reasons. T ‘ o

s Erlenmeyer-Kimling, L., and Jarvik, L., “Genetics and Intelligence : A Review,” Science,
1963, Vol. I, No. 3598. :
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APPENDIX A

Chapter X1

~

SUMMARY AND CONCLUSIONS

We have attempted to assemble and evaluate critically the research in the
field of Negro intelligence as determined by psychometric tests. The survey covers
a span of more than 50 ycars. Approximately 382 studies have becn examined
in which 81 tests were administered, and hundreds of thousands of Negro chil-
dren and adults from various sections of the United States, as well as some 1600

from Ontario, Canada, and the West Indian islands of Jamaica and Grand
Cayman, served as subjects.

The research has been summarized in fourteen tables. Three of these mclude
studies of school children, ten of the others deal, respectively, with the testing of
young children, high school pupils, college students, members of the Armed
Forces, veterans and other civilians, the gifted, the mentally retarded, delin-
quents, criminals, and racial hybrids; and the last one with the special studies on
selective migration. Within each table the rescarches have usually been grouped
according to the test employed, with the Southern studies appearing first in
chronological order, followed in turn by those from the Border and Northern
states. We have, whenever possible; attempted to include the following items for
each work examined: author; date, location of study, number of subjects, age,
grade (if in school, or highest grade completed if not in school) and method by
which sclected; results; and some comment of the investigator. If white sub]ects
were included in the research, comparable data on these were tabulated.

Younc CHILDREN:

Approxlmately 1700 colored and 18,900 white children between the ages of
two and six years served as subjects in 17 studies reported between 1922 and
1965. Ten mental tests were administered, the results of eight of them being
recorded in 1Q units.! The majority of the children were attendmg kindergartens
or nursery schools, or were ‘enrolled in day nurseries; some had been brought
regularly to a free clinic for a period of three years; others were examined relative
to the appraisal of a preschool special training program; some were tested to
determine if they were ready for first grade before the age of six, some participated
in a voluntary testing program in a first-grade preregtstratton period, and a few
were already enralled in the first grade although under six years. Still others were
selected from city playgrounds or served as sub]ects because they were within a

*The etgbt tests included: Slanlord-Bmet 1916 1937 and 1960 Form:, Draw-a-Man, wiIsC,
Lorge-Thomdxke, Peabody ' Picture Vocabulary, ind Ammons Full-Scalc Picture l’oabulary
These tests were admiinistered in 15 of the studies. - o ,
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THE TESTING OF NEGRO INTELLIGENCE

given age range and had siblings within another age range. The children lived in
eight Southern, three Border, and four Northern states.

The average 1Q’s of the various groups of colored children ranged between
83 and 101; the average 1Q's of the white groups with whom they were compared
ranged between 102 and 118. The combined averdge 1Q of the colored subjects
was 94, or approximately 12 points below that of the white Ss. '

The combined average 1Q's of colored and white children whose test scores
were reported prior to 1945 were 96.28 and 105.22, respectively, a difference of
nine points; in the 1945 to 1965 period, the respective colored and white 1Q's
were 90.79 and 107.33, a difference of 16.5 points.

In general, the colored children obtained their highest scores on Full-Range
Picture Vocabulary (106 1Q) and their lowest on Lorge-Thorndike (83 1Q) and
WISC (83 1Q); the white samples earned their highest scores, on the average, on
Full-Range Picture Vocabulary (118 1Q) and their lowest on Lorge-Thorndike
(102 1Q) and Draw-a-Man (102 IQ). '

It appears evident. therefore, that not only have young white children scored
consistently above colored children, on the average, but that young children, both
white and colored, have earned higher 1Q's than school children of their re-
spective racial groups. The higher 1Q’s obtained for young children may be
attributed in large part to the fact that they do not represent a random sampling
of their age group, since the brighter of 2- to 6-year-old children are more likely
to be present (and thercfore available for testing) in nursery schools, kindergar-
tens, playgrounds, first grades, etc., than are the duller children. It has also been
pointed out that preschool tests are not considered to be as reliable nor as valid
as tests designed for school chlldren.

ScHooL CHILDREN 'INDI\'IDUAL TESsTS

The review includes 43 m»esugauons in which fourteen individual tests were
administered to 9925 colored school children. In 23 of these rescarches white
“subjects were also tested; in two of them the colored average equaled that of the
compared white groups. However, one of the two studies (Peterson and Lanier,
1929) included white children from non- l:nghsh-spenkmg homes. lecludmg the
records of the whites who spoke a foreign language at home, the ‘median of the
remainder is significantly above that of the colored. The other stud) (Higgins
and Sivers, 1958) involved a companson of test scores of puplls 'mcndmg schools
serving the lowest socioeconomic areas of a 'Northeastern city, and may be
presumed to have included children from non-linghsl1-spe1hng homes.?
In the 20 lmesugatlons which mcluded no white Ss, 17 "authors "report
averages that were below the white norms. Of the three in whxch the rcsults

In the opinion of the reviewer. The authors have made no comment upon thls poml
Also, their method of sclection may have had the clfcct of cxcludmg some gifted children,
particularly among the whites. See pp. 41-42,
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SUMMARY AND CONCLUSIONS

compare favorably with the white norms, only Graham'’s Atlanta group (1926)
and one of Long's Washington, D. C,, groups (1933) were described as unselected.
The other group examined by Long and those included in Beckham's data (192
were not randomly selected. "

In 26 studics the colored subjects were selected at random within the condi-
tions of the experiment and the results presented in terms of IQ. The average
1Q of thesc Negro children tested in the rural South was 77; in the Southern
cities and towns, 83; in threce Border cities, 90; and in the Northern cities and
towns, 86. In the Border cities only children in the loser elementary grades were
examined.

The average 1Q's of colored and white children who were examined between
1921 and 1944 were 85 and 99, vespectively, a difference of 14 points; in the period
between 1945 and 1964 the respective colored and white averages were 82 and
96, a difference of 14 points.

In the ten studies in which whites and Negroes were selected from the same
neighborhoods, where mill whites were compared with Negro children of varying
status, and where white and colored subjects were matched for occupational
status of father or sociocconomic status of the home, with one exception the
colored have scored the lower.® Where comparisons were made in terms of IQ the
colored averaged about nine points below the matched white groups.

ScHooL CHILDREN NoN-VErBAL Grour TEesTs

Forty-one studies which utilized seventeen nonverbal group tests in the
examination of about 14,800 colored school children have been reviewed. White
chiidren were included in 22 of the investigations. In all of these the white
subjects secured higher averages than the colored of the same localities or cities.

In the nineteen experimental studies where the scores of the Negroes were
compared with white norms, all except Long (1933) reported inferiority. of the
colored. In general, the children seem to have been selected by random or
stratified sampling or else saturated samples were obtained.

In 28 of the investigations, including 9300 cclored children, the results were
given in terms of group IQ’s. The combined average was approximately 85,
ranging from 77 in the rural North, through 80 in the rural South, 83 in the
urban North, 86 in the urban South, to 91 in the urban Border states and the
District of Columbia. The Negro children tested in the Border cities (St. Louis
and Washington) were all in the lower elementary grades.

The combined average IQ’s of colored and white children who were
examined between 1925 and 1944 were 83 and 99, respectively, a difference of
16 points; for the period between 1945 and 1964 the respective colored and white
averages proved to be 88 and 131, a difference of 13 points.

“The exception was reported by Higgins and Sivers previously noted.
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ScHooL CHILDREN VErRBAL Groupr TESTS

We ha2 reviewed 103 studies of colored school children in which 18 or
more psychometric verbal group tests were administered. Altogether, about
60,850 colored children were examined by these tests, about four fifths of whom
were living in urban areas and one fifth in villages or on farms. Approximately
64 per cent of the subjects were tested in the South, the other 36 per cent being
about equally divided between the Border and Northern states.

White children were also tested in 58 of the researches, the whites achieving
higher scores on the average than the Negroes in every investigation except one.*

In 45 studies the colored average: were compared only with established
norms. In 44 of these the averages were found: to be inferior to the norms, the
exception being Long’s District of Columbia group of 100 sclected subjects
(1933).

Group 1Q's have been reported by the investigators on approximateiy 50,000
Negro school children. Separating the studies into South, Border, and North,
the respective combined averages were approximately 81, 90 and 90, the overall
average being 84.

The average IQ'’s of colored and white children whose scores were reported
between 1923 and 1944 were 85 and 98, respectively, a difference of 13 points;
in the period between 1945 and 1965 the respective colored and white averages
were 83 and 99, a difference of 16 points.

HicH ScHooL STUDENTS

Twenty intelligence tests administered to approximately 23,600 colored high
school students have been reported in the 55 studies included in: this review.
About 85 per cent of the pupils werc tested in the South. In 26 of the investiga-

- tions white students were also examined, the whites always obtaining higher

average scores than the colored Ss with whom they were compared. In 29 studies
the colored averages were compared with the test norms rather than with particu-
lar white groups; among these studies there werc 45 separate¢ means reported,
43 of which were below the norms.*

IQ’s have been secured on about 13,250 Negro high school pupils whose
combined average proved to be 83.5, about the same as the combined mean 1Q
obtained on Negro school children.® The average 1Q of the Southern Negro high
school pupils was 82, that of the Border and Northern colored students, 91.

s

‘For review and appraisal of the McCord and Demerath study, see pp. 129-130.

*‘One of Oldham’s Chicago groups, identified as of good sociocconomic status, earned a
mean 1Q of 101 (1935); ‘Anderson’s Okmulgee, Oklahoma, St arhieved a2 mean of 103 (1947).

“i.e.. 84.2; this figure is bascd upon the examination of more than 66,000 colorcd school
chiidren by the various individual and group tests.
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The combined average IQ s of colored and white high school subjects whose
test scares were reported prior to 1945 were 86 and 97, respectively, a difference
of 11 points; in the 1945 to 1965 period, the respective colored and white I1Q's
were 83 and 102, a difference of 19 joints.

COLLEGE STUDENTS

About 61 per cent of the 24,640 Negro college students included in the
survey have been examined on the American Council Psychological Examination
for College Freshinen; 10 per cent have been tested on the Higher Form of the
Otis Sel!-udmzmstenng Test of Mental Ability; 21 per cent have been examined
by the Schoo! and College Ability Tests, the College Board Scholastic Aptitude
Test, or the Medical College Admission Test; and about nine per cent have been
given some other test. Ninety-eight per cent of the subjects were enrolled in
colleges for Negrocs.

The obtained averages are typically much lower than the norms provided
and below the averages of the specific white groups with whom they were com-
pared. On the Otis $-A the colored students earned an average score which placed
them at about the I3th percentile rank of the norms distribution; on the ACE
the colored achieved an average score located at about the 12th percentile rank;
and on the SCAT, the SAT, and the MCAT the Negro students attained average
scores placing them at about the 6th percentile rank according to the norms.

THE ARMED FORCES WorLp War 1

A review of the research on the Army data of World War I indicates that
white officers scored markedly above colored officers and that white enlisted
men were consistently superior to Negro enlisted men. Using the white draft as
a frame of reference with a2 mean of 100 and a standard deviation of 16, the
Combined Scale’ scores of about 28,500 colored recruits - (selected on prorata
bases) were converted into standard-score IQ’s. The mean IQ of the colored
enlisted men was 83 (Johnson, 1948), slightly more than one point below the
combined average IQ's obtained on colored school children and high school

upils.

d The Army data also indicate that Northern whites of the draft were
unequivocally superior to Northern Negroes of the draft and that Southern
white recruits were clearly superior to Southern Negro recruits. The position

'of the Northern Negro soldier relative to that of the Southern white, however,

has been the subject of debate. Instead of comparing relanvely limited numbers
of Alpha or Alpha only scores as a number of investigators had done, a more
comprehensive and accurate picture of the relative intelligence of the Southern

"The Combined Scale was a dence whereby test scores couid be converted into 2 common

scale, whether they were scores on Alpha only. Alpha and Beta, Beu only, or Beta and some -

individual test.
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THE TESTING OF NEGRO INTELLIGENCE

white and the Northern Negro recruits was obtained from data on the Com-
bined Scale. A comparison of scores on the Combined Scale of abomt 10,000
Negro and 17,000 white enlisted men fromn the four Nerthern states where
Negroes were reported to have scored their best and the four Southern states®
where whites were reported to have scored their worst shows the four groups
to rank in order of: Northern whites, Southern (and Border) whites, Northern
Negrocs, and Southern (and Border) Negroes.

THE ARMED FORCES WorrLdp War 11

Four studies have indicated that total rejection rates were higher for
Negroes than for whites in World War II and that the rejection rates due to

_educational and mental deficiency were markedly different for the two races.

Likewise, six investigations dealing with relatively small samples of. enlisted
men who were admitted to mental hygiene clinics or hospitalized in psychiatric or
neuropsychiatric wards have consistently found the Negro recruit to test below
the white. - C

A number of authors have discussed the Special Ti"ain.ing Program designed

to qualify intelligent illiterates for induction into the Army. Eighty-four per cent
of the whites and 87 per cent of the colored who were admitted to this program
completed the course satisfactorily in 8 to 13 weeks time and were assigned
to regular Army service, the men having to demonstrate a degree of military
proficiency and an achicvement of at least a fourlh-grade standard in reading

and arithmetic. In the opinion of this writer the several studies of enlisted men_

sent to the S$pecial Training Centers do not contra(hct but probably support,
the findings of other Army studies. Some of the important points to be considered

in the evaluation of the Negro-white comparisons are as follows: the large per-

centage of Negroes as compared with whites who qualified for the program, the
fact that the brighter of the illiterates were directed to the training centers, the
fact that about one third of the men sent to the training centers were literate
when they arrived (coulkd pass the necessary tests at the fourth-grade level), the
point that the ability to adjust was considered as particularly important in the
disposition of Negroes of intermediate lueraq, the inference that the English-
speaking whites necded a higher aptitude score to gradu'ue than did the Negroes,
and the fact that about 99 per cent ‘of the men released for assngnmem to regular
training scored in the two lowest classes of the AGCT, increasing the Army
manpower but not affecting the intermediate or higher levels from which leaders
could be drawn.

Several studxes, mcludmg many thousands of Negroes inducted mto ‘the

Armed Forces, were based upon data from the Adjutant Generals Omce’

From these it is evident that the colored . cnhsted man . averaged- from 25 to 30 .

*The four listed as Southern include three Southern and one Border state, Kentucky
*Davenport (1946), Stewart (1947), Star, Williams, and Stouffer (1949), and Fulk (1949).°
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standard score points below the white recruit on the Armny General Classification
Test; that significant dillerences occurred when colored and white men of the
same Military Occupitional Specialty were compared; that the diffcrences were
present when men of equivalent education were compared:'* and that the :
differences persisted when whites from an all-Southern Conmmand were compared
with Negroes from their best Northern Command. Significant differences were :
also found between Negro and white aviation cadets of World War II and
between Negro and white soldicrs (post-Korean War) who had been carefully i
matched on a number of variables.

In making comparisons between the intelligence of enlisted Negroes and
whites. one must accept certain pertinent facts that are unfavorable to the *
Negro: (1) the consistently lower scores earned by the Negroes, (2) the failure of
relatively large numbers of Negroes to be inducted, the higher rejection rates not
having been due to the presence of more physical defects. (3) the relatively smaller
number of occupational deferments given to Negroes because of special abilities
or skills, and (4) the smaller percentage of superior colored men drawn into the
officer group and thercby eliminated from the comparisons.!! On the other hand,
it seems highly probable that: (1) the lives of relatively more Negroes than
whites were culturally inpoverished, (2) proportionally more of the Negroes
were not as test-sophisticated, were less well oriented to the testing situation, were
less aware of the need for speed and attentiveness to the tasks required, were less
interested in the tests, had a greater tendency to relax, even to sleep, and (3) rela-
tively more Negroes were uninterested in fighting a war a long way from home,
felc themselves completely uprooted from their families, and anticipated litele ad-
vancement, arduous work, and white antagonism. Before one concludes that these
cultural-motivational-personality factors are or are not sufficient to explain away
the Armed Forces findings, it is suggested that he consider these studies not in
isolation but in conjunction with the research on other Negro and white samples.

st e 2 T
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SPECIAL GROUPS OF VETERANS AND OTHER CIVILIANS

In all nine of the researches deriing with the testing of special groups of .
veterans and other civilians, the colored averaged below the whites with whom
’ they were compared. In six of the studies, thé results were reported in terms of
: IQ with the colored averaging from 11 to 17 points below the white subjects and "
from 16 to 32 points below the white norms. B -

e A S AT L B AP T B s 2 o ek A e e e .

*Colored men who had compieted as much as 10 grades of schooling earned lower AGCT
scores than whites with little or no schooling. (Fulk. 1949; Fulk and Harrell, 1952) . :
*'Ginzberg observed that al the end of VW I7T there was one Ncgro officer for approximately k
every 100 Negro enlisted men ‘while the ratio’ for the Army as 2 whole was ncarly oné officer
to 8 men. (1956, p. 85) . . -
The Southern states may have contributed proportionally more white officers than did the
Northern states in WWI. See Chap. 5. fn. 30. , ~ : » C
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DEVIATES

From a combination of relatively unselected samples of white and colored
school children, it appears that proportionally the colored gifted have been
reported about one sixth as often as the white gifted and that the colored re-
tarded have been reported about six times as often as the white retarded. In the
special studies of gifted, the colored were found about one third as frequently
as were whites in proportion to the numbers surveyed. Among the special
studies of the mentally deficient, the rate for the retarded colored was approxi-
mately twice that of the rate for retarded white.

DELINQUENTS AND CRIMINALS

In all 28 of the studies reviewed, excluding Clarke’s groups matched for 1Q,
the colored delinquents averaged below the white norms or below the. white
delinquents with whom they were compared. Where the results were given in
1Q units the average of the Negro delinquents was 74, the average of the white
delinquents, about 81.

The Negro criminals likewise earned lower mcans than the white criminals
in the 16 investigations tabulated. Where the results were given in terms of IQ,

the average of the Negro felons was 81, that of the white convicts, 92. When the |

Negroes were classified according to birthplace, the Northern-born scored higher
than the Southern-born but below the native white criminals.
In the instances wherc colored criminals or delinquents were matched thh

white convicts or mlsdemeanants for occupatxonal category, school grade com-

pleted. and type of commumtv from which they had come, the differences between
the respective means were significant..

; RaciaL Hysrips

Racial hybrids have a tendency to score higher on psychometric tests, on

“the whole, than Negro groups descrnbed as unmixed.

SELECTIVE MIGRATION

"\Tort.hern Neg-roes, both children and adults, have been frequently reported
as achieving higher averages on intelligence tests than Southern Negroes of the

same grade or age. Some psychologists attribute the Northern-Southern difference .

to superior education and’ the more complex, less constrictive environment

afforded Negroes in the Northern states; others believe that the more able and;
energetic Southern' Negroes' axe likely to appreciate the advantages of hvnng in

the North and consequently: m:grate in that direction.

We have separated the research in this field into three. categones. In the

§irst two are included five studies where either the amount’of formal schooling
or a form of scholastic index was used as the criterion of mental ability. Records
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of approximately 20,000 Negro migrants when compared with those of Negro
sedents indicate that migration was generally selective. In the third category,
Negro children living in five Northern cities or in the District ot Columbia were
given intelligence tests and divided into Northern-born and Southern-born (or
within the District and outside the District), were separated into various groups
according to length of residence in the cities, or were retested after they had
lived for a period of time in these cities. 'The test scores of more than 15,000
Negro children. were thus compared. From these researches it appears evident:
(1) that the Northern-born secure higher average scores than the Southiern-born
living in the North, (2) that the District of Columbia-born on the whole earn
higher scores than those born outside the District, (3) that there is a tendency for
the IQ to improve with increase of time spent in the North, at least up to five
or six years, and (1) that when retested the 1Q’s of the Southern-born seem to
increase a little more, or to decrease a littde less, than do those of the
Northern-born Negroes. ' '

In the studies where 1Q’s were obtained, Negro children born in the Border
and Northern metropolitan centers average from one to six IQ points

higher
than Negro children living in the same cities and attending the same public
schools who were born in the South. In the opinion of the reviewer, these investi-.

gations have not disproved the hypothesis of selective migration but have shown
that selective migration does not account for all of the difference between
Northern and Southern Negroes. Our single best estimate is ‘that between seven
and ten points separate the average 1Q of Southern colored children from North-
ern and Border children of their race. If this is correct, then about half of this
difference may be accounted for by 'envixjonrhental ‘factors and half by selective
migration. o ' R

Some NorTH-SOUTH URrRBAN COMPARISONS

Recognizing the fact that urban children in general average higher in
test performance than rural children and that any comparison between Negroes
and whites from the Northern and Southern states is vitiated by the.urban-rural

mn - -variable, -we .have-attempted. .to.control..this _variable_by_comparing._only_urban..

children with urban children. We have, therefore, using Tables 1 to 5, tabulated
the means of all preschool children, school children, and high school pupils
tested in Northern or Southern towns or cities, provided their selection appeared
to have been unbiased'and the records were presented in 1Q units.?? e

i

[

[ . L PR . v Voo ; R )

i"Where authors included both rural,and urban Ss and treated their scores scparately, we
included 1he appropriate statistics; if they specified county as source.of data, or indicated that
rural children atended the consolidated or village schools, the study was excluded. We likewise
excluded some Northerih urban studies on whites and colored, identified as follows by. the’
investigators: Clark (1923) who later reported that the 1Q’s obtainéd were ‘too high; Beckham
(1933) whose Ss were not selected at random; W. W. Brown (1955) who reported IQ's only on
Ss who had failed one or more grades or one or more high school subjects; and McCord and
Demncrail, (1958 who gave no exact means or mcdians. i -

i.
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The combined mean 1Q of approximately 27,441 Northern white children
was 101.7, that of the 25,641 Southern whites, 102.2; while the combined mean
of the 15,017 Northern colored subjects was 8§8.7, and that of the 32,382
Southern Negroes, 82.6.'3 None of the specific Northern white- or Southern
white- means were below the combined mean of the Northern colored; and in
only one of the 49 studies including Northern Negroes was a mean repurted
which was above the combmed mearn of exther the Southern or the Northern
whites.1+ ‘

In so far as these groups adequately represen; their urban school—age
populations,’® it is apparent that the whites in the South and North average
about the same, that the Northern Negro averages 13 points below the whites,
and that the Southern Negro averages between 19 and 20 points below them.
It does not lend support to the view (frequently reinforced by test results
which have included rural and village Ss) that Northern whnes earn higher
mental test scores on the average than Southern whites; nor does it support
the generalization (based upon tenuous World War I ﬁndmgs) that Negroes
from some Northern states are supenor on the average to whltes from some
Southern states.

VARIABILITY

Variability appears to have been the greater among the white than among
the Negro subjects examined. Where samples of both racial | 'rroups .were
tested and compdrable s’s or Q's reported, the white subject.s proved to have been
the more variable in 67 per cent of the 200 compansons, the coloxed the more

“Probahly \[crmchlem s sludv of numbcr devclopmem in 6- aml 9-vear old \'egro chnldmn
living in Flint, Michigan. and Prince Ed\\ard County, Virginia, inay be of murcsl to the rcadcr

at this point. ln\csng.mng de\'elopmcmal changes in children's thinking as a ‘function of school
background. Mermelstein (1963) tested their conceptions of conservation of substance both by’

standard Plaget experiments and by a nonverbal technique identified as the Magic Experiment. -

He found no C\ukncc that the Flint children were superior to the Prince Edward children. at
i ’ fact that on a Northern group and one a Southern group.
'wo thirds of the Prince Ed“ard XY ar ol(h (un whom there were
rcrnnls) had had but 8 months of formal schooling pnor to the testing, \lcrmclslun ‘concluded
that *“the  results ‘are consistent with ‘the claimm that school: cxpcrlcnces are’ not of  sufficient

moment to . alter the nalural processes ‘of nd.xplnuon whlch lnkc place in the child’s a(ljuslmcnt i

to his objective world . . . (p. G0) . i : -
“A Miuncapolis s:unplc of 20 Ss. Scc. lhrd \Ionnchcsl. and Bur(lu:k (|°r°) Thls ﬁlalemcnt
does hot mean, of course, that thére were no other: Northern colorccl groups above ‘the mcans
of any Northern or Sonthern w hite Broups.
) "‘\'nrthcrn ‘white ‘children tested Were hkcl\ unrcprucnl.lu\c of the \'urlllcrn \\hue pupnla~
tion, since in more than half of the suuhcq mcluclmg lhcm lhc rucarchcrs pl:mncd to rcduce
environmental and ulnr.luou.:l (Ilﬂ’crcnccs I)el\\ccn w .md ¢ lw svlvctmg Chll(ll’tl] from mixed

schools and similar nl:llvhl)orhomls lurlllcr rclall\cl\ maore ulmdul clnldn’n in \orlhern‘

cities have heen cnrollul in :pccml clawscs aml have seldom I)ccn lnrhulul in lesung programs.

(See K. B. Clark’s refevénce to the numbct of ‘classes for re(ardc(l rluldren m lhe Harlcm'

schools alone. 1963.)

s
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variable in 26 per cent of them, and no appreciable ditference' was found in
the remaining seven per cent. The differences in the sizes of the quartile or stand-

ard deviations were usually small and the significance of the differences between
them rarcly determined. ‘

OVERLAPPING

There were 37 studies of school children in which the amount of over-
lapping was reported by the researchers or couid be determinated by the
reviewer. The overlapping ranged from 0 to 44 per cent, the avcrage being
approximately 12 per centrs ) » ’ _

At the high school level the average overlap, based on 26 comparisons in 23
studies was 10 per cent, the range of overlapping being from 0 to 69 per cent.
At the college level the average overlap, based on 18 comparisons in eleven
studies, was 7 per cent, the range being from less than one to 55 per cent. Our

calculation of the average amount of overlapping, using available data from
84,784 colored school children, high school pupils, and college students examined

in 71 studics is 11 per cent. _

The reader may compare the I/ per cent overlap 'so determined with the
schematic distributions used by Anastasi (1958, p. 549) to illustrate a 30 per cent
overlap which she noted is “close to that usually found between psychological
test scores of Negroes and whites in the United States.” This authoritative state-
ment made without supporting references is shortly followed with: “If 30 per
cent of the Negroes rcach or exceed the white median . . . .. ” and: “Under these
conditions, therefore, the ranges will overlap almost completely.” While she does

not use the expression intelligence test scores but ps rchological test scores it

is probable that many persons would infer that her assumption had become a
fact and that she was referring to intelligence testing. Certainly Klineberg (1963,
p- 202) who quotes the passage beginning: “1f 30 per cent of the Negroes . . ... ~
and Ingle (1964, p. 378) who does not quote but who writes: “If the 30 per cent
overlap usually found between the test .scores of whites and Negroces in - the

United States . . . . .. * were inferring that Anastasi implied the presence of a

- 30-per.cent overlap in intelligence. test perfarmance. .

Pettigrew (J. Negro Educ,, 1964, p. 22) likewise must have been influenced

by Anastasi’s schematic distributions (fig. 84) cited-.above and her comments,
for he includes a duplicate of the drawing with a few additions to make it easier
for the layman to understand and with the substitutionn of 25 per-cent for the

30 per cent overlap. Citing no authority for his premise  (nor does he in the

“Assuming == .20 to be “no appreciable difference™, cxeept in a»vcryvt"‘c“‘r"iqfstamv:cs where

the mneans and standard deviations were very small. S . .
. "By overlap ‘'we refer to the percentage of Negroes' scores that equaled or cxceeded the
median or. mean test score. of the compared white group. Attentioun may be called at - this

point.to the fact that in WW I slightiy more than 13 per cent of the 23,596 colared recruits

carned scores on the Combined Scale equal or superior to the average of the whitc draft. .

basced on 93,9553 cases. (Brigham, 1923)
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saine discussion accompanying the same figure in his book, A Profile of the
Negro American, 1964, p. 131) he continues with the statement: “Figure 2 shows
two typical intelligence test distributions with an overlap of 25 per, cent, that is,
25 per cent of the Negroes tested (shaded area) surpass the performance of half
of the whites tested. Notice how the ranges of the two distributions are virtually
the same, even though the means are somewhat different.”"1*

The reviewer has found the overlap to be 25 per cent or more in ten of
the 71 studies, involving 3039 of the 35,107 Negro Ss;** six of the ten researches
reported before 1945 and only two of them after 1950. Furthermore, if one looks
for the investigations that produced a 30 or more per cent overlap he would
find (according to the information  available to the reviewer) five studies,
including 872 colored cases. They are as follows: Murdoch (1920) 227; Pecterson
and Lanier, New York (1929) 187; Graham (1930) 181; Byrns (1936) 124; and
Anderson (1947) 153. All but one of them would be called *earlier, less sophisti-
cated investigations” according to Pettigrew, since they were dated prior to
World War I1. (J. Négro Educ., p. 6; also 4 Profile . . ., P 102) i

On the other hand, there are 35 of the 71 studies in which the overlap was
less than 10 per cent; these 35 included 23,222 Ss, nine of the researches dating
before the close of World War II and 17 after 1950.2° )

There seems to be no doubt that writers on the subject have assumed a much
greater percentage of overlapping than the research warrants.

StaBILITY OF 1IQ

I1Q’s of Negroes enrolled in the American public schools have proved to be
relatively stable. In the first place, the combined mean 1Q’s of Negro elementary

* Pettigrew without doubt impressed the editor of the J.Negro Educ. with the truth
of a 25 per cent overlap as well as with his scholarship for he commented as follows in an
editorial in the same issuc: “Fortunately, there arc objective investigations .available. . The
research by Thomas Pettigrew of Harvard makes clear the great amount of overlapping in the
performance of Negroes and whites on intclligence tests. He shows by facts and figures that
25 per cent of the Negro subjects recach’ or excecd the median score of the whites, and

- thercby--exceed~the —performance —-of-50 per cent--of-- the“totalmwhne populauonv»vtcstcd 2T e

(Daniel, 1964, p. 97)

Similarly,” after Haung previously (p.. 366) callcd attention to I\IcGurLs statement of a
25 per cent ovcrlap, Dreger and Miller thought as social scientists they should “set forth the
full picture. ‘The wide overlap betwcen white and Negro distributions. of scores should. be

‘ pomxed out so that it is evident:that within g’roup diffcrences are far grcater than between

group differences.” (1960, p. 874) . : e
. It might be noted at this: poxnt .that Shcrwood \Vnshburn., anthropologlst.‘ ‘while not

-committing himself on the amount of overlap, thinks of it as tremendous, {'If onc looks at .the

degree of social discrimination against Negroes and their lack of cducauon. and -also . takes into
account . the tremendous. amount of overlapping between, the observed IQ's; oE ,both, one

can make an equally good casc that given a comparable chance to that of the Whites, their
IQ’s wouid test out ahead.” (in Tumm. 1964, pp 7- 8) .
_ ®See fn. 93, Chap. J.

*For identification of thc 7 mvcstlgauons. sec pp 205-206 256, and 30.)
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school children range between 84 and 85 on Individual tests, on Nonverbal
Group, and on Verbal Group tests; (2) the combined mean IQ of Negro high
school pupils proved to be 84.1; a large unbiased sample of Negro recruits
in World War I earned a combined mcan IQ of 83;%* (1) there seems to be no
evidence that in World War II the mean test score of the Negro enlisted man
is closer to the white mean than in World War I; (5) colored children at
several editcational levels have earned average IQ's of comiparable size—groups
of Northern and Sontthern children tested in Grades 1 to 3 having earned a
combined mecan IQ of 83.1, as compared with a mean of 845 achieved by
other Negro children tested from these vegions bnt in Grades 4 to 7;** (6) the
Morthern Ss in Grades 1 to 3 earned a combined mean of 87.8, those in Grades
4 to 7, a combined mean of 8$3.2, practically the same as the combined mean

IQ of 87.6 secured from the testing of many thousands of Northern Negro

school children; (7) elementary school children of Ages 6 to 9 from Northern
and Southern states earned a combined mean IQ of 84.0, whereas other
Negro children from these areas between the Ages of 10 to 12 attained a
combined mean of 83.0; (8) Negro elementary school children tested between
1921-1944 earned a combined mean of 81.8, whereas those tested between
1945.1965 earned a combined mean IQ of 83.6; and (9) high school pupils
examined in the earlier period achieved a combined mean IQ of 86.2, while
those tested between 1945-1965 proved to have obtained a mean of 83.%

ANALYSIS oF TEsT ITEMS

In general, Negroes have been reported as earning their best scores in
tests identified as purposeful practical, and concrete, and as achxcvmg their
lowest scores in tests that involve logical analysis, abstract reasoning, and
certain perceptual-motor functions. Although these findings have been made over
a period of many years and have seldom been contradicted, some additional sup-
port for them has [ollowed the admxmstranon of the Wechsler tests to colored
subjects of varymg ages and circumstances.?* Among the. Wechsler subtests,

- AUsing the white draft as a frame of reference with a2 mean of 100-and s of 16,
Brigham’s Negro scores on the Combined Scale were "converted into standard-score IQs A
mean of 83 was secured on the 23,596 colored enlisted men. (D. 1. Johnson, 1948) '

=K. B. Clark (1965) however, reported a’ drop in median IQ of Central Harlem . school
children from 90.6 at Grade 3 to 86.3 at Grade 6. followed by 'a slight rise to 87.7 at Grade
8. These averages are based upon the following tests administered throughout New York
City at Grades 3, 6, and 8, rcspecuvelv Ohs Q -5 Alpha Otn Q-S Beta, and Pmlncr General
Ability and Intermediate Test, Form d. -

=Means "based upon 4068 and 9156 rccords of colored ‘Ss, rcspcct:vely The 66000

colored elcmemary school pup:ls u.-stcd -wcre'about"equally dxv:ded the two time
interv als. . SHA

»Approximately 21 studies have been reviewed in' which Negroes havc bccn tested | by'

the Wechsler-Bellevue, the WISC or the WAIS three of these ‘were reported before 1950 the
others between 1950 and 1964. -« -
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Negroes have appeared to their best advantage -on Comprehension,® and have
made their poorest showing on Block Design, Arvithmetical Reasoning, and Digit
Symbol. Likewise, Negro college students have shown the jeast amount of over-
lapping in the relatively abstract tests of SAT, SCAT, and MCAT. Negro pupils
have also been described as being more rigid in their responses and less able to
organize the elements of the Rorschach into a meaningful context than white
children. In a recent analysis of the responses of underprivileged Negro and
white children to a series of tests, Deutsch (1965) reported the Negro sample
as performing poorly in areas including abstraction and verbalization, the
language deficiency being evident in the use of abstractions and knowledge of
categories rather than in the use of labels and word meanings. ‘

Certain of the early investigators noted that the colored were at their best
in the rote or immediate memory type of test, the more recent work of Kennedy,
Van De Riet, and White tending to support this view.”> However, the Digit Span
subtest of the Wechsler has not generally proved to be an easy test for the various
groups of Negroes tested on it. - ’ : : “

There is a difference of opinion as to the difficulty Negroes have ‘with verbal
as compared with nonverbal test material. It has been generally assumed that
underprivileged groups such as the Negro are particularly handicapped on verbal
tests. A number of investigators, mainly before 1984, have described the language
difficulties of their colored subjects. However, Yerkes reported that Negroes at
Camp Dix, matched with white recruits for intelligence, did relatively better in
situations dealing with wovds as determined. by the Dewens Literacy Test. In
more recent year§ psychologisis have compared Verbal (or Language) and Per-
formance (or Non-Language): IQ’s on the IVecksler tests and the California
Test of Mental Maturity. In fiftcen studies in which these tests were employed,
the Negro children and adults achieved higher scores ‘'or 1Q's on theé ' Ferbal
section of the test, in seven studies their Verbal 1Q's were the lower, and in
four there was practically: no difference between thé mean Verbal and
Performance IQ's.3? : :

e et s e RACE _OF_EXPERIMENTER .o oo o

In searching for an explanation of the inferior performance of colored sub-
jects on mental tests, several critics have called atieéntion to the fact that the
examincrs were usually white and therefore unlikely to motivate the testees as
eftectively as would a member of their racial group. Canady (1936) attempted to
test this hypothesis by having some Negro and white children of Evanston, Illinois,

“Designud to measure practical judgment and common sense. . R [

SKennedy, Van De Riet, :and “White (1961) -reporied - that an " analysis: of . itein difficulty
and biserial . item correlation of the data indicated that,: in’ general, . the abstract wverbal
items' appear at too low alevel on the Stanford-Iinet, 1960 Revision and the rote ‘memory
itemis are placed too high on the scale. - Coee - R C : : i

#*Colored- school children scored no higher, on the average, on the Nonverbal than on

the Verbal Group tests (Chap. 8).
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examined twice on the Stanford-Binet, once by oue of 20 white students and
once by himself (a Negro), all of the twenty-one testers having had a course in
the measurement of intelligence and all working in the Northwestern University
clinic. About half of the children were tested first by a white and subsequently
by the colored student, the other half having the testing procedure reversed. The
average 1Q of the colored children when exmnined by Canady .was 86.79, their
average when tesied by a white E was 84. 31. Unfortunately, it is not clear whether
this difference of 218 points was due to rapport established between examiner
and colored S, to some unrccognized bias on the part of the examiner, or to some
other factor. :

Subsequent investigators have related the performance of colored subjects
to the race of the examiner in conjunction with certain other variables, such
as: dificulty of task, belief that the task was (or was not) an intelligence test,
and type of incentive cmployed.

Katz, Roberts, and Robinson (1965), for example, administered digit-symbol
substitution tests of three levels of difficulty to six groups of Southern Negro
college students, the subjects having been informed that the investigator was
studying eye-hand coordination. Half of the Ss were tested by a white person and
half by a Negro. The students tested by a white examiner did better on the
average than thosc tested by a Negro when they were working on the most
difficult of the three substitution levels. When other groups of Negro students
were tested on the most difficult task presented as a test of intélligence rather
than a study in eye-hand coordination, there was no longer a significant difference
in mean performance of the students, whether the tester was white or colored.*s-.

Vega (1964) studied the bchavior of Negro pupils in some discrimination
situations, relating speed of reaction to the race of the examiner, to the type of
incentive employed, and to other variables. The tasks were presented as a game

>Following eye-hand coordinatibn instructions, the respecuve means on the most difficult
task under white and Negro examincrs were: 28.96 and 21.39; following intelligence test instruc-

tions the respective means under white and colored testers were: 22.91 and 23.48. The former
- dlﬁerence. but not the latter, was sxgmﬁcam.

""tn describing this Tesearch, Katz (1964, p. 393) indicated that when the task was presemcd as’

a test of intelligence the Ss did not attain. higher scores in.the presence of a white E; ™. ...
the effect of the IQ instructions was to slightly clevate perforinance with a Negro tcster and
to lower scores markedly ‘in the whuc tester group so that the means for both lestcrs wcre az
about the same level.”

In another reference to the sane study howevcr. Katz, Robinson, Epps, and \Valy (1964,
p- 54) say; “But when the same task was described. as:an. intelligence test, there was marked
impairinent of performance with the white tester, while subjects who were tcsted by the Negro
experimcnter showed a slight improvement.” Notice that these authors omitted: . . . so that the
means for.both testers were at about the same level,” probably gwmg a misleading un[)re.mon
to persons reading this repori alone. ro :

Millinan and Glock (1965, p. 19) l:kcwns- appear to be m\slcadmg in thcir one-statement
review of this samne rescarch: “Katz (1964) quoted a study of his which indicated that, cspecially
with - difficule lmcllcc:udlly oriented tasks, Negro students pcrform less well with  white than

with Negro administrators.”

Bt
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in which the subject was instructed to press one of four keys, depending upon
which of four designs simultancously presented was different from the other three.
Twenty-four cards, each containing four designs, were presented successnely to
each of the 824 Negro pupils selected from Grades 2, 6, and 10 in two schools
located in Havana, Florida. Two trials were administered ata given sitting, Trial
2 being a duplicate of Trial 1; between the trials, one third of the children were
praised, one third reproved, and one third neither praised nor reproved. Half of
the subjects at each of the third grades were examined by one of three Negroes
and half by one of three whites, all six E’s being male graduate students. Combin-
ing Trials 1 and 2, the author found the mean of the pupils tested by a. Negro to
be 6.00 seconds and the mean of the pupils tested by a white man to be 6.34
seconds. The small difference appears to have been due to the operation of the
reproof condition; for the children allocated to the praise- or to the control-
condition reacted slightly faster on the average in the presence of a white
examiner, the respective mean reaction times being 5.79 and 5.78 seconds ‘(white
examiner) vs. 5.94 and 6.19 seconds (colored examiner). The children allocated
to the reproof condition, however, averaged 7.46 seconds on the combined trials
when the examiner was white, in contrast to 5.87 seconds when the examiner
was colored.

Katz, Robinson, Epps, and Waly (1964) used an hostility questionnaim
which they administered on successive days to male WNegro high school students,
each of whom was paid one dollar for an hour’s participation. On. the. first day
the test was administered under neutral instructions by a Negro. On the second
day it was given to the same subjects, half of whom were tested b\ white and
half by a Negro stranger, half of each of these groups being given the hostility
questionnaire under neutral instructions (task described as a research instrument),
and half of them with intelligence test instructions (“I am interested in this vo-
cabulary test because it will show me how intelligent you are . .. .1 want to
see how bright you boys are at ................cc.......... School . . .. .”") The authors report
_that in the neutral condition the changes in. hostility scores (from the previous
day) of those who had a white admmxstrator were only slightly different from
those who had a Negro administrator. “But when test instructions were used,
. the White Tester group. e\pressed less hostility. than previously, while the \‘egro

- Tescer group showed an increase in hostile expression.” (p. 57)2° - R

The reviewer has selected the nineteen studies made on Negro elementary

" school children in the, South where the results were given in IQ units and where
the tester was Negro (either the ‘fact was specifically..mentioned. or: else the
research was pxoduced in a Southern Negro college, the author being a candidate
for the LIasters dcgree) and compared the combined mean IQ obtamed from

*The authors mterpret thcxr ﬁndmgs as follows both admm:stralors instigated hosnhly in
Ss when they announced that they. were testing - intelligence on the sccond day; however, when
E was a \Icg-ro they revealcd their .annoyance by forming aggressive concepts, but when he was
white the nced to control hostile feelmgs resulted .in their avoxdance of aggressive words.
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the Negro examiners with that secured on all Southern Negro school children.
The 2360 elementary school children tested by Negroes earned a mean IQ of

-80.9 as compared with a combined mean of 80.6 carned by more than 30.000

Southern Negro school children, an undetermined but probably a large num-
ber of whom were tested by white investigators.>® The ‘present writer also
calculated the combined mean IQ achieved by 1796 Southern colored high
school pupils who were tested by Negro adults. ‘This was 82.9 ‘as comnpared
with a mean of 82.1 secured by nearly 9000 Southern colored hlgh school
students, many of whom were examined by whlte researchers.

From these comparisons ‘it would seem that the ‘intelligence ‘scoré of a
Negro school child or high school pupll has not been adversel\ aflected by the

presence of a white lester
| \10'1 IVATION

- Hurlock (1924), Klugman (1944) “and “Tiber (1963) have mvestlgated
the relative effect of certain incentives upon mental test performance of \egro
as compared with white school children. The results of their combined studies sug-
gest that for the average Negro child pennies or candy mints serve as the strong-
est incentive, followed by praise, followed by reproof. For the white child none of
these incentives seems to be favored over another. In ‘the best desxgned of the
three studies, Tiber found none of the differences’ between’ the- Negro groups to
be significant; in fact, the colored group (as was true of the white) unmotivated
by specific incentive—candy, "praise, or reproof-—-—scored as \\ell as any of the
experimentally motivated groups. ' ‘

In Vega’s study (1964) briefly summanzed on the’ precedmg pages, 'Negro
children were reported to have responded, when Trials 1 and 2' were combined
and no differentiation ‘was made as to race of examiner, to praise' (mean of 5. 86
seconds), followed closely by neither praise nor reproof (mean of 5.98 seconds)
followed by reproof (mean of 6.66 seconds). As was suggested prevnously, Negro
children allocated to the *cell” combining reproof and the presence of a white
examiner were slower in reaction time than Negro' children allocated ‘to “cells”
combining other conditions. Thus, his findings ‘would (1) tend to support those
of Tiber who concluded that cluldlen unmotlvated by spec1ﬁc mcentwe (c1ndy,
praise, or reproof) do about as well in‘a’testing sltu:mon as’' the- expenmentallv
motivated; and (2) suggest that at: least in the | presence of a wlute exammer the
colored child may be better motiv ‘ated by praise than by reproof e

Katz, Epps, and Axelson (1964) ‘reported : ‘that’ students in a Florlda college
for Negroes did better on: dlglt-symbol “tests” ‘when' mformed ‘that ‘théir scores
would be' compared with :their ‘own"college morms  than ‘other students -at the
college who were told that the:r scores would be compared wrth natzonal norms.

v
Js,

- ®Two of the 19 investigators ° (Mazuquc. 1934 and Youngc, 1947) mcluded pnvate school
" children. If onc eliminated the pnvate school ‘Ss”tested on' the basns of thcn‘ selectwny he would
obtain a combmcd mcan IQ of 80.4 on’ %outhern colorcd chlldren tested by members. of thelr Tace.
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Groups of white students from a Florida university, on the other hand, did
equally well under either set of instructions, i.c., comparison with their own
college or comparison with national norms. The motivation of these white and
Negro students cannot be compared eflectively, however, for the testing conditions
were difterent for the two groups. It is interesting that immediately after- the
testing session the Negro students in the national-rorms condition cared szgmﬁ
cantly more about doing well than did those Negro students who received
local-norms instructions.» ; : g ; - o

- It may be appropriate to note here that a number of mvestlgators have: found
the educational and occupational aspirations of Negro elementary and high school
children to be' as high as or higher' than those of comparable groups of white
children. They include:* Witty, Garfield, and Brink- (1941), Gray ' (1944), Boyd
(1952), Geisel (1962), Smith and Abramson (1962), Gnst and Bennett (1963)
Gottieb (1964), and R. G. Brown' (1965) 32. ‘

Probably more research is needed before one can be reasonably certain that
inferior motivation or depressed educauonal asplranon has not mﬂuenced the
mental test per[ormance of Negro sub]ects. ' R e

"SELF-ESTEEM

It is not uncommon for students in.the area of race or ethmc dnfferences to
refer to the low self-ésteem: of Negroes, this characteristic: being. attributed. to-
their inferior caste status and-one.of the several nonintellectual factors some-
times held responsible for their lower mental test scores: Various : investigators,
including K. B.:and:M. P. Clark : (1939, 1940, 1950) Landreth and: { Johnson
(1953); and Morland: (1962), -have. reported . racial recognition . and preference
for white skin, frequently :accompanied :by some: reluctance’; to; acknowledge

‘themselves as \Icgl 0, as appearing during the. preschool penod C.ntmg :the early

Clark work and that of Ruth Horowitz. (1939), who:also, reported: the . presence. -
of correct self-identification: of Negro :children of nursery school age but:did not

investigate their. pre[erences, E.-L. Horowitz '(1944) observed- thatat.the pre-

school level children:learn that'they are Ncgroes-and come.in. contact with ;the
culture  pattern \\'hgcll sa)s__. the) .are -‘inferior;.. they. may - either accept. the

PIITew 8 il
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‘nAs indicated on a self-raung scale. e iR e ) R

C ®Levin (1961) found the conccpt school to be more- fa\orably e\aluated b) Negro boys and
girls than by white boys and girls. auendmg three -integrated New 1Jersey: jumor ‘high schools. lhc
Negro boys ey aluating the conccpt slgmﬁcamly more favorably. lhan the white boys. - . Aoyl :

.On the other. hand Mmgxonc (l‘Jﬁ.J) reported ,that white rural~ orth_ Carolma ele. cntary

and lngh school puplls were more conccrncd wnh\ achle»ing hlgh st.mdards of e:\ccllence than
Negro chlldrcn in the' same gradcs. llvmg in the ‘same’ arca. and 'of “the “same socnocconomlc
status." And Mussen (l9a3), using the! Thcmaue Apperccpuon Test’ “cards,: rcponed ‘that lower-
class Negro and white New York City boys differed significantly in . their achievement . need,
the stories of the Negroes mcludmg relatnely fcw responscs thnt .indicated.: sln\'mg for
accomphshmem and success, - L ‘ shE i iy en Toonma T
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cultural evaluation of the Negro and consequently low self-cvaluation or else
there will develop in them an internal conflict between acceptance of the
cultural pattern and an attempt at self-evaluation. b '

From their analysis ot 25 New York Negro cases, some of whom were
patnents in psychotherapy and all of whom were given psychoanalytic inter-
views supplemented with projective tests, - Kardiner and Ovesey. (1951) con-
cluded that a direct effcct. of discrimination on the ‘Negro is frustrated hostitity
toward whites and low sclf-esteecm (or a tendency toward. exaggerated  self-
hatred), thesc effects being manifested, altered, or concealed in a variety of
ways. Dai (1919), from a study’of about 80 ‘Negro youths by mcans of auto-
biograpliies and clinical interviews, attributed a feeling of unworthiness to the
Negro, due in part to his: having absorbed the whnte persons evaluatlon of: hls
dark skin and hair form. ‘ : e 3 :

Allport-et al., referring to the rcport submntted to the Mn(l-century White
House Conference on Children and Youth, *a fact-finding report .on the
effects of pre_;udnce, (hscnmmatxon and segregation on the personahty develop-
ment of children . . . .” said: “Thke report . 1nd1cates that_as_minority group
children learn the inferior status to which they are assngned . .. . . they often
react with feelings of inferiority and a sense ‘of personal humiliation. Many of
them become confused about their own personal worth.”33 (1953, p. 69)
Ausubel :(1956) likewise, describing the home and community environment of
Harlem children; said that the lower-class Negro child inherits an inferior caste
status and.almost- inevitably acqmres ncgatwe sclf-estcem r.hat is the reahstlc ego
reflection of such status. X x : o

The opinion that Negroes feel nnferlor has been substannated by several
researches. Anderson (1947) indicated that: his:Okmulgee, Oklahoma, high school
Ss scored at the 35th:percentile on the sense of personal worth norms when' they
were tested: by ‘the: California Test of Personahty, Grossack (1957) having ad- -
ministered the Edwards Personal Preference Schedule to Philander Smith College-

students, reported- that -both: males and females evidenced significantly greater

needs for deference and abasement than: the normative groups;. Boykin - (1959)
stated ' that .more ‘than 700 Negro: college students® - who. had- completed the

‘Bernreuter were less self-sufficient and less self- confident than the norms: group;

Katz and Benjamxn (1969), selecting 32 Negro and 32 white male students attend-
mg New York City colleges or universities and placmg them in 16 groups each con-
sisting of two Negro and two white Ss who were matched for intelligence, required
them to work for pay under (hfferent combinations: of group- or, individual-reward
and high- or neutral- group prestlge - Combining the bxracnal groups; the authors
reported that the Negrocs spoke sngmﬁcantly less than the' whites,” that they
spoke more to ‘whites than to one another, that they ranked the whntes lngher
than themselves on mental ab:hty, but that they Eavored one another as future

’ 3'llalu: supphcd by reviewer.
31College or colleges unidentificd..
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work companions. “These results indicate that even when Negroes are given ob-

‘jective evidence of equal mental ability in a relatively brief ‘interracial contact.

they tend to feel inadequate and to orient compliantly ‘toward whites.” (p- 456)“
Roen, having closely matched 50 white and 50 colored soldiers on ten.
variables, compared their mean scores on the Army Classification Battery, the
Taylor Manifest Anxiety, the Bernreuter, and the California Test of Personality.
The only ssgmﬁcant difference. between the racial samples, in addition to the
difference in mecan intelligence, was lack of self-confidence, the: ‘Negro soldiers
obtaining the higher scores. Roen concluded that further research is warranted
on the proposition. “that Negroes as a group, lacking support from pride in
significant historical achievement, and developing in an environment of negative -
experiences, - incorporate intellectually defeating personahtv traits .‘that play a
significant role in their ability to score on measures.of intelligence.” (1960, p. 150)
Deutsch (1964), comparing 400 Negro- and white school children in Grades
4 to 6 in two schools,* reported that in all comparisons the \’egro chlldren had*
significantly more negative self-zmages than the white children.. : -
On the other hand, someé. investigators have- found the self-esteem of the
Negro subjects to equal, if not exceed;:that of the whites. .Hurlock - (1927)  ad-
ministered the first of the Downey \\'nll-Tempcrament ‘tests . to more - than 400
white and colored Ss of the same mean IQ who were in two grades of one New
York Cnty public school. This test. requnred the underlining of one word .in- each -
of 30 pairs which the pupil thought more nearly described. himself. The -per-
centage of undestrable responses underlined b) the white Ss was 7.3 as; compared,. :
with 4 6 underlmed by the .colored, indicating that the colored overrated them-
selves on desirable qualities sllghtly ‘more often:than did the whites. . . g
Patrick and Sims (1934) found samples of: ‘Northern and Southern Negro
and white. college students tested on;the Bemreuter to differ in. self-sufficiency. .
The I\egroes proved to: be . the more seIf-suffzczent with’ the, .difference _between..
the means of the’ males bemg sng;mﬁcant Bavton _(1936), -testing about 200 .
How.u-d University Negro students with ‘this. measure, reported that both sexes
scored higher in feelmg of supenauty and self-suﬁtcwnm' than the respective -
st'mdardnatxon groups. Comparmg the mean scores on the Bemreuter -of 200 ..
the Negro students were the more seIf-suﬁzcaent, the only s:gmﬁmnt dnfferencet
obtained. : '

Admnmstermg the Calzforma Test of Personaluy to approxnmately 400 .

- ®The white gmup was composed of 22 Ie\\ |sh 5 Catholnc an 5 Protestant Ss. It would be
interesting to replicate this'study but using’ pnmanl\ non-]cwxsh ‘Ss as the’ white members of the
tcams. New York City ]cwnsh college: students have been reported by ‘several researchers to be :
somewhat more dominant than NYC non-J students, It is' i possible - that thc authors Jewnsh
subjccls may. also have been relatn\'elv dommant. ‘thus serving .to. induce or, incrcase a negative .
self-fecling. on the’ part of thc:r .colored. tcam mcmben (For pertmem studws b\ Enscnbcrg.‘
Vetter. Sperling, and Shuey. see Shuey, 1944) S o

- ™Location of the schools not given, i T e T
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Negro, Amish, .and non-Amish white children in. Northern AIndiana Engle

(1945) indicated that.the colored girls and boys scored higher on the average .

on sensc of personal worth than the girls and:boys of either of the white
groups. Day (1949) reported the mean of 40 fifth-grade colored pupils in
Atlanta to be at the 60th percentile: of the norms group on sense ‘of personal
worth: Flemister (1950), testing 100 Negro pupils-in.a Raeford, North Carolina
high school, found that their average score on the sense of personal, worth was

at the 50th percentile of the normative group. Likewise, Outlaw. -{1950) reported -

that 100 Negro. rural teachers in a Tennessce county in general earned their
highest scores on sense of personal worth, tllexr median fallmg at the-75th per-
centile of the norms group. . e 2 : :

Two studics which. utllwed the Callforma Test of Personaht) were rcported‘
. from Hampton Institute. The 500 students entering this college in 1950 received

their highest scores, on:the average, on sense of personal wortl, their mean falling

at the 76th percentile of the norms: dnstrnbutxon '(Walker, 1951) Reporting on the
_results of the test administered: to 320 students entering the college in'1959, Roth

-(1961) - indicated: that the: colored Ss were-more self-reliant :(mean at.the 72nd

percentile) and had a greater sense of personal worti. (mean at. the ﬁlst percentxle) '

than the normative samples.

- Geisel (1969) compared more than 2000 colored and wlute Jumor ‘and senior
high' school students of a Southern city in'reference to a number of. varxables, one

of them being the concept of sclf. Having adopted Osgood s Semantic’ Differential -

as his measure of self-concept and using the factor loadmgs given by Osgood;

‘Geisel selected 18 words having the: hxghest loadmgs on the. three major factors: ™
'10 for the evaluative, 4 for the potency, and 4 for the activity factor. A column of

these words was set'up on one-side of the pagé and a column of thexr opposxtes
on the other, the Ss instructed to mark a: place on'the line connecting‘each ‘pair

of opposites according ‘to the: posmon that" 'very closely ‘described himself: Gelsel S
found that the" self-concept scores did not support ‘the hypothes:s of a greater -
proportion of Negroes havmg 'low: evaluatxons than whites. In fact, the Negro'
mean scores were stgmﬁcantly h:gher than those of the whxtes on the evaluatwe ‘

factor of self

- Levin (1964) ‘also employed Osgoods Semantxc Dxfferentxal as; a measureff:,
of 15 ‘concepts,’ including’ that’ of self, selecting 16" words 'believed ‘to ‘be" hxghly_'

loaded on the evaluative, potency, and actiyity factors Followmg the standard
procedure a column of 'the 16 words was set up on one side of a: page ‘and a

column of  their opposites on the other,. the. students being. mstructed to . mark

a place’ on -the line connecting, ‘each, pair;of opposxtes accordmg to. rthe posmon

that most closely described how. he felt: about hxmself R A S ATIALE

Approxnnatcly 400 colored ‘and whxte ]umor hxgh school students attendmg o
two schools in Trenton, New Jersey. and one school in a suburh in t!us state, ,wereff
tested trnider conditions of anonymity.” All’ three schools .were " mtcgrated in

Trenton, the colored compnsed 30 per cent of one’ school and 70 per cent of the

73
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other, both Negro and white children enrolled ‘in these schools coming from the -
lower socioeconomic classes. Like Geisel, Levin obtained “higher self-evaluations
among the Negro than among the white children, the differences. between the
Negro-white male suburban children and between' the ‘Negro-white female city
children being significant.3? - b ST
McDonald and Gynther (1965) attempted to"relate'race,--'séx, and social
class variables to self- and ‘ideal-self-concepts of adolescents. Obtaining Interper-
sonal Check List data from 261 Negro and ‘211  white high school seniors from
segregated schools in a Southern city, these authors reported, together with other
findings, the following: (I) as'compared with the self-descriptions of the white
pupils, the self-descriptions of ‘the Negro ‘subjects ‘yielded significantly: higher
scores in. dominance and: love ' (warmth, 'friendliness,” and. cooperation); “and
(2) as compared with the self-descriptions of the white pupils, those of the colored
were significantly closer-to their descriptions of the ideal-self. . = ol
Basing our opinion on the results of‘ the various studies:noted above, -we

T

would .=nclude that at the preschool level there seems'to be somei evidence: of

awarentss of color differences and a:feeling: of :inferiority associated with -dark
skin, but at the grade school level and continuing through :high school: and
college there is no consistent evidence of lower: self esteem in-Negroes;.if there
is a difference; it: would ‘appear to be more likely that Negroes have ‘a greater

ersonal worth, rather than the reverse. ~.* ... R

_ “\ " EnricHING ScHoor PROGrRAMS ot

. Hoping .to aid underprivileged  children in a systematic and constructive
manner, several. professional ; people—psychologists, teachers, and’ school super-
intendents—have initiated . school. programs. aimed . primarily, at  developing
middle-class §ttitudes toward achievement (motivation, :persistence, ability to
delay gratificition, and interest,in academic studies) and certain; school apti-

tudes (perceptual development, concept formation, and language development).

......

Only those projects which have included deprived Negro children examined by

mental tests will be reviewed here. .. . -

... As reported|in Wade’s; thesis (1 954), 32 ﬁrs[grade ' l\orthCarolmaNegro

children, mainly from large families of tenant farmers, were given a program of

stimulating and varied activities for a period of, three months.*® The auihor, who

was also the first-grade teacher, administered, the Otis Quick.Scoring, Alpha and -

other tests before and after the program.. She observed .ihatv,ghegméan,. _I_Qﬁof}.:th,ééé

 children dropped very slightly; from 82.8 10 82.2, = xS i

" Otlier ‘attempté at “stimulating ‘the intélléctual ' development:of~ the’ im:
P AT DL p L et el WETAETS ‘_gf_.-:’; orovany B cwaderieg b T Bga e e s

" =The high self-evaluative factor indicatirig the tendéncy to’ scoré onesel” iri' tie  dircction
of gaod, kind, clean, successful, wise, and’ healthy, tathet ‘than’ in “the ‘direction of 'bad, cruel,
dirty, etc. ', T

" “=Her program of activitics was taken from “recognized authorities in child development”.

© For review of this research; see pp. 106-107 and 116,

: R 7
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poverished, however, have produced more favorable results. Gray and Klaus
(1963, 1964)* found that their 22 subjects composing Group I (those Negro
children given intensive training during three successive summers and in
addition special work via home visitors throughout the intervening school years)
advanced in IQ from 85.6 in the early summer of 1962 to 95 in the late summer
of 1964. This increase might be attributec to some cumulative practice effect as
at the last testing the children had been examined five times on the Stanford-
Binet, Form L-M, except for the fact that the two control _groups of colored
children dropped about 5 pomts from the first to fifth testing.

It seems. unfortunate that in these excellent studies of Gray and Klaus there
could be no control of examiner’s bias., Although the psychometrists were appir-
ently not.a part of the working project and had not been informed which third
of the Murfreesboro children were.control, it is llkely that .they knew a good
deal about the project, that the enthusnasm of the .various college students,
teachers, and supervxsors working with the experimental :group aroused .their
interest, and that, in any event, it would have been almost impossible. for. them
not to detect from the behavior. of the child tested whether or not he. was a

_participant in the training program.

. In a:very brief and enthusiastic report, Brazztel and Terrell (1962) mdtcated
that they organized a six-weeks enriched program and administered it to one
first-grade group of 26 Negro children in Millington, Tennessee.** “These chlldren
were described as bemg culwurally disadvantaged as were the threé other groups
of Negro first-graders in the same town who made up the control groups. In the

.sprmg, at the end of seven months of schoolmg, the experlmental group was

given the Detroit Intelllgence Test:#* The authors do not tell us which of the
Detroxt mtelllgence tests was employed (presumablv the  Detroit "First 'Grade),
who adrmmstered and scored the tests, why it was not given before the children

'started on the program, and why it was not also’ admmlstered to any of the

three control groups. They report that thé mean IQ was 106.5 and the'standard

'dewatnon, 13.2, refer to Cronbach’s indices for underprrvrleged children, and-

cite some miscellaneous IQ means reported on Negro and white ‘groups "(not
first grade) in the state of Virginia. They conclude with’ this statement"‘“‘An
efﬁcaaous combmatlon consxstmg of a dn'ect parent teacher partnershxp, per—

”"Expcnmcntal Group m ("022 Ss) xmprovcd 5 pomts “from the first’ to fifth tcstmg
In between the first and ‘finai testings . thé  colored children” had: cxpertenccd two summer
sessions of. special training and one winter of home contacts. @ ‘ :

- #The authors specifically mention: discussing. the program thh parcnts at., wcckly mtcrvals,
use of a 30-minute.educational tclevision, program which was watchcd by the children dally

in their homes, and a six-weeks pcrxod of intensificd acnvny ‘to develop perccptxon, ‘vocabulary, '
‘'word reasoning, ability and will to follow dxrecuons

“Ir.is not clear to the rcvncwcr whcther or not’ thc ennchcd pmgram contmucd bevond the
six weeks of “readiness” up to.the time the children were’ tested in the spring: but since the
junior author was the classroom teacher (E group) . it is probable that she mtcrcstc(l them as
much as posaxble in a variety of objects and cn.nts throu;,hout thc seven months C

7>
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missive regimentation, test wisdom development, excellent materials and ener-
getic uninhibited teaching seems to have bPen the main d1scovery of thrs study
(p-6)

The last of these programs, generally called the -Banneker- School Pro]ect
attacked the complacent. attitude toward low achievement prevalent among
c1ty slum children and vigorously attempted to develop middle-class attitudes

“through motivation, drives, desires for success”. The driving force ‘behind
this achievement project was Samuel Shepard, Jr., an assistant’ superintendent
of one of St. Louis’ five elementary school: districts which in 1959 was composed
of 23 schools whose combined- enrollment was 95 per cent Negro.‘* Following
the city superintendent’s announcement in 1957 that all children' entermg the
St. Louis high schools would have to be certified (by" achievement ' tésts) on one
of three tracks: 1 (hlgh achievers), II' (average), IXI (low ach1evers) ‘and being
fully aware from previous testings that the Banneker District would ‘contribute
about 47 per cent of its 8th grade graduating class to the thxrd ‘track, Shepard
challenged the Banneker children to come up to the national averages on the
tests. Not only did he meet.frequently with groups of children throughout ' his
district—and with teachers (showing them charts indicating the standing of their
pupils on tests, adv1s1ng them to help the children by visiting their homes, and the
like), parents, librarians, principals, and business men—but he’ urged them to
adopt act10n-arous1ng mottoes, such as Success in School is My Most Important
Business!”43 :

In the two vears between 1957-58 and 1959.60, the 8th graders from Banneker
District accepted on Track I increased from 7 to 16 per cent, and those entering
Track 11 dropped from 47 to 24 per. cent:** That this 1mprovement was charac-
teristic of the city as'a whole (and not solely of Banneker) may be inferred from
a report-of W.. C. Kottmeyer in 1960, Assistant Superlntendent for Elementary'
and Special Education at that. time. He said that the proportion ‘of children
entering Track I from all St. Louis elementary schools had nearly doubled dunng :
this period (13 5 per cent to 24 per cent) and the proportron enter1ng Track III

-Shepards speech before the Dwxsron of School Psychologlsts of the American’ PS)chomgxcal
Association (1962) has been multxhthed and made. available ;through George Peabody College.
The reader may also -refer to various issues between 1959-1964. of the Southern School® News.
For warm appransal of the Bauneker work see Petngrew (1964) and. McCullers and Plant (1964)

‘“Implementing his drive to help chtldren' ‘climb’ out of povertv” Shepard used many
devices, such as: hanging prints of great art works- in classrooms,’ scndmg ‘children “on first
visits to the city art museums, and organizing “operatxon dineout”, "the : meals 'being’ ﬁnanced
by Banneker businessmen and chaperoned by .teachers. (Southern School. News, 1964, 10, ‘April,
p- 13)

“The median IQ of the Banneker high- 8th-g'raders in: 1952 53 was reported to be £49,
and in 1958-59 it was 90.5. (Southern School News, 1959, 5, Jan.; p- 12 Name of test not, mch-
cated, nor standard deviation. Notice that the terminal program, whxch removed those W1th
IQ’s between 48-78 from the regular public schools, began 'in''1955. The removal of these’ low-
scoring children, many of 'whom were in the Banneker Dtsmet, produces an en-oneous lmpressron
of improvement in 1Q. < ‘ B : e
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had declined to less than half (33 per cent to 15 per cent). Also, during this same
interval, the proportion of pupils from Long District (one of the five elementary
school diistricts, und the one nearly all white during these years) entering lugh
school on Track 1 advanced from 26 to 39 per cent and the’ plopornon of its
pupils going into Track III decreased from 12 to 5 per cent.

Obvxously, the Banneker improvement must be considered in its proper
perspective, i.e., the improvement throughout the St. Louis elementary schools.
Proceding under this assumption, the reviewer examined issues of ° the Southern
School News between the Summer of 1957 and the Spring of 1965 for zrticles on
this citi's public schools, and has noted three items that seem to pertain to the
issue in question. (1) The median IQ of Long District pupils entering Track I
in 1957-58 was 118.3, and in 1959-60 it was 118.7; however, the median IQ of the
Banneker pupils entering Track I in the earlier period was 109.1, and in the
more recent, 105.8.45 In other words, if these statistics are:correct, .the median
IQ’s of children who cnter Track I from the five school districts in different yeéars
are not necessarily the same and may not be directly comparable (2) The writer
does not know the percentage of St. Louis 8th grade children who were retained
in 1957-58 for. lack of promouon but Kottmeyer has indicated that 6.6 per cent
of the “eight high’ pupils in the Banneker District -were retained in the clemen-
tary school at the end of 1959-60, whereas 0.2 per cent of the Long District pupils
were retained at that time. This: relatively large. percentage of Banneker children
who failed to be promoted would have served to reduce the percentage of this
district entering. Track IIL. (3) There was an -increase -in -the proportion of
children not admitted to Track III because of their going into ' terminal cduca-
tion.** After the terminal: ‘program was initiated in 1955 some: children between
48 10 78 1Q commued in the regular classrooms and. subsequemlw went'into Track
I automancally, these were. children ‘who  could not be ‘enrolled in- special
classes for the retarded because of .a lack: of facilities and. there[ore did- not' go
as a.matter of course into the, two-year .terminal . high school . program.. Ry
1959—60 they were bemg identified - by tests and diverted into terminal -cduca.
tion. During the period from the begmmng of 1957-58 to the end of 1954 60
the proportion of pupils from the. city- schools: entering terminal .education’ in
high school and thereby withdrawn from Track III increased from 1.2 pu cent
to-8.2" per cent.7’ As Kottmeyer observed: “Thls should maLe tcaclnnq of

. Track III 'students’ in the hngh schools easner than it ‘has, been. in the, past.”*:

This withdrawal in increasing numbers of mem.allv retar(le(l children from
the regula.r classrooms has no doubt .given artificial . support to thc cudcme
that St. Louns hlgh school chlldren are becommg more mtelllgent

‘ "Southem School News, 1960 6. May, p 6. . St e E A :
 *Terminal edut:mon for the.retarded. children.. It eonslsts oE two ' vears ot schoolllll-. |K‘)Ond
elementary grada for cluldren who eam Bmet 1Q’s of 48-78.

"No percentage’. ﬁgurcs were rcponed for -the Banneker. stmct alom: ln thc opunon o[
(he reviewer, a ‘conscrvative estimate of increase in thu mterval would be from, 3 b to 20 pcr cent..
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Because of incomplete data the reviewer cannot report with reasonable
assurance the effect an intensive educational program has had: on the .1Q of
underprivileged Negro children exposed to it. A fair estimate is that it is far
less. than that depicted by dedicated and enthusiastic socnal workers, teachers,
psychologlsts and news reporters B -

CONTROLLING EnucumN AND Socxorsc0N0\nc ENVIRONMENT

May mvestngators have attempted to control environmental factors b) select-'v
ing white and colored subjects of the same socioeconomic status, those ltvmg in
the same neighborhood and attendmg the same schools, white and colored chil-
dren whose parents were of the same occupatlonal class, and whntes and colored

‘matched -for school grade completed and age, 'as well as fathers occupatnon ‘

residence and other variables. It is obvious that ‘the. follo\\ mg researchers have
in general ‘compared dnsadvantaged whites with drsadvantaged Negroes and that’
the former are uurepresentanve of thelr raclal group wlnle the latter are probably
rac|ally representative. 3
Strong (1913), for example, compared whlte cotton ‘mill chlldren ulth the
total group of Negro Ss ‘tested in Columbia, South Carohna, Phllhps (1914)
equated colored and white Phlladelphna pupils according to 'home rating; Arhct__
(1921) -compared a group of white children of native-born parents whose fathers
were either semiskilled or unskilled laborers with the total. Negro group, ‘88 per,-
cent of whom were of low status; Pintner and Keller (192 2) s selccted ‘for compara:’
tive purposes three Youngstown, Ohio, schools from rel'mvelv poor neighborhoods
in which a large majority were foreign- -speaking; Hurlock - (1924, 1930) selected’

~ two New York City schools, 40° per cent of the enrollments’ bcmg Neg'ro, and the:

children .in attendance descrlbed as of- the same socnl status; " Hirsch (1926)'
compared a "represent'ltwe samplmg” of Nashvnlle l\egro ‘children- wrth white ’
Massachusetts mill town Ss-of belm\-average status;’ Kempf and Colhns (1929)
compared average 1Q's of Southern ‘Illinois white Ss of native-born paren s’ ‘of the
unskilled laboring group \nth the tot'u‘ group of colored {rom the same urban
and rural localities. - AR
“R.:M. Clark (1933) tested: colored and wlnte puplls hvmg in’ the rnferlor
environment of Cleveland’s Black Belt; H: Je \anhams (1935) « obtamed IQ’s on::
pupils attending threc Milwaukee schools, a l'nrger pcrcentage ofthe ‘white: than':
the colored being from families oncounty relief;:Charles (1936) selected St. Louis"
schools: in which the social ‘environment:of -the :two:racial. samples ‘was: reported

20 be similar; Lichitenstein and A. . Brown (1938) ¢xamined: colored and: whnte{[’i '
~ public school children.in‘a Chicago area: characterized by pll)‘Slcal deterioration, '

a dccreasmg populauon,and ‘high rates. of. dependency,:.crime ‘and: delmquency,?:e
Tanser . (1939): comparcd rural colored and ‘white .school chlldren in ‘a: county of :
Ontarlo, Canada, ‘both racial- samples considered :to: be; of 'tpproxnmately equalu‘-
socioeconomic . status :and: in’ a: .community; where ‘racial pre]udlcel was ‘at ‘a‘
minimum; Bruce . (1940) matched colored and: whnte pupds in a rural Vrrglma 3
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county according to their Sims socioeconomic scores; Ries (1940) compared
white pupils from the poorest junior high school district of Louisville (where
living conditions approximated those of the Negro) with the total Negro group
(enrolled in the two Louisville junior high schools for Negroes): Shuey (1942)
matched New York University white and colored students according to occupa-
tion of father, age and amount of previous education of Ss, and other factors;
F. Brown (1944) tested white children of Minneapolis living in."a Negro

neighborhood and attending the same school where most of the Negro Ss were
enrolled. '

‘The colored and “hztc SUb_]eC[S studied b\ Rhoads. Rapoport, Kennedy
and Stokes (1945) were from the three lowest occupatnonal groups in Phila-
deiphia; Garrett (1945) compared \'orthern colored enlisted men . on Alpha with. .,
whites of considerably less educational ‘attainment; Gnﬂith (1947) examined .
colored and white chlldren of the same average socioeconomic status who were .
attendmg one school in a predommamh Negro district of: Portland, ;Oregon;’
Jordan' (1948) compared ‘Winston-Salem Negro and white school children whose .
parents were employed in the same occupations; Slivinske (1949) asLed Virginia
county classroom teachers to rate the homes of their pupils, and, he made com-
parlsons between colored and white chlldren from  “inferior” and from “‘su-
perior” homes; Fulk (1949) and Fulk and Harrell (1952) have . tabulated the
mean AGCT scores of } Negro and whne enlisted men in the Army. Air Force
Service Command accordmv to . school . grade completed; Davidson,: Gibby,
McNeil, . Segal,. and. therman (1950) matched groups. of white and colored .
psvchoneurotlc patients -at.  the Detroit Mental . Hygiene. Clinic for diagnosis,
age, and school grade completed; 1 \IcPherson (1951) selected two public schools:
in East Waco, Texas, from .the same nenghborhood, McGurk (1951) matched -
colored and white seniors in fouz teen high schools of New Jersey and Pennsylvania
for school, curriculum, age, and eleven items of the Sims scale; Bird, \Ionachesn.
and Burdick: (1952) compared colored and white middle and lower-middle class
chlldren from two Minneapolis public schools, the racial samples reporte(l as not
differing slgmﬁcantly in social status. '

--Hess (1955) compared the test scores of groups of low—status whxte ‘and
Negro -public school children .in Chicago; -McCary and' Tractir (1957) - tested -

white and: colored pupils of middle middle-class -families attendmg the same ~

Pittsburgh hlgh school; G. E. Clark (1957). examined colored and  white children -
of the'sameé socioeconomic. class areas:in St. Louis but attendmg 'separate schools; -
‘Sperrazzo and ‘Wilkins - (1958, 1959) classified ‘their: colored and ‘white: sub]ects ‘

who were:enrslled in ‘both mixed and: :separate’ public schools 'in St.: ‘Louis ‘into -

three groups: accordmg to their tathers occupauonal level; McCord and Demerath *:
(1958). compared ' the ! test:scores. of’ Cambndge and: Somervnlle, Massachusetts,_’*
colored and white- chlldren from lower: and- lower:middle socioeconomic  levels, - :
half ‘of whom " were - Delieved to be prcdclmqucnt, nggms and - Sivers (1958)“
examined _colored and ‘white: cluldren attendmg publlc schools servmg the =
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lowest socioeconomic arecas of a “northeastern city”; Fowler (1959) compared
colored and white Detroit and Hamtramck, Michigan, school children of lower-
lower socioeconomic level who had been thus classified on the basis of parental
occupation, house type, and neighborhood type; McQueen and Churn (1960)
compared colored and white children living in a “Western community” who had
been matched for school grade, age, years in the school system, residential area,
type of house, and father’s occupatxon, Roen (1960) matched colored and white
soldiers stationed in an Army post in the Southwest (after eliminating. those
of extremely low mental test scores) according to age, education, parental
occupauon and income, geographic arez of childhood, Army rank and number,
of years in service, urban or rural bacl.ground and other variables. :

Geisel (1962) separated his colored ‘and white subjects enrolled in’ ]umor-

and senior high schools in a “Southern City”” into two sociostatus groups according

to the schooling of their parents, ‘the school authorities having prevxously selected
for each racial group one junior high school whose pupils were on the whole
from lower socioeconomic backgrounds and one whose pupils were from upper
socioeconomic backgrounds; Semler and Iscoe :(1963) tested colored: and:white
children from two public schools in Austin, Texas,. selected to minimize. socio-
economic. - differences between . the - racial - samples; Tiber = (1963), using - the.
McGuire-White Indcx, identified - the social status of his subjects enrolled in:a
“Southeastern public school systei:”, and tabulated the mean IQ'’s of middlexclass.
whites, lower-class whites, and ‘lower-class Negroes; Wylie- (1963) rated the.’
occupatxons of the fathers of all children.enrolled in the only junior high school
in a *“small, highly mdustrnahzed ‘Pennsylvania city” according to Hollmgshead'I
and Redlich’s socioeconomic scale ‘positions, ‘permitting oneto compare the’
1Q’s of Negro and white pupils at either the:higher or lower. occupationai level; -
Hickerson (1953, 1965) compared San Francisco-Bay Area Negro and’ non-\legro
high school students whose fathers were employed in similar occupations, i.e., all -
were skilled or semiskilled laborers or were first grade noncommissioned officers -
in the Armed Forces; and Deutsch-and B. Brown (1964) compared colored :and
white children from an unidentified urban school system after 'selecting a sample -
stratified by race, grade level, and occupational class, the latter being based upon

a scale derived from the education of the main'‘family breadwmner and hxs_
occupauon. ‘ '

........

‘With two exceptlons, the colored averaged below the wlnte groups in mental’ ‘
test performance in all of the 42 mvesugauons o Average IQ s were _reported in

. "McCord and Demera(h reponed no essenual dlffcrenre in. memal abxlmr hctween theu’.
groups bul so tabulatcd their results that.a yeader: could. not, \enfy their. stausucs -For .
detailed comments upon ‘this rescarch, see pp. 129-130. ol e e :

Higgins and Sivers secured inconclusive results, the colored bemg the equal of the
white Ss on one (est but s:gmﬁcamly below the whites jon .the other. - The mean. difference on
the two teSts comhmed was 5.3 1Q points in fa\or of the whne Ss.. For .other comments. on this
research, see pp. - '40:41 and 117-118. P

&£ 0
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33 of the studies including a total of about 7900 colored and 9300 white Ss, and
from these a mean difference of I1 points favoring the whites was obtained.*

Twenty-five of the 41 studies were located in the North, and in at least
fourteen of the researches the colored and white children were not only attending
the same schools but were living in the same district or neighborhood.’® The

combined mean diflerence in IQ between the 2760 colored subjects tested in

the North™* and the whites of comparable socioeconomic status or occupation
was 7.6. Nearly all of these Ss in the eighteen studies ‘were of school age, the
whites and Negrocs atiending the same school and living in the same areas, many
with large Negro populations. o ‘ ' ‘ ‘ '
Where Negro pupils have been compared with whites of the same occupa-
tional or socioeconomic class and where children from two or more classes have
served as subjects, a greater difference has been found between the racial samples
at the upper than at the lower level. McGurk and Sperrazzo and Wilkins, for
example, have reported large differences between the means of their Negro and
white Ss identified as belonging to' the high socioeconomic group.and smaller
differences between the means .of their samples belonging to :the low socio-
economic group. Comparable results. have been obtained in the studies where
mean 1Q differences were reported.>: The higher. status white groups averaged the
following number of IQ points above Negro groups of comparable status: Jordan
(1948) 21.9; Slivinske (1949) 19.8. G. E. Clark (1957) 19.7, Geisel (1962) 21.2,
Wylie (1963) 22.6, and Deutsch and Brown (1964) 12.4; whereas the lowest
(or lower) status: white groups scored on the average the following number of
IQ points above comparable Negro groups of low status: Jordan.12.8, Slivinske
12.6, Clark 8.1, Geisel .11.4, Wylie 8.1, and Deutsch and Brown, 6.0.5* The com-
bined mean difference in 1Q between the 617 colored. Ss of higher status and
their 1504 white counterparts is 20.3, in contrast with a combined mean difference
of 12.2 between the 3374 colored and 2293 white ‘children of low status. The

’

latter difference is very close to: that calculated by this writer between the -

combined groups of colored v. white ‘(based upon 32 studies) where the various

investigators attempted to control several aspects of the socioeconomic environ- -

- *In contrast with a mean difference of 15-16 1Q points when random or stratified samples

have been used.

"See: Pintner and Keller; Hurlock; R. M. Clark; Williams: Lichtenstein and A. W Brown’ “

Tanser: F. Brown; Griffith; Bird, Monachesi, and Burdick; Higgins and Sivers; Fowler: McQueen
and Churn; Wylic: and: Deutsch- and B. Brown (whose rescarch is presumed  to - have. been
conducted in'a Northern city.)

*Sce: Pintner and Keller; Kempf and Collins; Hurlock; R. M. Clark; Williains; Lichtenstein -

and Brown: Tanscr: F. Brown; Rhoads, Rapoport. Kennedy. and Stokes; Griffith: Rird. Monachesi

and ‘Burdick: McCary and Tractir: Higgins and Sivers; Fowler; McQueen and ‘Chumn; ‘Wylie;

Hickerson: and Deutsch and Brown. , : A L
-0z 1Q’s tabulated, from which the present writer calculated mean differences. ' e

“Rescarches of McGurk; Wylie, and Dcutsch and Brown (probably) were conducted in the -
North; those of Clark 'and Spcrrazzo and’ Wilkins in a' Border state:’ and 'those of Jordan,

Slivinske, and Geisel in the South.

£/
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ments of their subjects.** This agrcement is no doubt due to the fact that in the
-great majority of the 32 researches the colorcd and white groups compared were
of relatively low socioeconomic status. :

The consistent and surprisingly large difierence of 20.3 IQ points separating
the high-status whites and the high-status colored is accentuated by the finding
that the mean of the latter group is 2.6 points below that of the low-status
whites.”* It is probable that the home, neighborhood, and school environments of
the white and colored lower-class children tested are more nearly alike in their
stimulating qualities* than are the home, neighborhood, and school environments
of the white and colored upper and middle-class children; but it scems.improbd-
able that upper and middle-class colored children would have no more cultural op-
portunities provided them than white children of the lower. and lowest class.
The reviewer offers two possible (and to her, reasonable) explanations of the
above findings: (1) The likelihood that status-bearing positions open to Negroes.
in the United Statés have not required as high a level of intelligence as the much
larger number of status-bearing positions open to whites.s? If this is wue, they
have not served equally as selective agents in recruiting the most able colored
from the laboring class as is true with whites. The continual drawing of the more
intelligent from the lower classes would in time produce a difterence in the mental
test scores of -the divergent classes; if this lrain is . not equally present in the
colored and white races one would expect. greater differences in the testing of-
high-status  groups and lesser differences when low-status groups are compared.
(2) The probability that the disadvantaged living in integrated neighborhoods
may not be equally representative of their respective racial groups. Living in these
mixed neighborhoods being more prestigious for colored than for whites, a form
of selective migration may be presumed to operate, “positively” for the Negroes -
and “negatively” for the whites. If this. hypothesis is correct, it would account
for the leveling tendencies observed in the test performances of the two lower-class
groups whenever the samples tested are drawn from mixed neighborhoods.

CONCLUDING STATEMENT

The remarkable consistency in test results, whether they pertain to school or
preschool children, to children between Ages 6 to 9 or 10 to 12, 1o children in
Grades 1 to 3 or 4 to 7, to high school or college students, to enlisted men or
officers in training in the Armed Forces—in World War I, World War 1I, or the

A difference of 12.2 as compared with one of 11.0.
*The combined means of the upper-status white and colored groups were, respectively,

111.88 and 91.63; the respecuve mean IQ’s of the lower stalus white and colored were 9422
and 82.04.

“j.e., culture-enriching experiences provided.

“Dreger and Miller (1960), holding the view that whites and Negroes comprise separate
castes, indicate chat they do not sce how the nature-nurture issuc can be resolved by any number
of ingenious methods of equating for social and economic variables.

7
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Post-Korean period—to vetcrans of the Armed Forces, to homeless men or

transignts, to gifted or mentally deficient, to delinquent or criminal; the
fact that differences between colored and white are present not only in the

rural and urban South, but in the Border and Northern states; the fact that

the colored preschool, school, and high school pupils living in Northern
cities tested as far below the Southern urban white children as they did below the
whites in the Northern cities; the fact that relatively small average differences
were found between the 1Q’s of Northern-born and Southern-born Negro children
in Northern cities; the fact that Negro school children and high school pupils
have achieved average IQ’s slightly lower in the past twenty years than
between 1921 and 1944; the tendency toward greater variability among whites;
the tendency for racial hybrids to score higher than those groups described as,
or inferred to be, unmixed Negro: the evidence that the mean overlap is between
7 and 13 per cent; the evidence that the tested differences appear to be greater for
. logical analysis, abstract reasoning, and perceptual-motor tasks than for practical

and concrete problems; the evidence that the tested differences may be a little.

Jess on verbal than on nonverbal tasks; the indication that the colored elementary

or high school pupil has not been adversely affected in his tested performance

by the presence of a white examiner; an indication that Negroes may have a
greater sense of personal worth than whites, at least at the elementary, high
school, and college levels; the unproved and probably erroneous assumption
that Negroes have been less well motivated on tests than whites; the fact. that
differences were reported in practically all of the studies in which the cultural
environment of the whites appeared to be similar in richness and complexity
to that of the Negroes; the fact that in many comparisons, inciuding those
in which the colored have appeared to best advantage, Negro subjects’ have
been either more representative of their racial group or more highly selected

than the comparable whites; all taken together, inevitably point to the presence

of native differences between Negroes and whites as determined by intelligence
tests. '

£3
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STATEMENT OF DR. WILLIAM SHOCKLEY, PROFESSOR OF ENGINEERING, STANFORD
' UNIVERSITY

Mr. Chairman and members of the Committee, my name is William Shockley.
I am a Professor of Engineering Science at Stanford University. I received a
B.S. degree from the California Institute of Technology and a Ph.D. from
Massachusetts Institute of Technology. I have also recelved honorary Se.D.
degrees from Rutgers University, the University of Pennsylvania and Gustavus
Adolphus College. . .

I was a co-winner of the Nobel Prize in Physics in 1956, and am a member of
the American Academy of Arts and Sciences, the National Academy of Sciences,
the American Physical Society, and Fellow, American Institute of Electrical and
Electronics Engineers. In 1946 I received the Medal of Merit from the United
States Government. ; ,

In addition to various publications in the field of physics, I am the author of
“Human-Quality Problems and Research Taboos,” an article which appeared in

New Concepts and Directions in Education (Educational Records Bureau, 1969),

and of * ‘Cooperative Correlation’ Hypothesis for Racial Differences in Earning
Power,” a paper presented at the April 29, 1970, meeting of the National Academy
of Sciences in Washington, D.C. In these articles I have urged that additional
studies be made of the effects of heredity, including race, on human behavior and
intelligence. ' o

I submit this statement to the Committee to be considered in connection with
jts review and analysis of H.R. 17846, the Emergency School Aid Act of 1970. A
fundamental premise of that legislation, as described in Section 2, is that in-
creased integration of the races in school will improve the quality of American
education. | '

In my opinion that premise lacks any substantial support in sclentific fact.
There exists between the white and black races a well known and often measured
difference in learning skills. In addition to the data that I shall present I refer
to statements of other scientists which I understand will be submitted at this
time to indicate the scope of such differences. If the congregation of the two
races in a single classroom were capable of overcoming these differences which I
have just referred to, then there could, of course, be no doubt that an increase
in integration would constitute an improvement in American educaton. And if
it were true, as many have hoped and asserted as a matter of faith, that these
learning differences are caused by the conditions which have existed in previ-
ously separate schools, then we would be forced to agree that integration could
overcome such an environmentally caused disability. s : .

Unfortunately, however desirable and humane it may appear to adopt such a

conclusion, the substantial weight of all objective scientific studies made on the
subject which I have been able to discover come to the contrary conclusion—
that the differences which exist between these children are innate. By that, I
mean that the cause of these differences has been shown time and again to be of
a hereditary character which no change in the school environment can overcome.
Moreover, the pattern of difference in learning skills has been shown to be defi-
nitely associated with race in the average individual. =~ | .
. Research directed to a more precise analysis of the origin of differences between
these children, which would give the nation a scientific basis for designing the
educational system to meet the needs of the students has been made 2 taboo
subject by many if not most, scientists today. - - '

During the past few years, I have observed that open, intensive research to
test “environment-heredity” uncertainty has been barred in the United States by
the inverted liberalism of many social scientists, who treat this problem like a
grightened person hiding a tumeor from a doctor’s inspection. ‘As a scientist it
is my greatest concern that Congress and the publie shall have available to it all
the facts which science can determine on subjects of public importance. And no
fact could be of greater public importance than the extent to which - heredity
controls the educational capabilities of our children of any race. -

Yet, on the asserted grounds of humaneness, responsible scientists today either
wholly avoid any research in this area or in some c&Ses as I will illustrate,
simply pronounce opinions of individual and race equivalence without any mean-
ingful knowledge of the underlying facts. IR R :

In my opinion, the evaluation authorization in Section 10 of this bill permits
a comprehensive and impartial determination of this issue of appropriate in-
struction by the operating agencies of government. ,

Morqover, I believe such research to be wholly humane in purpose and capable
of leading to material programs of benefit.to all Americans.

Y%
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A SCIENTIFIC BASIS FOR HUMANITARIAN RELIGIOUS PRINCIPLES

My statement today is based on two postulates that I hold to be fundamental
for civilized men:
(1) The truth shall make you free.
(2) The basis for a humane civilization is concern for memories of e¢mo-
tions stored in neurological systems of earth’s hereditary sequence.

I propose the second postulate as a scientific, modern-day foundation for the
moral principle formulated in the golden rule and by Schweitzer in his reverence
for life. I regard it as logical to take “concern for memories of emotions stored in
neurological systems of earth’s hereditary sequence” as a postulate that leads
to the golden rule as one theorem and as another to Thomas Aquinas’ conclusion
that abortion of an early foetus is not murder. I feel deep concern for the mem-
ories of frustration that will be stored in the neurological systems of babies now
alive or about to be born as an unforeseen consequence of our well-intentioned
welfare programs that may be unwittingly encouraging our most improvident to
have large families. I take this opportunity to urge once inore that this Committee
request the National Academy of Sciences to set up a study group to inquire into

- ways to determine how many probable misfits regardless of race will be born into

our potentially great society as a result of present population patterns.
To understand these problems is what I consider Scnentlﬁcally Responsnble
Brotherhood.

SCIENTIFICALLY RESPONSIBLE BROTHERIIOOD

A few days after the assassination of Dr, King, I received a telephone call
from Harold Urey who felt that his fellow Nobel Laureates should express their
feelings in some organized way. In response I suggested this statement :

“We abhor the assassination of fellow Nobel Laureate Martin Luther King, Jr.
We grieve at the silencing of his eloquent humanitarian voice. We enshrine
in our memories the goodness of his intentions to confer greatest benefit on
mankind by i mcreasmg the brotherhood of man.”

My intentions in making this statement are precisely what I attributed to
Dr. King in the phrasing of Nobel’s will. I propose as a social goal that every
baby born should have a high probability of leading a dignified, rewarding and
satisfying life regardless of its skin color or sex. To understand hereditary
cause and effect relationships for human quality problems is an obligation of
Scientifically Responsible Brotherhood. I believe also that this goal can best be

‘achieved by «pp!ymg objective scientific inquiry to our human ‘quality prob-

lems. My belieifs in this secial goal and in the nse of science to achleve 1t are
what motivate me to make this presentation.

The three Nobel Laureates whom I consider to be the most dlstmgmshed
for their decisions to set personal service to their fellow men clearly above
self interest are Dr. King, Dr. Bunche and Dr. Schweitzer.

‘Albert Schweitzer devoted his life to personal service to man. I deem that
his intellectual powers and his capacity for detailed personal observations of
African Negroes are unquestionably of the highest order. Schweitzer wrote:’

"‘With regard to Negroes, then, I have coined the formula: ‘I am your brother,

it is ‘true, but your elder brother.’” Schweitzer was labeled a racist for this
view. Academy member Carleton Coon tells me he was persecuted for publish-
ing in his Origin' of Races* scientifie speculations that Negroes are the ‘younger
brothers of Caucasians on an evolutionary basis by about 200,000 years.

If these conjectures are true that Negroes are evolutionary adolescents then
to demand that a younger brother perform beyond his basic mherent capacmes

s a most irresponsibly cruel form of brotherhood.:

To fall to urge a sound diagnosis, painful though it may be to determme if
our national racial difficulty is caused by problems of evolutionary adolescence
or by environmental disadvantages is an irresponsibility I'do not propose to
have upon my conscience nor upon the history of the National ,Academy of
Sciences of which, save for thls area of thought blockage, I am. proud to ‘be
a member. ‘

I sincerely and thoughtfully believe that my. . urrent attempts to demOnstrate
that American Negro shortcomings are preponderantly hereditary is the action
most likely to reduce Negro agony in the future. Tha.t thewell—esbablished sig-

1 Albert Schweitzer,  On the Edge of the Primeval Foreat, quoted in Gerald McKnight
Verdict on Schiweitzer, New York : John Day Co.. 1964, p. 55.
2 Carleton Coon. Orfgin of Races, New York : Knopt. 1962.

9.
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nificant differences shown in Figure 1 % ¢, %, ¢ between the I.Q. distributions of
Negroes and whites are not sc1ent1ﬁcall,\, accepted as caused almost entirely
by environmental inequalities alone is attested to by publicly-recorded views of
at least two of the most recent past 24 presidents of the American I’sychological
Association ”,° and of the very famous E. L. Thorndike before them.”

Professor Harry F. Harlow stated: “It is my opinion, and it is the opinion
of many psychologists, that the average intelligence score oZ people labeled
‘black’ are lower by about one standard devxatlon than the average of those
labeled ‘white’, and I believe that at least half of this dlfference is related to
genetic vanables ”

I understand that Professor. Garrett will submit hlS own testlmony before

“this Committee.

The late Dr. Thorndike?° estimates relative importance as follows: genes:
training : accident—80: 17: 3 and Negro overlap in IQ as 10% (10% means
offset of 1.28 standard deviation).

Furthermorce, I believe that thcrc is a most zaluable intellectual cndcawr that
might give a basis for remcdies for the growing national agonics associated with
Negro. frustration. The Negroes themselves would, I believe, be the greatest
beneficiaries. I propose a serious sc1ent1ﬁc effort to establish by how much the
distribution of hereditary potentml ‘for intelligence of our black citizens falls
below whites. Furthermore, if it is really scientifically impossible to prove that
there is any deficit whatever, then establishing the underlying cause of this
impossibility would be, I believe, of enormous value to mankind. If the cause
could be shown by new and unambiguous scientific demonstration to be that
there were no racial genetic deficits Whatever, then the resultant contributions of
this new knowledge would probably go far in solving our racial problem, includ-
ing prejudice and failure of our remedial education programs. If on the other
hand basic mental differences were acceptably established, then social actions
can be based on sound methodology rather than emotlonallv prejudiced racism.

The philosopby of Scientifically Responsible Brotherhood embraces these prin-
ciples: the courage to doubt in the face of the desire to believe is the true mark
of the scientist. The truth shall make you free. The proper study of mankind
is man.

In preparing this present statement, I concluded that T w0u1d indeed violate
the principles of Scientifically Responsible Brotherhood if, as a consequence
of personal fear, I failed to state what during the last two years of my part-time
investigations I have come to accept as facts, not yet perhaps as facts at the
level of pure mathematics or physics, but nonetheless facts that I now . consider
so unassailable that I present them with a clear scientific conscience.

The basic facts are these: Man is a mammal and subject to the same biologic
laws as other animals. All animals, including man, have inheritable behavioral
traits. The concept of complete environmental plasticity of human 1ntellige:nce
is a nonsensical, wishful-thinking illusion. Let me note that in compansons be-
tween men and animals there are close parallels to races and to breeds since
both are mammalian forms of life.

The most dangerous illusion or nonfact facmg humamtv today is a popular
belief expressed as a policy of our government through its Department of Labor
and echoed by the Office of Education:*’

“There is absolutely no question of any genetic dlﬁerentml Intelllgence po-
tential is distributed among Negro. infants in the same. proportion and pattern
as among Icelanders or Chinese or any othor group." The only reason that I do

X L. { . . i .
3W A. Kennedy V. Van de Rlet, and J C. White Jr. A Normatlve Sarmple of In-
telligence and Achievement of: Negro Elementary School Children. in . the Southeastern
gnited States. Monograph, Societu Jor Reaearch in Ohild Development Im:., 1963 28,

0

¢ M, Deutsch. I. Katz, and A. R. Jensen (Eds) Social’ Clau, Race, and Psychological
Development. New York : Holt, Rinehart & Winston. 1968.

8 L.eona E. Tyler, The Pcychology of Human Diﬂerencea, (Brd ed. ) New York Appleton-
Century-Crofts, 1965

s T Petticrew, A Profile of the Negro Amerlcan, Prlnceton Van Nostrand 1964

7H. E. Garrett, Scientific Monthly, 65, pp. 329-333 (1947

s H. F. Harlow's position is quoted by W. Shockley, Sclence, 156, 3774 p 542 and by
D. Perlman. San Francisco Chronicle. 18 January 1967, p. 42.

9 For other references see Audrey Shuey, The Teatlng of Neyro Iutelligence, Social Science

Press. New York.(1966)..

10 E, L. Thorndike, Human hature aml the SOcial Order. Machllan. New York, 1940

11 Office of Policy i’lnnning and Research, “The Negro Family, The Case for Naﬂoual
Action,” U.S. Dept. of Labor, Ch IV, p 35, Mnrch 1965 o )

o,

fé

A e g e A a1 F ST gD

SIABIADEE T A

o w T BT e e T



439

not characterize this statement as a falsehood, and in my opinion a damnably evil
falsehood, is that I have no way to appraise the intellectual acumen of its authors.
They may actually believe it.* It is unfortunately true that most scientists today
lack the courage to doubt the truth of this statement—at least for the public
record. : .

I do credit the Council of the National Academy of Sciences for saying that
there is no scientific basis for the Department of Labor statement. However, I
condemn the N.A.S. statement on Human Genetics and Urban Slums*—which
stated as a corollary that there is no scientific evidence for racial differences in
intelligence—for obscuring or ignoring relevant data. Significant research results
can be found if one has the courage and initiative to 1ook for them. Dr. Robert E.
Kuttner ™ has had the ingenuity to 'extract from the massive and expensive
Coleman Report® the obvious, but previously overlooked, fact that American
Indians overcome greater environmentsal disadvantages to out-perform Negroes
on achievement and ability tests. ' : ‘ ‘ :

Let me compare Dr. Kuttner’s ingenuity with that portion of the N.A.S. state-
ment that I shall name the research blinders’ dictum because it espouses a flex-
ibility of inquiry as trammeled as the motive power of a one-horse shay. Here
isthe research blinders’ dictum : ** ‘ R ' S

“In the absence of some now unforeseen way of equalizing all aspects of. the
environment, answers to this question [about racial differences in intelligence]
can be hardly more than reasonable guesses.” : - :

Dr. Kuttner's title “Utilization of Accentuated Environmental Inequalities
in Research on Racial Differences” shows that he was not trammeled by the
research blinders’ dictum. 4

EVIDENCE FOR RACIAL INFLUENCES ON THE DEVELOPMENT OF INTELLIGENCE

An objective examination of relevant data leads me inescapably to the
opinion that the major deficit in Negro intellectual performance must be pri-
marily of hereditary origin and thus relatively irremediable by practical im-
provements in environment. I shall support this opinion by stating a set of
prevalent illusions that I shall call Nonfacts and refuting them with a set of
well-established Counterfacts. I call this reasoning an opinion and not a proof,
less because I doubt its soundness than because it has not yet been subject to the
test of objective, open-minded appraisal by a competent scientific tribunal.

Nonfact Number 1.—Thig nonfact is the unjustifiable assertion that Negro 1.Q.
deficits are caused by prenatal, perinatal, or early environmental disadvantages
that permanently damage learning potential. : : : : ETE

Counterfact 1A.—Negro babies during the first 15. months show no environ-
mental damage to mental development as reported in a study *® of a representative
sample of 1400 babies, published in 1965 by Nancy Bayley of the National Institute
of Mental Health. The 600 Negro babies outperformed on the average the 800
white babies in that they matched in mental and surpassed in muscular neuro-

logical development. Figure 2 shows, for example, that the median Negro baby

walks ‘about one month earlier than the median white baby. Negro babiee are

thus superior with a N.Q: or overall neurological quotient of about 105 compared

to 100 for white babies, to put it simply in my own words.: : -

Counterfact 1B.—Extreme environmental deprivation has been experienced by

monkeys from birth to 12 months by raising them in individual isolation in a

Patternless 'world of eolid steel-walled cages the chief stimuli being presence of-

A [ESIN L A S T L T SRR [ . . R

*I have hgrd of the existence of a document that is alleged to attribute to the author
of this statément the assertion that he did not believe it and made the statement (no
doubt with good intentions) for political purpoges. : T S 5

* 12 Robert’ E. Kuttner, “Utllization’ of -Accentuated Environmental Inequalities in Re-

search on Raclal Differences,” Science, Vol. 160, No. 3826, 26 April 1968, pp. 439—440..

3 James S. Coleman. Equality of Educational Opportunity, Washington, D.C.: U.S.
Government Printing Office, 1966. : . : s

14 Proc. N.A.S., 59. 652, 1968. The “Introductory Remarks’” imply that the research
efforts Fresented in papers like this one are “needless of opinions or hazards,” “attracted
by emotional attention, and reminiscent of the song stanza ‘“The French they are a funny
race.”” The relevance to the present author is recognized as clear in Bcience, Vol. 158,

No. 3083, 1967, pp. 892-893. Coupled with the words. “presclence” and.‘sixth sense” . the’

Introductory Remarks appear to me to exhibit a Jow polnt of national scientific leadership.

b, ST BIFLS Ol Tace” GogtuphiEal Lotatiog, ana Bdocarion ot Pamest s Jor e
s . . catio; ' : .

d‘;;ild Development, June 1964, pp. 3'?9—411. ™ and Education of Parent,” Vol.. 36,
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light and automated mechanical feeding and cage cleaning. This profoundly
disadvantaged environment produced %ocial behavior deficits but did not produce
any measurable loss of learning ability for mental tasks.” Twelve monkey months
represent four human years. .
Countcrfact 1C.—Similar conclusions are reached from studies of inhumane
environmental deprivation of children that has accidentally occurred. In one
well-documented case Isabel,’ an illegitimate white child, was raised in a dark
room by a deaf-mute mother so that at age 6% Isabel had no speech, an 1.Q.
of about 30, and rachitic physical handicaps. After being discovered and given
intensive training, twc years later at 8% her 1.Q. had trebled to a normal value.
Isabel’s case, & rare though not unique example of extreme human primate
deprivation, is thus quite in keeping with the well-controlled extensive depriva-
tions at the animal primate research centers. It is evident that Negro I1.Q.
deficits cannot reasonably be blamed on preschool environmental disadvantages.
Counterfact 1D.—The famous and uncontested Skeels study ™ of a group of
environmentally deprived orphanage babies shows that an environmentally in-
duced loss of at least 30 I.Q. points at 19 months was with improved environ-
ment wiped out at age 6 years. Thiz significant finding of substantially complete
I.Q. recovery from Skeels’ research is in effect suppressed by its omission from
most discussions of Skeels’ important contributions. . . :
Counterfact 1E.—A unique case of overcoming in half a lifetime a cultural
gap of centuries or even millennia including a session of slavery involves a profes-
sional engineer recognized at an historic anniversary of his university by an
honorary Sec.D. as one of six distinguished service alumni. His story {(as I
obtained it by telephone interviews) was that until age six he was an Aztec
Indian at blow-gun and stone-axe level, isolated from modern civilization for
four centuries since his tribe escaped from Cortez. His father explored, was
captured and enslaved. After escaping he brought his family to America and
the engineer entered school at-age ten and the second grade two years later at
age 12. Yet at 21 he had an Electrical B.Sc. and Physics M.Sc His brother has
been comparably successful.- Both worked théir way through college. This
example supports my conviction that fantastic cultural deficits can be overcome
in a fraction of one generation by individuals of outstanding inhérent determina-
tion and intelligence. ' .
Nonfact 2.—This nonfact blames the Negro 1.Q. deficit on cultural disadvan-
tages, specifically those involving language and verbal skills so that, as clearly
enunciated as a conjecture by anthropologist S. I.. Washburn,” “given a compa-

rable chance to that of the whites, [the Negroes'] 1.Q.s would test out ahead.”

Counterfact 2A.—Relationship of Negro children’s 1.Q. to home environment
as measured by socioeconomic class or parents showed in A. B. Wilson's San
Francisco Bay Area Study® an incremental difference in eighth grade I.Q. of
only about four points from 90 to 94 with a socioeconomic difference that for
whites corresponds to a three times greater increment of 13 points f{rom 98
to 111 as shown in Figure 3. The obvious inference is that if intelligence is de-
termined entirely by environment then these facts.require that Negro pro-:

fessional and managerial families provide a substantially poorer intellectual -

environment that do white families rated ¢ne step lower than semi-skilled labor.
At sixth grade similar results are obtaigded with increments of 12 points for
whites and four for Negroes associated/with family status increments from a
minimum of lower than semi-skilled labor to a maximum of professional and
managerial. For primary grades, the results show again an 1.Q. increment for
whites but no increment whatever for Negroes.

These statistics indicate such a fundamental difference between the ways
in which white and Negro 1.Q. distributions are related to family classifications
that they imply to me a basic racial or racial-hybrid"difference in the laws
governing distributions of intelligence. This aspect of Counterfact 2A constitutes
a Counterfact to my next Nonfact; namely: -

18 Personal communication from M. Harlow, Wisconsin R‘egidnal Primate Research

Center. . .
43;1(11515;1@ Davis, “A-Final Note on a Case of Extreme Isplatlon." Am. J. of Sociology, 52,
i€ H. M. Skeels, Child Development Monographs, 31, No. 3, Serial 105, 1966. '
L. Washburn, Am. Anthropologist, 63, 521, 1962.

S, . ‘ -
2 A. B, Wilson, “Racial Integration With Public Schools,” U.S. Commission on Civil
Rights, Vol. 11, 1967, p. 165. : : : o ’ .
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Nonfact 3.—This nonfact unjustifiably maintains that competent scientists
have clearly established that there is no evidence for racial differences in
brain structure or intelligence. : :

Counterfact 3A.—Competent scientists, or more precisely eminent scientists
whose competence would be expected to be unquestionable, are by no means
thorough and objective in the positions that they take on racial questions and
even on much less emotionally charged matters. I shall document this Counter-
fact by a set of examples.

My first example is a letter to the editor exchange which occurred when an
interview with me in U.8. News and World Report was reprinted in the
alumni journal of the Stanford Medical ‘School. The attack upon my position
by the Faculty of the Department of Genetics clearly exhibits an emotional
rather than a scientific tone. Since this attack and my response to it are already
published in the Congressional Record, 1 shall not repeat them here (Cong. Rec.,
Dec. 20, 1969, p. B-10907). - o '

My second example is also contained in the same item in the Congressional
Record. 1t consists of my analysis of the National Academy of Sciences state-
ment on “Human Genetics and Urban Slums” cited above (p. 10908).

I could document many further illustrations of the lack of objectivity of
scientists in dealing with this problem. Such documentation would be too lengthy
for its inclusion here but I should be quite willing to submit such correspondence
and records to the Committee on request. _

Counterfact 3B.—Patterns of relative competence for various mental abilities
for Negroes differ distinctly from whites in that, contrary to the general im-
pression, Negroes perform relatively better, not worse, on items more dependent
on verbal skills than they do on nonverbal items. A significant test® was re-
ported in 1958 on 7- to 10-year-old children of low socioeconomic status including
440 white and 349 Negro. The two groups had nearly equal Stanford-Binet
1Q. They were also given a version of the Progressive Matrices Test designed .
by Raven incorporating colored diagrams. The CRPM test is recognized as an
important nonverbal test that is exceptionally effective in measuring the Spear-
man g-factor, or “general” intelligence. (A useful label might be “gentelligence.”)
If Negro Stanford-Binet I.Q. is artificially lowered by verbal disadvantage,
the Negroes would ‘be expected to score relatively higher on the nonverbal
Raven’s Matrices. However, the Matrices involve more sophisticated logical
processing and are thus a measure of a more advanced reasoning ability than
occurs in the Stanford-Binet.-Whereas white students had on the average, as
a consequence of standardizing the scoring system, the same 1.Q. on the Stanford-
Binet and the Matrices, Negro 1.Q. was unexpectedly 9.83 points lower on the
matrices at a level of significance with more than six zeros. o

‘This result is in keeping with some statistical findings that I reported in
1967.” The statistics that I analyzed showed that consistent with Figure 4 the
Negro distribution of '‘Stanford-Binet I1.Q. was offset downwards by about 20
LQ. points or 1.2 standard deviations compared to the white distribution. For
higher levels of intellectual performance, such as recognition in science, how-
ever, the offset was even greater in keeping with -the results for the Raven’s
Matrices. These data are shown in Figure 4 together.with: data on physical
performance. On the winning of Olympic medals® the same type of offset
analysis® shows that the Negro distribution is offset upwards compared to
the white distribution by about two-thirds as much as the ‘Stanford-Binet is
offset downwards. An upward offset of the Negro distribution is also found
for rejection by the armed forces for physical disability. These upward offsets
are in keeping with Counterfact 1A. The pattern of Figure 4 of high upward
offset for high level physical performance varying towards even larger downward
offsets for high level logical performance appears hard to explain convincingly
on any basis other than racial genetic differences that are directly relevant to
optimizing educational procedures. -~ ° = © ’ e Co

o C. Higgling and C. H. Sivers, J. Cons. Psych., 22, 465, 1958. ‘ o

2 W. sﬁockley. “A “Iry Simplest Cases’ A];})roach t0 the Heredity-Poverty-Crime. Prob-
lem,’” Proceedings, Nat. Acad. of 8ci., Vol. 57, . 6, June 1967, pp. 1767-1774. o

B “Arthur-Lentz, executive director of the United States Olympic Committee, saild ‘the
Committee resents being used as an attention-getter.’ He supplied fizures: In the 1964
Olympics at Tokyo, 50 of the 362 U.S. athletes were Negroes. Of the 126 medals won.
22 were by Afro-Americans.” Reported by Art Rosenbaum, San Franecisco Chronicle 25
Nov. 1987, p. 38. (U.S. population in age range 15-29 in 1960 was 2.3 10° Negro and
17X 10° whﬂze leading to a per capita ratio for medals of (22/2.3)/(28/17) =5.8 corre-

sponding to an offset of about 0.75.) R
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Counterfact 3C.—Studies in New York * and Boston ® show clearly that
changes in socioeconomic status have little effect on ethnic differences in pattern
of relative intelligence for different abilities. For example, as shown in Figure 5,
Negro children, regardless of socioeconomic class, average highest on Verbal
and are lower for Reasoning, Number and Spatial by about 0.2, 0.5 and 0.35
respectively standard deviation units for the population as a whole As shown in
Figure 6, Chinese children in contrast are lowest on Verbal and approximately
equal and about 0.4 to 0.7 units higher on Reasomng, Number -and Space These
observations lead to a new research proposal given in the conclusion.:

Counterfact 3D.—Children of primitive Australian aborigines score at about

10% to 209% compared to.a reference standard of 100% for European children
on six tests that measure comprehension of conservation laws® defined by
Piaget,” such as, conservation of volume of sugar when poured into a different
shaped glass. Evidence that the test performance deficit is racial and not cultural
is furnished by the improved performance to a level of 209 to 40% for the racially-
diluted portion of the environmentally integrated population that-has one Euro-
pean grandparent or great-grandparent. The 38 children averaging 16% Euro-
pean dilution outperformed  the 42 children of 100% abonglnal ancestry at a
high level of mgmﬁcance as shown in Table 2. ‘

TABLE 2. —COMPARISON OF PART-BLOOD (P) AND FULL-BLOOD *) CHILDREN ON CONSERVATION TESTS

Children v : ' 8tollyears - .- S 12 to 15 years

Race. . icieeees F P . Sig. . F P Sig.
T AU 25 BEYs Lev. 17 21 " Lev
sluantity ........................... 2 <6 <0.1 2 <15 <0.01

(1411 S I 9 <11 "<0.01 7 <17 <0.01
Volume. - e eeece e ccee e . 0 <5 <0.05 2 <4 N
Length. .. e e 10 . =10 - N.S. 3. <13 <0.05
AlBa. ... ecccccrcccccccanam - 1 <4 N.S. 2 <8 N.S
Number____Z2____ TITIIIIIIlll 0 <4 <005 3 <3 NS

These Tesults are consmtent with the approxlmately linear metallurgwal model
for effects of ram:al mlxing on mental performance I proposed in- 1966
(Figure 7) .2

Counterfact 3E Evidence for racial diﬂferences in bram ‘structure have been
reported recently by D. Carleton Gajdusek, who writes: “Elisabeth Beck of
the Neuropathological Service of the Maudsley Hospital in London, and I have
found unexpected variations in fine structure of the brain in Melanesians, in-

.cluding the size and shape of the septal nuclei massa intermedia, thalamic and

hypothalamic nuclei, lateral geniculate bodies and the frontal ‘lobes. Neural

‘anatomical detail may vary with individual and group as to facies hair and

habitus. The awareness or response to intractable pain in cancer patients: ‘has
been dulled in man by stimulation of the septal nuclear area by R.G. Heath.
It is tempting to wonder whether neural and anatomical differences in this area
in Melanesians might not permit their. less exaggerabed response to. pain ”oy

CONCLUBION .‘; .

As t.he pattern of counterfact.s I have presented 111ustratw, my chief proposal
for research consists of establishing orderly relationships between independent

scientific studies. I point out. that in the research on existing research that I

have discussed, eight of my 14 counterfact references were published after 1964.
My failure to provoke in the National Academy of. Sciences any inquiry or recom-
mendations for similar research makes.me fear that the research blinders for
the life sciences may now support programs. doomed to. fail. because they are
against pature much as were those supported by Lysenko—biologism in Russ'ia

24 G, 8. Lesser, G. Fifer, D H Clark, "Mental Abmties ot Chlldren from Dﬂ!erent SOcial .

Class and Cultural Groups,” Mon. Soc. Res. in Ohild Dev., 30, No. 4, 1985, .

®S. Stodolle:‘y G. S. Lesser, “Learnlng Patterns in the Disadvantaged" Harﬂard Edu-
cational Review, Fall 1967, pp. 546—593.

2% de.Lemos, M.M.M.P., The Development of O’omervation in Aboﬂginal Ohildren, Ph. D.
Thesis, . Australian - Nat. Univ. . Nov. 1966. The'! wrlter appreciates- the cooperation  of
1&1;. -dhébemoa. the National Australlan Univers!ty and the San Francisco Australlan

nsulate. .

a1 J, Plaget, B. Inhelder Le Dweloppment dee q{mmtitee phyaf ues chez l’enfant. C'on-
servation et atgmisme, { §emn d Revised Ed.). Delachaux and Niestle; Neuchatel, 1962

8 Science, Vol. 158, No. 3082, 1967, pp 892—893 (Note sameasin 28)
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One research proposal that might reduce the environment-heredity uncertainty
regarding racial differences:is suggested by ‘the findings, quoted .in- Counterfact
3C, ‘that-school children in New York and in Boston show : characteristic ethnic
patterns of mental abilities. I-have heard that the drastic.environmental change:
of adoption from a Negro slum: into 'a middle class New York: Jewish family
has actually occurred for some 70 orphans. The .difference in the patterns;of.
these ethnic groups are.great as shown in Figuré 8. What would-be the patterns.
of the Negro orphans adopted into Jewish families? If there were significant
alteration in the ethnic patterns,; it would be strong evidence:against a biological
basis for the apparent racial differences. On the- other hand, invariance of the
pattern to drastic-environmental change would suggest racial differences in neuro-
logical patterns. ) L . o

A second approach worthy of investigation is outlined in my paper for the
1966 Fall meeting of the National Academy of Sciences. I outlined a means where-
by gene frequency information could in-principle be used: (more effectively ‘than
was done in the 1953 study that determined that 309% of the ‘genes-of Baltimore
Negroes came: from’ white ancestors),” to permit determining with high accuracy
what the racial fractions were for siblings in a given family: group.'In'a family.
with an unmarried: mother,' the ‘scientific tools ‘of ‘gerne frequencies might now.
be capable of furnishing a scientific answer to effects of racial mixing on potential.
to develop intelligence especially if significant hereditary differences should occur
for the fathers of children of the same mother. Such gene 'studies might usefully:-.
be supplemented with morphological measurements. = ©o7 L CdL T LS EL

This approach may be improved as a result of récent findings.: Recently Dr. T. B
Reed reported in Science ® that Oakland; California Negroes average'22% of- their:

genes from Caucasian ancestors with an uncertainty of only 19%. I incorporated: .

Reed’s techniques'into a:research proposalithat I' mailed for:their:comments
to ‘all members of the National-Academy:of Sciences. None attempted ‘to reject’
it on-technical grounds but:several wrote conveying the: impression - that:they:
wished it would go ‘away. Thei only serious professional ‘evaluation: was . from.
noted human geneticist!Curt: Stern’ of Berkeley who found:it! “interesting.” An-
individual similar proposal by schizophrenia researcher:L: L. Heston of the ‘Uni-
versity of Towa has been denied support by the National Research Council without:
any written explamation. !¢ R T AR ff'.'.‘xi.if.f_'_ 2l
One application of my new proposal would. study. the student body - of an all-
Negro college. - Here,' racial ‘prejudice might well-invert:so: as to discriminate .
against: lighter 'skins..This population would: be classified .into ~upper: and. lower’
halves on ‘the basis of I.Q: ‘scores, scholastic ‘achievement tests," or ‘grade:point
averages. Next, the racial composition ‘of each:half would:be determined using. -
Duffy’s blood type gene that . Reed.calls:a “Caucasian gere”: because the original :
population from which the slaves came do not have'it..It:is not: related ‘to physical’
appearance. If the lower group had-the ‘higher percentage 'of' Duffy’s ‘gene; it - -
would imply that prejudice‘was:the main:factor:but”ifithe :prighter ones ‘had
the higher percentage; this would support the old:fashioned and currently rejected

view that intelligent Negroes occur chiefly because of their.white incestry. /.- .

- My ldst; recommendation .is®that ‘a National: Study. .Group, .funded: under :sec-
tion 10 of H.R. 17846, should be:set.up to andlyze the research'that has already .
been:.done. The facts on which'definitive conclusions may be based may:already:

_be available, if not in:this country, perhaps:in: Denmark’s genetic: records. /.

X further urge ‘the:Committee to:require the executive:agencies:charged with
evaluation under this bill to consider and test evidence: that ‘increasing lack:of
adequate: school *performance; may: be. a*:direct- result . ‘ofi :declining ‘population
quality.- Evidence ‘counter to: the prevailing:view:that ‘intelligence of:children has
been .increasing:each ‘generation 'has: recently’ been: presented: by: Sir Cyril *Burt.- -
Ho :reported.: that the young ‘people ‘of 1914 scored:significantly higher:than ‘the

- pupils of today in every. category.ofthe tests according.to'a:UPIarticle:of 22 Feb.:
1970 based'on.a'report in the Irish.Journal.of Education. These results are'fright-’

. ening evidence that dysgenic effects may really -be occurring. This may:well be’
the most important single cause of our national illnesses of which school problems

'1,1.'9;9.1‘15'»:@9..88299@-.—: G e R e
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Analysis Based
n’ Genetics, March, 1953,

2 Bentley, Glass, and C. C. Li, ‘“The Dynamics of :Raclall Mixture—An
gg ghez oAp,g;lcgn .Negro,” Vol. 5, The American Journal of. Huma
"o, Edward Reed, “Caucasian Genes In American Negroes,” cience, Vol. 185,.p. 762,
August 22, 1969. ? Genes in American Negroes,": Sotonos jo RO TR

410-016 O-70—8 _ ; / o




v\)

o\

Aruitoxt provided by Eic:

444

Can significant results be found from such research? I have confidence that the
intellectual power of our nation that set up a 10-year program to place a piece
of the moon in the hands of out fArientists can. also set up programs to establish
facts in the environment-heredity uncertainty that will contribute to our national
competence to deal with the problems of the city slums—bul only if this intel-
lectual power has the ability to doudbt, to express contrary opinion, and 10 search
openly for truth through objective discussion of conflicting ideas.

An ultimate accomplishment of such creative thought has been expressed by
noted Sociology Professor Kingsley Davis:* “When man has conquered his own
biological evolution, he will have laid the basis for conquering everything else.
The universe will be his, at last.” Speaking for myself, X believe man can.

SUMMARY

It is generally agreed that a basic principle, applicable across socioeconomic
levels and races, is that students achieve their academic goals best. at inst1tut10ns
where they are not too poorly (or well) prepared to compete academically.” The
application of this basic principle to the problems of offering equal educational
opportunities to disadvantaged minority groups and especially Negroes is com-
plicated by certain statistical facts. Specifically,.‘’. . . in the general population
Negroes have a distribution of. intelligence [as represented by scores on I.Q.
testsl, or readiness to do college work, that has a mean approximately 1 standard
deviation below the caucasian mean. In the ability area in which the highest
259% of caucasians are found, which is the area from which the more distinguished

state universities draw their students, only about 5% of the Negroes have a com-
petitive ability level.” ®

As a consequence, “. . . there is only one Negro to every 30 caucasians on a na-

tionwide basis who is in the top 25% of our population. . . . The result [in the
1968-69 academic year at the University of Illinois] was a difference between
the means of two races that was 2.4 times the standard deviation of the cauca81an
distribution [—a difference corresponding to about 30 LQ. points].” *

It is obviously basic to questions of national policy relative to quality educatlon‘

and racial isolation in schools.to determine the root causes of these enormous
racial differences. It can be dlsastrous to base natlonal pohcy on premlses that
may be false

Thus it .is of utmost 1mportance that it be attempted clearly to determine how
much of the Negro intellectual deficit is caused, not by the environmental dis-
advantages that are now postulated to be the,sole cause, but instead by basic
racial differences in brain structure that control the capacity to develop intellec-
tual powers. Evidence for the existence of racial differences.in brain structure
has been reported in recent research that has revealed “unexpected variations
in fine structure of the brain in Melanesians, including . :the . frontal l1obes.” *

Research on American Negroes appears on halance to ind1cate that their in-
tellectual responses are primarily hereditary and. racially genetic- in origin.
Further research is eminently possible but is currently not encouraged and.is
indeed ‘in ‘large measure suppressed. One promising research subject involves
studies of Negro orphans adopted into white families, particularly into middle
class Jewish families whose children average.about 2 standard deviations higher.
in numerical. ability. Another significant study involves determining the relation-
ship of 1.Q. to genes and using blood type genes in a: role parallel to radioactive
tracer atoms in metallurgy.

Such research should be encouraged to create a ﬁrm sc1ent1ﬁc bas1s for future
educational leglslatlon And if such research should show that our declining level
of education is an expression_of an increasingly low inherited learning capability
of our population, then we must for the future safety of the country. honestly
explore the delicate human problems involved by every: known scientific means.

The future of. our country can be no greater than the predlctable future of our
c1tizenry . A

& K. Davis in Genetics and The Fnture of Man, Ed. by J. D. Roslansky, North-Holland
Publishing Co. 1965.

22 Julian C. Stanley, Science, 14 Feb. 1969, p. 622. . .
3 Tloyd G. Humphreys, Science, 10 Oct. 1969.p 167
’2‘6D Carleton ajdusek, Engmeeriny and Science (Calif Inst. of Tech.), Aprﬂ 1970,
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STATEMENT OF DR. FRANK C. J. McGURK, PROFESSOR OF PSYCHOLOGY, UNIVERSITY
OF MONTEVALLO

My name is Frank C. J. McGurk. I am Professor of Psychology at the
University of Montevallo. I have taught at the University of Pennsylvania,
Catholic University, Lehigh University, the United States Military Academy,
and Villanova University. I received my B.S. degree and Master’s degree from
the University of Pennsylvania, and my Ph. D. from Catholic University. I am a
member of the Executive Board, American Institute of Climatology; American
Psychological Association ; and the Society of the Sigma Xi.

I submit this statement to the Committee in connection with its consideration
of the Emergency School Aid Act of 1970, H.R. 17846, which states in Section 2 its
purpose to reduce racial isolation in schools as a way of increasing quality
education of minority groups. - .

One of the principal and often-repeated bases upon which it is assumed that
a greater degree of integration in the classroow will result in increased quality
performance of minority groups arises under what has come to be- known as
the cultural hypothesis. Under that hypothesis the assumption is that an
equalizing of environment—such as a single classroom-—-will result in an
equalizing of the performance of the students of the minority and majority
races, principally the latter. It is commonly believed under this hypothesis that
the gap which is generally known to exist between the two groups in terms of
school performance can best be overcome by a change in the learning environment,
i.e., raising of the cultural level of the minority group to that of the majority.

The validity of the cultural hypothesis is, therefore, a direct measure of the
validity of the premise which underlies the Emergency School Aid Act of 1970
and the expected efficacy in terms of improved learning for minority groups
which is expected to result from an increased degree of integration in United
States classrooms.

I understand that other witnesses have considered the question from the
various points of view of describing the actual lag or difference between the
two groups and other scientific aspects of its cause and its eradication. I will,
therefore, direct my attention solely to the known objective studies which
demonstrate, I believe without substantial question, that the cultural hypothesis
and the conclusions drawn from it are invalid as a matter of scientific fact.

ESSENCE OF THE ‘‘CULTURE HYPOTHESIS"

Few writers today deny that there are measurable psychological test score
differences among racial groups. Most of those presently writing on this subject
insist that these differences are not biological differences; they are referred to as
cultural differences. This has given rise to the “culture hypothesis” as the
explanation of racial differences. While the “culture hypothesis” has been ex-
pressed in various ways (e.g., Ashley-Montagn 1945, and Klineberg 1944 °?), its
essence is that what we call observable race differences are really social differ-
ences and not-biological differences, and that these differences, since they are
caused by differences in cultural advantages, will disappear when the differences
in cultural advantages disappear.

The “culture hypothesis” has been invoked particularly in discussions of differ-
ences between Negro and white groups. While the advocates of the ‘“culture
hypothesis” have presented strong moral and ethical arguments against biolog-

ical differences between Negroes and whites, they have failed to present any .

factual data in support of their hypothesis.

If the “culture hypothesis” has any meaning, it could be expected that, as
cultural differences between Negroes and whites decreased, the difference between
their mean psychological test scores would decrease. The objective measurement
of a decrease in mean test score difference would, thus, support the hypothesis.
It would not be necessary that the mean racial test score difference should
disappear completely. The ‘‘culture hypothesis” would 2ain in stature if it
could be shown empirically that even a small reduction in the mean test score
difference between Negroes and whites accompanied a reduction in the cultural
differences between these two racial groups.

1 Montagu, M. F. A., Man’s Most Dangéroua Myth: The Fallacy of Race, Columbia Univer-
sity Press, New York (194

5). .
Klineberg, Gharacteﬁatzca of the American Negro, Harper Bros., 1944.
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Reduction in the cultural differences between Negroes and whites has occurred
in the United States. My testimony will be directed toward showing what, if any,
measurable psychological test score differences have accompanied this reduction
in racial cultural differences. .

PSYCHOLOGICAL STUDY—WORLD WAR I PEEIOD

The most convenient place to begin the study of our problem is the World War I
period. It was at this time that the first extensive psychological study was done;
tests were administered to very large groups of Negro and white draftees who
represented the entire country. The results of this study were carefully recorded
and published by Yerkes (1921).2

The World War I period was also a period of marked social and economic re-
striction for the Negro. He was limited in his choice of residence and the choices
he had were undesirable by .present-day standards. Generally, the Negro was a
rural dweller at this time. Schools available to him were under-equipped, under-
staffed, and often not accessible. In general, he was limited in his social participa-
tion, he was limited economically, and there is no question that this period was,

‘when compared with the present, one of great deprivation for him.

During this World War ‘I period, the psychological test scores of the: Negro
recruits bore a clearly inferior relationship to the psychological test scores of
the white recruits. For the country as a whole, only about 279 of the Negro re-
cruits obtained psychological test scores that equaled or exceeded the mean test
score of the white recruits (Garrett, 1945). This is usually referred to as overlap-
ping; it is said that 279% of the Negro recruits overlapped the mean of the white
recruits. With this degree of overlapping, the Negro mean score is much below
the white mean score.

The World War I period is, then, a bams for testing the “culture hypothesis i
Here was a period in which 27% of Negro recruits equaled or exceeded the mean
score of the white recruits when the cultural restrictions for the Negro. were
marked.

If the inferior test performance of the Negro is truly the result of his cultural
restriction, then it follows that, under the “culture hypothesis” an improvement
in the Negro’s cultural status should be accompanied by an improvement in' his
test performance when compared with whites.

The cultural position of the Negro has certainly improved since 1918. This im-
provement has not been sudden, but has been in progress for at least two genera-
tions, during which time the Negro has achieved more and more of the SOClal
and economic opportunities that were once reserved for the white man.

‘What has happened to the relationship between the psychological test scores of

Negroes and whites while this cultural change has been taking place? Has the
Negro-white test score difference of the 1918 period reduced in magnitude while
the Negro-white cultural differences were being reduced? Do the available data
support the “culture hypothesis”? o

PSYCHOLOGICAL STUDY—1 93 5-—1 95 0 .

Between 1935 and 1950 inclusive, about 140 articles were published in the scien-
tific literature of psychology which dealt with the'question of-Negro-white test
score differences. Only 63 of the 140 articles presented statistical data, and in all
63 articles the mean test score of the Negro subjects was lower than the mean
test score of the white subjects with whom they were compared. The other 76
articles were simply speculative comments about the problem, and almost totally
lacking in data.

Of the 63 articles which presented ‘data, only six submitted ‘sufficiént material
to permit comparisons with the World War I period. These six articles are im-
portant; they covered a wide range'of years, a variety of’ age groups different
grade groups, and different psychological tests. Because’ they were spaced over a
range of years, they covered a variety of cultural opportunities Also they were
written by six different investigators.’

(1) Tanser Study (Canada)*

Tanser (1939) is responsible for the earliest of these studies, which was done
on a group of Canadian Negroes and whltes Three standard psychological

32 Yerkes, R. L., Memoirs of the Academy af Natural B'ciencea. Vol 15 (19 1).
¢ Tanser, H. A., Kent County Neyraea, Ohatham, Ontario, The Shepherd Publishing Co.,

1939
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tests were administered to Negro and white school children enrolled in grades 1
through 8. All of the Negro children were described as descendants of slaves
who had escaped from the South prior to, and during, the Civil War. According
to the author, social and economic cpportunities had always been equal for all
Negroes and whites in this area, except for a few minor outbursts of oppression
directed towards the Negroes.

Tanser reports that the mean test scores of the Negro children were markedly
below the white mean at every age and every-grade. Overlapping for the total
group (all children of all ages and grades) was between 137% and 20%, depend-
ing on which psychological test was used. In no case did overlap exceed 20%,.
Thus this study, done some 21 years after the World War I period, indicated
that the gap between Negroes and whites had not been lessened: it had been
increased. In Tanser’s study, the Negroes made a much poorer showing relative
to whites, than Negroes did in the World War I study. The cultural advantages
of Canadian life did not increase the relative standing of the Negro children
to white children, and this study offers no support for the “culture hypothesis.”

(2) Bruce Study ( Virginia) ©

The second study appeared when Bruce (1940) published her doctoral dis-
sertation. In Bruce’s study, three psychological tests were administered to 9-
and 10-year-old Negro and white children from an impoverished rural area in
Virginia. All children attended segregated rural schools. By administering a
socio-economic scale, and pairing children according to score on this scale, the
author developed two groups of subjects, one Negro and one white, both of
which groups were equivalent for socio-economic factors contained in the scale.
All socio-economic scores were very low.

As did Tanser, Bruce found that Negro overlapping varied with the psycho-
logical test under consideration, but it never fell below 15% and never exceeded
20%. Even in these deprived cultural conditions, Bruce’s subjects performed al-
most identically with Tanser’s subjects, although the difference in cultural status
between Tanser’s subjects and Bruce’s subjects appears to have been marked.
Bruce’s findings indicate that equal socio-economic opportunity, even as low as
it was, did not change the psychological test score relationship between Negroes
and whites which was shown in World War I. Such evidence does not support
the “culture hypothesis.” .

(3) Shuey Study (New York City)®

Shuey (1942) reporited the third study. One psychological test, constructed
especially for college subjects, was administered to a very highly selected group
of students in a New York City college. The subjects ranged in age from 18
years to 35 years, and came from various sections of the country. Negro and
white subjects were paired so that, in the opinion of the author, each member
of a pair was equivalent in social and economic background. Thus the Negro
and white subjects were of the same average age, the same educational
background, and generally the same cultural status. .

In Shuey’s study, Negro overlapping of the white mean was approximately
18%, For such a highly selected group of Negroes, this was” surprisingly low
overlapping, and is quite consistent with Tanser’s and Bruce’s: findings even
though the subjects in the latter two studies were considerably lower in cul-
tural status, Moreover, Shuey’s findings are markedly below World War I find-
ings and are no indieation whatsoever that equal cultural status equalizes or
will equalize the Negro’s test performance in relation to the white’s. :

(4) Brown Study (Minneapolis)? ‘ I B

- The fourth study. was reported in 1944 (Brown, 1944). An individually-
administered psychological test was given to Negro and white kindergarten
children in Minneapolis. :Brown reports that the average age of each .racial
group was identical, so we can assume that they were. five-year-olds. .Unfor-
tunately, Brown made . no_ atiempt to.equate his racial groups for cultural
factors except that all children attended non-segregated schools, and this was
assumed to be an equating factor. ‘ v ' S

s Bruce, M., Factors Aﬂ!écting Intelligence Test Performtince of Whites and Negroes in
the Rural Sou'th, Archives of I’aychologug of New York, No. 252 (1940).- Er

8 Shuey, A. M., A Comparison of Negro and White Colleze Students by Means of the
ACE, The Journal of Psychology, Vol. 14 (1942). 8 ents by Means

7 Browe, F.; An Experimental and Critical Study of the Intelligence of Negro and
White Kindergarten Children, Journal of Genetic Psychology, Vol. 65 g(‘;94«1).; : &
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Although Brown reported no overlapping data, it was computed that about
31% of the Negro children equaled or exceeded the mean white score. While this
is better Negro performance than in the previously reported studies, it is no better
than the performance recorded by the culturally deprived Negroes of the World
War I period Thus, whatever cultural benefits accrued to the Minneapolis Negro
children in 1944, they were not sufficient to change their standing, relative to
the white Minneapolis children, when the World War I data are the basis of
comparison.

(5) Rhoads Study (Philadelphia) ®

While the fifth study was primarily directed in ancther direction, interesting
psychological data were computed from it (Rhoads, et al., 1945). The subjects
were all males, Negro and white, under four years of age, and residents of Phila-
delphia. An individu.ally-administered psychological test was given to all children
when three years old. All children in the study had birth-weights of five pounds or
over, Each child had been examined physically in a hospital clinic once a month
from birth until one year of age: thereafter every two months until the end of
the study. Children of uncooperative parents were dropped from the study before
the child was two years old. In addition to the clinical examinations, home visits
were made every two weeks by a nurse or social worker in order to keep the
experimental conditions as operative as possible. Socio-economic factors were
considered to be low, but generally equal for both Negro and white subjects.

Although the psychologist who did the testing reported that the Negro and
white mean test scores were not significantly different, ithis was found to be not
the case. The Negro children were significantly iower than the white children.
Only 30% of the Negro scores overlapped the white mean score. Since these find-
ings are identical with Brown’s study described sbove, the same comments could
be repeated. For this testimony, it is important to note that whatever cultural
differences existed between these Philadelphia three-year-olds in 1945 and the
World War I adults and adolescents did not change the relationship between
Negro and white test scores. -

(6) McGurk Study (Peansylvania and New Jersey) *

The last study, the sixth, was done by the present writer (McGurk 1951).
A special test was constructed, half the questions of which were rated as depending
heavily on cultvral background (the cultural questions) while the other half
were rated as depending little on cultural background (the noncultural ques-
tions). Each set of questions yielded a score—either a culture score or a mnon-
culture score. Total score was the sum of the cultural and non-cultural scores.
These questions were administered to high school seniors in various areas of
Pennsylvania and New Jersey. The mean age for each racial group was 18 years.
Negroes and whites were paired so that the members of each pair—one Negro and
one white—were identical or equivalent for 14 socio-economic factors.

In spite of the socio-economic equivalence, Negro overlapping for total score

was only 289 —a figure almost identical with that reported for the World War I
data. There is no question about the cultural superiority of the Negroes in 1951
owt/:eruthe Negroes in 1918, yet this did not improve ihe Negro's test performance
at a '
. Thus, in the 16 years between 1935 and 1950, a period ‘of unquestioned cul-
” tural advancement for the Negro (compared with World War I period) there
can be found no factual evidence to support the claim that equalizing the cul-
tural opportunities of the two races results in equalizing their psychological
test scores, or even reducing the racial test score difference. On the basis of the
only studies available for this comparison it must be concluded that the “culture
hypothesis” must be rejected : .

(7) Some Further Analyeis

The above findings seemed such a clear rejection of the “culture hypothesis"
that I decided to analyse further the data obtained in the 1951 study (McGurk,
1953a) 10 The social scientists were’ Stlll persistently announcing (but not sup-

8 Rhoads, T. F.. et al., Studies én the Growth and Development of Male Children’ Receiv-
ing Evaporated Milk i Physical Growth, Dentition, and Intelligence of White and Negro
Children Through the First Four Years as Influenced by Vitamin Supplements » Journal
of Pediatrics, VOI 26 (1945)..

Se; }gg%rk, Cl‘:ll 1:(!'J Yo Coimﬁarx-llsonmot lthl«; Peﬁ-fi)rganlceToftNegro and V%'hlt% iHigh, S%\%gl .
n ral an oncultura’ scooca es uestio,- shington, D.C.,
Ca&hﬁlé&Universicty Pregs (195&). . ‘d N v p P rf e nh e gto
urk . n White an egro est Pe ormance ‘and SOcioecono ic Factors,
Journal of Abnormal and Social Paychology, Vol. 48 (1953). m ors
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porting) the “culture hypothesis’’ as the explanation for the poor Negro test
performance. Specifically, I wished to answer this question : If the cultural op-
portunities were such important factors in causing racial test score differences,
what would be found if we compared the difference between Negro and wh1te
subjects of very high socio-economic status, on the one hand, with the difference
between Negro and white subjects of very low socio-economic status on the other
hand? Under the “culture-hypothesis” the racial test score difference should
decrease with an increase in socio-economic status; that is, the racial test score
difference between the subjects of very high socio-economic status should have
been smaller than the racial test score difference between the subjects of very low
socio-economic status.

In order to follow the procedure that was used in answering the above ques-
tion, it is essential to understand the composition of the socio-economic groups
descnbed in the 1951 study (McGurk, 1951). In that study, a white subject was
paired with a Negro subject when the white subject was identical or equivalent
to the Negro subject in terms of 14 social and economic factors. There were no
white subjects higher in socio-economic status than the highest Negro subject,
and there were no Negro subjects lower in socio-economic status than the lowest
white subject. Each Negro subject was permanently paired with a white subject
so that both subjects were equal or equxvalent 1n terms of each of the 14 socio-
economic factors.

An extremely high socio-economic group was selected by plcking out of the
entire group of Negro subjects that 259% whose socio-economic factors were the
highest. This was called the High Negro Group. In plcking these Negro subjects,
the white subjects who had been permanently pzired with them were also
picked. This latter group was called the’ ngh White Group. There were, then,
two groups of subjects, each equivalent in soclo-economlc status but differxng in
race.

An extremely low socio-economic group of Negroes was selected by picking
from the entire Negro group that 259% of Negro subjects whose socio-economic
factors were lowest. These became the Low Negro Group. The white subjects who
had been paired with these Negro subjects became the Low White Group. Again
there are two groups of. subjects one Negro and one white both equivalent in
socio-economic status. ,

In terms of mean test score, the High Negro Group was signiﬁcantly lower
than the High White Group, but when the mean scores of the two low groups
were compared, the Low Negro Group was not significantly different from the
Low White Group (McGurk, 1953a). The overlapping data indicated the same

. relationship: only 189, of the High Negro Group overlapped the mean of the
High White Group,. but 419 of the Low Negro Group overlapped the mean of:
the Low White Group (McGurk, 1951):

Thus, in the comparison of the diﬁerence between Negroes and \vhites of high.
socio-economic status with the difference between Negroes and whites of low
socio-economic status, the racial test score difference does not decrease with an
increase in socio-economic status. The difference between the racial groups was
zero when socio-economic status was very low. When socio-economic status was
very high, however, the. difference between the racial groups was statistically .
significant, and in favor of the whites. .’ ‘

These data indicate that an increase in t:he socio-economic status of the Negro
increases the racial difference. They do not indicate any support for the ‘assump-
tion, under the ‘‘culture hypothesis,”: that an increase in, the socio-economic status L
of the Negro decreases the racial test score difference..” ... .

Other. aspects of this study (McGurk 1953a): lead to the rejection of the
“culture hypothesis.” Negroes, highly selected for socio-economic status’ in 1951,
make a poorer show relative to whites of similar socio-economic ‘status (Negro
overlap was 189%)' than the Negroes of the culturally ‘restricted' World War 1
period did relative to the whites of the same time period-(Negro overlap was
299). If the “culture hypothesis” were,true, such a:finding would be impossible.

Moreover, when both racial: - groups. were very low, in socio-economic status, the.
Negro mean score was not statlstlcal.ly different from the white mean score—a .
finding reflected in the overlapping data. This suggests that the only validity pos-
(siwsleid by the “culture hypothesis” is when both racial groups are culturally_

eprived. -

From bhe ﬂndmg of this study (McGurk 1953a) the “culture hypothesis” could )
be restated thus: Racial difféerences in mean psychological test score will dis--
appear when cultural opportunities between the races are equal but extremely
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low ; as cultural opportunities increase for each racial group, mean psychological
test score differences increase. . ' :

This denial of the “culture hynsthesis” raised still another question. It has
been stated as proof of the validity of the “culture hypothesis’ that Negro test
score inferiority results from the culturally loaded questions used in most psy-
chological tests, and the inference is that the low cultural status of the Negro
was the cause of the Negro’s test score inferiority (Klineberg, 1944). Klineberg’s
assumptions can be verified by comparing the Negro test performance (relative
to the white test performance) on both the cultural questions and the non-
cultural questions. According to Klineberg’s assumption, Negro test performance
should be more approximate to white test performance on the non-cultural ques-
tions than on the cultural questions.

It must be recalled that the test used in the earlier study contained an equal
number of cultural and non-cultural questions. In selecting questions for the
test, a cultural question was paired with a non-cultural question when each was
of the same approximate empirical difficulty (McGurk, 1951). ' - :

Consider first the racial difference with the cultural questions between mem-
bers of the high socio-economic groups. The mean culture score of the High White
Group was significantly greater than the mean culture score of the High Negro
Group (McGurk, 1953a). Negro overlapping of the white mean cultural score,
for these two High Groups, was 34% (McGurk, 1951). i o

The mean non-culture score of the High White Group was also significantly
greater than the mean non-culture score of the High Negro Group (McGurk,
1953a), but the Negro overlapping of the mean white non-culture score was only
25¢, (McGurk, 1951). This does not support Klineberg's assumption; on the
basis of the overlapping data, Negroes performed better (relative to the whites)
on the culturally loaded questions than on the less culturally loaded (non-
cultural) questions. The racial difference would have been l¢ss had only cultural
questions been used. On the basis of their mean scores, however, there was no
statistically significant difference between the Negro-white performance on the
non-cultural questions (McGurk, 1953a). Thus, in ‘relation to whites, Negroes
perform as well (or as poorly) on cultural questions as they do on non-cultural
questions. Clearly, cultural questions do not penalize the Negro of high socio-
economic status. o " oo

‘When the low socio-economic groups were compared, similar findings appeared.
For the cultural questions, the mean of the Low Negro Group was actually higher
than the mean of the Low White Group, but the difference was not statistically
significant (McGurk, 1953a). Negro overlapping of the white mean culture score
was 53% (McGurk, 1951), as was expected from the mean differences. But when
performance on the non-cultural questions was compared, the white mean score
was significantly higher than the Negro mean . (McGurk, 1953a), .and Negro
overlap was. 36% (McGurk, 1951). The Negro-white difference on the cultural
questions is significantly lower, statistically, than the Negro-white difference on
the non-cultural questions for these two Low Groups, . = , c

" Thus, Klineberg’s attempted validation of the "¢“culture hypothesis” by  his
insistence that culturally loaded  test material penalizes the Negro must be
rejected. . ... .. .o owioob oot '

A further attempt to validate the ‘‘culture hypothesis” is equally forceless.
It has been maintained that increased length of residence in.the culturally
stimulating environment of New York City causes an increase in the psychological
test scores.of Negroes, and that this increase, is imore ‘apparent in the Negro
performance on linguistic tests ‘than:on performance tests (Klineberg, 1944).
This has been interpreted.to mean that, with improved cultural status, improve-
ment occurs in Negro performance on culturally loaded test material., ., I

RS SR
Analysis . of the earlier study (McGurk, 1951); does. not support,Kl,ingb'e'rg’s
(1944) findings. The difference between . the mean' cultural scores of the High
Negro Group and the Low, Negro Group was _smaller than the difference between
the mean non-cultural scores of these two groups although the difference between
the two differences was not significant (McGurk, 1953b).. The difference in mean
cultural score between the High and Low.Negro Groups was significant; however,
the difference in mean non-culture score between these two Groups was not
significant (McGurk, 1951). On the cultural questions, about 399% of the Low
Negro Group overlapped the mean score of the High Negro Group, and on the
non-cultural questions, 36% of the Low. Negro Group overlapped the mean score
of the High Negro Group (McGurk, 1951)." s ‘ ‘ ‘

' Iie’ ’ ' ‘,v :
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While it may be true that a sample of Negro children who had lived in New
York City for ten or more years achieved higher scores on some psychological
tests than samples of other Negro children who had lived in New York City for
shorter periods of time, it is by no means acceptable evidence that the cultural
climate of New York City ig responsible for the differexces in test score. Nor is
. it acceptable evidence that the cultural climate of New York City increased

performance on culturally loaded test questions any more than it increased
performance on less culturally loaded test questions. The data presented here
are contrary to this assumption as well as they are contrary to the entire
‘“‘culture hypothesis.”

SUMMARY AND CONCLUSIONS

Whenever the academic performance of randomly selected groups of Negro
pupils has been compared with the academic performance of similarly selected
groups of white pupils, the Negroes invariably score below the whites. This
objective finding is generally accepted by all investigators in the fleld.

There is not general acceptance, however, of the cause or causes of this racial
difference in school performance. , ‘

Many well-intentioned people insist that the Negroes’' poor performance results
from lack of academic opportunity. These people hope that desegregation of the
public schools will cause the racial difference in academic performance to dis-
appear. This latter argument receives no support from any of the objective
investigations in this field; actually, there is evidence that desegregation, as
a method of equalizing the opportunities of Negroes and whites, may act to
increase the difference between Negroes and whites. -

Psychological differences between Negroes and whites today are of about the
same magnitude as they were two generations ago. These differences, since they
are not the result of differences in social and economic opportunities, will not
disappear as the social and economic opportunities of whites and Negroes are
equalized. ’ B :

The values that are attached to the moral and ethical arguments advanced in
support of the “culture hypothesis” should not be confused with scientific evi-
dence that this hypothesis possesses validity. Ethical and moral values are im-
portant according to the degree by which they are accepted and believed;
scientific validation, however, is a matter of objective demonstration and should
not be confused with beliefs or moral acceptance. = = - S

The available objective evidence does not support the ‘‘culture hypothesis”
as an explanation for Negro-white differences in psychological test performance.

The conclusion indicated by all of my studies is that a difference of achiev-
ability in various school subjects between white and Negro children. should be
anticipated, that the differences are educationally significant, that a. difference
in rate of teaching would be of advantage as between the two groups, that dif-
ferent emphasis should be brought on different parts of the curriculum and that
different types of treatment in the teaching of some of these subjects are implied
for the best education of the children. F e S

Although I have, on a number of occasions, challenged the proponents of the
“culture hypothesis” to present factual evidence to support their point of view,
no such proponent has ever done so. Instead, they reply with anecdotes, beliefs.
morzal arguments, and sometimes with name-calling, but they have never replied
with fact. On one occasion, one man, closely associated with the Office of Edu-
cation of H.E.W., actually agreed with the deficiency of the Negro, but insisted
that this should be hidden because of the effect it would have on the world, and
the United Nations in particular. The Education and Labor Committee is invited
to pay particular attention to the information submitted to it from the defenders
of the “culture hypothesis,’”” and to note, in much of that information, the con-
fusion between belief and fact. It is, then, possible to say categorically that
there is no objective evidence to support the notior that intermixing of the
Negroes and whites would raise’ the educational level of the Negro. One need
but to look in the Project TALENT ‘Report, sponsored ‘and financed by’ this
Government, for confirmation of the fact that no plan of racial mixing has bene-
fited the Negro. It has notin the past, and it is unlikely to do sonow, i . IR
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STATEMENT OF DR. R. TRAVIS OSBORNE, PROFESSOR OF PSYCHOLOGY,
UNIVERSITY OF GEORGIA :

My name is R. Travis Osborne. I am Professor of Psychology and Director of
the Student Guidance Center at the University of Georgia. I received my A.B.
degree at the University of Florida and my M.A. and Ph.D. at the University

- of Georgia. I am licensed as & Psychologist by the State of Georgia.

I am a member of the American Psychological Association, the Southeastern
Psychological Association, and the Georgia Psychological Association.

I have published many studies in my professional area, including “The Pre-
diction of Academic Success by Means of ‘Weighted’ Harrower-Rorschach
Responses,” appearing in the Journal of Clinical Psychology, *“Variation in
Graduate Record Examination Performance by Age and Sex,” published in
the Journal of Gerontology, “Comparative Decline of Graduate Record Ex-
amination Scores and Intelligence With Age,” appearing in the Journal of
Educational Psychology and *“Racial Differences in Mental Growth and School
Achievement,” published in Psychological Reports.

My specialities are educational psychology and differential psychology. The
latter phrase refers to an investigation of the changes in learning patterns,
achievement, aptitudes, and interest of students in relation to sex, age, race
and other variables. ‘

I submit the following statement to the Committee for its consideration in
connection with the Emergency School Aid Act of 1970, H.R. 17846. That bill
adopts the fundamental assumption from President Nixon’s May 21 statement
that

“. . . desegregation is vital to quality education.” Like the great majority of
people in this country, the President here is repeating an assertion which to
the best of my knowledge has no foundation in scientific fact—and is actually
contrary to the conclusions. of substantially every objective study including
those made by the federal government itself. :

But if that premise is wrong, if desegregation is destructive of quality educa-
tion for minority as well as majority pupils—then not only the enormous expendi-
ture of national resources provided by this bill but past and future spending
will not merely be wasted, but may prove to have been a major factor in creating
the chaotic conditions in public schools today which have so greatly diminished
the levels of American education from their position fifteen years ugo when the
President’s proposition was first voiced by the Supreme Court in the famous
Brown case. . ' ‘ . .

And in my opinion compulsory desegregation is destructive of quality educa-
tion, and that effect necessarily follows when we ‘scientifically . consider the
learning variations of the average majority and minority pupils—a variation
too great to be spanned in a single class, a variation which requires not only a
different level of learning but a different type of instruction to maximize the
educational accomplishment of the: minority, students. Some have gone so
far asto say that a different teaching language must be employed.* - S

Other witnesses have considered differing aspects of the adverse effects of
classroom desegregation on the learning of the -minority. I will, therefore,
restrict this statement principally to the studies which I have myself made to

- determine the nature of the differences which exist between these pupile with
references to supporting research. o Cee . -

SEVEN YEAR STUDY OF WHITE-NEGRO COMPARATIVE
o SCHOOL ACHIEVEMENT -

Intelligence quotient (I.Q.) is a term used by psychologists to describe the
mental potential for academic progress. It may be determined by ‘dividing the
score made by a child in one particular test, which is mental age, by his chrono-
logical age, which is years and months. There is a’ good correlation between the
I1.Q. test and arithmetic and language tests. o L S ‘

1Torrey, Jané W., “Illiteracy in the Ghetto,” Harvard Educational :
No. 2 (1970). ' A 4 | ) rv' ‘ ticational Review, Vol. 49,,

reo
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My study of the nationally standardized tests made over a number of years
by the local school authorities to measure the level of achievement of students
in the Savannah-Chatham County (Georgia) area led me to the unavoidable
conclusion that, at all levels in the educational program from pre-school through
the 12th grade, there were substantial differences in academic achievement
between the white and Negro pupils. In 1958, for example, the median (i.c., the
middlemost case in distribution) I1.Q. for white students in Savannah-Chatham
was 103, and for Negro students the median I1.Q. was 81.

The children involved in this study were first examined with the California
Test Battery * during the spring term of the 6th grade in April, 1954. In 1954
the elementary levels of the 1950 edition of the California Battery were used
for the 6th grade white and Negro pupils. In 1956 intermediate levels of the 1950
edition of the same tests were used for the 8th grade white and Negro pupils. In
1958 the advanced levels of the 1950 edition were used for 10th grade white pupils
and the intermediate levels of the 1950 ¢dition were uvsed for the 10th grade Negro
group. In 1960 the advanced level of the California test battery, 1957 edition, was
used for both groups. s

Of the 1467 white and 876 Negro children who were tested in April of 1954, 539
white and 273 Negro pupils remained in the school system, made normal progress.
and were retested in 1956, 1958, and 1960. The attrition rate over the six-year
period was 63 per cent for the white students and 69 per cent for the Negro
students.

At the time of initial testing the mean age of white children was 11 years
9 months with a standard deviation of five months; the mean age for the Negro
group was 11 years 10 months with a standard deviation of 8 months. The Negro
children were on the average one month older than the white boys and girls.

In the longitudinal study I made of these children following their performance
for seven years from 1954 through 1960, I found there were major differences in
reading achievement, mathematics, and mental. maturity scores. This study
showed that such differences were of the magnitude of 1 to 1% years in the
stxth grade and increased to a magnitude of 8 to 4 years at the 12th grade level.

Reading test results indicated that the Megro-white achievement differences,
which amounted to almost 2 years at grade 6, increased steadily until at grade
12 the difference in reading level was over 3 school grades. This widening gap
jn achievement between the two groups is apparent on both vocabulary and
comprehension subtests as well as for the total reading scale. '

The pattern in arithmetic is the same as for reading. In the 6th grade white-
Negro differences were just over one grade for the areas covered by the Cali-
fornia Achievement Test. In the 8th grade the two groups maintained- relative
positions in arithmetic reasoning but on the tests of arithmetic fundamentals the
Negro group was now nearly two grades behind. the white pupils. Six years
after the first test when both groups were examined during the second semester
of the 12th school year there was a difference in arithmetic achievement of
almost four grades between the two groups. The arithmetic grade placement of
the average Negro 12th grade pupil was below the 8th grade national norms
while the white group bested sbove the 11th grade on the same norm group. In
other words, in terms of arithmeti¢ skills, especially fundamental ‘operations in-
volving only numbers, white children in the Sth grade were not only significantly
above the Sth grade Negro group, but they were also superior in arithmetic skills
to 10th and 12th grade Negro pupils. T e

Growth patterns of mental ability placement for the two. groups were also
studied. The difference in mental maturity of over two years at the 6th grade
(1954) was slightly attenuated at the 8th grade testing (1956), but by the second
semester of the 10th grade (1958) the means of the two groups were separated
by over 3 years. The same relative position of the two curves was, maintained
through the last testing period of the experiment, 12th grade (1960). "By the time
the students were examined at the 10th grade there was_ practically no overlap
in 1.Q.; that is, only one 10th grade child in the white group earned an LQ.
below the median 1.Q. of the Negro children in the same grade. At the 10th
grade only 1 percert of the Negro pupils equalled or exceeded the median I.Q.
of the whites. " . oo e T R R

The differences in school achievement and mental ability of the two groups
(white and Negro students) which these studies established were sufficiently sig-

3 California Achievement Tests {1950 ed.) ; California Short Form Test of Mental
Maturity (S-Form). Los Apgeles : California Test Bureau, 1950.
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nificant in an educational sense that different curricula, different standards,
training and otherwise should reasonably be expected to be given to the two

ups. The results of these studies, and the tests and differences described, would
indicate the desirability of separate educational treatment oi! the two groups.

SEVEN YEAB STUDY OF WHITE AND NEGERO ST'UDENTB MATOEED FOB 1.Q. IN THE
SIXTH GEADE

Since the sibility existed that the. differences in scholastic achievement
described ungg: the prior study were the natural result of the difference -in
measured intelligence level of the white and black students, I considered it neces-
sary to conduct a parallel research which would take white and black students
who had first been matched for equal intelligence in the 6th grade. and .follow
the academic performance of these matched pairs through the next six years of
their schooling. The study was made in the same area and:.with many of the same
children as in the research just described.

In an effort to nnderstand school achievement vanations, two groups of white
and Negro 6th grade children were experimentally matched in 1954 for intelli-
gence and sex. In order to match the 140 pairs of students it was necessary to
gelect the majority of the children from opposite ends of the two distributions.
The white children in the equated group were considerably below the average
of their white classmates while a majority of the Negro children were above the
75th percentile of their group.

Mental ability growth curves showed the records on the two matched g'roups
of 6th grade children of the same age, same sex, and of equal initial mental
test performance. When these children were examined two years later, differ-
ences were slight but apparent. When all members of the group were again
tested in the 10th and 12th grades, the white-Negro differences in mental test
performance . ranged from one to two grade placement years.

‘When white and Negro children were initially equated for sex, mental ability,
and school grade placement, and later examined at regular intervals of their
school history, reading achievement differences were not as great as mental
ability differences. The Negro child seemed to be weakest on the vocabulary
section of the California Reading Test. Comprehension and total reading were
within one grade of the matched white group at most test periods Asris the usual
case, girls in both groups tended to read better than boys.

It is in the area of arithmetic achievement that the Negro- child seems to be
most deficient. Negro children of mental age grade placement equal to that of
white children were unsable to learn mathematical skills at the same rate as their
white experimental partners. The Negro children, a majority of whom: were
selected from the top fourth of their group in terms of mental age grade place-
ment, were unable to keep pace with the group of white children, most of whom

were drawn from the lowest fourth of their class. Over the 6 year period of the
study the rate of learning new arithmetical skills for Negro children was about
50 per cent that of the standard norm rate and about 68 per cent that of the rate
of the equated wlute experimental group. ,

. SUPPORTING BESEAROII '

I understand that a detailed review will be given to the Committee by Dr. Henrv
Garrett on. four important Government studies. Burket,?> Coleman,*. Kennedy‘
and the military classification test scores.® I call the Committee’s: attention to
the fact that the test data in those studies.is fully consonant:with my own. re-
search and conforms . to substantially all other research in, this field as sum-
marized by Dr. Shuey. in the exhibit to Dr. Garrett’s statement.” Similarly, my
research on the racial variation by subject directly correlates with the published ‘
work of Dr. Lesser of Harvard on racial learning patterns L

3 Project Talent. G. Burket. et al.. Selected Pufil and School Cluracterlstics in
Relation to Percentage of N es in School Enrollment,
¢ Coleman, J. S. Equality of Educa*lonal Opportunity, 1
s Kennedy, Wallace A., Van de Riet, Vernon, White, James C., Jr " “A Normative Sample
of Intell} I)gence and Achievement of Negro Elementary School Children in the South- -
eastern United Stntes. .Monograph, Society for Research in Child Development, Serla.l
AR AA LR ?‘f tion, U.S. Depart f Health, Educat! W ‘
ource : : American’ ucation, U epa ment ©° eat ucat o and elfare.
Office of Education. October 19866. ? . .
7 Shuey, A. M., The Testing of Nearo Intelliyence, Soclal Science Press (New York 1966) ‘
¢r : nIx‘e]-Sslg-’ Ge:rasld S..CIFi er, goéd?g,. (%lzgk Don M H, llg ftaé Albllit;es of Chllgren
eren ocial-Class an ultura. Tou s." onogra, O ocle or R.esearc in
Child Developmenrt. Serial No. 102 19635, Vol. 3 oOpNo grap v
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On J uly 8, preliminary: results of the National Assessment of . Educational
Progress covering' 100,000 school children were released. As reported in the Wash- .
ington Star of that date (p. A—8):-‘“The most controversial result,of. the. com-
parative data is that black children scored 6 to-25, percent: lower on, seven. of the.
10 questions than did all 17-year-olds ftested.” There is clearly nothing “contro-
versial”’ about this finding. It is fully in accord with all-known studies including
my own research.

Just how non-~controversial this result is was illustrated only three days later
when Washingiton newspapers reported easily predictable achievement test results
in arithmetic and reading for Washington’s- largely black school: system. Following
a well-established peattern, “Washington ‘students: scored :about' a‘quarter of the
way below national norms. Ninth'grade'students averaged 2.2 grades behind na-
tional norms in reading scores and 2.1 ‘years ‘behind in’arithmetic scores: with a
widening gap in test scores with each ‘additional year-of school attendance.’

The constant refusal to accept the obvious fact of racial diﬂ.’erence in academic ‘
matters prompts my statement today. B .

BUMMABY AND CONCLUSION

'I‘he ﬂndings of my studies were part of a. comprehensive study of ethnic dtiffer-'
ences in mental growth and school achievement..The populations were unselected
and represented a .broad cross:section of: sociological and: economic aspects of a-
large county in the Southeastern United- States. ‘Our :group :was unlike: those
used -in ;most, previous: longitudinal studies-where- populations were relatively
small and considerably above average in intelligence. : ¢ ,

The results of:this 6-year longitudinal: growth study support McGurk’s thesis-
that contrary to the position held by the environmentalist, racial differences are
greater in non-cultural:areas than in . cultural areas. At the 10th ‘and 12th grade
levels, median scores:: on;vocabulary, reading: comprehension, ‘and’:arithmetic
reasoning subtests were : signiﬂcantly above:the imeanfor- arithmetic :funda-
mentals. On the culturally weighted verbal- tests Negro children ‘held their own
but on non-verbal items involving only number combinations the overlap between;, :
the two groups was virtually eiminated at the last testing. " '

‘When Negro children were experimentally matched: with white children in-
terms of intelligence, sex, and school grade placement; signiﬂcant achievement dif-:
ferences were apparent inthe basic:school subjects. Even for the . group matched .
in terms of: mental ability it is in 'the non-cultural a'reas that the Negro child
lags behind. . 1 3

With the Chnirmans permission, I would like to ﬁle with the Committee, :
‘Exhibit-A, my article entitled “Racial Difference in: School Achievement, ”'ex--
plaining in detail the above-mentioned Southeastern county school achievement’i
study.. v e :

'.l‘here are several primary mental abilities—verbal numerical space and rea-‘
soning—found in:; mental - tests.. Those. abilities vary f one ethnic group to"
another and from one age group to another;:. .:;: ¢ 5 . i

The significant racial differences in school achievement shown by the studies :
which I have discussed, indicate the existence of a ‘priactical educational problem
heretofore ignored by those who:demand -that: schools be balanced in’ terms of
factors other than mastery of basic educational objectives. The school adminis-
trator ‘'who ‘is charged with' the': responsibility o providing ning'ful ‘educa:
tional; experiences': for .all”'children:in: His*‘district  is" no ncerned' wit:hsf
Klineberg’s explanation ‘that significant:raeial ‘differences’ nental’ ability ‘and’
school achievement can'be attributed to cultural ‘and’environmental factors,’® . nor
isit likely to be of much comfort for the'’ school ‘leader to knéw that someé’'psycholo-
gists believe ‘achievement’ variations ‘ jult'- o; netically conditioned‘;
. experience producing “drives.’’

‘What the administrator’ needs kno-w: s how to assimilate into white school

systems Negro children who, in spxte oi.' better trained and higher paid’ teachers 1 -
still.learn at a rate only one’-half

the same school district. s

Bt} :‘ ‘_‘ o

‘-.H“rzy.s

9 The Waahinnton .Post .Tul 1 : ) ead éulsc'ores of:D.C. Students Below Norm -
ot:la; Cities, Nation.” .- .. y & -

eberg, Otto Gharactcrtatics of tho American Nearo liarper fBros
oD ngas_hfzne, 'R. " acial Difference in :School Achieve’ment." Mankind Monographs
T ‘r.."'," T,
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If public schools are integrated en mmasse there appear to be three possible
courses of action:

1. Lower the educational standards and level of instruction in the formerly
white schools to the present passing level in the former Negro schools. The
net result of this would be to maintain for Negro pupils standards now exist-
ing in their schools, but lower educational achievement of white children
two to four years below their normal expectation. If this plan were adopted,
there would be few if any failures or repeaters among the white children
because they would almost never do so poorly as-to fail by present Negro
standards. It goes without saying that no reascnable citizen would sanction
such a plan to lower our educational standards at a time when there is a
world-wide attempt to strengthen teaching and up-grade education at all
levels. More importantly, such a lowering of standards would disquslify most
children for subsequent entry into college.

2. Raise educational standards required of the Negro c¢hiid to those re-
quired of white children and maintain the present level of instruction. This
alternative would result in a 40 to'60 percent Negro failure rate in inter-
mediate grades. At the high school level where achievement differences are
of the magnitude of three to four years, failure rate for the Negro student
would be 80 to 90 per cent with larger and larger numbers of Negro-chilgren
piling up in the lower grades.

3. The final alternative would be a track system of levels of instruction. -
applying differential marking and evaluation systems. This alternative would
result in de facto segregation as noted in-the Washington, D.C. example. _ .

None of these alternatives represents a real solution to the problem. Fach
would result in clessroom confusion and bring about an over-all weakériing of
the educational system. The school administrator who has the responsibility of
providing effective scholastic training for all children must devise an instruc-
tional program that will provide realistic educational goals for all boys and girls
regardless of race. But any single such. program would- necessarlly fail w:lth one
group or the other-—or both if a compromise were tried. . -

‘It would make for efficiency in instruction to have 'an. instructional st.rategy
which was matched to the different ability patterns of the different groups. The
student’s ability in 2 given factor of learning would affect the rate at which
that particular subject was taught and would also affect the content and type
of teaching that was done. Assuming that the difference between 43 and 58 is the
maximum difference on the test, it would be difficult for children in the lower
group to keep up with those in the upper group and use the same texts.

A child who goes to a school designed for a different ethnic pattern would be
misplaced. His failure to conform to group norms would deprive him of his
educational motivation and he would therefore nnt have a chance to realize his
full potentiality.

If a child has a choice between a school or class . that is matched to his ethnic
abilities and one that is planned for the ethnic pattern of a different group, his
best educational choice is obvious. A freedom to choos~ such a school or class is
therefore not only desirable from an educational point of view, but is essential
if “quality education” is the goal to be achieved.

Needless to say, the federal government—and quite possibly some of the Com-
mittee members—find themselves morally . or politically committed to further
integration as a cure for the scholastic ills which on the record appear to have
had as their principal cause, integration itself.. As each past and costly federal
study reconfirms the estabiished facts as to the learning characteristics of these

- children, the government continues to launch’ new. studies in the hope that

sooner or later by fortuitous chance or suffiviently narrow distinction of a test
group, an afirmative learning result from integration can be shown. For- all the
millions spent so far not one such study has been produced.

I refer to this for the reason that Section 10 of this bill provides for evaluation
of results. It does not provide any means whereby such an evaluation could be
made truly impartial. I therefore strongly recommend that Section 10 be amende<
to require federal. officials to conduct an ‘open study, by nationally accepted
objective testing, under the dlrection of a committee’ equally representing both
points of view, to find out:once and for all whether, optimum education: of minor-
ity students will be achieved by increased integration. That. could prove to be

the greatest service that Congress could perform in raising the . standards of
American education.

so



