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ABSTRACT

SR LAINING The IROGRESSIVELY DECRERSING SCOKsS N
COMIREAERSIVr TESTS COF BASIC SKILLS (CTBS) OF TH.
SCHOOL ChHILDR N OF TE:s DISTRICT OF COLUMBIA FUBLIC
SCHUCLS A5 THIY PROGRESS FRC.. SLEMiNTARY SCHOOL

NTC nlgH OCHOCL

Tnis paper cites and correlates the research ¢f several
scrnolars to explain why tne predominantly Black student
population of the vistrict of Columbia Public Schools (DCES)
does less well on tne Comprenensive Tests of Basic Skills
(CDBS) as studen*s progress from elementary schooi into high
school. [otivation, cognitive and social development theory,
and a construct, Definition of xeality (DCR) are used to show:

d Tnat as Black cunildren mature socially and cogni-
tively ana begin to c¢xperience and discern tne mery culturally
1mposed nos;ilities (discriminations, caste-like limitations,
racial daenigrations, etc.) of the s~m.rican society}their

2Xperiencing and discernment engender ana foster percep®ions

t
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Bell 1

rurpose Lihis paper focuses on relevant motvivational thecry,
soclal anad cognitive weveloument theory, 4na the construct,
vefinition of neality (DUR) tc explain wny the predominantly
slaCk stuaent populaticn of tne District of Columbia Fublic
<enovis (UCka) does less well on Comprenensive Tests of 3asic
ck1lis (CTB3) as students progress from elementary school
intc nign scncol,

raCts under Consideration

a. The District of Columbia Iublic Schools's stuuent
topulation is precominantly (over $0,.) Bleck ana has been
rreuominaently 3lack for many years.1 The following chart
cLows tie test results achieved by the third, sixth, ninth,
and ecleventn graaers witnin tne DCIJS on the O7TRS during
tne years 1981, 156, 1983, ana 1984, a careful review of
118 cnart reveals:

.« wtudents in tne tnird «na sixth grades scored very
near, &t, or above the national average for tneir grade levels
1n each ol the four years shown.

« otudents in the ninth grace scored at lesst one year
velow tne national average for tneir grade .evei 1n elghteen

¢l tweniy-four (<4) scores,

1. o . . . e C 4
Jource: t.frice o ,uality Assurance: 0l ( aasmust 19854)
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Rell 2
of N
D.G, BASIC SKILLS TEST
MEDIAN GRADE EQUIVALENT SCORES Natinnal Noarm
GRADE & 1981 1982 1983 1.74 2 g8
FEADING 35 38 39 42
MATHEAATICS 38 39 43 42
LANGUAGE 3¢ 39 41 4
REFERENCE SKILLS 41 45 46 50
SCIEN _E 35 39 46 46
SOCIAL STUDIES 34 36 40 41
GRADE 6 1981 1982 1983 1984 5.8
READING 59 62 69 69
MATHEMATICS &4 66 73 7
LANGUAGE 61 &4 77 75
REFERENCE SKILLS 67 7¢ 86 Q4
SCIENCE 58 62 73 70
SOCIAL STUDIES 57 6C 62 7.0
GRADE 9 1981 1982 1983 1984 9 8
READING 77 7.9 84 88
MATHEMATICS 80 87 90 92
LANGUAGE 77 g1 86 9.1
REFERENCE SKILLS 86 g8 90 96
SCIENCE 72 74 80 88
SOCIAL STUDIES 79 78 87 93
GRADE 11 1981 1982 1983 1984 11.8
READING 9.1 9.2 101 96
MATHEMATICS 88 90 99 99
LANGUAGE o7 04 103 100
REFERENCE SKiclSe 100 99 108 101
SCIENCE 87 81 93 86
SOCIAL STUDIES 21 97 i03 101
SCJRCE DC PLELIC SCHOCLS
As shown 1in the Washington Post, page A 28, Friday,Julv 13, 1984
BEST CUPY AVAILABLE
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¢ ctwdents In tne eleventn grade scorea betweeen one
UL VWO Y€ LE 10w the NatlOoNel average for thelr grade
LeVel,

. .11l grace levels except tne eleventn Erade SLOW
cenlinuing improvement from year to year.

+ Coures gnow tnat stuuents ao less weli, basea on
tie netlonal norm ror tnelr respective grade level as tney

pTlpress Ivom elementury school into nign scnool.

i

ct

=)
{u

Luls point o1 Idact tnat this vaper will explain,

U. LOT wltnstanaing the United sStates Constitution,
The s.ils ol A1gnts, znu continuing enlightenment of the
gomirant (wnite) group, the american society is a wnite
r«clst socicty wnicn continuously and rigorcously 1mposes
nostilities, e.g., discriminations, cuaste-like separations,
1njustices, racisl denigrations, etc., on blick imericans,
sucn th.t tnese nostilities cause serious clress, despalr,
~Td poycnological damage to tne psyc.lc of #1.ck Americans.
S015 1&CU nas veen adequately documentea by ..ilyort (1954),
swVie (1949), syrdael (19445, Cacnger (1953) ane v nost of
vLae?l scnolars,
aypCthesis Tnls paper nypotneslzeo:

. Thal bl.ck culldren at u very early age begln Lo
discurn wna understana taeir status (low caste, powericos,
Sepregated, raclally aenlgrated) wne their custure <nd Lnis

diccerar-nt ond wWnderslenNclny engender and foster 1 Vieas
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vooreaaliy (e finlilon o6 nvasiity) Tnabt: slick 1s P.d ana
Shatle 10 good; tonere's 11iTtae ncpe of cnanglng the “"sitatus
40" Lecause tne soclety 1s controlled by tne cominant (wuite)
£OUP; 1t 135 useuess and < waste of time to compete aguinst
whilles 1D o woalle centrolled soclety; and discrimination
alle TwClll aegnigrution o Blacks by winites will be tne rule
“nw taere’s little ihat slacks cun do about 1t.

‘nat vy early adolescence, Bluck cnilaren learn %o
«dll 10 luelr perceptions of tuneir not:le and oppressive
cocletly, anid one sucn adaptation is tnut they ce:ise to put
tue time «nd energy 1nto their scnool work that will assure
Liiell 0Ll grades, because tney belleve tnat aoing well 1in
5Cn00L willi pe of little consegquence in cnenging tneir low
Sstulue, LOwerlces s0Clas and eccaomic conaitions, nor will

doing well In scnool draing tinem tne benefits thut whites

recelve 10r aoln, well 1n scnool.

C. Un«l @s students go from elementary scuool to high

cencol, tnelr progressively decreasing (720 scores roflect

< +cosunlng ol academic acnicvement motivation resulting

Irom tuelr maturing perceptions of tneir racist s. ety anc

Luelr powerlessness to alter the status guo, and thus the

cualtur-.ly imposed nostilities encounterea witnin tne culture

adarin; youtn and udolescence become culiuralliy 1mposed ails=-

1neentives (Lioc) to academic acnievemet motiv-ticn.
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Lal e progressively declewsin

G,

3
fa

coo0 May LE Viecwed as M"exipectea cutcemes" ;wven tne
cuiturealy Imposed dlsincentives encountered witith regard
LuoLCadenlic wenievement motlivallon ang tne continulng
noStlaltiles L.t c.owly but convincingly Iceree siocK cniiaren
To Midorn Tnelr Lucces" ang 10 waapl Oy preporing themcelves
LOOOCCUIY Ui 40w presilge, (OwsTriess yoslitions cllcwsea

Lhaem Ly lne lnperatlVe s G an oppressive culture.,

i7132110ns 0o tnis poper In1s paper woes rot airect.y

audTels thne prooiems ana conditions tn.t miy ¢xist witnin

Lo «CnoGls wilcn mignt contribute 1o 10w uCauemic ucnieve-
ment o 1n cniidren.  Jeveral cutnors: hat entoli (Tube),

conn woit (1uod), Jonnath . w020l (1wbo), ray xist (1474)

Lo n.Me bul « few, ndave noted now sScnco.s Cun =Na olten 4o
coutrivute to student's Low aCoucmlc acnievement motivution.
-1 tnls peger tne scnool factors implcting on stusent acnieve-
Lentl motivaticon are trected -3 one I tne Many s0c1o-

[NV

1¢ .« elemente  ucounte red DY CoeVelidpln, cnilaren,
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Bell 7

In other wourds, reality is what a person perceives.

(p. 29)
In accordance with the above definitions, Hershey aad
Blancnard constructed a schematic to explain the motivating
““tuation. This schematic, with discussion is noted below.
45 explained by Hershey and Blanchard:

riotives, needs within an individual are directed toward

goals which are aspirations in the environment. These

i, iersey/«.ll. blancnard, Nanagement of Crganizational
sehavior:Utilizing iuman Resources, 2nd ed., copyright 172,
reprinted by permission ol Frentice-Hall, Inc., Englewooa
cliffs, w.c.

EXPECTANCY MOTIVTS CCAL-DIRECIED
- il ACTIVITY
: ? BErAVICR
1 1 —_ « r___l______‘
N ALLABILIT GOALS
AVAIASIITY | GOALS GOAL ACTIVITY
L SIS — e SNU S — | S S |

arc interrreted by the individual as being available or
unavailable., This affects expectancy. If expectancy is
high, motive strength will increase. This tends to be

a cyclical pattern moving in the direction of the promi-
nent arrows. But to some extent these are interacting
variables indicated by the secondary arrowss For
example, experience may affect the way we perceive our

feelings of availability. The presence of goals in the

13
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Bell 8

environment may affect the given strength of motives,
and so forth. (p.21)
Hershe& and Blanchard make another kcy point: "when a person
pehaves 1n a motivating situation, trat behavior becomes a
new input to his inventory of past 2xperiences and therefore
tne term expectancy has the broader meaning of sum of past

experiences." (p.22)

Lo u€TseY/Kelh. blancaard, ranagement of (rganizationan
S€L.VIOT: JUlllzing cuman Kescurces. <nd ed., copyrigut 197.
(FEEDBACK LOOP)
]
SLM OF .
PAST EXPERIENCE MOTIVE
i !
' ' BERANIT
* 1
1
VA!L—A‘S‘UTY GOAL
-
cilinted Sy pe=rmlsoclon O rrentloe-~nz.oi, 0C., Lia2w004
4..1516, (oL’ .

Definition of Reality(DOR)

By Definition of Reality(UCRX) is meant: the perceptions
one nolds concerning *the propertiss and characteristics of
nimself, of his immediate space ana world, of tne effects and
conseguences oi his tehavior and interactions on ais environ-
ment; such that these perceptions become a frame of reference
of vhat is real ana meaningful and thereby serve t» regulate

one's motives and guide one's actions.

ERIC
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'nomas and Tnowus (1928) noted:

[T men gerfine situation. as real, tney are real in tneir

conseguences. (p. 57<)

'ne uLA as used herein encompasses not only tne aefini-
Tion of the immedixte situation, it encompasses thne past, tne
nere ana now, and thne Iruture possibilities as tiney are per-
ceivea 0y an indiviaual. Tre DCX is formed, nurtured and
mclaed aay by day ana pit by bit as & normal consequence of
L1ving, learning and maturing. It is more than tne sum of
one's experiences ana it is more than defining the immedicte
situation or life space. “ne DOk involvea validating, ana-
-ys1ng ana interpreting one's experiences and then structur-
ing nypotaeses concerning one's self and tne countless con-
rigurations tn.t may exist with the wiaer society (exosystem).

~omponents of tne Definition of Reality (D0x)

neflections on the comments of Hersey ana Blancnara
~€23 TO tne conclusicn tnat the DU2 as described above must
1nciuae "expectancy" anu "avallability" as perceivea by an
incivigual, However, it is submitted thzt otner factors in
~adltion to these two factor: are necessary to aescribe an
inulviaual’s full range of seeing, feeling, knowing ana being.
1T 1s submitted that as z minimum, such acditional factors
ust incluae: one's self-image or seif-concept, one's

vislonary impulsions, and oue's repertoire of aaaptation.

ERIC
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Bell 10

[nese factors are descripvea below.
a. velf-image. HMeaa (1934) provides 1insignt on the
notion oi self-image:
The self is sometning wnicn has a development; it is not
1nitially there, at birth, but arises in the process of
soclal experience and activity, tnat is, develops in the
g1ven inaividual as a result of nis relations to tnat
process. (p. 135)
Tne inaiviaual experiences nhimself as such, not directly
put oniy indirectly from the particular standpoints of
otner inaividual members of tne same social group, or
from the generaiized standpoint of tne social group as
a wnole to wnicn ne belongs. (p. 138)
Jersild (1960) definea self-image (concept) as:
» composite of thoughts and feelings which constitute
a person's awareness of nis individual existence, hais
conception of who ana what he is. (p. 9)
11 tne reflectea appraisals ... of which the self 1is made
up are malnly aerogatory ... tnen the growing cl 1ld's
attitude towards nimself will be mainly derogatory.

vamon (1483%) explains tne self as:

Inat construct through which individuals organize tneir

knowleage of their own unique nature ana distinctiveness

(p. 198)

ERIC
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o, Visionary Impulsion. By visionary impulsion is

meant one's nopes or dreams, one's will or confiaence,
one's faith in projected outcomes. These terms refer to
tne strivings of all maturing humans to act within their
worlas or realities such that their experiencing enables
Trnem to connect their past and thelir present state of being
into a meaningful continuum that leads to a hoped for self-
assuring, self-vaiidating future. This avenue of seeing
ana experiencing requires much more detailea treatment

than time and space permit in this paper.

c. Repertoire of Adaptation. This factor refers vo

tne coping mechanisms or adjustment strategies that an

inzividual is zable to command when he encc.»ters frustration

of desires and goals so as to either overcome sucn frustra-
tions or oy other aesigns to minimize stress in spit of the
goal bluckages experienced. Repertoire of adaptations refers
to botn rational and irrational coping strategies ana includes
sucn activities as: seeking goal approach avenues wnich are
counter to accepted practices; aeveloping different worth-
while goals; aenigrating the standara gecal; manipulating
conaitions «nd people to influence gcal-blockers or available
patrons; cneating; rationalizing, etc. These types of action
or behavior are designea to minimize psychological and

emotional depression.

17
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’nese factors: expectancy, availability, self-image,
visionary impulsion, anu repertoire of adaptations as a
minimum compose the construct: Definitions of Reality (DOR).
Key to trne notion of the DCH is that an individual's DCR
expanas anc becomes more refined and perceptive as one
matures socially and cognitively within his society and
culture. Therefore, a child wno has never been outside of
fi1s nome has a more limited DOR as compared to a first grade
pupil, & junior high student will have a limited DOR as
compared to a senior high school student, and a senior high
school stuaent will have a limited DOR as compared to a well-
travelied adult., As the child matures he becomes aware of
and is able to respond to more types of stimuli than he could

respona to during his earlier stage(s) of development.,

rnelating Motivation to Definitions of Reality (DOR)

Given the nature and content of one's DOR, it is rea-
sonable to expect that one is motivated toward or discouraged
irom certain goals depending on what one senses as goal azvaila-
o1lity, one's expectancy, self-image, visionary impulsion
ana repertoire of adaptation. The scnematic below shows
tue relationship between DOR ana behavior given a motivational
situation. Perusal of this schematic promotes clarity concern-

ing the strong relationship between behavior and DOR. Ffor

example, if tne goal desired is "academic acaievement" (any




13

o
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coulc be supstitutea) the inaivicual would be moved

|

Ca

o

(mctivatea) to unaertake Tne necessary behavior and eifort

reguirea To attain "acaaemic achievement" if such acnieve-

TeLT LS IJLnEITENT wWitn ant & retionzl extension of his DCR.
(FEEDBACK LOOP)

et

<

) ¢

o &

* DOR ) Motive }o— w

. c

-Expectancy ’ I i 1 £

~Availability ' — Behavior =¥ 5

-Self-image i l—l 3

~Visionar S

- y Goal P
Impulsion - -

-Repertoire of S

. =

Adaptation T

=]

3]

&)

<

* Definition of Reality

Relating Definitions of Reality to behavior and motivation

tne factors constit.iting the DURX nave substantial

b
4y

wsicits witn reference to the goal(s) being sought, then
tne notlve strengtn fer thne pursuit of that goal will be

wear, 1€ strengin of a motive is a function of the con-
Tln.1TYy ana ccnsonance of trne goai in point to the indivi-

adza's Ulr. Therefore, tne strength of the academic acnieve-

Teny NoliVve 1n scn

L cniiaren is cairectiy relatea to tne

(@)
O

CLnTInilly «Nd conscnance ol suc: acnlevemeént to trelr DCXs.

13
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Social and Cognitive Development in

trescnool children and the Resulting Definitions of Realitv

vocial ana Cognitive Development

Selman (1976) explains that tne child, at four years of
age learns role-taking skills, (the ability to mentally place
himself in another's position); the child develops the ability
to distinguish between social perspectives (feelings, thoughts)
of himself and others; the child can lable others' overt
feelings, but does not see the cause ana effect relation or
reasons for social action. (p. 309)

krickson (1950) notes that by the time the child is ready
for school, nis or her behavior is characterized by "making
and making like" and reflects the child's concern with an
awireness of tne varieties of social roles that populate his
environment. a sense of guilt may be established if the child
is punished too severely or too freguently for his or her
attempts to establisn initiative behavior. (p. 247-258)

sccording to Pulaski (1971), Piaget notes that the pre-
school child develops a notion of object constancy, the under-
standing that objects and others exist bevond himself. He
begins to retain mental images. At about the age of seven
the child has acquired rudimentary concepts of space and time.
(pe 25). ¢+ His thought life is still unadapted to the reality

of tne world. (p. 39-52)
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Vamon (1983) found that the pre-school child's positive-
Justice choives are simply derived from the wish that an act
occur. Fcsitiv: justice deals with conflicts involving the
distribution of goods and benefits. The child's reasons
simply assert the wishes rather than attempting to justify
them (I should get it because I want it). (p. 1%36)

Resultant Definition of Reality (DOR) in the Black Child

McDonald (1970) presents several instances where both
Black and white pre-school children are aware of Aifferent
skin coclor. Young white children perceived the Black child's
face as dirty or cnocolate (something to eat).(pp. 32-33)

McDonald cites instances where Black pre-schoolers have
already shown dissatisfaction with their skin color. She
notes:

Fred, a Negro boy, wiped his hands on a black towel.

One of the white girls told him he had gotten the towel

dirty and he angrily denied it. (p. 38)

when five year old Paula, a new Negro girl entered

Kindergarten, inarew, a Negro boy, excitedly called vo

abby, also Ncgro, "Look, Look!"™ But then he and AbDy

totally avoided the intruder. That afternoon when andrew
was shopping with his aunt, he whispered to a little
cousin, "Let's get rid of all the brown people!"™ His

aunt, who had no way of knowing that he wanted to get
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Cid o1 Loe New Chiid 1N N1g »CuoU., ritner angrlly asked
GiDowhal 20107 € LHOUED Ne waS, «ud He Léasingly re-
biltd lhal ne wes golng o be wnite. (p. 40)
seoaman's (1964) studies of fortiy preschoolers showed
T! .1 nlzCk cnilaren somctimes genied their color ana tnougnt
vi tnely okin s reing airty, often icknowleaging a low
vsleem Ior tnemselves and an envy of wnite skin. anlte
Culiuren generaliy agreed apout tne zuperiority ot wnite skin.
a00dMall describen Joan, « four-year ola Black girl wno recited
Luav lollowlng refraln:

tne peodnle that are wnite, they can go up,

\
/

LG4

fnue people tnat are brown, the, nave to go aown. (p. 4

ouments on tne idesultant Definitions o1 Reality

.uC evidence suggest tnat tne preschool Black cnild
Ueglns to develop a negative sense of nimself, xithougn the
Cuiiu ras « very limited sense ol tne physical and social
wOrLs apout niw, he Knows ihat he .s regaraded differ:ntly by
Lot world tnen is nis shite companion. Tne significance of
ls wilrlerential treatment is minimai Lo the prescnooler,
4lie mv CoMeg TO 3CHOUL Teiady 1o work (w3 inuicatea by srickson)
S R AVERCIS & o

sieCK cnlldren's gefinitions of reality (wu-), upon
vulerlng Lonool have already veen provideu « frame of reference;

Lot OF Lnedr parents' o0ke.  Black perents, as do all parents,
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¢TOVIde tnelr cniluren with the paclce compvetenclies they teel
tnelr cnilaren will need 1n order to survive and prosper.
Blick parents must approacn their childrearing tasks witn
tne intent, regardless of otner requirea competencies, of
nurturing tneir cnildren to be resilient when inter-acting
with members, agents, «nd institutions of tne dominent(white)
ociety., 1f Bluck parents' DURs are filled with feelings of
defeat, ol nelplessness, of poverty of spirit, they will pass
tnese Iiwctors to their children.
arambs (1965) makes the following point:
r. fatner wno feels defeated by the world 1s not in a
geod position to give nis son & sense of optimism and
a I'eeling tnat he can achieve something himself. The
ract tnat tne father is most likely to be the absent
memper of the fumily and often is replaced by a succes-
si1on of fathers .... also tends to militate against the
establishment of & view of the mzle as a reliuble,
responsible individual. (p. 20)

Grier ana Copbos (1968), speaking oif tne Black motner

ohe interprets thne gsociety to tne children and takes

as ner task the shaping of their cnaracter to meet the
worlu as sne knows it, Tnis is every motner's task.
But the slack motner has & morec ominous message for her

cuild and feels moreurgently the need to get the messqge

23
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vell o

alross. Jne cnlid must kKnow thut tne white world is

Jdungerous ane tnet 11 ne aoes not unaerstena its rules

1t may K1ll nim .... Jne must proauce and shape and

mold « unigue type or man. Jhe must intuitively cut
¢l ana bliunt nis masculine assertiveness ana aggres-
sion 1est tnese put tne boy's life in jeoparay.

(bp. 51-52)

Tnese comments suwygest that Black parents view
“competency" ror their children as the zbility, in pert, to
«d.rt to the aominant(white) society. This is an adjustment
tnat is not reguired of tne wnhite cnild. whaite children are
fully acceptable by the dominant society and may use thear
energies for developing those other competencies whicn the
soclety will demana ¢f 12im in the performance of his future
aault role. C(gbu (1978) mzkes & keen observatic. ..ncerning
cnliurearing competencies wnich are taught by Black parents.
¢ asked the question:

w1y should Black parents transmit tne same linguistic,

cognitive, and motivationai skills s wnite parents,

asing tne same tecnniques when as saulits, Black ana
wnite chii rcen are destined to cccupy different status

pusitions? ( p. 201)
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.ocial anu Jognitive Develoiwent in Children:

rirst througn Third Grade, and the kesultant

vefinition of reality

.0Clal and cognitive pevelopment

celman explains tnat at this stage (6-8 years oi age)
tne cnild 1s aware tnat otners may nave a social perspective
pased on their own re:soning, wrich may or may not be similur
10 nis. lHowever, the cnild tends to focus on one (his own)
perspective rather than coordinating viewpoints. (p. 309)

krickson describes the cnild at this stage as sct for
'entrance into life.' Tne child becomes industrious and
cager to become part of a productive situation. He is ready

to handle utensils, tne tools and tne weapons used by big

people. Tnis 'Industry ana Inferiority’crisis stage initiates
« Iear of not being able to de¢ enough, to be enough, or to be
as ;00d as otuers of tae same age. It is at this stage that
tne wider society becomes significant in its ways of admitting
tne child To an understanding of mezningful roles in its
tecunology and economy. (pp.258-261)

Jamon's (1983) investigation of the child's «bility to
make positive justice cnoices reveals the child ref  ects
personal aesires (in meking choices) but is moving to a
justification (of actions) based on exlerne.l observable reali-
ties sucn as size, sex (e.g., we should get tne most because

de are girls) to positive justice crnoices aerivea frem notions

O
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2ts perception (€ to & yeurs of ape):
i \

‘rickson (1850) notes the rollowing ccncerning i:..

N

The cnlia 1s alreaay aware of nis color. It is nere
.V Inaustry involves doing things becsige otuers and
w.ali OLLETS, « 11TrST sense o1 ine divisions of labor
d oi alil'erential opportunity .... Thiis is where tne
senc ol eniid begins to feel tnat tne color of ais skin,
Tiau LaCKgrouna oi als parents, or the fasnion of nis
J.Clnes Tatner tnen nis wisn and nis will to learn will
corav nic werin., (p. 60)

-ramue cabmits tne following concerning the zluck

‘enturin,; outsice tne {umily provides the cnild witn

«1d1t10nas ciues of nis self-wortn. s ne meets teacners,
pCilcemen, storekeepers, etc., he 1s tola wunat tnese
ivaerful persons tulnk of peopie like nim. He learns

~

«bout nilmsell from otner caniluren on the block wno
report 10 hLim now tuey Ieel on seeing nim ana piaying
witn nim, (p. 1<)

sraenlnts continues:

nhicl THe Negro cnllu 15 xlkeay t1C learn is tnat no one

1L 10 De trusted ... e learns too tnat ris fomily io

vl.y portiy responsible for tue norrors of nls existence;

26




it is the whites who have created his situation. It

is they wno keep him in abasement. The burden of

natred for the white is increased because he 1s also

told that ne cannot do anything about that hatred,

in fact, he must pe particularly careful and watcnful

in all his relationships with whites. (p. 20)

coles (1964) provide~ the following insight on childrens'
perceptions:

Yet I had never quite realized that children so quickly

learn to estimate who can vote, or who has money to

frequent this kind of restaurant or that kind of theater,

or what groups of people contribute to our police force.

«ees L have been struck by how specifically aware they

become of those forces in our society which, reciprocally

are specifically sensitive tc them. They remark upon

the scarcity of colored faces on television .... In the

ghettos in the north, they soon enough come to regard

the Negro policemen or bus driver as specially privileged

as indeed he 1is, with his steady pay, with his uniform

that calls for respect and signifies authority__ and

perhaps as an enemy in the inevitable clash with

"whitey." (p. 338)




comments on the Resultant Jefinitions of Reairity (DCR)

st this stage otf development the students of the DCILS
record high scores on the CTBS. This fact suggests that tne
UCR of tne students, though negative in some respects have
not yet diminished student academic achievement motivation.
Tnis 1s because tne limited social and cognitive development
ol tne chilldren have not enabled them to perceive the connec-

teaness of their immediate space (microsystem) to their

several fuzzily aefined mesosystems (school, playground,

nome, etc.) anc to tne wider society( exosystem). These
cnildren can grasp face-to-face relationships, but have not
progressed beyond understanding tneir linkages with other
e-7ironmental factors, including ideologies that dictate
tne milieu, ethos, climate, and practises which dominate
nis goings and comings.
sronfenbrenner (1979) provides tne following definition
of numan development:
Development is definea as the person's evolving concep-
tion of tne ecological environment, and nis crelation to
it, as well as tne person's growing capacity to discover,
gvstain, or zlter its properties. (p. 9)
Tne cnildren of the UJI3 are beginning tneir development.

Tney are learning, experiencing and feeling. They are ex-

changing viewpoints ana facts with peers and parents zand are
veginning to build a consistent and more cumprenensive picture

of tne world about them.
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Bell 23

Social and Cognitive Development in

vinildren: Fourth through Sixth Grade, and the Resulting

Delinitions of Reality

Social and Cognitive Developument

Selman notes that the crild, oetween eight and twelve
years of age is able to reflect on his own thoughts and feel-
ings, and is conscious that ezcl inaividual is aware of the
others' perspective and that tnis awaremess influences the
child's view. Tne cnild can form a coordinated chain of
perspectives, but cannot yet abstract from this process to

n

ct
¢

level of simultaneous mutuality. The child begins to
realize tnat both the self and others can view each other
mutually and simultaneously as subjects, and he can step out
of tne two-person dyad ana view inceractions from a third
perspective. (p. 309)

Jamon explains that the positive justice development of
tne cnild shows thnat decisions are made based on consideration
of equality and reciprocity and are coordinated such that
cnoices take into account *the claims of various persons and
the aemands of the specific situation. <Choices are firm and
clear cut, yet justification reflects the recognition tnat
all persons snould be given their due (though in many situa-

tions, this does not mean equal treatment). (p. 136)
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Pulaski explains that at these grade levels Piaget's
theory of child development would place the child at the
concrete operations stage of development. The child's
thinking processes speed up. The child is able to range
forward and backward in space and time on the mental level,
however he is capable only of thought about concrete exist-~
ing objects and people. The realm of hypothetical thought
dealing with theories and propositions, will not be 2ttaina-
ble until his adolescence years. (pp, 53-54)

Resultant Definition of Reality for the Black Child

Schlesinger (1971) provides the following insight into
the Black child's perception of reality:
School children are brought up on the American dream:
work hard and you succeed; be ambitious and you will be
rewarded; there is eaqual opportunity for everyone; success
in attainable for ail .... For the first time I tried to
see America as it seems from the ghettu. Black children,
1 founa, do not listen to the dream. They know from
bitter personal experiences and from the lives of their
parents and grandparents__ in their very bones that there
is no such thing as the American dream for them and never
has been. Their parents, far from winning the race,
were not even allowed to enter it. Almost none of the

tnings w#e teach in school about America ... the pledge

30
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of Allegiance ... the blowing of taps for the lowering

of the flag ... have relevance to them.(pp. 51-52)

Coles (1964) notes the following:

Lower class Negro children are taught by their families
and by contact with the white society that they must

not display open aggression toward white people ...
nlthough the lower class child is generally taught that
he must be subservient to whites because he must work

for tnem, when pushed beyond the accustomed or acceptable
limits of deference he 1s more likely than the middle or
upper class Negro to become openly aggressive toward
white people .... The middle class Negro parent in pre-
paring his child for life teaches him at least in words
that inspite of racial restrictions and taboos, he is in
fact equal to whites. Children of this class are trained
to control thsir impulses, to adhere strictly to the
demands of respectability, to avoid negative contacts

with whites, in short, to keep out of trouble. (p. 58)

comments on the Resultant Definition of Reality

At this point in their development che Black children
of JDCPS are still a;hieving, though now only at grade level.
The children's DORs are negative in several aspects, but now
in a more defined manner than in the earlier grades. Children

are beginning to discern the connectedness of their several
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mesosystems of activity tvo tne lurger society. Now cnildren

not only sense ana understana tne immediate aspects of %their
Situation, but nave gatherea notions of tne conditions,
attitudes, ana ulspositions existing in areas of tne iarger
society that tney neve rnot personally experienced. LeVine
(1967) captures tne developing "growin~ and knowing" of
cnllaren as follows:
I'ne growirg cnila receives information about opportunity
for social mobility in his or her society from various
individuals and institutions, incluaing older members
of tne family, scnool teachers, religious instructors,
DooOKs ana mass meaia. (p. 89)
ciark (1963) speaks of the Black chiia's response to
L .. sarger society zs follows:
nlthough the effects of prejudice, aiscrimination, =nd
segregation on the personality of adolescents ana adults

reflect tne accumulation of childnood experiences, tne

ialer reactions «re more indirect ana complicated than
tne concrete effects ocserved in childTelies... therefore,
one must not only look ror the airect ... symptoms of
personality distortion ... but also realize tnat tnese
symptoms ... may express tnemselves in forms :ppirently

unrclatea to the racial problem. (p. 47)

o 3 2
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soclial and Cognitive Developmeunt in

children: Seventh through Ninth Grade, and the Resulting

Definition of Reality

Soclali and Cognitive Development

According to Selman, the child's ability to mentally
place himself in another's position has expanded. During
this stage( early adolescence) the child realized that
mutual perspective taking does not lead to ccmplete under-
stanaing. Social conventions alie seen as necessary because
they are understood by all members of the groups and society.
(p. 309)

Damon notes that now the child's positive justice
choice abilities reflect a notion of reciprocity in actions
(i.e., that persons shculd be paid back in kind for doing
good or bad things) with a notion of merit a-* deserving
emerging to a development of 2 sense of moral relativity that
understands that different persons can have different yet
equally valid justifications for their claim of Jjustice. It
is here that the chcices made attempt quantitative compro-
mises between opposing claims. (p. 309)

grickson (1950) views the child at these grade levels

as continuing in the Industry versus Inferiority stage of

development. (p. 261-262)




digner (1983) notes that Piaget (1967) labeled adoles-
cence as a time when individuals enter the stage of formal
operations in their cognitive development. Cognitive skills
acquired in this stage involved an increased ability to use
logic based on forming hypotheses and reaching conclusions
based on deductive reasoning. ... JIssues and behavior are seen
in terms of polar extremes. Something is definitely either
right or wrong to do, people are treated fairly or unfairly
and someone is either good or bad .... A major task of the
adolescent is to reconcile this approach to categorizing
values and behavior by developing an ability to perceive

gray areas and to develop a rationale for understanding rules
of conduct. During this stage, the teenager must move from
knowing and acting upon specifics in values, attitude, and
behavior to understanding the broader, more general philo-
sophies that govern an adult approach to life. (p. 57-58)

Resultant Definition of Reality (DOR)

Schlesinger notes :

The world looks quite different to Black children than
to white. Life outside the apartment is neither safe
nor orderly. Violence and physical force are very much
a part of these children's lives from a very young age.
Aand in tnis world of violence and fear, there is no help

except self-helr. The white child is taught that the
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policeman is their friend and that society exists to
protect them, The Black child learns that 1
establishea authority can be the enemy; it may be pla-
cated, fooled, or defied__ ta.t never trusted. The
school 1tself, to the bla'x community is seen as part of
the white establishment. (p. 44)

again Schlesinger notes:

For Black children, school is not an extension of the
home (as it is with white children). There is a sharp
break between their private lives and their school day.
«++. During the school day, they must try to adjust to

a world and a culture in which they have no real part;
most of their social life, their growth, their develop-
ment, their living, takes place in their own world, out-
side the school. (p. 53)

Fader (1971) provides tne following insight:

Most adolescent non-readers are children who won't read
ratner than children wno cen't read. Their choice is
neither hasty nor capricious; they are the ones who truly
"know better" when they follow the language pattern of
their dialect .... They know that standard English isn't
wortn its cost; they know that they may not be able to
prevent their minds from learning it, but they also

know that they can prevent their mouths from speaking it.
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Tney know that it is better repressed because it has
no rlece in their lives. +ho but a foci practices rfor
« contest to whicn ne wilil not be admitted, a s“ruggle
in whicn ne will not be allowed %o compete? (p, 119)

~omments on the kesultant vefinitions of Reality (DOR)

rne bluack children of OCFS have extended tneir inter-
actions iaroughout tneir communities ana nave come tr
pervondily know tne agents representing the societal institu-
tions; policemen, postmen, firemen, welfare and social workers,
etc. Many of tnem understand tnat many of these agents,
including teacners anda administratars do no look favorably
on taem because of their ghetto living or family background.
otuaents sense with some certainty that their unhappy
experiences witn many societal agents reflect not just the
iraiviaual pias of these agents, but the bias of the agents!
institutions as well., Menv children are now able to identify,
cutalog, ana organize tne constant a.et of differential treat-
ment and caste-like separateness they have experiencea, They
now cun predict future possibilities and circumstances. .nat
tney now feel and experience and what they project as future
possibilities promote; (1) a decresse in their willingness
to perseverz in thneir studies and (¢) a4 distrust in tne
aominant (white) society, its espoused values ana its insti-

T1O0NS.
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The children have begun the questioning: Does it
really matter if I get gooa grades or not? wWill gnod grades
change things for me, now or later? These are the questions
anc these questions are quickly answered ... by the streets,
by the television and radio, and by everything that these
children feel, hear, smell, touch and see. And what is it
tnat they experience? Perkins (1975) in describing the
characteristics of North lawndale, a suburd of Chicago may
Just as easily be describing washington, D.C. when he states:

sSummer mornings ... never appear to change.

They quickly become a part of ghetcolony tradition.

A pervasive episode of hopelessness and peverty.

Jhat was true yesterday is more than likely to be true

today.

Tnere are the same decrepit structures basking under the

sun with their frayed window shades half drawn, and the

odor of hominy grits, fried pork and burnt toast seeping

out into the almost death-like air. On hot days one can

see fatigued ebony faces protruding out of windows to

gain relief Irom the morning humidity.

and the stencny alleys covered with broken wine bottles,

empty beer cans, urine, and feces of stray dogs and

unwanted people.

snd the weary people waiting on street corners to catch

the crowded buses which take them to work.
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LId Tne whimpers of bavies wno ure stiil uun,;-ry from

yesterauy's snortage o: milk,

and tne dispossessed men wno mill in front of taverns

walting tvo quench thelr nunger witn anything that can

nelp them escape their pain ana frustration.

~nd the nustlers, pimps, street men and otrner social

vutcasts wno serve as models for tne young,

.nd tne blue signal Light of a plice squauron flashing

Jown ine street or the blaring of a fire truck answering

+ Call 01 ulstress,

«Nd tnere dJdre tne airty streets,

adways tae dirty streets.

«nere gnetcolony cniluren muzke their home.

:oome tnat nas an asphalt ficor, tenements for its walls

and & door wnich locks tnem in from the rest of tne

woria. (p. 17)

‘he world ol the urban slack cnild is closely intwined
with the culture of tne city streets. Tnis "street culture

provives very littie reiniorcement to acaaemic motivation.

N taCl, lor many cnildren acuuemic acnievement motivetion

1n loe streel cuiture is a waste of time, because tney must
leoern tne SKilas of thue "gnetcolony" to sarvive, anu none of
Luw 1T nerces spewks convincingly of tne wcertn ot ccnoucting, and

Irum tnelir ventage point tue schoul LecOmEs «nOLLLT 1nNctitutlion

<t

vt ropresents white aomination une controel.,
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comm>nts on the Definition of Reality:

academic schievement Motivatic, Chart

1. Uociety is diagrzmmed by two layers which interact with

tne individuai: Society's Operational Ideologies ana Society's

institutions and Agents., The developing child learns about
society's agents and institutions first and as maturation
of social and cognitive faculties proceed the developing
cnild becomes aware of the society's operational ideologies.

2. Home and Family are initially the primary sources of

socialization for the child., The home and family are

characterized by their location in and interaction with their
surrounding socic:l, political <nd economic milieu and become
conduits between the developing child and the society.

3. Dotted Curved lines between the individual and society

show that the individual is only slightly familiar with and
aware of the layer of society indicated.

4. 3o0lid Curved Lines between the individual and society

snow that the individual is familiar witn and aware of the
layer of society indicatex.

5. The Definitions of Reality (DOR) with respect to acacemic

acnievement motivation become more and more negative as the
cnila develops ana begins to understand nis low caste posi-
tion and nis relationship to thne racist society and its

operating ideologies.
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TH: GROwTH aND DEVELOPMzZNT OF DEFINITIONS
OF REALITY WITH RESPECT TO ACADEMIC ACHIEVEMENT MOT.VATION

In tne diagram below, the "-" (minus) and "+" (plus) signs denote the
consonant and dissonant factors respectively of the Definitions of Reality (DUR)
that affect academic achievement motivation, The "O" sign denotes neutral
factors in the DOR with regard to acaCemic achievement motivation.
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Social and Cognitive Development in

Children: Tenth through Twelfth Grades and the Resulting

Definition of Reality (DOR)

-1

dui ial 2na coguitive Development

Damon notes:

Toward the end of the teen years, the adolescent begins
directly to confront societal institutions such as the
economic, legal, and political system. No longer are
social-institutional realities communicated solely through
the family. The adolescent often looks for jobs, must
obey the law (or else assume the consequences), and given
some genuine political and legal rights (such as voting).
For these reasons the nature of society becomes an issue
of major concern during adolescence., More so than at

any previous period of life, the adolescent is exposed

to the particular historical and social-cultural forces
of the times. Adclescents themselves, with their expand-
ing cognitive abilities and their emerging social and
self-ccnsciousness, are often acutely aware of these
aparticular forces; their development cannot be under-
stood without taking these forces intc account. Further,
societies constantly change, and each generation of ado-
lescents confronts unique historical events. As a conse-

quence, every cohort of youth shares certain formative

exvperiences specia. to members of that cohort ... These
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experiences ... are a critical part of growing up
) during every historical period, and they must be
examined in any account of social development. (p. 251)
Bigner describes Erickson's 'Identity versus Role
Confusion' crisis as follows:
The fifth stage of pyscho-social development begins with
puberty and lasts through the adolesceni years ....
Tr2 challenge presented by this stage involved one of
the major questions the individual confronts during life:
"Wwho am I and where do I belong in life?" By experienc-
ing a wide variety of roles and relationships during the
years of childhood and adolescence, the individual comes
tc form idealistic impressions and concepts about how
things should be in the family, among friends, with him-
self/herself, and in social relationships. .... 4 clear
identity of who one is, what is valued, what types of

attitudes are important and how to become involved in

occupational roles become more focused during this
time of life cycle. DParents come to be repiaced almos?
exclusively by the peer groups as the essential element
of social support. ( 1983:52)

grickson (1950) adds his own clarity to this stage of

development when he noted:

The growing and developing youths faced witn this pnysio-




logical revolution within them, and with tangible adult
tasks ahead of them are now primarily concerned with
what they appear to be in the eyes of others as compared
with what they feel they are, and with the question of
how to connect the roles and skills cultivated earlier
with the occupational prototypes of the day ... In their
searcn for a new sense of continuity and sameness, adole-
scents have to refignt many of thLe battles of earlier
years, even though to do so they must artificially
appoint perfectly well-meaning people to play the roles
of adversaries; ana they are ever ready to install last-
ing iaols and ideals as guardians of a final identity.
(p. 261)

resultant Definition of Reality (DCR) in tne Black Adolescent

i

n the interest of clari*y,the Black adolescent's DCOR
is aescribea in aetail with reference to each of its com-
ponents.

Avallapility of Opportunity

Clark (1965) notes:

3

Tne privileged white community is at great pains to
p g

-

blind itself to the conaition of tne gnetto, but tne
residents are not blind. ‘hey observed thut otners
enjoy « better 1lirfe, am this knowledge brings a conglo-

merate or nostility, aespair ana hope. .... Young people
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1l I:et _aced wltn greal Jdiiftficultics in Linaing joos,

£1Vel wno ney are ... tuey perceived tnemselves
ertectively cut off rrom tae .merican dream. (p. 165)

Visicnary Impuision

Crark (1v63) states:

ainority-group cnilaren or <.l soclia. znd =concmic
C_a88e3 OoIten react To tneir group cenflicts by the
aaoption of a generaily cefeat_st attitude ane a lower-
ing oi .ersonal «embition. Many of tnese cnilaren also

tend to be nypersensitive ana anxicus ..oat their

3

Terations wiln tnv sarger society, ana to see raclal
408T1-1ty and rejection cven wnere tzey may not actually
CZisT. (}s ©9)

vebd adls Ttne forlowing:

AL U60AEN SiaCKS Sy Thney deslre equc.tlon anu alituougn
thcy iry In meny wizys to cnange tne ~Jduc. Lion systen

Sv LuaT Taelr cnlidven wil. recelve Detler euucation,
S-=CA sTudenils neltner make sufficient e¢ffort in tneir
SLudles nor matcn tnelr asplrations witn accompiisnment.
ihe 14CK oI serious effort nus develoueda jartly € cauce
they Cee tnelr future opportunities limited by tue job
Celilng. Jnly compare themselves wltn wnltes wnom by
©E€ 13 Ll 1Ny more Job opportuniiles for no otner re--
20N tnan thnelr ccolor. ecause of tnelr own Limlted

luture empleyment opportunitlies ind tne prolerentlo;
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treatment ol wnites in tne job market, sluck students

OI'ten become disillusioned about the future ana doubtful
+00UT tne Vaiue ol scnooling. (p. 188)

stusesinger ana v'.more (1971) note:

20w can tney look at education «s tae lauder to success
wien tuey see wnlte l'aces filiing almost every important
pusltlon? oW can tney work nara ana believe in the
lTuture, living as they do 1n tane ghetto wnich teacnes
thal one cannot pian for tomorrow? How can they believe
tuat effort will be regarued, surrounaed as tney are by
vovertye (v. 52)

neTdiner ana vvesey (196<) state tne following:

mOSU urpan callidren ... manzge to go at least throush
pabiic school ana a consiaerable number get one year of
nlgh scnool.  rrom tnld point on, tne resistance to
zducueticn of tne lower-class cnilaren become epormous
«+.. Irom tnis time on, school becomes a meaningless and
unrewarding oore. .... It 13 dirficult to conceive of =

more nopeless and dispirited grour tnan a nign school

IS

§
42
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5 0l Hegro adolescent girls; nor a more bored anud

i

esuatiul group tnan a nigh scnool class of Negro boys.
S0l oeem egually almless ana beroggea. Yney ao not
~osulle tnese attitudaes tnrou,n cnolce. Tne faulb is

wocleiy's not theirc.  (pp. 71-T¢)
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celf-image
voles provides the following insight:
i have seen enough Negro children over a long enough
time to realize that their family tragedy starts not
in tne first years of infancy and e3rly childhood, but
in those later years when the world's restriction become
decisive antagonist to the boy or girl, say "no" to
them about everything, teaching them finally to trans-
form those refusals into a judgement of their worth as

individuals and as citigzens. (p. 367)

Grambs asserts:

One of the clearest aifferences between Negro and white
is that society in the contemporary United States con-
tinually tells tne groups that they are different, but
the hegro group is considerea inferior to the white group
eses 1t is obvious that this kind of differential social
communication is going to have a aifferential impact on
perzonality. (p. 13)

Clark (1963) speaks to the issue of Black self-concept:
self-rejection begins at an early age and becomes embedded
in the personality. The self-rejection is a part of the
total pattern of ideas and attitudes that American Negro

cnildren learn from the larger society. (p. 50)
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Repertoire of Adaptation pertaining to Academic schievement

Motivation
Lott and Lott (1967) note:
Recent research indicated that Negro youth are respond-
ing to their caste position and selecting lower goals
and standards for themselves even when their family's
socio~economic positions and innate capacities would
indicate higher achievement motivation: lower caste and
iower class status go hand in hand ... even when some
lower caste members have acnieved a more favorable class
position, their caste restriction continues to be perceived
and to influence their behavior, voth overt and implicit.
( p. 163)
Fader provides the following insight:
A child or a man learns to perform 1n a certain way
because he wants to or because he must. In the case of
a child who speaks non-standard Xnglish, his motivation
for learning the standard torngue of an exterior community
is greatly diminished by his sense that the language of
that community will be of little use to him in obtaining
i1ts privileges. Children of white immigrants knew tney
had only to assume the clothing of the dominant group _
in large part, 1ts language__ and they could live unde-

tected in its midst. Knowing that lifelong masquerace
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to be beyond them ___ being so informed by thie shepe of
everything from the obelisk of the washington Monument
0 the rectangle of a television vus___ black and brown
children see no reason for wearing clothes that give
them neither warmth nor camouflage. (1971: 116-117)
Ausubel (1967) notes:

Doing without being interested in what one is doing
results in relatively little permaaent learning, since
it is reasonable to suppose that only those materials

that can be meaningfully incorporated on a long-term

basis into an individual's structure of knowledge that
are relevant to areas ¢f concern in his pyschological
field, Learners who have litt.: need to know and under-
stand guite naturally expena little learning effort;
manifest ar ingufficient meaningful learning set ....
ana do not devete encugn time zn1 encergy to practice

and review, Material is thererore never sufficiently
consolidated to form an zceguate foundation for sequen-

tial learning. (p. 291)
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Comments on the Resultant Definiticns of Reality (DOR)

Irn grades 10 through grade 12, Black adolescents have
developed socially ana cognitively to where they realize
the relationship between their resent disparaged status
and their probable adult rcles. “ae diagram "Growth and
vevelopment of Definitions of Reality with Regard to icademic
nChievement Motivation" sketches the process ot "reality
formulation." At this stage these children have learned
and understard that their future development in American
culture is definitely limited, simply because they are black!
They have gathered more data from their experiences and have
matured and expanded their deciphering faculties., Their
view of tne worle shows them that academic achievement will
not rring them the same beneTits that white students would
receive ard vill do little to change the low status, caste
seperation ari discvimination that his adulthood will
uXperienc=. [Flack cnildren at these grade levels (grades 10-
12) may percelve schools as being a part of the status quo
and cerving tre ideologies of the dominant group. They may
perceive that the schools have lied to them about equal
opportunity, the value of hard work, the rule of fairness
and justice, the nature of the relationship between themselves
(tne ctudents) and the controlling dominant group. Knowing

and thinking tnese tnings, Black students are no longer
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to aoing tneir scnool work. Iiueretore, vy tne elcventn
graae tne CIBs scores of tne cniluren oif uC.. nave flullen
ailmost two {(«) years below tne netional norm. Tuese lower
scores are the result of tue cnildren's aacptaticn to tne
culturally imposed nostilities tney've encountered such
tial tnese nostilities have become culturally imposea ais-
incentives (Clbs) to academic acnievement motivation. These
lowering scores may be viewed as "expectea outcomes" as
tnese chilaren begin to adapt to the imperative of « nostile
TaClSt soclety «nu begin to "learn tneir places", to wit:
tne lower social, economically impotent, ana disparaged
component of tne stdtus guo.
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44 Just or adaept vy not giving time and enerpy to tneir studico,
ior tney a0 not wlsu to weote tnelr time honin,, competencles
w10 Taey oense Will pe drrelevant to thelr future sdult

TTALUS LA DOLle D .

O

LRIC




Bell 46

Chapter 8

Conclusions and Implications

Conclusions

The research and commentary show:

a. That as Black children mature socially and cogni-
tively, they develop a more precise understasding and dis-
cernment of the relationship between their low caste, power-
less, and derogated status and the culturally imposed
hostilities (discriminations, racial denigrations, caste-
like separations, etc. ) which the American society employs
in its treatment of them, and as a result many children form
negative perceptions (Definitions of Reality) concerning
themselves, their future adult roles and the prospect of
changing the societal institutions and the white superiority
ideology which respectively impose and support these hostili-
ties.

b. That at early adolescence, Black children have
developed several adaptations to their Definitions of
Reality and one such adaptation for many childrer is that
they cease to put the time and energy into their school
work that would assure them of good grades because they
believe that good grades will not change their status nor
provide them the same benefits that white students would
receive by doing well in school, and thus, the culturally
imposed hostilities (CIHs) encountered by these children
become culturally imposed disincentives (CIDS) to academic

achievement motivation.
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¢c. That the diminishing CTBS scores of DCPS students
as they progress in%to and through high school;

(1) reflect a progressively lessening of many students'
academic achieve ~nt motivation caused by the accumulated
effects of culturally imposed disincentives (CIDs) to
acaaemic achievement motivation encountered in Washington,
D.C., and the society-at-large during their middle childhood
anda adolescent years;

(2) should be viewed as "expected outcomes" for many
Black students whose long term encounter and collision
(especially in urban areas) with the hostile, socio-ecological
imperatives of a racist culture where these children consciously
and unconsciously prepare themselves for those "allowed" low
caste, low ststus, denigrated adult roles in which the
competencies required for high academy achievement have little
relevancy,

Implications

a. The key to .mproving Black academic achievement
motivation of Washington, D.C. students in particular and
for Black children in general depends more heavily on initia-
tives which take place outside of the sc.~nls than on educa-
t.on strategies within the school. As long as children
(Black and #hite) index the impoxcance of doing well in
school to the eventuality of the benefits they expect to

receive in their post-schoc.ling years, the school itself
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and its teachers, counselors and revamped curriculum can

do little in motivating Black children toward academic
achievement. The basic difference between s-idents who
achieve scholastically and those who do not is that they
come to school with differing definitions of reality. Those
who achieve come to school believing that tney can learn

and believing that their learning will be beneficial to them
in either their after school settings and in their post
school years. Those children who dc¢ not achieve believe
neither. This believing or non-believing is fostered prima-
rily bty Zorces outside of the school itself.

b. Integration of schools, in and of itself is not a
motivator of Black academic achievement, and those educators
and soclologist who presume it would be, had made such
presumptions on the cultural bias that: white proximity
would promote white likeness; the likeness wished in this
instance was academic achievement. The noble and most
important goal of school integration is to ensure the fair
ana equal 1 -school learning opportunities for both Black
and white children. A student's academic achievement or

lack of acauemic achievement as that student enters into

adolescence (late elementary or early high school) is st ngly
attached to his perceptions ol his community and society and

his potential role as an adult. School integration is a
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"school phenomenon in the societal scheme of things, and to
the extent Black children placed in an irtegrated setting
perceive such integration as a reflection of the white
community and power structure conscious effort to curb and
to modify their racist and caste-like system, Black
academic achievement motivation will rise. Converse_.y,

to extent Black children perceive integration as an aberra-
tion or anomaly to the deeply entrenched and operative
polity, values and norms of the larger racist _Lociety, theu
integration is seen as a sham and Black academic ach’evement
reme.ins unchanged or diminishes.

C. Compensatory education programs are not prone to
provide long term ( 4 to 6 years) schoiastic acnievement
motivation and should not be expected to provide such motiva-
tion. Althougn tnere may be several positive outcomes for
chiidren during compensatory education experiences, long
term academic achievement mocivation will not be one of
tnese outcomes, beczuse the child's episode of compensatory
educ«stion is but an experiential flasn of creativity ana
learning in =z racist society *hat will teacn Lhe cnild tnat
creztivity and learning by him is not valued as it is 1n
ine wnite child, In adaition, tvhe 2oltaraily depriveu
child is not likely to fina Suppori ana carry-over .n his
normal surroundings that might belp the perpetuat.cn of

skills acquired during his compens4tory learning
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Appendix One

Extracted from pages 3 and 4 of "The Report, The District of
Columbia Public Schools'; The Superintendent's Report to the Board of

Education, School Year 1983-84
Standardized Test Results

Test results are one of the more visible indicators of student
achievement. Although standardized test scores do not "tell the whole
story” about academic progress, they are a measuring and diag-.ostic tool
for educators. The school system's standardized test instrument is the
Comprehensive Test of Basic Skills (CTBS) and is administered to grades
3, 6, 8, 9 and 11.

The CTBS scores are written as grade and month ~quivalents. Thus for
example, a score of "3.8" in reading means the student's reading level is
eynivalent to a student in his third year and eighth month of “nstruction.
National norms are a means of comparing local test scores with the median
test scores of a sauple of students from across the country. Test results
in reading, mathematics and language arts comprise the >verall, or "total
battery" scores, but students are tested in schience, cocial studies and
reference skills as well.

The 1984 CTBS results revealed a steazdy gain in achievement for third

and sixth graders, total battery scores at these grades now have exceeded
the national norms for two consecutive years. For the first time since
systemwide testing began in 1978, this years's sixth grade scores exceeded

the national norm of 6.8 in all six areas tested.
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Appendix 1 (rontinued)

At the eighth grade level, students are tested in three areas. reading,
mathematics and language arts. This year's scores indicated from one to
six months gains in these areas. Overall achievement for the eighth grade
was 8.1, four months better than last year's results.

Ninth graders also scored impressive gains over their counterparts'
scores from the previous year. Scores for these students improved from two
to eight months in all six skill areas tested.

To further improve student achievement on the junior and senior high
school grade levels, a number of intervention strategies were studied and
adopted during this school year. The Secondary Student Progress Plan
described above is one such improvement endeavor. Additionally, the
school system has established a secondary schocl improvement unit to give
particular emphasis to enhancing the educationa! programs of secondary
schools.

Furthermore, work was begun this school year on developing aralyses
of individual high schools. These analyses include formulating a profile
on selected schools; the profiles include such achievement indicators as
attendance, academic program offerings, dropout rates, levels of pcrent and
volunteer involvement, co-curricular offerings as well as standardized test
results. 1In the coming school year, school-based improvement teams will

use these profiles to generate needed changes at the high schools.
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Appendix 2

District of Columbia Public School
Analysis of test results on the CTBS for 1984 and 1985
Extracted from pages 61 ana 62 of the Superintendent's

Comprehensive Education Plaun 1985-86

The 1985 results from the Comprehensive Tests of Basic Skills (CTBS) indicate
progress in several areas at grade 6 and the secondary grades. The Total Battery
score, which is a composite of the Reading, Mathematics and Language scores, is
higher than the previous year at grades 6, 8, 9 and 11. Mat"cmatics and Language
scores are two subjects which have shown improvement at three grades, 6, 8 and 9.
For the first time, eighth grade students obtained the national norm in
Mathematics. The results for grade 11 for the current school year show the
greatest gains from the previous year. Elementary students continue to perform
above the national norm; however, the rate of growth has slowed somewhat.

Although median scores for eleventh grade students in the content subject
areas range from two years, one month below the national average of 11.8 in Science
to one year four months below the national average in lLanguage, the scores in

three subject areas are improved from last year': results; these are Reading,
Language and Science. The most improved ccoras are in Science. where a gain of
more than one year was recorded. Eleventh graders obtained their highest scores
in Language.. Mathematics and Sccial Studies results remained the same as the

previous year.

At the junior high grades, 8 and 9, Mathematics scores register ccnsiderable
improvement from last yedar. At grade eight, the Mathematics score of 8.9 exceeds
the national norm of 8.8 for the first time. Although the ninth grade Mathematics
score is one month below the standard of 9.8, it is five manths higher than last
year's score. The Reading score for eighth graders is the <ame as last year, and
for ninth graders the score is slightly lower. The Total Battery score for nintn
graders is improved by four months, while for eighth gracers there is a one month
improvement.

At the elementary level, sixth grade scores are improved in Language by two
months, Science by four months and Mathomatics by one month over last year.
Aithough the Reading score is the same as the previous year, student performance
is above the national average. :

Third grader < obtained median scores that range from three months above the
national average 1a Mathematics and Reading to seven months above the national
average in Science. Although the third grade results for the current school year
indicate that the median score exceeded the national norm in all areas telted,
there is a one month deciine in the Total Battery score from the previous year.

BEST TOPRY AVAILABLE
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District of Columbia Public Schools

Couparafive Results and Analysis for the Comprehensive Tests of Basic Skills

Grades 3, 6, 8, 9 and 11
(May 1984 and May 1985)

MEDIAR SCORE

Grade 3 Grade 6 T Grade 8 Grade 9 Grade 1T
Grade Grade . Grade Grade Grade
Equivalent Percentile Equivalent Percentile Equivalent Percentile Equivalent Percentile Equivalent Percentile
Skill Area Tested 1984 1985 1985 1984 1985 1985 1984 1985 1985 1984 1985 1985 1984 1985 1985
Reading "2 4,1 60 6.9 6.9 53 7.9 7.9 4] 8.8 8.7 4] 9.6 10.2 32
Mathematics 4.2 4.1 59 7.1 7.2 58 8.6 8.9 52 9.2 9.7 51 9.9 9.9 34
Language 4.3 4.2 59 7.5 7.7 59 8.1 8.2 46 9.1 9.2 46 10.0 10.4 36
TOTAL BATTERY 4,1 4.0 57 /.l 7.2 56 8.1 8.2 43 8.9 9.3 46 9.6 10.1 31
Science 4.6 4.5 66 7.0 7.4 56 -- -- -~ 8.8 8.7 43 8.6 9.7 3l
Social Studies 4.1 4.0 57 7.0 6.2 47 -- - -- 9.3 9.2 47 10.1 10.1 34
Reference Skills 5.0 4.7 70 9.4 8.8 67 - RqQ 52 Q.4 Q.5 AR 10,1 11.1 a4
NATIONAL NORM 3.8 3.8 50 6.8 6.8 50 8.3 8.8 50 9.8 9.8 50 11.8 11.8 50
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CHRISTOPHER C. BELL, JR.

2413 Genator Avenue
District Heights, Maryland 20747 Tel: 301-736-8010

EDUCATION

Boston University; Boston, Massachusetts

Doctor of Education; Organizational Development, 1978

Harvard University; Cambridge, Massachusetts

Certificate of Advanced Study;
Administration, Planning, and Social Policy, 1975

Fitchburg State College; Fitchburg, Massachusetts
Master of Education; EZducation Administration, 1971

Virginia State College: Petersburg, Virginia

Bachelor of Science; Chemistry; 1954

Norfolk Division of Virginia State College

Certificate of Completion, 1952

PROFESSIONAL EXPERIENCE

PROJECT COORDINATOR: Department of Adult and Community Education,
District of Columbia Public Schools: Developed educational and
training proposals; monitored educational programs sponsored by the
Dept. of Adult & Community Education; planned and implemented staff
development activities, assisted in the development of the State Plan
regarding the execution of Adult Education Activities within the state;
evaluated the implementation of competency-based adult education and
vocational education programs. Collaborated with citizen groups in
developing viable adult and community education programs; coordinated
with other staff members to ensure proper management of resources a..d
establishing priorities regarding departmental tasks and responsibilities.
(April 1983 to present).

GOVERNMENT AUTHORIZED REPRESENTATIVE: Office of Farmworkers and Rural
Employment Programs, U.S. Department of Labor; Negotiated, monitored
and evaluated job training and vocational education programs established
by the U.S. Dept. of Labor's Office of Farmworkers with grantees
providing such programs to migrant and seasonal farmworkers; monitored
farmworkers' progress toward their individualized educational goals;
ensured quality instructional and supportive services to participants
enrolled in apprenticeship programs, on-the-job-training placements

and in vocational educational courses; monitored living conditions of
migrants to ensure that the quality of living was in accordance with
U.S. Dept. of Lakor ctandards. (Jan. 1981 to Dec. 1981).
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MANPOWER DEVELOPMENT SPECIALIST: Office of Comprehensive Employment
Programs, U.S. Department of Labor: Researched and wrote major
sections of the U.S. Department of Labor's Comprehensive Employment
and Training Act (CETA) regulations which promulgated nation-wide
policy and procedures regarding employment and training programs
designed to enable economically disadvantaged persons to obtain
training and tc become employed; responded to ingquiries from
Congress and the public regarding job training regulatory requirements;
served as a resource participant in national and regional training
seminars for CETA prime sponsors and Ccmmunity based organizations
(Oct. 1978 to Dec. 1980).

FEDERAL REPRESENTATIVE: Employment and Train.nc¢ idmirnistration,
U.S. Department of Labor: Monitored and evaliu~*2d the Hartford
Connecticut, Comprehensive Employment and Trai: ing Ac:z (CETA)
program, ensuring that projects and activities were operated in
accordance with U.S. Department of Labor regulations; Advised

the CETA Administrator and the City Manager on relevant acceptable
job training outcomes (Aug. 1977 to Oct. 1978).

Prior to the employment shown above,

I served twenty years in the U.S. Army,
and retired as a major in 1974. Several
of my significant assignmen* are noted
below.

DIRcSCTOR OF LOGISTICS: Directly responsible to the Post Commander

of Kagnew Station, Asmara Ethiopia, U.S. Army: Directed and

managed seven officers and 104 personnel, including Ethiopians,

in the planning and coordination of installation support, and
logistical activities which included: the cperation of a commissary
store and commissary warehouse facilities; transportation management
of all personnel and properties exiting the station; management,
planning and operation of a post-level general supply system that
supported the continually varyinyg requirements of over 50(0 individuals
at the isolated military base; maintenance of over 200 primary
pieces of equipment including vehicles and generators; property
accountability for all government supplies and properties for over
500 government sponsored housing units (Aug. 1970 to Dec. 1972).

DIRECTOR OF INDUSTRIAL RELATIONS AND ACTING INSPECTIOR GENERAL:

U.S. Army Camp Humphrey, Republic of Korea. Directly responsible

to the Post Commander for the management of a staff of more than

50 people in operating a general supply and storage facility
(petroleum products, repair parts, and general supplies) ensuring
that requisitioning objectives and procedures, location processing,
and stock replenlshment were adequate to perserve a high combat-
readiness in the supply profil: of front-line ~ombat units designated
to be supported:; and, investigated complaints of soldiers, civilians.
and Koreans regarding alleged discrimination, mis-treatment or unfair
practices encountered within the United States military domain; made
firal determinations and tock necessary actions to ensure the causes
of valid complaints were eliminated (Aug. 1973 to July 1974).
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