The
Developmental
Psychology of
The Black Child

MIARR FLITAITE T



THE DEVELOPMENTAL

PSYCHOLOGY Of

THE BLACK CHILD

by Amos N. Wilson

|
| LA

Africana Research Publications

9580 Adam Clayton Powell Jr. Blvd.
New York, New York 10039




First Pri}zting/ January 1978
Second Printing/April 1978
Third Printing/July 1978
Fourth Printing/November 1978
Fifth Printing /October 1980

(C) Amos N. Wilson 1978
All Rights Reserved

Cover Illustration: NAT EASTON

Dedicated to my Mother and Family

and my Students

ACKNOWLEDGEMENTS

My special appreciation is extended to those authors and publishers
whose works I have incorporated into my own. Grateful acknowled-
gement is made to the following authors and publishers for their per-

mission to quote sections and the use of other materials from their
books.

Markham Publishing Company for PSYCHOLOGICAL FACTORS IN
POVERTY, edited by Vernon Allen; Random House for BLACK ENG-
LISH: Its History and Usage in the United States by J. L. Dillard;
Prentice-Hall, Inc. for THE MYTH OF THE DEPRIVED CHILD; Poor
Children’s Intellect and Education by Herbert Ginsburg; Collier-Mac-
Millan Ltd. for RACE AWARENESS IN YOUNG CHILDREN by Mary
Gooedman; McGraw-Hill Book Co. for CHILD PSYCHOLOGY: A
Contemporary Viewpoint by Mavis Hetherington and Ross Parke;
McGraw-Hill Book Co. for SOCIOLOGY by Paul Horton and Chester
Hunt; McGrawHill Book Co. for CHILD DEVELOPMENT by Elizabeth
Hurlock; Simon and Schuster for THE CULTURE OF POVERTY: A
Critique edited by Eleanor Leacock; McGraw-Hill Book Co. for A
CHILD’S WORLD: Infancy Through Adolescence by Diane Papalia and
Sally Olds; MacMillan Company for CHILDREN: Development and Re-
lationships by Mollie Smart and Russell Smart; and Rand McNally Col-
lege Publishing Co. for LANGUAGE AND POVERTY : Perspectives On
A Theme edited by Frederick Williams.




5. THE ROLE OF PLAY IN DEVELOPMENT 98
Reading of Comics

Movies
CONTENTS Television
Play Activity and The Black Child I
Schizoid Play
Preface 6 Frustrated Play
Restricted Play
1. THE PRENATAL PERIOD 12 Play Activities and The Black Child II
Reading of Comics and The Black Child
gfﬁ;;“a’ ket Movies, T.V., Radio and The Black Child
alcohol 6. THE BLACK CHILD — INTELLECTUAL DEVELOPMENT AS
Addictive Drugs REVEALED BY STANDARDIZED TESTS 117
Maternal Malnutrition The Differing Responses of Classes and Ethnic Groups to IQ Tests
Maternal Malnutrition and Mental Retardation “Intelligence” As a Function of Environmental Adaptation
Maternal Age and Parity “Middle Class’ Cognitive Style
Family Size and Intelligence The Black Family and “Intelligence” e
Prematurity “Intelligence’ Testing, The Hidden Agenda
gl‘ﬂiﬂ Dzﬂ}l)age 3rtld ?{fﬂmﬂtumy 7. THE BLACK CHILD — LANGUAGE AND COMMUNICATION 142
ace and Prematuri o . .
Hereditary Birth Defucts and The Black Child - %e Biological BasisolLanguage Behavior:
) . e Sociocultural Basis of Language Behavior
Sickle Cell Anemia

A Brief History of The Black Dialect

Lactose Tntolerance Some Structural Differences Between Standard and Black English

2. THE FIRST TWO YEARS 42 Black English and Linguistic Conflicts of The Black Child
Tnbantiinuiiton 8. SOCTALIZATION AND THE BLACK CHILD 160
Physiological Development and Race Social Class
Psychomotor Development and Race The Family
Reliability of Infant Intelligence Tests Parental Functionality of The Lower Class Black Mother as Contrasted
The Schizoid Nature of Black Existence with the Middle Class Mother ‘

The Chronic Frustrated Nature of Black Life Power.lesspess and The Black Child
The Restricted Nature of The Black World Socialization, Achievement and The Black Child
Socialization and Cognitive Style

3. THE PRESCHOQL YEARS: The Effects of Race Awareness 70 Low Need AChievement
ThiiitE - _ AChievement Motivation and The Black Child’s Academic Performance
Initiative and The Black Child ?hm}tfgrat?d gL ol 5
Race Awareness in The Black Preschool Child ¢ Function of School and Achievement

9. AN OVERVIEW: LANGUAGE, CULTURAL DETERMINISM AND

4. PSYCHOGENIC BRAIN DAMAGE AND THE BLACK CHILD 87 “BLACK MYTHOLOGY"" , 190
Phé Brain a8 Statistical Tt Words and Behavioral Tendencies
Psychbgenic Brain Damage Language and Cognitive Style
Bhe Bronizal Lokes Cyltural Determinism
Development of The Frontal Regions Syrr}bgllsrp ;

The “Split Brain” Socialization of The Black Child
The Culture of Poverty
The Geophysical, Economic and Psychosocial Environment of The
Black Ghetto

The “Black’ Mythological Structure and Cognition
APPENDIX




INTRODUCTION

There is a large and influential segment of the black community and of
the community of developmental and social psychologists, social
workers, saciologists, etc, who assume without question that except for
skin color and economic differences, the black child is the same as the
white child. In other words, the black child is a while child who
“happens” to be painted black. This unexamined assumption when
carried to its logical conclusion, as it has so often been, implies that
what is gaod for the white child (particularly the white middle class
child) is equally as good for the black child. It further implies that the
middle class white child represents all that is superior and that the
black child would profit by the close imitation of his white counter-
part. Consequently, the mental and physical developmental patterns of
the white middle class child have become the optimal standard by
which the black child is to be measured.

The ultimate outcome of such reasoning is that blacks will achieve
socioeconomic equality with whites if and when their children are given
the same opportunities and are reared the same as white children. The
1954 Supreme Court decision with all of its resultant sccial, political,
cconomic and educational ramifications was and is based on this assump-
tion. Black children are bused far away from their neighborhoods
so that they can receive the “same” education as their counterparts.
They are “culturally enriched” by going to the same cultural events
and establishments attended by white middle class children, they are
fed the same food which have been found maximally beneficial for
white children, they are subjected to special reading programs so that
they may read at the same level as white children and they are pushed
into “headstart’ programs so that they may not enter grammar school
“behind” their white counterparts. And yet, all these efforts have not
appreciably closed the wide social, psychological and educational gap
which separates black and white children. Why is this the case?

Our first attempt to answer this last question involves our question-
ing the validity of the assumption that except for group social and eco-
nomic differences, the black and white child are the same and what
differences there are between them can be removed by subjecting them
to the same treatment contingencies. Is the black child a white child
who “happens” to be painted black? A careful examination of scienti-
fic, historical and sociopsychological evidence points to a negative ans-
wer to this question. Bach of the chapters of this book seeks to exa-
mine areas of critical differences between black and white children. In
chapter one we show that detrimental prenatal influences are propor-

tionally greater for the black child and that there exists substantial
birthweight differences between the black and white infant, the black
child averaging the lower birthweight. The infant prematurity rates, in-
fant mortality and maternal mortality rates for blacks is also shown
significantly higher than that of whites. The long term effects that these
and other facts have on black mental, behavioral and educational deve-
lopment are assessed and shown to be negative. In chapter two the
central issue revolves around the fact that regardless of class or eco-
nomic background, the black child’s physical development differs
markedly and significantly in advance of that of the white child’s, The
difference is such that a need for nutritional standards developed
specially for the black child Is indicated. Facts such as the inability of a
majority of black children to digest milk, the staple of the American
diet, after age two and such as the possibility that the symptoms of
sickle cell anemia which plagues black children may be dict related and
the fact menticned in the previous sentence are fully analyzed as to
what they imply for black social psychological, behavioral and educa-
tional development. It is possible that elements of the typical American
diet may work against the mental and physical development of black
children. What genetic, evolutionary or selective forces have been at
work or are currently at work which make for the differences in black-
white psychomotor development?

Chapter two concerns itself with the effects of early child malnu-
trition and its influence on physical and mental development. The uni-
que and advanced physiological development of black children is dis-
cussed along with studies of infant intelligence which indicate a gene-
ral equality for the black child for the first 2} years as compared
to white children. The schizoid nature of black existence, the frustrated
nature of black life and the restricted nature of the black world and
their influgnce on the personal development of black children during
the first crucial two years of life are discussed in considerable detail,
Black parental attitudes and their children’s physical characteristics
are also analyzed here.

The mainstream of child psychology concerns itself with the influ-
ence of class differences, opportunity structure and in particular, pa-
rent-child relations on the child’s mental, emotional and general per-
sonality development. These are considered the major variables whose
interaction determine whether the child will fultill his intellectual and
personal potential. Race and race awareness is usually not considered
as an important variable and is virtually never studied in its own right
as a chief determinant of the child’s intellectual and personal style. Far
more so than any other ethnic child the shape of the black child’s in-
tellect and personality is determined by the concept of race, race a-




wareness and race politics, economics, propaganda, etc, and psychology

which fails to treat these items as major personality and mental vari-
ables is not adequate to deal with the black child. This has been the
greatest failure of American developmental, educational and clinical
psychology. Consequently, the American psychological and educational
establishment has not been able to offer any practical solutions to black
educational, behavioral, emotional and motivational problems. Ameri-
can psychology which is based on studies of white children by white
psychologists whose onlyuseforthe black child is as a deficit model has
been a colossal failure when dealing with the black child. White based
educational psychology has not been able to teach the black child how
to read. The obvious reason for this is the failure of American psychol-
ogy to consider black child studies as a unique and important area of
specialization. In American psychological literature the black child is
treated as an after-thought,as a contrast to the white child, never
as a subject matter in its own right. To ignore race and its many rami-
fications when dealing with the black child’s educational problems,
emotional problems or whatever is tantamount to ignoring the child
himself and yet this is exactly what American psychology does and the
price paid is too familiar to mention.

Around the age of three years the child begins to become aware of
his ethnicity and this awareness begins to jave a very definite effect on
many areas of his personality including his self-identity, self-esteem,
self-confidence and assertiveness, attitude toward his own and other
ethnic groups. The dynamics of why black children exhibit remarkably
high levels of self and group rejection, lowered self-esteem and an inord-
inate affinity toward whites are fully discussed in chapter 3.

In 1972 Ashley Montagu set forth the concept of “sociogenic brain
damage”. He thereby proposed that the normal growth and develop-
ment of the brain may fail to occur due to the lack of proper and ade-
quate Social stimulation. In chapter four we present a similar view
which we refer to as “psychogenic brain damage.” The admittively spe-
culative view proposes that the failure to properly program a vital area
of the brain during two critical periods of the child’s development pro-
duces behavioral problems which closely resemble those resulting from
actual physical damage to the same area. We also consider in this chap-
ter the relationship between hemispheric specialization of the brain and
the general sociocultural behavior of a large percentage of ghetto black
children.

Chapter 5 deals with the role of play in the black child’s develop-
ment. How much and in what ways the black child’s play activities en-
ter into his intellectual and personality development has not been con-
sidered in the literature and peints to another gross oversight of the

American developmental and educational psychological establishment.

There is some indication that the black child’s play activity may be
schizoid in nature, is more filled with elements of frustration and re-
strictiveness which adversely affects his preparation to deal effectively
with the world into which he is entering. What effects the reading of
cormics, the viewing of T. V. and movies and the listening to of radio,
have on the personal and mental development are discussed and it is de-
monstrated that these activitics may subtlely negate a significant
portion of his growth potential. Standardized infant intelligence scales
scores indicate a general cquality of the black child up to age 2%
years. Why this trend is later reversed is explained from an angle not
commonly used in psychology.

In chapter 6 the mythology ot “intelligence™ and of “intelligence”
tests are fully discussed. The fact that there is no consensual definition
of the term “intelligence” is emphasized. The differing average scores
of classes and ethnic groups on IQ tests are presented. A detailed
attempt to demonstrate beyond doubt that “intelligence” as measured
by IQ tests is a function of environmental adaptation is also made. Data
relating IQ change to institutionalization, to the rearing of black child-
ren in white homes, to migration, to class membership, and to cthnic
social history and socialization practices are presented to in support
of an adaptational hypothesis of intelligence.

In chapter 7 the biological and sociocultural basis of language be-
havior of all distinct language groups is outlined. This is done to show
(hat infants of all ethnic and language groups in their acquisition of
spoken language follow basically the same developmental patterns. An
effort is made to demonstrate that black english is a language in its own
right and that the problems black children have in learning to speak and
use standard English are essentially the same as those of children from
other non-english speaking cultures. Efforts are made to show why
black english- should be considered a legitimate primary language and
standard English as a sccond language as far as the black child is con-
cerned. A brief history of the black dialect is given along with some
structuring differences between standard and black English, Black En-
plish and the linguistic conflicts of the black child are discussed here.

Enslavement of black people was not just physical but more impor-
tantly it was mental. Blacks suffer from a “slave mentality” which is
the result of the most massive and sugcessful behavioral modification
and brainwashing program in history. The socialization of black people
in slavery and since has very definite and measurable influences on
black behavioral and cognitive behavior. The way black mothers socia-
lize their children is directly related to the historical and current ways
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black people were and are treated in American society,

In chapter & a discussion of the parental functionality of the lowe
and middle class black mother is undertaken. The class lifestyle of thes
mothers and their related socialization practices are considered 3
length and the concept of “locus of control” also as it relates to blag
children’s social and intellectual behavior is analyzed. We also conside
the question of the effect of fatherlessness on the growth and develog
ment of the black child and the results of achievement motivation i
the black child and its relationship to socialization, feelings of powe
lessness, intellectual and academic performance is given a detailel
presentation.

A review of the above paragraphs should make it obvious why t
book was written. All the educational, social, economic, personal, crim
community organization problems which confront the black comm
nity and the black child motivated the writing of this book. It has bg
come obvious that psychology and the social sciences as they are pré
sently constituted are unable to meet the challenge that black peopl
in America present. This book is an attempt to he¥p strengthen th
power of these fields and the workers in them to meet more success
fully the challenge of black people. So it follows that this book is aime
at professional psychologists, social scientists and concerned others whi

wish to aid and/or understand the black child. But most of all this bool

is written to black people and especially black parents, The solution g
black problems must begin in the black family and within the bla
community.

We wish to acknowledge here the kindness, patience and expertis|
of Mr., Kofi Quaye who spent many hours proofreading this work
Amos N. Wilson

Hostos Community College
CUNY.N.Y.
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THE PRENATAL PERIOD

During the prenatal period, the nine month preparatory period before the |

American black child is born, or is conscious, even in a primitive way, of its
existence in the world, let alone what kind of world he is to be born into, he
is much more a victim of that world’s adverse effects than is any other ethnic
American child. The unfortunate effects of slavery, past and present racial
discrimination and cultural deprivation, make themselves felt during this
period when the very foundation of life is being laid. From the beginning &f

his creation, the black child suffers both the emotional and physical conse- |

quences of the “Black condition™ in America.

Black life, like all human life, in many obvious and subtle ways reflects the |

influences of its prenatal existence. And the prenatal existence in turn, re-

flects the wholesome or unwholesome nature of the maternal prenatal intra- |

uterine environment, her mental and physical life history which includes that
of her ancestors, and her prenatal mental and physical lifestyle and attitudes
while carrying her child. This being the case, we can logically conclude that
the generally culturally deprived conditions of black existence are represented
in the black mother’s prenatal intrauterine environment and adversely influ-
ences her child’s basic physical and mental development. Consequently, her
ability to produce optimally healthy, fully potentiated babies is seriously
handicapped. The prevailing socioeconomic-emotional environment surround-
ing the majority of black mothers exposes them to factors which adversely in-
fluence the development of their unborn children. Such factors include poor
physical health, inadequate diet, poor prenatal medical care, unfavorable age
and parity, unhealthy emotional attitudes concerning the self, others (in-
cluding the fathers), the world and the unborn child, and finally, an unwhole-
some lifestyle which often leads to the chronic or overingestion of harmful
chemical agents, drugs, substances and residues.
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Maternal Health: A fairly broad spectrum of disease and disorders which
may negatively affect the health of the expectant black mother may, in turn,
negatively affect the health, growth and development ot her child. The ad-
verse effects of maternal disorders and diseases can be catastrophic. For ex-
ample, maternal hypothyroidism, an endocrine disorder which results in a
deficiency of the thyroid hormone which is so essectial for the regulation of
body metabolism and growth, may produce cretinism in the child. In this
mstance the bones and cartilage of the child fail to develop, its stomach will
be large, flabby and protruding, its skin rough and coarse, the hair shaggy and
ils intellectual functioning far below normal. Other endocrine disorders may
also cause microcephaly, mental deficiency accompanied by a small, pointed
skull, and mongolianism, subnormal mental functioning accompanied by
slanted evelids.

Infectious diseases such as syphilis, gonorrhea, poliomyelitis, rubella,
smallpox, chickenpox, measles, mumps, scarlet fever, tuberculosis, if ac-
quired by the expectant mother during the early months of pregnancy, may
lead to still births, miscarriages, blindness, deafness, mental deficiency, micro-
cephaly, motor disorders, or deaf-mutism in her child (29). Maternal health
conditions such as high blood pressure and diabetes may also seriously des-
(roy the child’s development or prove fatal to it’s life or the life of it’s mother.

It goes without saying that the group or groups containing the largest
number of mothers suffering from such disorders, intections and health con-
ditions enumerated above will produce the largest proportion of babies with

health problems, developmental irregularities, abnormalities and deviations.
Overcrowded, poverty-stricken sociocultural conditions as well as the ab-
sence or lack of adequate prenatal medical care add to that larger proportion.
AL least twice as many blacks suffer from disease such as meningitis, measles,

cncephalitis, diptheria, whooping cough, scarlet fever, nephritis, influenza
and pneumonia (27), than do whites. Consequently blacks as a group produce
proportionately more children with nervous system damage which may lead
(o lowered intellectual functioning, and various types of developmental mal-
formations, irregularities, abnormalities, deviations, and with greater suscep-
tibility to fall victim to childhood diseases and infections. Black mothers who
have tuberculosis and infections of the urinary tract produce more children
with birth defects than normal mothers (42). Tt is possible for syphilis
bacteria to enter the embryo and cause spontancous abortion which may he
(he more fortunate event, when one realizes that a child born of a syphiliti-
cally infected mother may suffer from congenital syphilis itself (9). Measles,
mumps, smallpox, chickenpox and scarlet fever are all capable of being trans-
mitted from the mother’s body to that of her child’s. This means that the un-
born child may suffer from any of these diseases and possibly die in the
womb. It is at least probable that viral infections can cause chromosomal
breakage and induce mongolianism and other genetic abnormalities (39). The
preatest percentage of children born of diabetic mothers require special diet
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The Prenatal Period

and insulin treatment at birth. In spite of such specid efforts 21% of

these children may die in the womb or soon after birth (40). Serious lower-
limb malformation oceur more often in children born of diabetic mothers
than to normal mothers. High blood pressure is directly responsible for in-
creased rates of spontaneous abortions, infant deaths and maternal deaths
among black people. Even if the unbom black child is not exposed to
maternal diseases and infections while in the womb, he is far more likely than
his white counterpart to centract these diseases and infections during child
and adulthood. Thus, we can see that the relatively high rate of infections,
discases and poor health conditions among blacks operate against the life
chances of black children as well as reduce their mental, physical and social

functioning. A great percentage of black potential is destroyed in the wombs

of black mothers as a result of the “black condition™ in America.

Drugs: The “black condition™ not enly induces a high incidence of infec-
tions, discases. health problems and other conditions yet to be discussed
among hlack mothers, but also is greatly responsible for the relatively higher
ingestion by black mothers of harmful or potentially harmful drugs such as
alcohol, barbiturates, heroin, morphine, methadone, nicotine and other
stimulants and depressants of various types. In her efforts to cope with en-
vironmental stress, personal problems, peer group pressures and sociocultural
traditions brought on by the “black condition™ in America, the black mother
may become dependent on alcohol andfor increase her intake of drugs and
substances with the objective of finding temporary or permanent respite
from the effects of such stress, problems and peer group pressurc and as a
means of accomplishing peer group approval and social acceptance.

Alcohol: The maternal bloodstream 1s the source of fetal nourishment.
growth and development. Substances which may acutely or chronically upset
the healthy constituency of the maternal blood and impose a strain on her
physiological resources and functioning, directly or indirectly impose a bur-
den on the fetus's physiclogical resources and functioning and thereby poses
a threat to the fetus’s normal mental and physical development. Even if the
consumption of alcohol by expectant black mothers is low or nonexistent,
the threat of this drug to their unborn children would still be present due to
the relatively high consumption of aleohol by black fathers. The presence of
alcohol in the father's bloodstream may weaken the potential of his germ
cells before fertilization takes place (29).

While the effects of the moderate intake of alcohol during pregnancy are
unknown, it is known that the excessive drinking of alcohol during this

period can bring on a “fetal alcohol syndrome™ (32). The symptoms of this |

syndrome are retarded physical development, which never attains its full
genetic potential, retarded motor development, subnormal intelligence,
heart abnormalities, small heads with concomitant facial defects and de-
viations in the structure of the joints.

14

I'he Prenatal Period

Addictive Drugs. The taking of various barbiturates and other stimulants
and depressants by the expectant black mother may virtvally immobilize
ler unborn child (25). The heavy or continued intake of certain bar-
biturates may asphyxiate the fetus and damage its brain. Despite the
ielative lack of media attention currently, the addiction to morphine or
leroin s still quite extensive in black communities. The social-cultural
disruption caused by addictive drugs is well known. However, less well
known is the developmental disruption addictive drugs cause in the children
born of addicted mothers. These babies are often themselves addicted to
heroin. They exhibit a number of withdrawal symptoms such as unusual sleep
patterns, restless sleep, great variability in heart-rate, a relative high rate of
ripid-eye movement—all indications of central nervous system disturbance
(43). In addition such symptoms as hyperirritability, convulsions, fever,
vomiting, trembling, shrill crying, rapid respiration, sneezing and hyper-
activity may be present (51, 54, 52). Two to three days of careful medical
altention are reguired to aid the necnate in recovering from the withdrawal
symptoms of heroin addiction. In a number of cases the heroin affected
haby will die while trying to cope with demands of withdrawal. The sur-
viving infants will be more prone to develop illnesses than will normal babies
due to the Tact that they are more often born premature and of low birth-
weight which il prepares them to deal with the traumatic ordeals of
withdrawal (14). The longer the mother has been addicted to heroin the
morg severe the symptoms suffered by the newborn. Drug-addicted mothers
fend to develop premature menopause as well as lowered fertility thereby
increasing the probability of giving birth to low birthweight or premature
habies when they do conceive (14).

In many drug rehabilitation programs methadone is used as a substitute for
heroin since it does not bring on the less desirable physical and social side-
cffects of the drug it replaces. However, there is evidence that methadone,
when utilized by pregnant women, may lead to more severe withdrawal
symptoms in the newborn of women who have been addicted to heroin
(23). Marijuana which is not an addictive drug, has no demonstrated effect
on the fetus.

Nicotine. Nicotine is a potent narcotically poisonous drug. The nicotine
enters into the fetal circulatory system and adversely affects many parts
of its body including its heait, vascular system and other organs which
diminshes the fetus’s supply of oxygen and nutrition. Smoking generally
reduces the expectant mothers appetite and consequently may reduce her
intake of proteins and other vital nutrients needed for proper fetal develop-
ment. Depending on the. individual fetus the fetal heart rate may be greatly
accelerated, up to 39.6 beats per minute faster than normal or decelerated
by 16.8 beats per minute slower than normal, by maternal smoking (48).
These reactions by the fetal cardiac and related vascular systems may lay
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The Prenatal Period

the basis for future cardiac and circulatory disorders in adulthood (34).
It has been firmly established that maternal smoking produce more pre-
mature, low birthweight infants, more miscarriages, stillborn infants and

infants who die soon after birth (49). Other things held constant, the

frequency of premature births are in almost direct proportion to the amount
of smoking done by pregnant mothers. Mothers who smoke more than 10
cigarettes per day (heavy smokers) have the highest prematurity rate; mothers
who smoke 1 to 10 cigarettes per day (light smokers) have a lower rate, and
the lowest rate is maintained by nonsmoking mothers. Mothers who are
heavy smokers produce nearly twice the number of premature births as
do nonsmoking mothers (49).

Maternal Malnutrition. Since the fetus obtains its nourishment from its
mother’s bloodstream it is essential that the mother’s diet provide the neces-|

sary nutrients if the fetus is to attain its full genetic, mental and physical
potential. An adequate supply of the following nutrients should be present:
proteins for tissue growth,.repair and building; fats for fat tissue formation,
body fuel, and as a stored reserve; carbohydrates for strength and energy;

vitamins and minerals for growth and for maintaining the body in optimal

physical condition and working order (29).

Maternal malnutrition can either be qualitative or quantitative or a combi-
nation thereof. Qualitative malnutrition exists when there is a lack of
essential nutrients in the maternal diet. Quantitative malnutrition exists
when the maternal diet contains the essential nutrients but in insufficient
amounts. Of the two forms of malnutrition, qualitative malnutrition is more
life-threatening. In prolonged or severe qualitative hunger a vitamin de-
ficiency occurs which becomes harmful to the fetus. The letus of the quanti-
tatively hungry mother, provided she eats foods containing the necessary nut-
rients, will get its share of nutrients even if it is at the mother’s expense, How-
ever, prolonged or severe quantitative and/or qualitative hunger is physio-
logically dangerous or life-destroying.

There are an estimated 23 million persons who may be suffering from mal-
nutrition in America alone (47). Worldwide, a billion or more people sulfer
from malnutrition. This amounts to a third of the human race. Almost all
children born to poor parents in the underdeveloped nations suffer some

degree of qualitative or quantitative malnutrition. The degree of malnutrition.

for millions of these children can only be described as severe (39).

Returning to the U.S., as we have noted, malnutrition is quite extensive—
especially among poor blacks and whites. The number of women of child-
bearing age living in poverty-stricken  circumstances approximates 5 million.
more or less. Poverty almost certainly insures poor diet. Sixty-seven per-
cent of households in America with incomes beyond $10,000 have good
diets—diets containing an adequate amount and variety of the essential
nutrients. Below §5.000 and $7.000. 53% of the households have good diets,
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Only 37% of families with incomes $3,000 have a good diet. The larger
percentage of black family income falls under the $5,000—$7,000 category.
I'he nutrients most often missing in poor diets are calcium, vitamins A and
(. All too frequently the B vitamins are also missing or are present in inade-
(uate amounts.

Per Cext oF Hovsenonps wiTih Dints At THREE LEVELS OF
QuaLrry sy Incos

Good Diets ! Fair Diets # Poor Diets #
Income { %) (%) % )
Under 83,000 37 27 36
13,000—4,999 43 33 24
55,000-6,999 53 29 18
B7,000-9.999 50 32 12
S10.000 and over 63 28 9

1. Good diets: meet Recommended Dietary Allowances (1963) for 7
nutrients.

». Fair diets: 6 R.D.A. for 7 nutrients but below R.ID.A. for 1-7.

o Poor diets: 25 R.D.A. for 1—7 nutrients; is not symonvimous with serious

hunger or malnutrition.

source: Dietary Levels of Households in e United States, Spring 1965.
Agpricultural Research Service, USDA.

Maternal malnutrition in combination with other deleterious physiological
ind environmental factors are related to numerous mental and physical
delects in children. Severe dietary deficiencies, particularly in a number of
important vitamins and protéin, in the diet of expectant mothers are related
(o relatively increased rates of abortions, prematurity, stillbirths, infant
mortality, physical and neural defects in infants. Malnourished mothers
penerally produce children that are smaller in length and weight when they
are born. Some of the physical abnormalities and mental deficiencies which
may develop from serious malnutrition are rickets, general physical weakness,
lothargy and apathy, cerebral palsy, epilepsy, nervous instability and neuro-
psychiatric disabilities, learning and behavioral disabilities.

Poor pregnant black mothers who suffer from protein deficiency produce
more children of lower birthweight and of small skull volume (possibly indi-
cutive of a smaller number of brain cells) than black mothers not suffering
[tom this deficiency (5). A definite relationship between low birthweight
and mental retardation has long been established. We shall have more to say
ahout this later. The percentage of fully healthy babies increases directly
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The Prenatal Period

with increasing intake of proteins.
A study of four hundred pregnant poor women demonstrated that vitamin
supplementation of the mother’s deficient diet during the last half of preg-
nancy increased the intelligence of their children, at least for the first four
years of their life, at which time socio-cultural factors may overwhelmingly
work against the children’s intellectual development (19). Thus, vitamin
deficiency may have an adverse effect on intellectual development—par-
ticularly, vitamin B deficiency. It has been established that expectant mothers
suffering from vitamin B deficiency are more likely to produce offspring
whose intelligence has been adversely affected or retarded during their
early years (29). A niacin deficiency may cause personality and behavioral
changes similar to apathy and even psychosis.
An experiment where in the diets of a group of low-income expectant
mothers were supplemented during pregnancy and lactation while another
group of low-income expectant mothers were not supplemented, demon-
strated that the children born to the “supplemented” mothers had, in early
childhood, significantly higher IQ’s than those of the “non-supplemented”
mothers.
Prolonged malnutrition during pregnancy is one of the most commuon causes
of fetal and infant mertality and of irretrievably damaged children. Poverty-
stricken families produce an infant mortality rate two to three times higher
than middle-class families. Malnutrition in childhood seldom exists as a free-
standing entity. It is often accompanied by other medical and disease com-
plications or leaves the child defenseless before the onslaughts of infections.
A malnourished child is more likely to suffer from various illnesses than is
a well-nourished child.
Malnutrition is bad enough by itself, but it almost never occurs alone
... In places such as Africa, where malnutrition is a common child-
hood experience, measles is a killer . . . Furthermore, repeated bouts
of infection can intensify and aggravate malnutrition . . . In many
poverty-stricken regions of the world, infant diarrhea and respiratory
infections in the young are the leading over-all causes of death ... The
alarm is over those who die . . . The combined assault of poverty and
its social deprivations, along with the lack of good nutrition, both be-
fore and after birth, can leave a young child permanently handicapped
virtually from the start of life. |
The world is producing literally hundreds of thousands of children who will
be at risk of poor mental development later on. These are the very countries
that are underdeveloped and can least afford to have many of their 20-year-
olds retarded 20 years from now (51).
.. Today’s malnutrition may already be shackling tomorrow’s generation
of adults (44).”
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Death rates under one year per 1,000 live births.
{From Heterington and Parke, 1973)

I'he results of a number of studies indicate that all stillbirths, all cases of
inlants dying during the first few days after birth, excepting those with major
penetic defects, were products of poorly nourished mothers or mothers who
maintained a poor, inadequate dict during pregnancy (35). It was found that
04% of the infants born in good or excellent condition were born to mothers
who maintained good or excellent dicts during pregnancy (36). A follow-
up study indicated that those mothers whose diets became poorer during the
intervening threc years, and who also became pregnant again, produced
poorer maternal records with the later child. The trend was reversed with
mothers whaose diets had improved.
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Infant death rates per 1,000 live births by race or national origin in selected
health districts in New York City: 1966 - 1967.

(Adapted from Hetherington and Parke, 1975)

Matemal Ma.lnutr-ition and Mental Retardation. Subnormal or below average
mtt.allec.tua] fupctloniqg which begins during the developmental period and
which is associated with impaired adaptive behavior is referred to as mental

retardation (20). This term also covers such concepts as feeblemindedness
mental subnormality and moronity. ,
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Mental retardation may arise from a large number of problems, diseases and
medical syndromes. The genetic contribution to mental retardation adds up
10 at least 40% (52). Not much is known of the hows and whys of the genetic
sis of subnormal intellectual functioning. Pathological, abnormal or mutant
senes determine cerebral, structural and metabolic abnormalities which
contribute significantly to mental retardation and other physiological devi-
iations. They may do this by interfering with or destroying various metabolic
processes involving the utilization of proteins, carbohydrates and fats for
normal mental and physical growth, development and functioning. The
possibility remains that the contribution of abnormal or maltunctioning genes
may be smaller than current estimates would indicate and that “genetically™
determined retardation is more the result of the interaction between the
penes and the prenatal intrauterine environment.,

I'he brain increases in size very rapidly during the prenatal period, particu-
larly during the second trimester of pregnancy (3rd - 6th month). During this
period there is a rapid multiplication of brain nerve cells (by means of cell
division) coupled with a rapid growth in the size of these cells as well. Con-
sequently, this rapid increase in brain growth occurs at the time it is especi-
iy sensitive to nutritional deprivation. Adequate nutrition must be readily
available in order to support the phenomenally rapid cerebral growth.
Apparently malnutrition can bring about a decrease in the number and size
0l brain cells. Autopsies performed on malnourished children in Uganda
and TIndia indicated that the brainweight of these children were up to some
$6% lighter than normal (23). Similar autopsies performed on malnourished
lower-class American children showed an average brainweight deficit of 15%
when compared to middle-class American families (47). Churchhill (5)
reported that autopsies of all the infants he studied who had died of mal-
nutrition had a subnormal brain cell count.

Il the evidence from animal studies can be extrapolated to human beings it
could be firmly stated that diets low iu proteins may produce babies whose
brains are light in weight, protein co t and number of cells. There is
evidence that severely malnutritioned children tend to have smaller than
normal  head circumferences, indicating possibly abnormally smaller

lirains (45). ) L
Il has been clearly demonstrated that the intellectual development of children

is related to prenatal nutrition. A growing preponderance of evidence points
(0 strong positive correlates between prenatal malnutrition and later mental
retardation. A study of malnourished children from underdeveloped coun-
(riecs showed them to be impaired in intelligence and sensory-motor coor-
dination, to be generally apathetic and limited in learning ability (38). A
study of 4-year-old American children who were the offspring of mothers
who had an inadequate amount of protein in their diets during pregnancy.
exhibited significantly lower 1Q scores than the 4-year-old offsprings of
mothers who had an adequate amnunt of protein in their diets.
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Maternal Age and Parity. Studies have indicated that on the whole, the
optimal childbearing age for women is between 21 and 28 years. Before 2
the female’s reproductive apparatus has not fully matured and hormone
necessary for reproduction have not attained their full potential. After 28
and with increasing age until menopause in the forties, reproductive and
hormonal changes drastically increase the chances of the mother producing
miscarriages. stillbirths and infants with a variety of serious developmental
irregularities.

Figure 1. Number of Maternal deaths for each 100,000 live births, given fol
non-white and white women (United States 1963 - 1965), by age.

2956
[T white 2551
B non-white
136.5
924 94.5
90.2
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224
16.5
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A\
Source: Date {rom Sratistical Bulletin, Metropolitan Life Insurance Co

December, 1968
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I'lic mother aged 35 or older, particularly if she is having her first child will
bie in labor an average of an hour and a half longer than normal. The highest
rles for stillbirths occur among mothers 35 or older. The rates are lowest
[or mothers between the ages of 20 and 24 years old. Mothers aged 20 years
or under and who have given birth to a number of children and older mothers
who've also had a number of children, produce the highest proportion of
nfants that will die during their first month of life. The number of infant
deaths between the ages of 1 month to ! year increase directly with increas-
Ing parity (the number of children already born to a particular mother).
tienerally speaking, very young and/or older mothers produce more defec-.
tive children than do mothers between those two age groups. Fifteen to
nineteen-year-old mothers and even more so, mothers 35 and over, who are
having their first child, produce the greatest proportion of premature infants
(41). For a mother not yet thirty the chances of her producing a mongoloid
child is about 1 in 1000; for a mother at 40, 1 in 100; for the mother at 45,
1in 45 (10).

Maternal death rates generally follow the trend of the infant mortality rates.
White mothers 20 and under and white mothers 25 and over produce the
highest maternal death rates. Beginning at age 20 and under and with inreas-
Ing age the maternal death rate of black mothers increases by leaps and
hounds (see figure 1). In studying maternal mortality in terms of race one
can see most clearly the negative effects of the'added dimension of being
black in America. The number of black mothers who may die while giving
birth to a child is anywhere from 3 to 16 times the number of white mothers
who may die while giving birth,

ilack mothers tend to have children at a significantly younger age (though
(his trend has reversed in the last few years) and at later ages than their white
counterparts. A significantly larger number of black mothers produce a larger
number of children. These factors lead to a higher infant mortality rate, a
higher infant abnormality (in general, but not in every particular) rate, and a
hipher maternal mortality rate among black mothers. Black mothers have a
higher frequency of multiple births (the birth of two or more babies within
i few hours) than deo their white counterparts, There are significantly more
mental defectives among twins than there are among singletons. Twins who
must share the maternal placental blood circulation may receive far less
nourishment per fetus than would be the case if only a single fetus occupied
the womb. Twins born to malnourished black mothers are obviously in
preater danger of suffering from the negative effects of malnutrition and
other prenatal problems than are single children born to malnourished black
mothers. ’

Family Size and Intelligence. The family size, the length of time between
births of children, and whether the births are single or multiple, have been
shown net only to be related to the increased possibility of maternal and
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infant mortality or giving birth to infants who may suffer some physical
handicap, but also has been shown to be related to reduced 1Q. Generally,
children in large families, from families with short time intervals between
births, or children who are a part of multiple births, tend to have lower 1Qs
than children from the opposite circumstances. Regardless of class, socio-
cultural or ethnic background, the most intelligent children come from the
smallest families and from families where the longest time intervals exists
between births (54).
Babies born within one year of previous gestation were matched with
controls born two to five years after the previous gestation. Matching
was done for sex, race, hospital of birth, and sociceconomic status.
Their gestation ages were equal, but the babies produced in rapid
succession averaged significantly smaller birth weights, lower scores
on the Bayley tests at 8 months, and lower Stanford-Binet 1Qs at 4
years. At 1 year of age, the average baby in the experimental group had
a smaller head and delayed motor development ( Holley 24).
Baird conducted a survey in Scotland in 1969 along the lines of the study
just quoted (1). He reported that “it is clear that the woman who has five
or more children—no matter what class she belongs to officially—is likely
10 have children with IQ scores well below average.”
Over three times as many black families have 6 or more children than do
white families. It has been estimated that over six times as many black
families produce children in rapid succession (children born within one
year of each) than do white familics (4). The implications projected by
these facts are clear. Tt is obvious that the black intellectual potential is
reduced by the black family situation. When the other negative faetors—-.
resulting from the black condition in America are accounted for it’s
remarkable that the black intellectual potentiai is as strong as it is.
Maternal Emotions. When we measure stress in terms of marital problems,
severe housing problems, economic problems, etc., we tind that there is a de-
finite relation between severe stress on the pregnant mother and pregnancy
and birth complications, prenatal and postnatal problems in the child (17).
Stress on the pregnant mother can be harmful at various developmental stages
between fertilization and implantation of the ovum, possibly harmful enough
to create abnormalities in the fetus or lead (o its abortion (42). The mother’s
emotional state also affects the fetus at later stages of development. When the
mother experiences negative emotions, even of a brief duration, the fetus may
continue to react in response to the mother’s emotional behavior for quite
some time afterwards. Mothers with a higher than normal level of autonomic
nervous system activity such as heart and respiration rate, blood pressure.
gavanic skin response, body temperature, etc. — all the usual signs of emo-
tional stress — also show higher than normal fetal activity (33). The mother
who evinces a general state of moodiness, psycholagical depression and over-
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dependency is more likely to have physical complications during child birth
(1). New born babies born to mothers who have suffered from severe and
prolonged tension tend to have a greater than normal rate of postnatal ad-
justment difficulties (15, 16, 17). Poor postnatal adjustment may begin a
“vicious circle” in which the mother, in reacting to her difficult child, sets
up a neurotic or emotionally distorted relationship with it and vice versa

- which, in turn, may result in behavioral upset or deviant behavior in her child

leading to lifetime problems. Thus, “women who are not happy about their
pregnancies, because pregnancy interferes with the pattern of their lives or
brings economic hardship, often experience continued emotional ten-
son.” (29).

How does the mother’s emotional state affect the child which has no
direct link to the mother’s vascular or nervous system? Maternal emotional
slates are converted into embryonic and fetal emotional states through a
tither complex series of actions and reactions wherein the autonomic seg-
ment of the central nervous system activates the endocrine glands to facili-
tate the particular emotional state by secreting hormones directly into the
bloodstream. The hormone epinephrine (adrenalin), is an especially im-
portant factor in this respect and ucis to produce many of the symptoms
lound in emotional states. During emotional states the endocrine secretions
often reach the fetus through the placental barrier and consequently produce
many of the symptoms of the emotional state in the fetus. Hormonal and
other endocrine imbalances caused by the maternal emotional state can.
under certain circumstances, harm the fetus. For instance, cleft palates and
harelips are partially or fully the result of maternal emotional stress.

Hyperactivity of the maternal adrenal glands during the seventh and
lenth week of pregnancy may cause adeviation in the development of the pa-
lute bones which are forming at this time. Adrenal hyperactivity releases hy-
drocortisone, a hormone which may interfere with the normal development
ol the palate, thus causing cleft palate. If this hormone interferes with the de-
velopment of the upper jawbone, a harelip may be produced (29). Emotional
(lress may cause mental retardation if the hormonal imbalance which results
[rom that stress oceurs during the time the brain is developing (29).

What effect and how serious the effect of emotional stress will be on
Ihe fetus depends on mainly when the stress occurs, how intense it is, how
long the stress lasts and the particular chemistry and physiology of the
mother’s body. If the stress comes about early in the pregnancy and is in-
[ense, of long duration and sufficient enough to cause endocrine imbalance,
It will be more injurious to the fetus than if it were to come during the lat-
(¢r part of the pregnancy . Chronic fatigue states may produce developmental
deviational conditions similar to those conditions produced by severe emotio-
il stress
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Birth difticulties and infant mortality, which are significantly highe
among black mothers, have been found to be related to black maternal em
otional upset (8). The constant stress of being black in a racist society, the
ongoing struggle with identity problems, inferiority complexes, double-co
sciousness, the stresses brought on by econemic problems, marital problems
broken homes (nearly half of black families are headed by females), teen
age motherhood, unwed motherhood, etc., which are highly prevalent in thi
black community, create a state of chronic emotional stress in black mothet
and this stress affects many of their children in the form of physical, menta
emotional and behavioral problems. The psychosocial atmosphere of t
ghetto created by poor economic circumstances, poor housing and all whicl
that implies, such as inadequate heating, hot water, poor sanitation and ve
tilation, high insect and vermin infestation, and the continuing fear of bein|
mugged, attacked or harassed, or robbed negatively affects the black mother]
emotional wellbeing. The struggle for survival of the larger percentage 0
black mothers creates an emotional state of mind not conducive to childbeal
ing or rearing. The economic hardship, regardless of familial support, instit
tional support such as welfare agencies are responsible for a large share @
plack maternal emotional stress. The black mother is far more likely to work
late in her pregnancy and is therefore more likely to suffer from fatigue harm
ful to her child. Because she is more likely to receive inadequate financial sup
port from the father of the child, her family, from social institutions, t
black mother suffers most from adverse emotional stress and strain and phy
sical exhaustion, thereby reducing the life-chances of her unborn child.

The frequent forming and breaking of emotional-romantic attachments
and/or the continued exploitation or feared exploitation of the black mothel
by unscrupulous males, add to her emotional problems. For the maritally
abandoned mother, the unwed and teenage unwed mother (of which blach
mothers form the largest number), the absence of a supportive, extended
family, the absence of or lack of emotional support by the baby’s father of
others can create a damaging psychological state of mind which may be physi
cally or behaviorally harmful both before and after birth. Usley (31), in
sociological study of reproduction, shows that mortality rates for botl
mothers and babies are higher for illegitimate pregnancies. Low birthweight
and prematurity rates are also higher in this group of mothers. Similar rate
are also established by mothers who work late into prgenancy and who may
be under 20 years old.

Prematurity. Hurlock defines prematurity as “a condition in which thg
newborn infant is relatively unfit for extra-uterine life because of a lack of dej
velopment or a retardation in development caused by a shortening of the feta
period” (29). Premature birth is life threatening to the neonate — seriousl)
or fatally damaging to neonatal health, growth and development, both in §
physical and psychological sense.

26

Lhe Prenatal Period

The length of the gestation period, i.e., the length of time the newbom
lis spent in the uterus prior to birth, and the birth size (weight of the neco-
iile as well as the neonatal birth weight in relation to neonatal body length),
aie the eriteria most often used to determine prematurity. If the newborn has
| pestation period of less than 37 weeks or his weight is 5% pounds or less, it
Iv called premature. Taken by themselves — gestation period, because it can-
ol always be estimated accurately, and birth weight, which has also been
proved not to be the most accurate indicator of prematurity - these two crite-
(i leave much to be desired as accurate determinants for labeling the new-
horn as premature. However, taken togetherthey providea more useful progno-
(e tool for indicating the newborn’s chances of survival and what measures
Jiould be taken to assure its survival and development. The measure of the
head circumference provides the best single measurement for determining
jestational age (11). Generally, a head circumference of less than 33 centi-
meters and crown-rump length of less than 32 centimeters may be used as
additional  evidence for prematurity (13). Probably a combination of
measures we have already mentioned plus neurological, electroencephalo-
priphic data and records of motor performance, provide the most reliable
feans of determing maturity.

Brain Damage and Prematurity. More nconatal deaths are caused by
prematurity than by any other conditions. Premature infants arc especially
vilnerable to brain damage during birth. This is due to the lact that at birth,
(he skull of the premature infant is not well developed enough to shield it s
delicate brain tissues from the physical stresses and pressures of the birth pro-
cens. IF the birth process is long or complicated, stress on the brain may be in-
tieased to such a degree that hemorrhages may occur both in and around the
[irain. These may be severe enough to cause permanent brain damage which
miy be reflected in the infant’s future mental, physical or emotional
behavior.

Other parts of the nervous system besides the brain may be damaged
iluring the birth of the premature infant. Physical stress during the birth pro-
cens on other parts of the body may cause the fracturing of a bone, which in
furn, ma)y damage nearby nerve centers or sense organs such as the eyes and
0TS (29).

Far more threatening to the premature infant’s brain than damage due
fo cranial pressure are anoxia — the complete interruption of the oxygen
Apply to the brain and asphyxia — the disruption of the normal working of
(e respiratory system. Anoxia is now recognized as the more common cause
ol brain injury than cranial pressure. An anoxic state lasting for a few seconds
(vometimes less than 18) or more can cause temporary or permanent brain
dimage or even death of the neonate. Premature infants are especially suscep-
(ihle to brain damage because they often have serious problems in establishing
proper respiration thereby depriving their brains of needed oxygen. Due to
(e fact that premature births often are complicated and last longer than

&7




The Prenatal Period

normal, they face increased chances of sutfering brain damage due to oxygen
deprivation.

The combination of low birth weight and short gestation period gene-:

rally point to serious postnatal adjustment and survival, especially immediate-
ly after birth. This usually means that the premature newborn must stay
longer in the hospital and incubator, requiring intensive medical attention.
Prematures who have relatively longer gestational period but significantly

lower birth weight than prematures of a higher birth weight and shorter gesta-

tional period are five times more likely to have serious congenital ab:
normalities (46).

When birth weight is 2 pounds, 3 ounces or less, neonatal survival is
relatively rare. Above this weight there is a direct relation between survival
chances and birth weight. The 3 pound, 5 ounce infant has four times the
survival chances than does the infant of 2 pounds, 3 ounces or less (12).
Overall, newborns of birth weights less than 3 pounds, 5 ounces, have a
mortality rate as high as 45% or higher. The mortality rate is gencrally rather
high for all infants 6 pounds and under.

Among those low birth weight infants who do survive, about half will
suffer from neurological damage ranging from mild to severe mental defici-
ency. One third of prematures suffer from cerebral palsy. Generally prema-

tures suffer more severe handicaps, physical illnesses during early childhood,

score lower on developmental scales in infancy and on intelligence scales
in childhood than normals. The low birth weight child is more likely to show
impaired reading and academic achievement relative to grade level than

normals (50). Prematures besides having a greater tendency to be mentally

retarded and ‘handicapped physically also are more prone to have behavior
disorders and social and emotional problems. Paradoxically, prematures
may seem better adjusted socially in early infancy and childhood than later.
Their tendency to be more shy, more closely attached to their mothers, and
more dependent than their full-term counterparts may tend to make them
seem more endearing and socially adjusted in their early years. However,
during the preschool years their behavior is more likely to become prob-
lematic. This trend is continued into the early elementary school years,
but on the whole, in adolescence, prematurely born children show poorer
social adjustment. They are generally either overly or inappropriately sub-
missive, passive or overly aggressive.

Race and Prematurity. Prior to this point we have spoken of the problems
of prematurity in general terms. However, a more detailed picture requires
that a separate set of norms be studied in terms of sex and race. The infant
nortality rate for male prematures is twice that for female prematures.

Prematurity is also more likely to occur in multiple birth cases than is the |

case among singletons,
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The intant mortality rate for blacks is almost twice that of whites
il this is largely due to the deaths of premature infants. It is well established
(lat poverty and its attendant problems such as malnutrition, correlate
puositively with prematurity and its attendant problems such as infant mor-
tility, reduced intelligence, social and behavioral problems, etc, The lower
(e mother’s socioeconomic status the greater her chances of having a pre-
fiture infant,

Malformations which are the result of brain damage are more common
inong blacks than among whites (29). This is mainly due to the fact that
Hlick maothers receive less medical attention during pregnancy than do white
ninthers. According to statistics contained in the report, “Health United
Slites 19757, only 52% of black mothers received medical attention during
(heir first three months of pregnancy while 75% of their white counterparts
tvceived such attention. This lack of medical attention is one of the major
ivasons that birth complications with their attendant injuries to the infant.
e more prevalent among blacks than whites.

Fable 4. Infant mortulity Rates by Birth Weight and Color in the

United States of America

l3i&h Weight Total White Non-White
1000 grams or less 919.3 929 3 893.6
1001 - 1500 548.5 575.6 478.1
1501 - 2000 206.6 \ 219.9 171.8
001 - 2500 58.4 58.2 59.4
501 - 3000 19.0 173 2503
1001 - 3500 10.1 3.9 17.4
1501 - 4000 8.0 8.9 17.0
1001 - 4500 8.3 7.0 21.0
4501 - or more 13.3 11.2 280
Average 251 222 414
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Table 4 indicates that though black mothers produce more low birtl

weight babies than do white mothers, up to 4 pounds, 6 ounces, black infant
have a higher survival rate. McKinney (a personal communication) uses thi
data to propose that “Although there is not sulficient evidence to suppor
such a thesis, one possible explanation for this is that medical factors may b
a primary cause of low birth weight among white mothers, whereas socii
factors, e.g., poor nutrition, lack of adequate medical care, which do nol
have the lethal effect as early as the medical factors, may be more importan
causes among non-white mothers.”

The paucity of prenatal medical care among black mothers also directly

increases the number of cases of prematurity. In the District of Columbid
in the early sixties, among women who had at least some prenatal care, thi
prematurity rate was 10.4 percent. However, among women who had ng
prenatal care the prematurity rate was 22.7 percent (26). The problems g
maternal malnutrition, infant malnutrition and other health problems at
all directly or indirectlyrelated to the quality of health care received. It §
well known that the quality of health care received by blacks is substantially
substandard and is thereby a major contributor to black health problem§
No matter how one looks at it the overall health condition of blacks i
America is decidedly inferior to that of whites. While 83.7 out of 100,00
black and non-white mothers die giving birth only 21.0 white mothers d
under similar circumstances. In 1960 the predominantly black communit
of Watts, which comprised 17% of the Los Angeles population, produce
100% of the cases of polio and diptheria. Highest percentages of othe
diseases were also produced by this community. In 1965 the life expectan
of white males at birth was 6.5 years longer than black males (67.7.vs 61.1
This difference in life expectancy is essentially the same today. The averag
white female can expect to live 7.3 years longer than her black counte
part, While medical science and medical care has made tremendous progres
against disease this progress has not been exceptionally beneficial to black
in general, For instance, the ditferences between the maternal and infan
mortality rates of blacks and whites have widened during the past twent
years. Differences in other health areas have either widened or remained th
same over the past years,
Hereditary Birth Defects and The Black Child. The incidence of birth defectf
including those caused by genetic abnormalities, occurs in approximately |
to 14 babies out of every hundred (1).It has been estimated that every yea
1,400,000 children are born with one or more significant birth defect
throughout the world, some 250,000 or more of these in the Unitel
States (1). .
Many hundreds of thousands of eleborate and complicated geneti
interactions must take place according to a very precise timetable and blug
print in order that a normal human being be born and develop as he should
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\uy errors, whether small or large, made in meeting the requirements of the
penetic timetable and blueprint can result in any sumber and kind of birth
ielects. By the end of the first three months of prenatal life most birth de-
[oets have already been irreversibly established in the unborn infant. This
does not mean however, that all significant birth defects are diagnosed or
dotected at orjust after birth. This is true for only 50% of birth defects. Only
iy the end of the first year of lile are nearly all birth defects uncovered. But
| wipgnificantly small percentage of birth defects do not become apparent until
Liter in the individual’ life. For example, hereditary diabetes may not be de-
fected until age 10 or 30 years. Huntington’s Chorea, another hereditary
disease which severely affects the muscles as well as the minds of its victims,
iy not actively produce symptoms until between the ages of 30 to 50 years.
Il may not be until the child is well into the first two years of school that
[vnining difficulties which are the result of genetically caused brain dysfune-
[lon becomes apparent. There is growing evidence that certain personality
Iaits such as temperament, level of activation and emotional disposition may
he sipnificantly influenced by hereditary components.

Birth defects are known to occur at all social, economic, educational
levels, in all countries and among all races and ethnic groups. However, cer-
Lin groups of people are more susceptible to particular kinds of birth defects
thin other groups. For instance, Cystic Fibrosis which affects twice as many
whiles as blacks is almost non-existent among Orientals. Muscular Dystrophy
avcurs with a much higher frequency among boys than girls. Tay-Sachs
direase, which progressively destroys the brain of its victims and ultimately
onds them to aft early grave, affects primarily infants of Jewish parents of
tnstern European descent (1. "

Miokle Cell Anemia. The birth defect which is limited almost exclusively to
hlncks is referred to as sickle cell anemia and sickle cell trait. This is a pain-
tul disorder which starting before age two or at any age may be the cause of
winny problems such as swelling of the fingers and toes, thickening of the
liones of the hand and feet, pneumonia and respiratory infections of all kinds,
hvudache, lethargy, convulsions, paralysis and coma, jaundice, gallstones, mis-
titriages in the expectant mother as well as possibly her death, the birth of
premature or stillborn infants, and severe abdominal pains similar in some
vines to those of appendicitis. Half of the victims of sickle cell anemia die by
e 20 and few live beyond age 40 (1),

Some 8 to 10% of black Americans carry the sickle cell trait,i.e., they
uto carriers of the disease but are rarely victimized by its symptoms. Some
{0,000 black Americans suffer from sickle cell anemia and 3 out of every
I 000 black American babies are born with the disease. What is the origin of
(hin malady and why does it affect blacks almost exclusively? The generally
iweepted answer to these questions was described by Apgar (1) in the fol-
lowing way:
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The single abnormal gene (which is the basic cause ol the disease) is
common among those of African ancestry because, in Africa, it offered
an evolutionary advantage-—protection against malaria. In that region,
individuals who inherited two abnormal genes from sickle cell anemia
usually died of that disorder. Those who had two normal genes often
succumbed to malaria. But those who had one abnormal gene and one
normal gene had a slight difference in their blood which prevented
malaria parasites from multiplying. These individuals survived, Pro-
duced offspring and passed along the genetic abnormality to their
descendants. Scientists have discovered that the prevalence of sickle
cell trait in areas of Africa parallels that of malaria.

It has been estimated that some 40% of the population in the malaria
regions of central Africa carry the sickle cell trait. In the United States i
two individuals who are carriers of the sickle cell trait marry and product
children chances are one in four that each of their children will inherit sickl
cell anemia.

Fortunately, in 1971, researchers at New York’s Rockefeller Unives
sity began developing a hoperul new chemotherapeutic approach effectiv
against the effects of sickle cell anemia. This approach makes use of a dryj
termed sodium cyanate which seems to modify the abnormal sickle cells
and make them function more normally. The approach is currently unders
going clinical evaluation.

An intriguing report concerning the prevalence of sickle cell anemia if
Africa was presented by Gonzalez (2) which in part stated that:

.. .Blacks in Africa, our true cousins with the same blood we have,

simply do not suffer from sickle cell anemia.

As long ago as 1950, a prominent epidemeologist by the name of |

Dr. A.B. Raper noted that only 100 cases of sickle anemia had been

reported in gll of Africa between 1925 and 1950 . . . doctors recently

working in Africa have recently demonstrated that our African cousins
are indeed iMimune to deadly anemia which claims the lives of so many

American blacks.

Gonzalez went on to reporl that the factor which seems responsib
for protecting the Africans against the lethal effects of sickle cell anemia i
diet. It appears according to research in this area that yams and cassavd
which make up a large part of the African diet are the richest sources ol
thiocyanate, This-substance seems to be the effective ingredient in t
African diet which neutralizes the effects of sickle cell anemia. It was re
ported that there is evidence that the amount of cyanate consumed by
Africans in their daily diets approximates that used by the Rockefellg
researchers in their therapeutic treatment of sickle cell anemia. Africa
consume 40 times the amount of thiocyanate found in the typical Americal
diet (2). It seems then, that e absence or low level of the chemical in th
American diet consumed by blacks may possibly leave susceptible individ
vals unprotected against the effects of sickle cell anemia.
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lnctose Intolerance. Milk is central to the American diet. It has been dubbed
ih “nature’s most verfect food” due to its vitamin, mineral and protein
content. It is generally recommended that children drink plenty of milk daily
ind regularly drunk for health and pleasure by American children and adults
<ilike. However, it has been known that certain individuals have trouble
dipesting milk and may become ill as a result of its ingestion. Only relatively
ceently has evidence been presented which seems to indicate that a large
percentage of blacks—some seven out of ten—may not have the ability to
properly digest milk (3). This inability may cause various reactions when
milk is consumed by vulnerable individuals such as chronic indigestion and
uther digestive problems which may be misdiagnosed as colitis or other
inedical problems, diarrhea, gas, abdominal pains and other physical ailments,
What is also very interesting is that psychological effects as the result of the
lipestion of milk have been reported. Ingestion of milk by lactose intolerant
(hildren may cause irritability and confusion. A study done by the Johns
Iopkins medical school in 1971 indicated that 58% of the black children
losted were unable to digest milk properly. Only 16% of the white children
feiled showed a similar inability to digest milk (3). Gonzalez (3) pointed to
the source of the problem when he stated:
e source of the trouble is a complex sugar found in milk, called
lictose. In order to break this sugar down in the digestive tract, the
body must produce an enzyme, lactase. While all babies, regardless
ol race, do make lactose, most Blacks will stop lactase production at
about age two.

Without lactase, this sugar simply passes down the intestine with-
oul being absorbed, and actually ferments right in the body, producing
noxious chemicals . . . The problem of lactose intolerance has grave
implications world wide, as well as in our own community . . . Of
course, for many of us milk has been a source of several important
nutrients, including calcium.. A daily intake of about one gram of
calcium® is necessary to guarantee strong bones and teeth, and much
ol that calcium in the American diet comes from milk . . .

\n adequate amount also guards against overanxiousness and insomnia.

The information presented above though somewhat tentative in nature

nevertheless is substantial .enough to prompt us to question the common
sumption by many that except for skin color the black child is the same as
{he white child. It has been glibly assumed that what has been shown to
be nutritionally good for the white child is equally as good for the black
child. This assumption completely ignores the fact that the evolutionary
impact of the African environment on native Africans and their American
lescendants may have been such the dietary needs of descendants of white
I'uropeans cannot serve as a model of what is nutritionally sufficient for non-
I'uropean descendants - including black Americans. We have seen in the two
listances discussed above that the standard American diet may be the cause
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of physical and psychological problems in black Americans. In the next
chapter we will show that the psychomotor development of the black child
is such that different nutritional standards than those developed for the white
| child are recommended by the American Academy of Pediatrics. The develop-
I mental characteristics of black children have been shown to be genetic in
| nature and therefore the result of their evolutionary African past.
| In light of the fact that evidence has been gathered which shows that
hyperactivity in some children may be caused by diet it may be quite
| pertinent to ask if elements in the standard American diet may not be the
| cause of psychological problems in black American children, Hyperactivity or
| hyperkinesis or minimal brain dysfunction is a group of symptoms that can
‘; have a number of causes - diet being possibly only one of them. The hyper-
| active child may exhibit behavior that is driven, uncontrolled, and that
is unresponsive to discipline. He may also show sleeping difficulties, learning
problems, a short attention span and throw temper tantrums. Some of
these reactions may be present throughout the child’s day, at certain times
of day or night, or after meals (3). An inability of the body to tolerate and
assimilate glucose (sugar), a prediabetic condition which may be aggravated
by a high carbohydrate intake, and a deficiency of calcium in the body are
some of the things which cause hyperactivity (4).

It has been demonstrated that mental problems as well as physical
problems may be caused by diet and the intake of substances such as food
additives. It is incumbent on every person who is truly concerned with the

possible that some significant percentage of black children could be the
mental and behavioral victims of food additives in the American diet to

[ully agree with Gonzalez (2) when he states:
Unfortunately, little research is being done in America to study the
particular dietary needs of Blacks, even though so much past work
indicates we do have unique biochemical needs. Needs which arose
from living for so many generations on that “dark continent.”
Implications and Recommendations. The survey of evidence we have
presented has clearly demonstrated that the black child does not escape the

reach of racism even while snugly enclosed in its mother’s womb ., The evils |

of American racist, economic, social and psychological practices against its
black citizens begin to eat away the hereditary potential of black people

before they are conscious of their very existence or are in a position to
defend themselves against such practices. Silently, as a thief in the night, §

American racism steals precious mental and physical treasures away from

the child while it sleeps unknowingly in its mother’s body. By means of

poverty, lack of brotherly concern and their evil consorts such as malnutrit-
tion, drug abuse, infectious diseases, inadequate medical care, the absences
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which they may be allergic as a consequence of their African heritage. We
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of family planning, emotional stress, etc, the yet-to-be-born black child’s
normality, health, intelligence, or worse still, its very life may be irreparably
dnmaged or totally destroyed.

The prenatal period is the very foundation of further physical and
mental development. It goes without saying that if the foundation is not
weurely anchored then the superstructure which is built upon it will be
weak, unstable and unable to fulfill the function for which it was designed.
I our efforts to achieve the maximum self-actualization of black people
we must not forget that the establishment of a healthy prenatal environment
I the first and most important step to be taken in that direction. Qur desti-
nition is the full realization of the black potential. However, starting out on
fhe wrong foot, i.e., an unhealthy prenatal period, would be like a man
hepinning a 1000 mile journey on a lame horse without hope of exchanging
[l for another. It would be well nigh impossible for him to ever reach his goal.

What is to be done? Well, some things have been done such as the distribu-
(lon of food stamps and the passage of bills in Congress allowing for the sup-
plementation of the diets of poor pregnant mothers. Yet cut-backs in the
lormer program and the poor administration of the latter program leave much
i be desired. Unsympathetic bureaucrats and civil servants, the racist
ittitudes of the majority of white Americans do much to sap the strength of
mich governmental programs. Consequently, it is incumbent on black will
ind leadership to see to it that the governmental programs are carried out as
intended. No less an effort than that required to integrate lunch countersin
the *60%s is required Mgre and the object is by far more important. We there-
lore recommend the following:
| Increased pressure on the government and governmental agencies to carry
oul the intent of programs already established to nutritionally and medically
il pregnant black mothers, shoud be mounted.

' New legislation should be introduced and passed to further improve
ilie prenatal health of our children.

I, We must resist more vigorously efforts to cut-back on vital services to our
communities which adversely affect the health and wellbeing of our mothers
i children and the black community in general.

| We must educate our mothers about the tremendous importance of the
prenatal period. A thorough knowledge of what occurs during this period
st be made available to our mother: potential and actual. This can be done
Iy various means such as the introduction of developmental courses in the
pinde and high schools and adult education classes.

Our would-be mothers should be educated in the matters of nutrition,
diups, emotional stress, infectious diseases, etc. and their effects on the fetus.
i The deleterious effects of drugs in the streets, poverty, crime, unstable
[nily structures, teenage pregnancy, out-of-wedlock births, must become the
locus of sustained black civil action.
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7. The black church which has played a vital role in black civil rights progress
can play a vital role in this area also. Perhaps a church or an organization of
churches could provide free prenatal medical care for their members or their
community. Many need only to persuade expectant mothers who may
or may not be members of their congregations to attend health stations
already established by their governmental agencies. Perhaps courses which
provide nutritional education can be offered in addition to those which
provide religious guidance.

8. Courses, seminars, etc, specifically designed to deal with the mental health
of black men and women should be offered by various institutions and.
organizations so that a healthy love of self, knowledge of self, a confidence i
self, can be fully developed.

9. Yearly check-ups for malnutrition among black girls should be made
during the late grammar and high school years.
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THE BLACK CHILD-THE FIRST TWO YEARS

An overview. The child develops and changes rapidly during the first twe
years. Its first task immediately after being delivered is.to learn to surviv
in and adjust to a new and alien environment. Assuming that it is bor
healthy and receives peri- and postnatal care this task should be accomplishet
without much difficulty. In order to successfully cope with the new environ
ment the newborn must learn to trust it. This can be accomplished if t
environment, which includes his caretakers of course, responds to its need
in a consistent, satisfying way and if that environment is safe and relatively
stable. If this is the case the child learns to trust the environment and to hav
confidence in his ability to influence it to meet his needs. This trust lays th
basis for healthy, prosocial personality development. Otherwise, mistrust ol
the environment leads to a lack of confidence in itself to influence thal
environment, which then lays the basis for unhealthy, antisocial personalit}
development.

Trust is developed through the baby’s feeding, physically comforting
aurat-tactile stimulative relations withits mother or other caretakers. If thes
relations are consistent, responsive and satisfying to the needs of the child
then the child will begin to trust in itself and its environment. If the child i
fully affirmed by having his emotional-physical needs fulfilled he begins t
develop into a confident and secure being and comes fully prepared to cop
with the next developmental task.

The next task, which has existed simultaneously with the first b
which becomes increasingly more prominent as the child approaches h
second year, involves the integration of the many individual reflexes he wa
born with into larger, more complexly coordinated, voluntarily controlled
movement, and behavior. The consequence of such integrative efforts of
the child’s part is that he becomes automotive, i.e., self motivating, instead
of being carried around by his caretakers. He becomes increasingly autono!
mous, as in the beginning of the second year he leams to “stand on his owi
two feet” mentally and physically. He constantly tests his swiftly develop:
ing physical, mental and linguistic prowess on the environment. The child
tests himself to limits of his capacities and also tests the limits the environi
ment and those who are a part of it. He does this basically of his own fre
will. Consequently his interactions with environmént may enhance or negatg
his autonomous or independence strivings depending on the nature of it
reactions to these strivings,
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The overprotective mother may often negate her child’s autonomous
itrivings by not allowing it to safely explore and learn of its environment and
(0 test, develop and perfect its abilities to cope with various demands made
by the environment. The underprotective mother may stunt her child’s
independent strivings by allowing it to experience too many hazardous and
unsife consequences of its environmental probings thus creating in the child
i fear of the environment and a withdrawal from its exploration and also
lbnding to a retardation in its testing, development, and perfecting of coping
ubilities. The underprotected child like the overprotected child may develop
i insecure personality which fears that autonomous, independent actions
uinits part may lead to trouble, anxiety and shame. These children do not
lonrn the clear limitations of their environment or behavior. Clearly appro-
printe caretaker behavior during this period involves striking a golden mean
hetween these two extremes—allowing the child to safely express its auto-
nomous strivings and perhaps encouraging them but at the same time estab-
lishing clear and rational limits on these strivings especially when they may
iosult in dangerous consequences. The mother who encourages and affirms
(e child’s reasonable autonomous actions lays the groundwork for future
imotivations to achieve and make independent and original decisions.

Not all of the child’s aftention is focused on mobility, integration,
toordination, manipulation and exploration during this period. He is also
developing attentive, cognitive and, lingustic abilities and a knowledge of
wll, The mother’s role in the development of these abilities is an important
one. Her ability to supply the optimal psychological support and environ-
mental stimulants is a very important contribution to the baby’s physical
ind mental develppment. One of the most important things to take place
I the life of the two-year-old is the beginning development of communica-
ive-linguistic abilities. These are obviously some of the most important
ihilities. They are highly influenced by the environment, the economic,
wicial, educational level of the family and culture as well as the emotional,
lifellectual quality of the home and the general mass of experience the child
i exposed to. We shall enter into a detailed discussion of this highly impor-
tint and controversial topic later.

Infant Malnutrition. Up to its pre-school years the child may frequently get
Il necessitating careful physical care. Respiratory infections cause the most
liequent type of physical illness experienced by children in this society.
Listrointestinal upsets are also very frequent. As during the prenatal period
(e preatest threat to the poor black mother’s child is malnutrition, especially
piolein malnutrition, The second phase of brain growth occurs during the
lit two years of child development. Consequently malnutrition during this
pitiod may cause mental retardation or in a number of ways impair mental
il physical development. In underdeveloped countries protein malnutrition

nuy lead to death. The tremendous brain development taking place during
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this early period is demonstrated by the fact that “The two year old need
about 70 percent more calories and three times as much protein as 4
adult” (19).
In its severe forms malnutrition may produce two crippling disease
marasmus and Kwashiorkor. The wasting away of the body tissues is sy
tomatic of marasmus. Also symptomatic of this malady are gross unde
weight, muscular atrophy, wasting away of cutaneous fat. Kwashior
causes swelling of the face, legs and abdomen due to the retention of watl
in the body tissues. Also body growth is retarded and the child suffers fral
a general, pervasive apathy. This syndrome most frequently occurs in 1 «
year-olds who are protein malnourished. Both liver and brain damage
occur as a result from this cause.
All over the world, including the United States of America, poor chil-
dren are suffering from insufficient protein, often along with insuf-
ficient calories. Their physical and mental growth and health are being
depressed now and for the future (18).
Malnourished children are more likely to succumb to all sorts of infe
tions and to suffer more thereform. Infections aggravate the state of md

nutrition by suppressing the appetite and making excessive demands of

nitrogen and other essential nutrients (18). The malnourished child

condition is worsened by infection and the body lowers its resistance to neW

infections. Malnutrition reduces the body’s ability to manufacture antibodi
Growth is retarded since the body’s store of nutrients is insufficient.
Poor hygiene is often the result of poverty. This factor along with poor
diet leads to the spread of disease,
.. . poor quality, unsanitary food introduces disease organisms causing -
infections, diarrhea, and parasite infestations. Widened social contact
introduces viral diseases such as measles and other childhood diseases.
Pneumonia is a frequent complication of measles (19).

In this country, illiteracy and ignorance of basic hygienic methods an

nutrition, combined with the inadequacy of governmental food progra

and medical care most often have the most important adverse influence g

the baby’s health and growth.

The interrelations of causes and results of malnutrition and disease
(after smart).
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Fliysiological Development and Race. There are a number of distinct differ-
wices in the rate and distribution of physiological development between
sthnic groups particularly between blacks and whites. For instance, the time
il which the teeth first erupt in infancy differ markedly between the two
sthnic groups. Generally, nonwhites tend to erupt earlier than do whites
1), Some have interpreted this to mean the “the least favored groups seem
li have the most advanced eruption time” (19). Thus, since blacks erupt
surlier than whites the assumption is that since blacks are “least favored”
then the eruption must be due to the generally low socioeconomic status of
Wlacks and their concomitant poor diet. However, a ten-state survey con-
licted by the American Academy Of Pediatrics indicated that when
titiected for socioeconomic status, the permanent teeth of black children
e established significantly in advance of white children, reached maturity
satlier, and tended to be larger. One of the general conclusions drawn by
e Academy are of interest here—
"Both on an absolute basis, and when corrected for income level, black
boys and girls in comparison to white and Spanish-American children,
lended to have skeletal advancement (ossification), dental advancement
{upe at permanent teeth eruption), and earlier maturation and some
lendency toward greater body size, notwithstanding lesser body fat
(hrough adolescence. Black boys and girls efidenced a greater mass,
hoth on a group basis and on an income corrected basis. Therefore,
penetic factors outweighed economic factors in explaining differences
in skeletal and dental development. These findings suggest the need for
ifferent standard for blacks and white children when assessing nu-
Iritional status during growth.” (underlining by the author).

The genetic difference in physiological development alluded to in the
ahove study may not be of much importance except when we consider that
iminy black mothers use white nutritional standards, and when we recognize
the psychosocial advancement of black children during early childhood and
(he relationship of these advanced states to learning readiness. The use of
while-based nutritional standards may not actually be in the best interest of
the developing black child.

Puychomotor Development and Race. An impressive number of studies of
vitlinces between black and white child psychomotor development have
shown consistently that up to at least the first two years black children are
dpnificantly more advanced than are white children. Though this variance
Is most marked by black children’s definitively established motor superioritv
Ihe base measures are psychomotor measurements, i.e., childhood

inlor behavior involving mental and intellectual components. Therefore,
when we speak of motor development in this section we are in no way im-
plylng that we are speaking of “purely” motor behavior and that this be-
lwvlor is without intellectual input or of no importance in intellectual
piowth.
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It has been noted that “Whenever motor differences between white and
black American infants have been noted in the research literature, the black
babies have been advanced in comparison wih the whites” (19). We may nofi
here that this is also the case with black children of other nationalities
particularly of African origin. In a comparative study of the psychomotol
development of African and European children, Geber concluded that “Th
results of tests showed an all-round advance of development over Europea
standards which was greater the younger the child” (6). A look at som
comparisons listed by Geber in this study may give a better idea of the dif
ferences between these groups.

Comparison of African-European Psychomotor Development

1. 9 hours old, being drawn up into a sitting position, able to preveat
the head from fai]mg backwards (Euro. - 6 wks).

2.Two days old, with head held firmly, looking at face of the examiner
(Euro. - 8 wks).

3. 7 weeks old, supporting herself in a sitting position and watching her
reflection in the mirror (Euro. - 20 wks). ‘
4. 5 months old. holding herself upright (Euro. - nine months). Taking
the round block out of ifs hole in the form board (Euro. - 11 months)
5. 5 months old, standing against the mirror (Euro. - 9 months).

6. 7 months old, walking to the Gesell Box to look inside (Euro. - 15
months).

7. 11 months old, climbing the steps alone (Euro. - 15 months).

In reviewing Geber’s studies Papalia and Olds (16) came to the concl
sion that “The African babies actually seemed to have been born at a mot
advanced stage of development, since many of their activities as less than
week corresponded to those performed by European children aged four [
eight weeks.”

Tronick, Koslowski and Brazelton (20) compared the neonatal behavia
of urban Zambian and American infants. Despite the fact that on the firS
day the Zambian children reacted less than the American children, within fiv
days they had caught up and in ten days had surpassed their counterpart ‘
becoming more attentive and responsive. Etta Walters (22) tested babies o
the Gesell developmental schedules within three days of their 12-week
24-week, and 36-week birthday. These children were divided according
black-white ethnic origins and according to low, middle and high socig
economic status. She found that the black children were motoricaliv superig
up to age 12-weeks at which point the differences were not significant excep
that at 36 weeks the black high socioeconomic group was superior. Finally
in an extensive study of 1409 babies between the ages of 1 month and 1
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months, and located in 12 urban areas representative of various areas of
llie United States, Bayley (1) found “a general trend toward superiority in
[lie Negroes.” The averages of the black children were higher at every age
sxcept 15 months. Bayley’s 1409 infants included 55% white, 42% black and
! 17 other. The Black infants were superior on all sixty test items of the
Wiyley scales.

Though cultural, prenatal-postnatal environmental factors, evolutionary

and nutritional (one writer implied that a protein deficiency may be responsi--

hle for the black advancement in motor development) explanations have been
lvoked to explain the differences found by the above mentioned studies,
most of the writers on this matter incline toward a genetic explanation. Thus
Il would appear that the psychomotor precocity of black children is geneti-
willy determined. It is indeed very interesting that despite the many prenatal
lnults that the black child has to suffer, as noted in the first chapter, he still
It psychomotorically more advanced than his more prenatally fortunate
white counterpart. We shall see that the psychomotor advancement of the
hlack child is paralleled by similar advancement in 1.Q. or more accurately,
(). (Developmental Quotient).

Intelligence and Race. Many of the studies mentioned above also tested the

fontal capacities of black and white children, The vast majority of them used.

uie of the two most popular infant developmental scales—Bayley’s Scales of
lifunt Development or the Gesell Developmental Test. The Bayley scales
consist of two major components, a mental and motor scale. The scales to-
pether yield an 1.Q. score. These scales were factor analyzed in one study to
foul the functions of eye-hand manipulation, object-relation, imitation-
thinprehension, vocalization-social contact, and active gocabulary (11). Thus
ilie Bayley scales were definitely designed to measure more than motor
levelopment. These scales measure development from birth to fifteen
imonths. The Gesell schedules are principally standardized observations
uwd to measure four major areas of development covering the ages of 4
weeks to 6 years. The four areas covered by this test include motor behavior,
wlaptive behavior, language behavior and personal- social behavior. The sche-
iules yield a D. Q., which is obtained by dividing the child’s overall score,ter-
el a mental age, by the child’s chronological age and multiplying by 100. A
il figure of 100 indicates that the child has scored equal to his or her age
lovel, Above 100 indicates that the child has scored better on some items than
W07 of children of the same age level. Below 100 indicates the obverse.
Utilizing the Gesell scales Etta Walters in the study mentioned above
toncluded that . . . The only statistically significant differences between the
IWo groups was in favor of the Negro infant in motor development at 12
woeks . . . However, the mean scores for the Negro group were higher than
{lie white mean scores for the Negro group were higher than the white mean
wores for all test areas of development at 12 weeks; after that, the means
were comparable. ” Geber, in her 1958 study quoted above also used the
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Gesell scales and concluded—**. . . precocity was not only in motor develop:
ment: it was found in intellectual development also. It is not always realized}
that intellectual development is displayed very clearly in the use of the Gesell
material. To take an elementary example, the child who merely looks at th
cubes and then picks them up is demonstrating a series of intellectual pro#
cesses and for the building of a tower with the cubes, more complex processe
are needed, in addition to the greater manual dexterity. . . . Although most of ‘
the African children had never seen anything resembling the test materialy
they used it in the same way as European children and succeeded in the test§
carlier than those children. Their interest was lively, and their personal§]
social relations excellent. They made very good contact with the tester)
turning and “talking’ . . ., smiling . . ., and trying in every way to communit
cate . ...” A study by Knoblock and Pasamanick (10), also using the Gesel
scales, it was found that the black American infants had “superior motot
scores and similakadaptive, language and personal-social scores, as compared
with white through age 2 years.” Bayley’s previously quoted study indicate
that . . . it is clear that there are no differences in the mean scores of thes
three samples of babies (black, white, Puerto Rican) at any period of develop!
ment in the first 15 months. . . . It is clear that for the kinds of develop
mental behavior we are able to designate as mental during the first 13
months, there are no differences between the Negroes, the Whites and the
small subsample of Puerto Ricans we have tested.” Bayley goes on to con
clude that “It would appear that the behaviors which are developing during
the first 15 months of life, whether they are motor skills or the early percept
ual and adaptive forms of mental abilities, are for the most part unrelated td
sex, race, birth order, geographical location, or parental ability. The onl
possible difference is in motor development in which the Negro babies tend
to be more advanced than the whites during the first 12 months . . . a geneti¢’
factor may be operating. . ..” '

Before we deal with the implications of these studies a quotation fromn
Jensen (9) is of interest—""It has also been noted that brain wave patterns i
African newborn infants show greater maturity than is usually found in the
European newborn child . . .This finding especially merits further study
since there is evidence that brain waves have some relationship to IQ . . .
and since at least one aspect of brain waves—the visually evoked potential-
has a very significant genetic component, showing a heritability of about .86y
(uncorrected for attentuation) . ...”

Let us summarize our data thus far mentioned—
1. All the studies showed the black child to be significantly advanced ove
the white child in motor development up to at least 2 years when the trend|
tend to disappear. The consensus of the researchers in this area is that thes
differences are genetic. ‘
2. The scales established that the black child was intellectually above or equa
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lu, but not less than, his white counterpart. Strangely enough, a genetic
sxplanation for this advancement or equality was not invoked by the re-
warchers.

| Generally, it would appear that the differences between black and white
lnfants disappear between the ages of 1% to 2 years and the equality of
(licir mental and motor functioning begins to reverse in favor of the white
(hild at around age 3. We think that it is no coincidence that black intel-
lectual functioning as compared to that of whites, as measured by standard
[() tests, begins to fall duringsthe period beginning with the acquisition of
linguage (starting somewhere around 12 to 18 months) and the formation of
I slabilized personality structure (from 3 to 5 years).

|, For the first 2 to 3 years at least, it appears that the black child ap-
proaches the Greek ideal of a sound mind in a sound body. However, the
lvages of racial prejudice and poverty destroys and distorts much of this
wonderful potential.

Meliability of Infant Intelligence Tests. Due to the extremely low predictive

torrelation between the intelligence scores of early infancy and later
thildhood and adultheod some psychologists tend to regard the infant
lelligence tests as unreliable or to assume that they are not measuring
mlelligence. We think it would be expecting too much for tests which
sientially measure preverbal subjects, relatively unacculturated subjects,
wibjects whose personality and cognitive styles are still relatively unformed,
I correlate well with tests given as close as a few months later, let alone
yours later when culture, environment and traumas have added or subtracted
W much to or from the whole.

[nterpreting data collected by Bayley (2), Ginsburg (7) stated that
Infant test scores during the {irst year of life are nearly useless for pre-
dicling scores at later ages. . . . Infant scores during the second year of life
(months 13, 14, and 15) are moderately correlated with scores during the
third year of life (months 27, 30, and 36), but are poorly correlated with
wores after that point. Scores during the period from about the third year
ul life to 5, 6, and 7 are fairly stable, showing a correlation of .70. After
the age of about 5, the scores are highly stable. For example, the correlation
letween the average scores at age 5,6, and 7 and the corresponding score at
years 17 and 18 is .86.” It is important to note that the correlation between
10) scores and later ones begin to become increasingly reliable from the period
ol rapid language acquisition, when the basic foundations of personality are
heing laid, when a child’s culture is beginning to have a most marked in-
(lience on his mental functioning and when the child is becoming consci-
dlly aware of his ethnic category. In light of this, it may be that infant
llelligence scales which are relatively unaffected by sex, birth order, paren-
il cducational level and geographical residence, may be more reliable than
the more culturally biased 1Q tests of late childhood and adulthood. What-

™
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ever the case, whatever the infant scales are measuring, the black child is on
or above par with his white counterpart. Even in their unreliability for pres
dicting later IQ scores, the infant scales reliably show black children to be
of at least equal potential as white children. In terms of the influence of
parental educational level, geographical residence, cultural background, etc, a
statement by Papalia and Olds is relevant here (16).

Although socioeconomic status does not appear to be related to
infant mental or motor development, it is a good predictor of the
direction of DQ change from infancy to preschool age. The test
scores of children in middle-class and superior working-class
homes increases after infancy; children from culturally deprived
working-class homes increases after infancy; children from cultu-
rally deprived working-class homes show a decline...As the child
grows, then, the home environment assumes more and more im-
portance...This can be seen in the rising level of racial differen-
ces in DQs as children grow older...Even when there are consider-
able disparities in the amount of education of the children’s
mothers, the children’s DQs do not reflect this. By three years
of age, though, the picture is very different. White children score
better, even when the mothers of both white and black babies
have similar amounts of education,

In racist American sociecty the black middle and upper classes are also
deprived. Racism with its tendency to breed chronic anxiety, lack of sell-con-
fidence, self-knowledge, and self-love, its tendency to restrict black children
of all economic levels from optimally potentiating environments and with its
tendency to produce neurotic-schizoid adaptive mechanisms in blacks takes
a measurable toll from black personalsocial-cognitive functioning. In a
society where a “smart nigger” is seen as a threat and an athletically adept
one is seen as an asset, cognitive brilliance among blacks is seen as threaten-
ing and may even be punished in various ways and athletic brilliance is high-
ly rewarded, it is no accident that black intellectual functioning tends to de-
cline with age and black physical functioning does not tend in the same
direction or may actually become more advanced.

There is evidence that it may not be physical home-institutional depri-2
vations that are so damaging to cognitive and other emerging skills as psycho-
logical cognitive-motivational functional deprivations. It is well established
that motivation and intellectual functioning are inextricably bound together.
Motivational systems such as the one alluded to in the previous paragraph
are without a doubt dysfunctional for black cognitive development in the full
sense of the word (24).

50

e Black Child - The First Two Years

In spite ot the quite extensive number of prenatal dangers the black
(hild must face as compared with the white child, he generally begins life a
ilop ahead of, or at least on equal footing with his white counterpart in all of
i physical and mental congenital possibilities. We have seen that the black
thild is in no way born inferior to the white child. Apparently the
‘Copnitive-cultural lag” which the black child begins to manifest in his second
and third years are the result of psychosocial factors, the cognitive-motiva-
lunal-functional deprivations that he is subject to by belonging to the out-
gloup in a racist society. Granted that poor pre-, peri- and postnatal environ-
nents take their negative toll of the black potential, it is the prevailing poor
juychosocial conditions under which the black child is reared that are pre-
dniinently responsible for whatever cognitive-behavioral problems he may dis-
pliy. Though the dominant white society with its racist policies and beliefs
lulil the basis for such poor psychosocial conditions it is black parents who-
we ultimately responsible for not training their child to successfully cope
with such circumstances. During the first 2—3 years it is black parents who re-
prosent the negative psychosocial world to their children and consciously
/01 unconsciously socialize their children in terms of that world. We are all
wwire of the nature of the white created negative psychosocial world which
sipulfs black people. What we wish to know is what is it in the nature of the
piychosocial world of black parents which causes them to socialize such a
lipge number of their children to become dysfunctional in both black and
white society? In an effort to answer part of this broad question we will
lilefly discuss what we think are the three major variables which, operating
(hiough black parents, adversely influence the development of the black child
diting his early years — (1) the schizoid nature of black existence, (2) the
dhionically frustrated nature of black life, and (3) the restricted nature of
the black world.
e Schizoid Nature of Black Existence. Black people in America do not be-
lng to any one functional, cohercnt, cohesive culture. They belong to
nelther the white culture nor to one they can call their own. Culturally speak-
I, blacks exist between “the devil” of the dominant white world to which
lie 15 not premitted to fully belong, and * the deep blue sea™ of the current-
Iy lysfunctional black world to which he also is not permitted to belong. He
|+ victimized by both worlds and has thus far found no positive way out of
(his crushing dilemma. The black man of today is only part black. The other
piil ol kimis white. These two parts which more often than not pull against
vuch other, which contradict each other and which are “out of synch”with
vicl other, make up virtually the whole of the black body and mind. Thus,
the black man is a “split personality,”a schizoid personality which tries to
erate with two sets of mutually incompatible needs, drives, imp/u/lses,
alues, cultural traditions, ways of-thinking, etc, simultaneously. W.E.B.
Iniltois (3) poignantly describes this “black condition” when he states that—
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... the Negro is a sort of seventh born with a veil, and gifted
with second sight in this American world — a world which yields
him no true self-consciousness, hut only lets him see himself
through the eyes of others, ot measuring one’s soul by the tape of
a world that looks on in amused contempt and pity. One ever
feels his two-ness — an American, a Negro; two souls, two
thoughts, two unreconciled strivings; two warring ideals in one.
black body, whose dogged strength alone keeps it from being
torn asunder.

The history of the American Negro is the history of this strife-
this longing to attain self-conscious manhood, to merge his
double self into a better and truer self. In this merging he wishes
neither of the older selves to be lost. He would not Africanize
America, for America has too much to teach the world and
Africa. He would not bleach his Negro soul in a flood of white
Americanism, for he knows that Negro blood has a message for
the world. He simply wishes to make it possible for a man to be
both a Negro and an American, without being cursed and spit
upon by his fellows, without having the door of opportunity
closed roughly in his face.

Regardless of income, social or educational status, every black indivi-

dual, group or family is haunted by this ““double-consciousness” to which
Dubois refers. It is an existential fact of black existence and its influence for
better or worse, is pervasive in all areas of black behavior. Though effective-
ly present at all class levels of the black community, as we have just implied,
“double-consciousness” and its effects are not experienced psychologically
with the same intensity or reacted to with the same defense mechanistic
priorities by the various class levels. Generally, because of its similar values,
educational background, income, occupational status and its desire to be fully
accepted by the white middle class which it emulates and by which it evalu-
ates itself, the black middle class experiences “double-consciousness’ the
most acutely when compared to the black working and lower classses. The
black middle class is therefore the most schizoid of the classes. (Please note
that the the term “schizoid” is used here in the social-psychological sense,
not the psychopathological sense even though it can and does have psychopa-
thological consequences). That segment of the black middle class which Fits.
what Frazier (4) calls the “black bourgeoisie” is the most schizoid of all.

The hallmark of schizoid living is ambivalence, an ambivalence which enters
into virtually every activity of the schizoid’s life. His relation to himself and

to others is marked by this same ambivalence.Thus, the schizoid black chroni-

cally maintains a fluctuating love-hate relation to himself, his people, other
peoples (particularly whites). His life is characterized by a constant vacilla-
tion between two conflicting worlds of differing ethnic histories, lifestyles,
values, etc. He has no fixed reference point which he can use with confidence
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{0 orient his life, values, goals, attitudes and behavior, and to stabilize his re-
[itions to himself as well as others. Consequently, his relations with himself
und others are confused, labile, and ambivalent even though these may be
unoothed over by a superficial order and harmony. The middle class, black
or white, is particularly adept at maintaining “appearances.”

From the above description one could logically conclude that the schi-
s0id black parent’s relationship to his or her child would be one marked cs-
sentially by ambivalence. This means that the child will be loved on one level
ind hated on another. The child may be loved because it was desired for per-
wonal and social fulfillment, because it represents the hopes of its parents,
and hated at the same time because it bears the mark of oppression — it;
hlackness (since blackness is hated by whites and is the source of black self-
hatred. If one hates oneself because one is black then one hates others who
hear the same hated color as the self — other blacks including one’s black
children). The schizoid biack parent’s relationship may be also marked b_y
[celings of guilt stemming from the parent’s awareness of the degradation his
child will suffer as a member of the black race in racist American society and
liis or her having been responsible for bringing the child into such a society
and exposing him to such degradation. Thus the schizoid black parent loves
and rejects and fears for his or her black child at one and the same time. The
[eeling of guilt in the schizoid black parent will at times generate compensa-
lory over-protectiveness, overindulgence, permissiveness toward the child and
il the same or other times, along with the feeling of rejection referred to
ihove, generate negative over-reactions, negligence, indifference, over-strick-
ness toward the child. Because of their schizoid nature the parents can offer
little or no consistent discipline, direction, unneurotic love, etc, to the child,
They cannot establish consistent limits which the child can readily and easily
comprehend and by which he can guide his current future behavior. Thus the
child, in an effort to adapt to the behavior of his schizoid parents begins to
develop a confused, powerless, contradictory, emotionally crippled, incom-
petent, ambivalent, and schizoid personality like that of his parents. In ad-
dition, he will begin to develop a poor self-image, a lack of self-confidence,
self-love and self-knowledge. These personality factors early reveal themselves
by their negative influences in the major areas of cognitive, personal and
social functioning.

A study by Langner, et al, (12), can serve as a possible example of how
pervasive the negative effects of “double-consciousness ™ which as we pre-
viously said affects all blacks, are. This study determined the prevalence of
cmotionally disturbed children in high and low income spanish, black and
white families in the midtown area of Manhattan, New York City. One of the
surprising {indingsof the study was that in terms of psychological impair-
ment, there were no substantial differences between black low income child-
ren and black high income children. This goes against the general trend in
(hese types of studies where the low income group usually has the signifi-
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cantly higher rate of psychological impairment. Langner, et al, interprete
this finding to imply that:

. as Negroes attain higher incomes, various environmental forces
such as prejudice and job discrimination, which in turn may have
effects on family organization and relationships, prevent their children
from obtaining a commensurate reduction in jmpairment.

Langner and his co-workers also imply that due to the fact that a ver)
high percentage (81 —49%) of the high income black families’ incomes werl
generated by both husband and wife working, maternal care have deterig
rated, causing emotional impairment in their children, income notwithstand
ing. We believe that the schizoid nature of black existence in America as wi
described it above, which we also indicated is felt more acutely by the highel
income blacks, was 2 major factor responsible for Langner’s finding. Beside
a number of other negative effects listed as resulting from the schizoid natur
of black existence, one of the major effects of this kind of existence was th
inability of black parents to offer non-contradictory consistent discipling
guidance, etc, to their children. We believe this additional interpretive factof
Is to a large degree validated by Langner’s further finding that in the area of
disciplining their children, high income black parents showed five times mor
disagreement over rearing practices than did low income black parents. I
this regard Langner found that:

There were equal proportions of fathers and mothers acting as “boss”
among Negro [amilies, while twice as many fathers were the boss
among low whites, four times as many among high whites, and seven to
eight times as many among the Spanish.

This “equality of authority” between black parents who are experi
encing the negative effects of black schizoid existence, one of those effects
being a lack of fixed values which are agreed upon by both parents and
supported by the black community at large, is deleterfous for their children
In such a family situation areas of authority are confused and the demands§

made on the children are contradictory and conflicting. Such a situation i}

a well established condition for the development of psychopathological
behavior in the children.

It was also found by Langner that high income black parents are more
apt to get their children to do things by threatening than low income black
parents, that a higher proportion of high income mothers and, black mothers
in general, “were about five times more likely to punish by depriving the
children of things or privileges than white or Spanish mothers,” and that
generally, fewer high and low income black parents were likely to use hugs or
kisses when their children were unhappy. He also found that a higher pro-
portion of high income black children lacked pride in their fathers and
mothers than did low income black children, that of three ethnic groups
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fudied, the largest percentage of children expressing hostility for thefr
imothers was among the high income black children. In terms of the mother’s
tharacter structure, Langner combined several questions centering around
{he mother’s “handling of the child or her own psychophysiological com-
plaints.”” While problems in handling their children and their own problems,
(nok the expected direction among high and low income white mothers,
|¢,, the low income mothers having the greater proportion of problems
I both categories, *“. . . the Negro ranks were reversed, so that high %'ncome
MNepro mothers had more problems on the average . . . than low-income
Negro mothers.” Langner goes on to conclude that: S _
.. . This finding alone makes us feel that a real elevation in impairment
exists in high-income children, and that it may be partially accounted
for by the emotional impairment and coping difﬁculngs of their
mothers. Body complaints, lack of understanding of the child, chan.ge-
ableness, dissatisfaction in general and lack of enjoyment of her child,
and a poor self-image all contribute to a picture of poor mothering in
this high-income Negro group. Behind this, we hypothes?ze, is the
second-class citizenship, the ghetto, and its more devastating effects
on the people who try to rise above it. Perhap_s we are seeing in some
small measure the price paid for upward mobility across what has been
called caste, rather than class, lines. )

In summary, there can be no doubt that our preliminary data show
that low socio-economic status and minority ethnic background are
associated with greater impairment in urban children. The information
also suggests that an increase in family income at the expense of having
both parents work full time, without improvement (_)f _parentlal educa-
tion, or without social acceptance of the family in the wider com-
munity, is not enough to diminish the rate of impairment among Negro
and possibly Puerto Rican children. -

Langner’s study being rather limited in geographical scope and possibly
whiject to a mumber of differing interpretations and criticisms, ma]f;es. one
liesitate to generalize its implications. However, its disturbing prehmma;y
(indings without a doubt point to a crucial need for more and broader studies
nl this type, _

As was indicated by Frazier (4), the black middle class, which now
includes almost half of the black families in America, is caught on the horns
ol a serious dilemma. In its effort to succeed according to white stan_dards
{| has become increasingly alienated from its black roots and yet its reject‘ion
und non-acceptance by the white middle class whose acceptance it perceives
s the necessary factor needed for authenticating its own existence, leaves
il in a state of psychological limbo (this perception is also shared by the
iest of the black classes even though generally experienced less acutely and
sriven against less consciously than is the case of the black middle class.
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Theretore, the rest of the blacks classes still suffer the consequences of thil

perception accordingly). In this limbo the alienated black suffers from 4

double ambivalence—a love-hate relationship with members of his own race,
including his own children, and the members of the white rejecting ra
Because of this limbo the black family is disorganized and becomes a *tang
of pathology (15a).” The eminent student of the American family, psych
logist, Urie Bronfenbrenner (2a) noted that;

Over the past three decades hterally thousands of investigations
have been conducted to identify the developmental antecedents of
behavior disorders and social pathology. The results point to an almost
omnipresent overriding factor: family disorganization.

Much of the same research also shows that the forces of disorgani-
zation arise primarily not from the circumstances in which the family
finds itself but from the way of life that is imposed on it by those
circumstances.

He goes on to indicate that those circumstances can be such that they;

. undermine relationships of trust and emotional security between
family members . . . make it difficult for parents to care for, educate
and enjoy their children. When there is no support for one’s role as
a parent and when time spent with one’s family means frustration of
careei, personal fulfillment and peace of mind, then the development
of the child is adversely affected. .

In this white dominated society, the higher the status of the hlack

man or woman, the more insecure they may become. The fact that the
white man can “make” them leads to the conclusion that he can also “break’
them. The striving to overcome their feelings of insecurity engendered by th
nature of white dominated society, the capricious nature of white power and

the desire to be fully accepted by whites, a great number of blacks regardless

of class, seek to overcome these feelings of insecurity by striving even more
using “white” standards as their measurements of progress. This queston the

part of these blacks bring on self-alienation, alienation from the ethnic group

and the family. Though the black parents among these striving blacks may
provide their children with all the material things they themselves never had

when they were children and material things comparative to what white

children receive from their parents, they may fail to give their children the
emotional things they need to develop wholesome prosocial personalities.

The Chronically Frustrated Nature of Black Life. Continuous with and
inextricably bound up with the schizoid nature of black existence is the
chronically frustrated nature of black existence. The latter condition is to 4
large extent a direct function of the former.

Since blacks evaluate their worthiness and their self-regard, positively
or negatively speaking, by use of the measuring stick of ““white” standards

and by their acceptance or rejection by whites, they value very much and/ot

seck after those material, social, psychological, economical, educational
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political things which the emulated white culture possesses and which that
sme culture has decreed must be possessed in order to be considered a
Mlirst-class citizen”, to be fully accepted along with a sense of equality.
lonsequently, blacks are “pushed-pulled” toward those goals that the whites
live achieved or are striving to achieve. Blacks have been told in so many
wiys that their acceptance by whites as equals demand that they achieve
(hese goals and live according to the white lifestyle that these goals and goal-
irivings make possible. However, the black possibility of attaining these
goals or their possibility of attaining the necessary preparatory equipment for
iriving after these goals with a fair chance of achieving them are constantly
llocked by inordinate and insurmontable white racist barriers and obstacles.
As a result, blacks in America suffer chronic frustration and black life is
ponerally characterized by the symptoms of frustration.

Frustration refers to the unpleasant feelings and/or state of mind result-
i from the lack of satisfaction of a desire, the fulfillment of a-wish and/or
llom being or having been delayed, misled from, or blocked from reaching a
(0itain goal, and not possessing the power of being able to satisfactorily com-
pensate for the subsequent lack of satisfaction or lack of fulfillment. The
wmptoms of black frustration are extremely debilitating to the black person-
ality and the black community in general. Although frustration in both its
ronscious and nonconscious forms operate at all levels of the black communi-
Iy its effects are more readily observable and manifest their most vicious
olfeets in the black lower classes. The black middle class, which by ne means
lin escaped the pernicious effects of frustration, has been relatively more suc-
consful at reducing its effects in a superficially socially acceptable way
(hrough its material, social, educational, economical and political gains.

Among the many symptoms of frustration we shall at this time discuss
(lie following (others are discussed in chapter (g); fecling of powerlessness, in-
ability to delay gratification, apathy, fatalism, denial of the worthiness of
weial goals, low achievement motivation, ego-restrictiveness, high interest
I diversive activities and unrealistic striving. The following table schemati-
villy illustrate the relationship between the symptoms of parental frustra.
{lon and their concomitant parental attitudes and child-rearing practices.

——

Parental Frustration
Symptoms

Parental Attitudes and
Childrearing Practices

Powerlessness Lack of interest in maintaining control over
child, feels powerless to effectively control
child’s destiny, to control child itself, does
not inculcate in the child a sense of control

over its own destiny and circumstances, encour-
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Inability to Delay
Gratification

Apathy

Denial of Worthiness
of Social Goals

Fatalism
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agees dependency in the child, teaches “1eam
helplessness”, does not take deep and sustainel
interest in developing the child’s inherent coj
nitive, social, physical potential, teaches th
child to overexaggerate the power of obstacley
in its way,

Tends to react with hostility toward child whel

it is perceived as a hindrance to parental ple:

sure, child is treated as a general nuisance al

consequently rtejected and neglected, child

treated as a “‘doll,” an extention of the parenti

¢go, not as a individual, fails to train child {

control emotions and appetites, to concerih
itselt about the future and about the futul
consequences of current behavior, overindul

gence of the child.

Fails to take deep interest in child’s develop
ment, neglect of childs mental, physical, ema
tional welibeing, fails to motivate child, {i
teach child how to overcome and solve probs
lems, to inculcate a sense of duty in child,
teach the child to take a continuing interest i
its self-improvement, teaches it to be satisfie
with far less than it is realistically capable ¢
doing, teaches it to accept low status unco
plainingly,

Not interested in being a socially acceptabli
model for child to imitate, shows disdain f@
social institutions, for the child’s social stri.
ing, teaches the child that social mobility |
“not worth fighting for.”

Believes that child's growth and development |
a matter of luck, believes that deliberate effort
in child-rearing are futile, teaches child tha
achievement is a matter of luck, encouragg
fantasy and magical thinking as solutions fi
problems, not realistic imagining and thinking
teaches the child to accept laconically whal
happens to it.
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Low Achievement
Motivation

I'go-restrictiveness

High Interest in
Diversive Activities

nrealistic Striving

Not highly motivated to achieve optimal cir-
cumstances for self development and the child’s
development, does not motivate the child to
achieve, to be cognitively independent, person-
ally and socially independent, does not teach
child techniques for achieving, does not supply
child with games, toys, books, etc,~the tools
which lay the basis for high achievement mo-
tivation, does not encourage self-confidence,
self-love, self-knowledge in the child, does not
adequately repulse inferiority complex in the
child.

Parental self is the main source of interest, the
child is secondary, the home is not child-cen-
tered, takes little interest in the child as anp
individual, encourages the child’s interest in
and concern for others, discourages child’s
identity with his racial group and the society
in general.

Interested mainly in “‘pasttime’ activities, not
problem-solving activities, which leads to child
neglect, only interested in playing with or dis-
tracting the child as a means of dealing with its
problems, teaches the child to engage in diver-
sive behavior when faced with problems or to
perceive such behavior as a solution to all prob-
lems, fails to train child to inhibit irrelevant
impulses, how to complete a task once begun.

Parental unrealistic striving alicnates self and
child, leaves inadequate time for proper child-
rearing, teaches child to pursue goals beyond
its inherent, acquired and attainable talents,
powers and means, imposing on child the
parent’s status strivings without regard to the
child’s own wishes,
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The Restricted Nature of The Black World. That the black world in Americ
is a restricted one both psychologically and otherwise is well-known and ha
been and still is much discussed. Therefore it will not be necessary for us fi
further elaborate on this matter here except to remind ourselves in a very
general way, of its effects on the black child as mediated through black

1

parents. The preceding two sections discussed what are essentially the pros

ducts of the segregation of black people and their effects on black child
rearing practices and in turn on the development of the black child. In thi
section we merely want to crystallize what has already been implied.

The maturing and matured black individual to be functional in whitd
dominated world, must learn and play by its game rules. The task of learninj
these rules must begin during the very earliest years of childhood and thi
learning is done under the tutelage of the parents or their substitutes. Thi
task of teaching the child the rules of the “white” game is made difficult il
not impossible if the parent has not learned in depth the rules herself or i
the parent, knowing the rules, is prevented from successfully transmittinf
them to her child. by any number of social-psychological, economic-politi
cal factors. The restricted black world obviously breeds these two parenta
deficiencies. Black parental efforts to rear their child so that they cal
function equally with white children miss their mark because their child
rearing practices are often based on erroneous assumptions abstracted from
their observations of superficial white behavior. They have little or no know
lege of the social-psychological, cultural infrastructure behind the white be
havioral facade. Thus the restricted black parent may want her child to at
tain such socially valued goals as academic success, becoming a successfu
professional such as a doctor, lawyer, brilliant scientist, etc, but her lack o
knowledge of what kind of early childhood training lay the best basis fal
such achievements, may doom her desires to disappointment. In sum, black

parental aspirations for their children are as high as their white counterparts; |
but the restrictedness of their world cuts them off from the necessary psychos

social resources needed to lay a firm foundation for the success of theil
children. ‘

One of the major foundational ingredients for succeeding in the whit
dominated world is the mastery of the language, the vocabulary of thal
world. This means a firm mastery in all of its variously related aspects, or thi

graphical (reading, writing), lexical (vocabulary), semantic (meaningy, syntag

tical (grammar), expressive (speaking) qualities of the language. This mastery
which is firmer the earlier it begins in life, (in the first two years) is the key

stone in the cognitive, social-psychological superstructure of the individual

Generally, it can be safely intimated that the black parent has too little g
wareness of the immense importance of language and the grave importance of
linguistic facility for the black child’s success in white terms. It is principly
“deficiencies” in linguistic functioning that are responsible for much of black
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(opnitive and academic failure, other things held constant. We mentioned
sirlier in this chapter that the black child’s mental development begins to
lill behind that of the white child’s at the point where language begins to in-
luence significantly the personality structure. We are mindful that other
Important factors also contribute to this “lag” of the black child, in fact,
mi two previous sections dealt with some of those factors. But it is because
linpuage is the main wvehicle for the transmission of these other factors
(hit we are emphasizing it here. As the child develops language is the princi-
pul means by which he structures his relations to the world and to himself, it
i (he principal means by which he intluences the world, is influenced by the
world, and influences himself. The brain is the controlling computer of the
lidy and mind and language and words are the cards which program the com-
juler brain.

Analysis and generalization are the key elements in intellectual func-
(loning. These processes are guided by the logical structure of speech. The
wine can, to a large extent, be said about behavior in general, of which intel-
loctual functioning is but a part. The basis of speech and of ideas is word-
wienning which which begins to develop in the first years of childhood (21)
Il “psychological structure of thinking as a whale” is word-meaning (13).
Luiia (14) underlines the importance of the word in early childhood when
lie writes:

language, which incorporates the experience of generations or, more
broadly speaking, of mankind, is included in the process of the child’s
idevelopment from the first months of his life. . . . This whole process of
(he transmission of knowledge and the formation of concepts, which is
the basic way the adult influences the child, constitutes the central pro-
cess of the child’s intellectual development.

* ¥ #

.. the acquistion of a language system involves a reorganization of all
the child’s basic mental processes; the word thus becomes a tremendous
luctor which forms mental activity, perfecting the reflection of reality
nnd creating new forms of attention, of memory and imagination, of
thought and action.

Wi ure terminating our discussion of language at this point because the sub-
Il will be more extensively discussed in chapter nine. However, since . . . at
shiout the age of two the curves of development of thought and speech, till
Ihon separate, meet and join to initiate a new form of behavior (21),” we felt
il inportant to briefly discuss it at this point.
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The restricted black world and the attitudes it generates effectively cutd
the black parent off from the knowledge of the “white” linguistic structui
and thus vitiates her attempts to transmit the necessary linguistic knowledge
to her child, and blinds her to the vast importance of language in the deves

lopment of her child’s full potential, cognitive and otherwise. This sami
world also prevents her from obtaining a substantive, causal-content, knows
ledge of the mental, physical, social, economical, educational, behavioral pat
tern that are necessary for achievement and non-psychopathological adjust
ment in a white dominated world.

MNote: The reader should not assume that the author thinks integration into
the white world is the only or most desirable means by which a healthy
psychosocial adjustment can be made by the black individual or the black
community. This is most difinitely not the case. In fact, the reader would
be nearer the truth if he assumed the opposite.

In our effort to answer the question of what is the nature of the psycho
social world of black parents, which includes of course, their children, whicli
“causes” them to socialize their children to behave maladaptively in botl
black and white society, we have briefly discussed three possibly responsible
variables, the schizoid, the f[rustrated and the restricted nature of black
existence. We have seen that these variables, operating in dynamically changi
combinations and permutations in the black parent causes that parent (g
“program” her child to emit cognitively, personally and socially inappropriaté
and dysfunctional behavior. One of the main characteristics each of t
variables have in commen is the inability to properly socialize the child du
to the absence of a clearly established consistent and rational socio-culturally
founded and supported system of attitudes, goals and values. Such a systen
if it existed could serve as a means by which the parent could conduct hel
behavior and that of her child’s so as to reduce significantly the probability
of permanently creating serious malfunctions in the child’s cognitive-b@
havioral functioning. The vacillatory, dissonant child-rearing practice

brought on by black schizoid existence, the reactionary child-rearing practiced |

engendered by frustrated black existence and thé ignorance of the “rules o
the game,” resulting from the restricted nature of black life, coalesce to pre
duce fertile conditions for the aberrational growth of asocial, antisocial
cognitively deficient, self-denigrating, or at best, minimal “normal™ function
ing tendencies in the black child and adult.

Black Parental Attitudes and The Child’s Physical Characteristics. Obviousl
the attitudes of the parents toward their child’s physical characteristics i
of great importance in parent-child relations and in the child’s own psycho
logical well-being. Leaving aside body structural characteristics, in Amerid
skin color does much to structure the relations between persons—including
parent and child. A person is often accepted or rejected based on skin color
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[he crucial nature of skin-based relations become quite apparent when we
walize that the skin is the primary sense and communicative organ of the
lnman infant. To achieve adequate physical and psychological growth the
thild must receive the appropriate amount of physical and affectionate
[ilaneous stimulation. Affectionate skin stimulation is the principal means
Iy which the mother communicates her love to her child. Physically speak-
Iy, the early growth and development of the infant’s nervous system is to
| large extent dependent on the nature of the cutaneous stimulation it
iceives (15). Psychologically speaking, proper cutaneous stimulation gives
the infant concrete feelings of security and reassurance in the face of strange
iew complexities. Too little or too much cutaneous stimulation, degrading
(omments about the child’s skin color, may generate conflicts in the child,
leclings of rejection, self-hatred and an inferiotiry complex in the child.
[lus, the infant’s skin (as well as that of the adult) is a very crucial part of
his personality. To insult the child’s skin is to insult the child itself. Warm
(utaneous contact between parent and child develops parent-child emotional
iltachment and develops trust, self-confidence, self-love, and self-respect in
(he child.
Lloyd Warner, et al (23). confirmed three hypotheses about blacks

i their attitudes toward skin color in their book, Color and Human Nature:

|. The systematic subordination of Negroes to white people in the

American social system has a definite effect upon the development

ol Negro personality.

2. Evaluations of color and other physical traits made by Negroes
(hemselves on their own group influence the development of person-
ality.

i. Social-class position and occupational status in the Negro society
have effects upon Negro personality formation.

Warner’s first hypothesis is essentially what this book is about and
(e second is our present concern and the third which is basically beyond
ihe scope of this book is briefly related to our discussion in chapter(8).Not
wiprisingly, Warner found that among blacks “personal appearance is a
constantly recurring theme.” He also found that most blacks “evaluate
pliysical appearance in terms of caste contrasts or essentially according
{1 white standards.” During his interviews which were made in Chicago in
(e carly 1960°s, Warner confirmed the already well-known fact that there
iilsted many expressions, almost of a proverbial nature, that placed a low
vilue on dark skin color and a high value on light skin color. Color then,
wived as a caste determinant in the black community as it did in the white
(ommunity . Warner quotes anthropologist, Melville Herskovits as asking—*‘Ts
Il ulrange, then, that he (the Negro) should unconsciously glorify that which
I like the traits of the group enjoying every opportunity that is denied him?”’
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Color evaluations which reflect the values, standards and attitudes
the dominant white society influence black self-awareness, self-concept,
self-love  and black interpersonal relations in a variety of ways —
most of them detrimental. It is the pronouncedly “Negroid” black thd
is the most rejected and the more ““caucasoid” black that is the most acceptes
in the black community. This color based accoptance-rejection continuuf
may reveal itself operationally at the birth of the black child. Harrison-Ro§
in her book, The Black Childi—A Parents’ Guide (8), points out that blag
parents look at their newborn differently than do their white counterpart
Black parents check the baby’s color before assessing anything else about thi
infant’s body. Other body parts are checked after the color is determined
This is unlike that of white parents who concern themselves [irstly with th
child’s physical normality and health. According to Harrison-Ross, white
rarely ever mention skin color. She goes on to a crucially important stati
ment: ‘
This overwhelming concern with color is part of the special black

dimension to childrearing. The color of the child can affect the quality

of parental love and the child’s position in the family. In my practice

I have often had to help mothers change their attitude toward their

children because they were favoring the lighter-skinned youngsters at
the expense of the darker ones.

The black mother or father who consciously or unconsciously alig
themselves with the American colgr-caste value system are prone to reject o
treat their children differently according to that system. This creates an
unhealthy psychological atmosphere for the children involved. Under thes
conditions the child is looked on in terms of his or her superficial qualitie
and also related to in those terms. This practice of putting the child’s basi
humanness last destroys the  possibility of the ¢hild’s fulfiliing i
inherent potential. The black mother may signal her rejection of her darl
baby in several ways: (1) by being overly annoyed by the baby’s crying
cating problems, temperament and its unresponsiveness to her calming an
soothing efforts (which are generally caused by her own problems), (2) by
handling the child roughly, carelessly or neglectfully when attending it, (3
by refusing to talk, sing or play with it, and (4) by not responding to i
apparent loneliness or sadness (8). The dark child brought up under such |
regime will learn that is is unloved, unworthy and unwanted because it |
dark and it will early begin to suffer from lack of self-confidence, self-low
and self-respect. It will develop into a person who will have a difficult tim
trusting or loving others, particularly those of his own ethnic group becausl
he first felt rejected by his parents who are members of this group.
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Some of our readers may think that the current “Black Is Beautiful”,
‘I'm Black And I'm Proud” movement has removed much of the_ relevance
ol what we have just finished discussing. We do not think so. While the new
black consciousness has helped and is helping to reduce the problems dis-
cussed above the job by no means complete. In fact there %s the danger of
“reverse discrimination” against the light skinned black child. Howe'ver,'we
Jon't think this danger will materialize significantly due to the h1stor_1cal
color discrimination by blacks who because of their dependent relation-
hip with whites will not change a system t.l_1e whites suppgrt.'.l“he_ fact that
wich jingos as the ones we have quoted in th.IS paragr;}ph exists indicates thal
he struggle with the evaluative nature of skin color in t}‘l‘e black commqmtx
v a eritical stage of development and is still unreso]ved._ Blaf:k Is Beautiful
was more of a statement used to convince the uncertain minds o_f the vast
majority of blacks rather than a statement of conviction. Though it may be
‘.m,'-iuily expected and consciously demanded qf one another by blacks to
make such positive sounding statements in public it is very doubtful w}}ether
Ideas conveyed by such statements are actually personally and ynconsoxously
helieved by blacks. The belief in the truth of such statements is too tenuous
in black minds to result in a confident,healthy attitude toward their children
it this point in time. We must remember that today’s black parents amdI
prandparents were brought up under regimes where black was not be{auhfu
and are still suffering from the psychological scars_prqducgd by their own
upbringing. Under optimistic conditions in this area it will still tfl‘ke a number
ol penerations for the black child to escape the curse of the ““mark of op-
pression.”

Implications and Recommendations. If the black child is to realize his full
notential then his care and training should be pursued with as m_Uf:h accurate
lnowledge as is possible about his unique developmental qualities and vul-
Herabilities, We-have seen that the black child in his psychomotor devr;lop-
mental rates is not just a white child painted black. Of course it_ is .p_lam to
Al that the black child’s psychosocial developmental career significantly
differs from that of his white counterpart. Even though there are fundamen-
il differences between black and white child development lﬁttle or no
complete programs have been promulgated to deal with the uniqueness _of
black child development and its attendant problems. In books on child
development the black child is treated as an after-tho_ught, used as a symbol
ol deprivation, treated as a footnote or just plainly ignored. lt‘1s necessary
(hat the care and training of the black child, if it is to be maximally bene-
licial to the child himself, to the black community and the society in general,
nust be based on other than unexamined extrapelations from developmental
care and training procedures based on studies of white children and develop-
o mainly for the rearing of white children. Certainly thert.a are many areas
ol overlap between child-rearing procedures used for the white child and pro-
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cedures used for the black child, but the racial-historical background dif-
ferences, the differences in the conditions under which they are reared and
the essential differences in the futures they will face and problems they will
have to endure, are wide and in demand that black child-training should
be pursued along conscious, studied, informed, well-thought lines and not the
haphazard, faddish, reactionary, contradictory, dysfunctional lines that
characterize such training today. We therefore recommend the following:

1. that the black child should be the body of studies and books in

child development and not treated as a mere appendage to the body
of white child developmental studies.

2. that in light of the fact that the black child’s average psychomotor
development differs significantly from that of the white child’s during
the first two years of life, then nutritional and other socio-psycho-
physical programs be developed that will answer to the unique needs
of our black children.

3. that we educate our black parents to the fact that the black child
is not naturally inferior to any other child and what *““lag™ there may
exist between the black child and the white child is due to adverse
psychosacial and politico-economical circumstances which prevail
in the black community and that they can do much to allay the per-
nicious effects of such circumstances,

4. that the black parent, through reading, conversation, observation,
imagination,etc, learns in depth the “rules” of the white-defined game
in which her child will one day play and lay the foundations for the
learning of those rules early in the child’s life. This means training
the child for flexibility, not for being “white”. The child can be taught
to deal cognitively and socially with whites without losing respect and
love for himself and his racial group.

5. since the black child is virtually destined to be bi-cultural he must be

taught from his early years how to function efficiently in both of the cul-
tures he will have to deal with. This means he has to be taught to equally,
respect and handle efficiently his own “black English” as well as “standard

English.”

6. that the black parent be educated to guard against the negative child-rear-

ing practices generated by schizoid, frustrated, restricted black existerice.

7. that clear, rational, consistent, understandable (to the parent and child),

community-supported values and limits be established and used by black pa- |

rents to guide their child-rearing practices.
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I'or the black parent who wishes to raise competent, 1“ndependcnt, ass?ertive,
exploratory, self-determining, happy children who are also prosocial, we
make the following recommendations (16).

§. Guide your child’s activities along rational lines. Help the child to see that
what is demanded of him should be done because “it is right” or the reason-
able thing to do not because he may be punished or will lose your love.

0. Do not be afraid to exert control when necessary. The exertion of control
will not be psychologically damaging to the child if the reasons be}und such
exertion are explained to him, if the child is allowed to have some input con-
cerning parental policies.

10. Show your child that you expect him to have a will of his own but at the
ame time he is expected to conform to reasonable parental and social
standards.

|1. Have confidence in your ability to parent. However, do not let ?hat con-
lidence be such that you disrespect your child’s interests, opinions and
individuality .

|2, Be a loving, consistent, demanding and respectful parent of your chi_l.d’s
independent decision-making, but at the same time bg steadfgst concerning
vour own standards. Do not fear the use of limited punishment if necessary.

| 3. Expect your child to perform as well as he can.

14 Build in your child a sense of duty by assigning him family (‘:hores which
he is required to complete. Teach him to fulfill reasonable commitments once
he makes them.

|5, Have fun with your child and at times let him be a part of the family de-
cision-making process.

The combination of control with encouragement which we have tried to em-
body in the above recommendations will create in your child a feeling 'of
sweurity, of being loved and of knowing what is expected of tl}em. The Chllfl
will also experience the satisfaction of completing tasks, meeting responsnb}-
lities and successfully achieving goals. These things can be accomphshgd if
you set reasonable goals and realistic standards for yours and your child’s
behavior.
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THE BLACK CHILD — THE PRESCHOOL YEARS
The Effects Of Race Awareness

An Overview, At the end of the first two years the child has gained intelligent
control of his musculature, has accomplished a fairly well developed sense of
trust and autonomy, and has begun to use language as a cognitive-communica-
tive instrument. From ages 3 to 7, the preschool years, and beyond, he perfects
the coordination of his growing body and continues to mature intellectually
by encountering and solving new problems. Personality-wise he continues to
develop his senses of trust and autonomy and begins to develop a sense of
initiative (2). The peoples and objects he interacts with in his ever-expanding
environment greatly influence his cognitive, psychological and social growth,
The preschooler builds his mental structures in wonderously complex ways
through asserting himself, testing the limits of his abilities, and by testing and
exploring thoroughly his familial and environmental limits. He is rather ““up
front™ in revealing his feelings, thoughts and behavior.
B. L. White (8) compiled a list of * competences” developed during the pre-
school years, assuming that all had gone well before:
Non-social abilities
1. Linguistic: grammatical capacity, vocabulary, articulation, extensive use
of expressed language. i
2. Intellectual: sensing dissonance, anticipation of consequences, ability
to deal with abstractions, such as numbers, letters, rules, taking the per-
spective of another person, making interesting associations.
3. Executive: planning and carrying out multistepped activities.
4. Attentional: maintaining attention to a proximal task while simul- !
taneously monitoring peripheral events. '

Social abilities: s {
. Getling and keeping adult’s attention in socially acceptable ways.
. Using adults as resources.

. Expressing both affection and hostility to both adults and peers.
. Leading, following, and competing with peers.

. Showing pride in his accomplishments.

WP W
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6. Taking part in adult role behavior or otherwise expressing a desire to
grow up. o
What happens in these years are of exceeding importance for the child’s aca-
Jemic future which begins at their close. These are the “head-start™ years, the
years of establishing resilient personality and cognitive structures which will be
Ihe foundation of the child’s future personal, cognitive, social style.
As we mentioned in the previous chapter prior to the preschool years th‘e
child is chiefly concerned with gaining mastery over his mind and quy. H%s
learning to walk during this period symbolizes his autonomous strivings, h_l.S
sfforts to “stand on his own two feet” both in the physical and psychologi-
wil sense. His rapid mastery of the Janguage extends his power of self-control
und self-direction, thereby enhancing his sense of independence. This same
mastery also extends his power of control and direction over others, but simul-
(ineously it also extends the power of control and direction of others over
liim. We indicated that parental attitudes, standards and values as conveyed
(hrough their behavior and language . . crucial during this period in helping or
lindering the child’s intellectual and psychological growth. A_c.hild’s autono-
ious behavior at about the age of 2% years correlates positively with his

opnitive stvle and nonverbal intellectual style at age six (5).

Initiative. As the development of the sense of autonomy is the hallmark of
(lhe child’s first two years the development of the sense of initiative is the hall-
mark of the preschool years. Then the child becomes a full-fledged explorer,
i curious adventurer and an incessant “‘activist.” He takes great pleasure in try-
ing, new things just for the satisfaction of doing them, he also relates his new
experiences to his old ones and :z-interprets the old ones in terms of the new.
llis chronic questioning and talking may become the dread of his parents.
Irough his growing imagination he tries out various roles and gains new ex-
periences through his creative use of his surrounding environment.
A fundamental part of the sense of initiative developed during this period
i the child’s aggressive pushing out into the world and assertive attack on ob-
itacles in his path. This aggressiveness and assertiveness is inexiricaoly tied up
with the child’s .cognitive-intellectual-imaginative growth. This aggressiveness
ind assertiveness when left undisciplined and rationally uncontrolled or over-
lisciplined and over-controlled will work against his positive intellectual, per-
yonal and social growth, Measures of assertiveness ate a reflection of the child’s
ihility to interact with his environment and to master it. Since intelligence
(tsts measure knowledge and mastery, the child who deals assertively with his
world is more likely to score high on such tests (7).
It is during the preschool years that the child more effectively begins to
distort and restrict his imagination and initiative through the introjection of
parental attitudes, values, behavior patterns in general, and their prohibitions.
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His behavior becomes less and less controlled by the fear of punishment and
more and more under the control of these introjected attitudes, values, etg
Consequently, for the first time the child begins to experience feelings of guill
pangs of conscience, and more importantly, begins to judge himself in termp
of others. Additionally over-protection or over-restriction of the child’s initia
tive strivings force him to choose from among several coping strategies whicl
may become a permanent characteristic of his personality. The restrained child
may choose to become withdrawn or socially psychologically and cognitively
unassertive. He may choose to become difiant, to attempt to gain his way
through the use of bravado or gile, to become destructive, compulsive, stub-
born, rigidly conforming in an unreasoning, irrational way. This child may alse
become overwhelmed by and a chronic victim of feelings of shame, guilt, doub|
and worthlessness.. Permissiveness may lead the child to exhibit reckless, un
controlled assertive behavior. It may cause the child to disregard the rights o
others or may lead also to the development of the types of strategies listed
above as used by the over-restricted child if the child from the permissive e
vironment is allowed to let his recklessness lead into situations where he i
hurt, severely rebuffed, shamed or brutally retaliated against by an offended’
environment or something or someone in the environment. Thus, in line wit
the recommendations listed at the end of our last chapter we say that authorl
tative caretaking which allows the child room enough to flex his physical and
psychological muscles but which at the same time restricts reckless, uncof
trolled, destructive, unreasonable behavior on his part best suits the develop
ment of healthy initiative, assertive behavior. ‘

Initiative and The Black Child. Generally the average parent rears his or hef
child in terms of his or her own childhood training, past experiences and future
expectations. The childhood training, the experiences of, and the expectatio
for the future of black parents raised in racist America and subjected to the
negative operations of the three variables, schism, frustrationism and restrie
tivism, discussed in the previous chapter do not bode well for the development
of the black child if they raise their.own children in terms of these variables,
Unfortunately this is the case. It is obvious even to the casual observer what
the American experience has done to black people in general, including black
parents. Some of the well-known results of the American black experience has
been the crippling feelings of shame, guilt, doubt, fear, confusion, powerlesss
ness, rejection, self-hatred, inferority, and general inadequacy which characs
terize black psychic existence today. These feelings are passed on to their childs
ren by black parents whose consciousness does not allow them to consciens
tiously resist such tendencies in their families, communities and the nation
at large.

The history of American racism has been the punishment of black initi-
ative, assertiveness, originality, independence striving, self-confidence. helief
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I their equality with all men, self-love, self-know.ledge,let'c’., gnd the re\jvard of
Wlack docility, servility, and reward of the opposite of initiative, asseétlvelnesst,
¢lc. Consequently, what was and is suppressed and reprgssed by the orr_nna;ll
Whites in turn becomes suppressed and repressed by his own efforts in the
Jominated black. The history of this suppression and repression has been such
(hat the black man has come to believe that he actually does not possess the
iepressed characteristics. The repressed black parent,“in order to p”ripa-[ekl:‘fé
(hild to cope with and survive in the white world, pre-represses ter chi
i is demanded by that world. This may be done consciously or unconsc‘lcous-
ly by the black parent. Even if a repressed black Parent chooses not t}o pﬁ:-
u-préss” her child the effects of her own repression his bee:? SllC}’;lctla'[ 's e
will not know how not to do so. Her cffort to raise a "man’ or a “woman
may be frustrated by her self-doubt or lack of kno‘\arledge. Thus the tllealti}y
dr@iopment in the black child of initiative, assertiveness, etc, and hlsalresm—
lince to feelings of shame, guilt, doubt, etc, are t_hwarted or lef_t .m nou{;
iished by his repressed black parents who in lmg vlvith tl?e racist h1sto.r}; an
current practices of America, wittingly or unwittingly mc;uicate anllfn enfg-
ity complex in their children. ]ndependence,_ self—assert_weness, self-con 1:
dence, etc., in the black adult has been so viciously pgmshed both ovelrtl%p
ind covertly, by the dominant white society that in _thelr efforts t? wla_rd 0
(hat punishment and to protect their children from it, tg ward of] wn-tet reé
(uliative responses against black independence, self—asseruyeness_, ete, striving
ind through a curious identification with and 10\{&; for their white oppressors,
(ial even within their own communities and families, blacks often become ve:
liemently resentful and punish or fail tlois;pport independent, self-assertive
Jlivity among their own members and children. _

}lihe lowgexpectations engendered by white racism coupled w%h tht;l;)}ﬁ
pectations (and fear of failure) that black.s'ha.w of themselves com tmil e
black parent to vitiate the black child’s initiative, self—conﬁdcnce,fe cc.] oot
e black parent’s expectations for her child are ambivalent, con used gumees
(1in and lacking in confidence. The blagk parent’s own t?xperle_n(?es an N
jectations helps her to casily rationahze_ her lac_k of mt_er.est u;t (;lncls : he% e
and supporting her child’s healthy assertive, confident str1v1ngs.__.t‘v;1jgss
lielp her child to easily rationalize his failings and fear of‘ compeubl Véﬂ. i

The introjected tendency of repressed b.lack pawntsﬁ‘? te (;mgs >
(iihed by (historically white-punished) assertive, self-cop en Sh']d egn .
(licir children causes them to create passive depen(_:lency in the;lr c ihr chﬂg
punishing these strivings or simply by not rewarm;hng them. ;1; uts};Lat ]iemg ;
virly learns a lesson that his parents were taught in their {loubll, g

‘wnart nigger” is dangerous or at best unrewarding. Thus, the black nia soon
handons his efforts to be a “smart nigger” and lear_ns to become u}u}? i
Jead of creative, to fantasize instead of think, to sw1.tch'1nstead of fig dt, tf_ e
Aestructive instead of constructive, to be consumptive instead of productive,
(0 leel inferior instead of superior, etc.
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Race Awareness in The Black Preschool Child. The black experience Iff
America has traumatized the black psyche in a number of ways. For our pu
poses here we shall only list the following ones which we feel are the mogl
important:
1. As a result of racist propaganda and of the “second class” experience i
America the black man has come to believe that he is inferior to the
white man.

2. This belief on the black man’s part has robbed him of self-confidence
has made him feel powerless to determine his own destiny, has made hin
feel that he is incapable.

3. The black man has not come to have a practical confidence in his self
reliance and therefore abets a dependency relationship with the white
man. Despite his brutal mental and physical treatment by the white man
the black man still sees the white man as his main source of survival and

has not sought to become independent as much as he possibly can from
his slave master.

4. it is well-known that the black man suffers from self-hatred as a result
of his American experience. One of the symptoms of this self-hatred is
a strong wish to deny in various ways their blackness which they see ag

the source of their inferiority and the source of their degradation by
whites.

5. The black experience in America has led many blacks to strongly de-

sire to become totally identified with whites — to become “equal,” to
become for all practical purposes “white.” They have come to believe
that white culture represents a universal ideal for Mankind and that all
men should strive to become identified with it. They see a merging with
whites as their only salvation.

Other'b_lacks,who do not wish to “lose their skin” express a strong de-
sire to possess the trappings of white culture and power without neces-
sarily wishing to become “white” in the process.

7. The American black experience created in blacks the tremendous need
to be accepled, approved, affirmed, and loved by whites. He feels that
these actions by whites are necessary pre-requisites for his own self-
acceptance, approval, affirmation, and love, In other words, since it was
the white man who took him apart it is the white man who will make
him whole again. Thus the black man does not see himself as the source

of inspiration and orientation. He is therefore not self-directing but
other-directed.

While the “black is beautiful” movement (essentially a fad) did much to neu-
tralize some of the things implied in the above list their validity is still very,
very substantial. Each of these statements do not apply equally to all seg-
ments of black society. For instance, while statements 1 — 4 may have gene-
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il applicability, statements 5 and 7 are more representative gf thef g]lzgi
niddle class orientation while statement 6 is more representative o Dk
working and lower class orientations. However, these do not {leprets;n pil;n_
listinctions between the classes mentioned, they are mereky where the otr -
(alions are strongest. Certainly orientations 5 _and 7. are &_gmﬁcant p_arl s ot
(e hlack lower class orientation and lilewise orientation 6 is an esser.ma par
ol biack middle class orientation. The crux of the matt.er“is that given a:inz
‘ombination of orientations black life regardless of Flass is whlte-centeée h
Ihe orbital path of the black psyche is defined by its revolution around the
central “white** star. .
Hmal(‘h?}‘::;erld we have described above represents a very mnportantllgar:iF Ef
i psychnsocial world of both the black parent and the lblaclf chlf A N e
litter is socialized in such a world and matures to reflect the 1rx?pnnt o 'su;:. a
ocialization process. It is evident that blacks haye very serious dzfi;cu kt::;
licing their blackness and its realities. We agree with Harrison-Ross (4) w
" Sa}é)srfe{l z:)tt; the realities many blacks have great difficulty in grasping is the
most obvious, most personal reality: dark skiln. They go to extremes to
i ing it. Like the ostrich, they’re scared. . _ _
|I;u‘risgﬁgogch?egpared a questionaire about race antfl administered it 1t§ z}glhm-
{ormal sampling of New York City youths ranging in age from S‘to T iy
aime from the black ghettoes as well as from the bigck upper ”class. “oli e
(uestions, “What did your parents tell you e:bout_bemg black?” and “When
i your parents tell you about being black?”, typical of some of the answers

were:

oy, 12%:  “I found out myself. I looked gt rr}y skin and looked at theirs
. and I came up with that conclusion.
Girl, 17: “They told me that as a black person we are originally from
Africa, our mother country.”
(irl, 5: They said it very hard  be black.”
(irl, 10: N

Lilrl, 6: “Nothing.” )
loy, 14%:  “They didn’t tell me anything. I learned it for myself.
(irl, 18:  ““My parents never tell me about being black, I find out on my

own.” o
Harrison-Ross concluded that most black parents do talk to their child-

ion about being black, but it seems that what is said a‘pout the subject' is 11?
ocuous, virtually philosophically ‘neaningless, platitudinous, or comes in the
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form of admonitions exhortations for the youngster to live up to whill
standards. She quotes a black mother as saying“My husband and I talked (6
both our sons about being black. We told them that blacks are just like any.
one else, but that some white people still have to be shown and that it’s up 0
us to always put our best foot forward in public.”In other words the childrel
were admonished not to “act like a nigger.”” Harrison-Ross rightly implies t
black parents, in line with the dominant white society, make racism in Ameil:
can culture a “black problem,” instead of the “white problem” it really i§
Consequently, the burden of proof of acceptability falls on the black persoll
The prime requirement for gaining such acceptability is that the person be
comes “‘other-than-himself,” i.e., a “white-black” man, the schizoid to whicl
we earlier referred (this is true despite what may appear as white acceptand
of blackness). The first person to push the black child into this schizoid pro-
cess are the black parents. ‘

This parental tendency which results from nature of black existend
which we discussed in chapter two creates discontinuities in the black child
personality and starts him on the road to schizoid living. These discontinuiti@
perpetrates in the black child a set of chronically active, neurotic tendenci@
that will become a permanent part of the rest of his Life
These discontinuities drive many blacks to distraction. The need to prove
their acceptability to whites attains the characteristics of an obsessive
compulsion,

Black parental ethnic-cultural confusion and ambivalence toward black:
ness stands as an invisible, and often not so, barrier between parent and child
Consequently, the discussion of the reality of blackness with the child f
often marked by fear, consternation, avoidance behavior, feelings of shame.
guilt, inadequacy, embarrassment and other uncomfortable feelings in the
black parent. The child does not miss the message that to deeply probe infy
“race” is a “no no.” Harrison-Ross very cogently points out that black par

ents feel:

... uncomfortable themselves about being black. A great many parentl
feel the same way when it comes to telling their children about sex. I
both cases parents tend to stiffen up when they talk to children abou
these subjects. The kids sense the uptight atmosphere and immediatel
absorb another lesson about race — not the one their parents are givin
out loud. The kids learn that race and sex are very uncomfortabl
topics.” These subjects are really loaded, too hot to handle.” That’s th
silent message parents are sending. And that’s +he first onz the young:
sters absorb. Parent and child both are relieved when the lecture 15 over
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jome children do not verbally initiate racial discussions.wiFh their p;:}rentsd.
[lowever, this should not be taken to indicate thgt the child is not_ concerne
shout the matter. It may merely mean that the c‘lu_ld senscs the dlscomh'tuzg
0f his parents in this area. Children, whose sgnsitmty is often uuder-.estlm?ttc :
by their elders, can sense their parent’s ambivalence and self-hatred in n;a 1‘er
ol race. This is the case even if a black pslrer;t who harbors these feeling
consci and publicly acts proud of their blackness.

“i};;l;)sSlgy ver[ga] ani nongcrbal means, through vanou? other1 tyPies og
interpersonal reactions, and through the perception of Faual, cu turdd T;l
creedal differences, a foundation is laid for t.he learning about an 1 _e
practice of racial prejudice in the preschool chll'd. as wcll.as 'the adult. }t is
shvious that children learn social, racial and r_ehglous prc;ud.xces’froin tl(?lé’
parents, peers, and influential others. These. childhood pre]udlcc§ are feam.eu-
(hrough observation, imitation, experien_ce, th.rough t.he rewardmﬁ 0 Eret}] :
Jiced responses and as the result of direct mstn_wtlon.‘ E\fen tbou§ l]el'c.
levelopment of racial prejudice (whic‘h.also H’np]les pre]}}dlce a (fu ~1o O_r
own race, e.g., the unfounded belief in one’s own racla! S}{Pﬁi;o“dy‘ o
nferiority ) is a gradual process, it makes its appearance early inc 113 I(;)L?‘md ru]
Ity definitive effects can be observed reliably be_gmnmg at age - .d hi rc‘
exhibit racial preferences at the kindergarten and ﬂr_st grade llevells‘ an_ffexpr(\:&s
Lonscious awareness of the social-evaluative meanings of ethnic differences
il this time also.

In his well-known “doll” experiment in a northern city, Kenneth Clarifﬂgl)
(ound that 75% of black children around age 3 were conscious of the differ-
ence between “white” and “colored.” By the age of 7 the pcrcenltage \:f}zlis
yirtually 100, Clark indicated that “There is no doubt‘ that ghﬂ'dren;atrn nle
prevailing social ideas about racial differences early _m'then lwes.k_o 01 y
ire they aware of race in terms of physica! charactenstlcs.such as s 1;1 color,
hut also they are generally able to idemlf){ themselves. in terms o_fract:'e.n
It appears, according to Clark, that the dommapt factor in self-identi l}?;flof
[or the black child between the ages of 5 and 8 is race:While less than ‘} }c;
(he Jewish children, 30% of the white Catholic c_hﬂdren and 2’{'% O.Ft e
white Protestant children in Clark’s sample used religioun for self-identifica-
{lon, no black child identified himself in r.eligiot_.ls terms. Clark conc_lu?es,
'In these tests, no Negro child identified himself in religious terms. Thlfs Ztht
probably indicates that for the Negro child at these agegthe ‘donjxmant ac or‘
i1 sclf-identification is skin color. The impact of their minority status as
determined by skin color is so great that it precludes more abstra(_:t b?ses
{or self-identification.” During his experiment Clark made the following four
jequests of the children:
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1. Give me the doll that you like to play with or the doll you like b
2. Give me the doll that is the nice doll.
3. Give me the doll that looks bad.
4. Give me the dollthat is a nice color..
In response to these requests a majority of the black children betwil
the ages 3 and 7 preferred the white doll and rejected the brown doll.
In addition to the “dolls™ experiment Clark gave his sample of children:
“coloring test.” The investigator conducting the test gave each child a shi
of paper with drawings of a leaf, an apple, an orange, a mouse, a boy, aflls
girl, plus a box of twenty-four crayons which included brown, black, w [
vellow, pink and tan. Each child was tested alone and asked to color the lew
apple, orange, and mouse. If the child responded correctly, it was assul
that he knew what colors things really are. If the child was a boy, |
investigator then said: “See this little boy? Let’s make believe he is yl
Color this little boy the color you are.” After the child responded, he W
told: “Now this is a little girl. Color her the color you like little girls to b
Only those children between 5 and 7 scemed consistent cnough to
analyzed, Clark found that all the very light skin black children colored (I
figure representing themselves with white or yellow crayon; 15% of (i
medium-brown skin children and 14% of the dark-brown children colof
their figures white or yellow or some unusual color such as red or grefh
This occurred despite the fact that these same children accurately colored (i
leaf, the apple, the orange and the mouse. Clark interpreted this as &
“indication of emotional anxiety and conflict in terms of their own skl
color. Because they wanted to be white, they pretended to be.” He uli
found that “When these children were asked to color the child of f
opposite sex the color they preferred, 48% of them chose brown, 37% while
and 15% a bizarre or irrelevant color. It is significant that 52% of thd
children refused to color their preference either brown or black. This findill
supported the conclusions of the “dolls™ experiment, ““ .. .in which 6
of these children preferred the white doll or rejected the brown doll.” Aff
administering the “coloring test” to southern black children Clark found thy
in marked contrast to their northern counterparts 80% of the southel
children colored their preferences brown (36% for northern black childref)
20% of the northern black children colored their preferences in a “bizzal
color as compared to only 5% of southern black children. The southel
children seemed concerned with the prettiness or ugliness of a particul
color while theaorthem children seemed concerned about the desirability of
particular color. It was noted that only among the northern black childl
were there open demonstrations of intense emotions in the reaction to I
“dolls” and ““coloring” tests. The southern black children were “much moll
matter-of-fact” in their reactions. Clark rejected the idea that the demonstl
tive behavior on the part of the northern black children indicated mon
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personality damage for these children than it. did for the southemhjtl)cllack
children. He viewed the demonstrative behavior of _the northern ¢ 1r;31!]’
" .. as an attempt on their part to assert some positive aspect of tﬁz self.
He viewed the apparent emotional stability of the.sguther_n black ciul ren a;
indicative only of the fact that through .rl_gld r_ac1al sggregatmn anh
solation he has accepted as normal the fact of his lnfepor,foc1al status. Suc
an acceptance is not symptomatic of a healthy personality. -
We think Clark’s last interpretation was spectous. The northerl} b ac
child who inhabited a far more “schizmic’? yvorld (re: our no. lf\{ariazleﬂllr;
chapter two) due to its hypocritical, quasi-integrated nature, reflec eH -
confusion and emotional upheaval brought on by such an existence. eT;e
(lected the “identity crisis” that is characteristic of such circumstances. . e
wuthern black child who lived in an almost totally black world and ﬁ_ho gvi
ing, accepted segregation as a fact was logically more prone to acce;];l?ltd '115 rglé::rzlis
identity as a fact and to be less confused allaout it. The southern ¢ Tl 5 crns
may have been far more realistic than his northerr: c‘cn).unte.rpart. . 0 ac p”
one’s skin color does not mean that one accepts one s mfgrmr Socm}.status
unymore than to reject one’s skin color means’ the opposite. 'ffo .be in emo-
lional turmoil about one’s racial identity, i.e., what color‘ one is, is nqtlnece-
ssarily a positive statement about one’s personaht):r. Dlesplte wlhat racial coné
ditions inhere, not to know or to misconstrueé one's sk1_n color is not a sign of
lealth. The knowledge and acceptance of one’s.physwal self, reggrdless 0
how that self has been maligned, seems an assertion of some positive aspect
! t\}’\Wi?ﬂiiltélarl(’s study is by some standards "‘da.ta:?,’i (.it was done in 12:151(_)).115
implications concerning the effects of “schizmic” living vs. segrega&e f1v;1ri1£g_
on black racial identity, is of enduring value. The fact that the kind o Cthe
dren studied by Clark are now young parents.(the olldest”bemg bfatw&(:ie_g ¢
ages of 31 and 33 and the fact that the “black is b?autlful revo‘;umin dl n -
become influential until the late *60s and early TQS) themselves, e‘fl s Clér"
rency to his work. The “scared” childreq of Clark’s study are the stcatr.e(:) L
parents and young adults of today. Most 1{nportantly, Clark’s mFerpbre ;lld(s
of his findings made the healthy self-identity and self-acceptabﬂﬁty y i' s
contingent on the acceptance by whites of blaclfs andlthe fu 11;'iegrka l?f.
(with black becoming colorless) of blacks into wl’nte-socwty. Thvzs. acIt se e
love could only be made possible through flfll whl'te acgeptabﬂltylj. ) ;vso
(hese interpretations and implications in Clark’s st.udulas which conmh ube b
much to the Supreme Court decision of 1954 _wh1ch in turn led to tti_a ruua
(and in large number of cases futile) integration struggles that con gu;)eiaci
lo today. The point of view that black self-love apd acceptance fe?nu i
mental health in general can only or best be .ach@ved through full w .te'
love and acceptance of blacks is still a potent view in the blackdcg)lmrr]iu-mt y
(re: the NAACP, a large segment of the black middle class and black inte

prationists in general).
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The varying effects of “schizmic™ living which we have indicated is more*j
prevalent in the black middle class, and “‘restricted” living which we have;*
indicated is more prevalent in the black lower classes, on racial identification
and the differences between the “schizmic’ northern black child and the
segregated (“restricted”) southern black child of Clark’s studies on this same
factor, are supported by a 1971 study by Judith Porter (6). Porter found:
that among black social classes the middle class black child showed a “high
rate of rejection of both other blacks and either rejection or ambivalence.
toward his own racial membership.” In terms of their own self-identification,
Porter found that black working class (highest of all) and the black lower
class (close to the working class score) manifest significantly higher brown
preference when compared to the black middle class child. She also made
the interesting finding that . . . though the ADC (here representing the lower
class blacks—author) subjects show almost as much white preference as the
middle class, their self-identification results are more similar to those found
for the working class.”

The middle class results found by Porter’s study can be explained by the
black middle class’s “schizmic™ tendencies and its “without-group” orientas
tion, i.e., the wish of this class to attain full acceptance and status outside
its own group in the larger white dominated society. In addition to the
wish this group tends to measure itself according to white standards and
values and to compete directly against the whites (despite the anxiety-pro=
ducing side-effects of such competition creates in such blacks). The failure.
of the black middle class to find full white acceptance and the obvious
reason for this failure being their blackness makes the members of that class
more prone to reject their color which is seen as the source of their failure,
To a large degree the black middle class is dependent on the white middle
class for affirmation of its status and for its self-acceptance.

The black working class because it is mainly dependent on the black
middle and lower classes for affirmation of its status and self-acceptance is
relatively independent of white middle class standards and values as a means
of gauging itself. This “independence” permits this group to have a more
positive self-identification and self-image than either of the other two groups
(according to Porter, children from this group were more vocal in expressing
hostility toward whites than the other groups). The black working class un-
like the black middle-class is “within-group™ oriented, i.e., it tends to affirm
its status more within the black world than does the middle-class black group. |

Because of its restricted living circumstances and its on-bottom position
which forces it to intermingle and compete against the two black classes
above it, the black lower class can little deceive itself about its racial identi-
fication. However, its powerlessness to attain status even within the black
community let alone the white community makes “preferring to be white”
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the only logical means of rising above the black rqiddle and working classes
ind if desired, being fully accepted by white society. The apparent contra
liction that Porter noted about the black lower class chllc_l may also be due
1o the possibility that the black lower class identifies ultimate power and
Jatus with “whiteness” (in this sense it is similar to the _black T]ddle clgss)
und wishes to be identified with the power and status “whiteness” symbolizes
without, as is the case with its more schizoid middle class counterpart, deny-
ing the reality of its skin color. The children of these three black classes
ieflect the orientations of the class from which they come.

Despite the class differences found by Porter we must rerr:f:rpber that thex
are all relative. They are also differing by significant degrees w;thou.t-group
ariented. As we have stated before all blacks without regard to sco‘cm]~ status
e “whitecentered .’ As we shall see later on in tl?js .boolf th_ls white-cen-
(eredness” helps to maintain black feclings of inferlqr}ty, feelmgs of power-
lessness in many areas of functioning including cognitive-academic function-
miﬂin regards to the without-group orientation of blacks a study by Miiry
Illen Goodman (3) is of particular interest. (We sho'uld~ mention that
(;oodman in another study (3), which supported Clark’s fmdmgs, found thgt
hlack children between ages 3 and 4%, when asked questions ab(?ut their
iacial identification, reacted with uneasy, ense, evasive behavior. Such w;s
not the case among the white children studied.) In her study of the racial
orientations of black and white children Goodman reached the following
conclusions: ,

We found the Negro children to be basically out-group oncntedf-to
share a “‘sense of direction” eway from Negroes e_md toward whites.
But the white children are in-group oriented; their basic orientation
_their “sense of direction” is around within the orbit of the wh_ltﬁ
world and quite without the racial self-doubt and self-concern whic
e Negr ildren . . . ' _

’ lr"i'itllzb.se.g}l\loe;g children showed their basically oul-group oFlentation

in an inclination toward out-group prefe}’ence, [riendliness toward

out-group (coupled with inclination Iow_arq’ in-group neuimli{}l}j or e;er;

antagonism (author’s emphasis), ;nd inferiority (or neutrality), ) I:z

never superioriry (author’s emp\]}asls) vis-a-vis me out;gmup. Ouhr white

proup presented a strikingly different orientational picture both gener-
ally and specitically.

5 B —
Ihe chart below schematically sumimarizes Goodman’s findings.

Nature of Orientation in Negro and in White Children
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Type of Orientation Negro(%) White(%)
In-Group Affinity 72 9
Out-group Affinity 28 3
In-group Preference 26 92
Out-group Preference 74 8
Superiority toward
Qut-group 0 48
Neutrality toward
Out-group 43 52
Inferiority toward
Out-group 39 0
Friendly toward
Out-group 84 56
Indifferent toward
Out-group 8 11
Antagonostic toward
Qut-group 9 33
Friendly toward
In-group 56 93
Indifferent toward
In-group 20 7
Antagonistic toward
In-group 24 0
(adapted from Goodman)
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Goodman also noted that **. . . . for the whites growing race awareness and
in group orientation brings a greater sense of security in their racial status.”
The whites were complacent about their racial self. This was not the case
with the black children who showed a growing out-group orientation and a
growing sense of insecurity in terms of their racial status, “‘a heighiened
emotionality and a greater sense of personal involvement and personal
threat.” (author’s emphasis)

We believe Goodman’s study of some twelve years ago still is valid today
despite the “black revolution™ (which for many blacks is a reaction-forma-
tion) due to the similarity of the American racial climate then and now, and
due to the fact that black group disorganization, family disorganization,
intra-group aggression, dependency orientation, academic problems, etc,
have not changed significantly since that time. And it is now established
(hat these factors just listed are in part the result of the feelings and attitudes
studied by Goodman. Goodman’s study clearly indicates that black children
cven at the age of four follow the racial out-group orientation of their parents
and of black society in general. We must not overlook the crucially important
fact that this out-group orientation is accompanied by feelings of insecurity.
emotionality, and other psychological factors which serve to vitiate smooth
cognitive-personal-social functioning. We find most intriguing the total
ahsence of feelings of superiority in the black children studied by Goodman.

I'his finding would seem to imply that as a result of the current and historical
iepression by white people of black assertiveness and the racial brainwashing
hlacks have had and are receiving concerning their “inferior” abilities, that
due to the fact that any real display of black equality with, let alone super-

jority to, whites has been and is met with white psychological, socioeconomic

and physical violence (perhaps with the exception of these types of displays
by blacks in sports and entertainment), the black parent has learned to re-
press such feelings within himself and consequently represses such feelings
within his child. Parental repressing of racial superiority in their children is
commendable but to ““to throw the baby out with the wash water”, ie., to
destroy the child’s sense of equality is to commit a grevious error.

Implications and Recommendations. The history of the black man in America
can easily be conceived as the history of the world’s most massive and suc-
cessful experiment in “behavioral modification” and “attitude change.”
I'hrough a systematic program which punished or left unrewarded initiative,
originality, independence, cohesiveness, and industry among black people,
and which rewarded black servility, docility, self-abnegation, demonstrated
helief in their inferiority, dependence, the love of “white”” and belief in its
inherent “rightness” and the hatred of “black” and belief in its inherent
“wrongness.” This punishment-reward system effectively developed a people
and culture which fearfully avoids initiative, originality, independence, co-
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hesiveness, and industry in terms of its own self-interest, a people in wholl
values have almost been completely extinguished. This system has affectel
attitudes of self-hatred, lack of self-confidence, etc., in black people. The
consequences of such a thorough behavior modification program has bee

that the black parent, in an effort to socialize his child to survive in a “whitu’j
world, and as a result of his own “training”, uses a similar behavior modi:
fication program to “train” his children. The “programmed® black pareril
programs his children in his image. Thus, the black child learns early in
his life, as his parents learned before him, that self-interested and groupﬁ
interested initiative, originality, independence, and industry, interests whicli
when not placed in the service of whites is “dangerous’ and unrewarding:
He early learns the same thing about sell-love, self-confidence, etc. He al

learns that ideas, values, behavior patterns, heliefs, etc, which have not earneﬁ'
the “white seal of approval” are “invalid” and cannot be trusted. Thus, h§
comes to believe his own self-generated ideas are worthless and invalid unleg
approved by whites and he therefore learns to “look up” to whites an
“look down™ on himself. Consequently, early in his life the hlack chil 1
becomes out-group (white) oriented. This type of orientation is detrimental
to blacks in every area of functioning. In an effort to more positively “re
program™ our children we recommend the following:

I

1. Follow the outline of the recommendations made in the previous chapter,
2. The black parent should be educated concerning the white behavior mod
fication program in depth and taught how to counteract its effects in ther.
selves and their children. This requires diligent and thorough analysis as the
methods and effects of our behavior modification have been and are ve
subtle,

3. Black children should be trained from the very early years for mastery.
4. The black child should be exposed to situations where black adults exerl
creative authority , knowledge, initiative and leadership. 1
5. Have no fear of talking to the child earnestly about race. Talk to him in .
“man-to-man’* fashion.

6. Teach the child to see the race problem as a “white” problem, as the resul
of white feelings of inferiority and the white need to subjugate blacks fol
their economic benefit. Enlist the child early in the battle against dominan
by whites (without at the same time teaching race hatred) and emphasi
that knowledge, initiative, independence, self-confidence, self-love, group-lo
and love of all Mankind are his major weapons against such dominance. '
7. Do not degrade blackness, take it vainly, or permit anyone else to do it
in front of your child. Do not permit your child to use the term “black” a8
part of invective or as a preface to a degrading statement about another
black person.
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% Maintain consistent, positive cutangous communication \.’v’ith your blaff]ﬁ
child. Genuine, warm, supportive love which corlnplemen;sﬁgm blackness wi
0 a long way in creating and sustaining self-love in your child.

‘h? Havegyoujr[ child understand that he is loved first of al_! for his own blacl‘;
sellf and will be loved unconditionally but at the same time reward signs od
initiative, healthy assertiveness, originality, eta?., :.m.d ;_Jumsh or dq Tlothrew;irld
or rationalize docility, self-doubt, feelings qf mfen%r]tty]; etc, which the ¢

nay have come to believe are the result of his being black. .
[l[).yTeach him to love his people and to seek them out as objects of his love
and loyalty while at the same time teaching him to love and respect other
thnic groups and individuals. ‘

LI1 Togbe I;))ro-black is not to be anti-white. To love oneself does not mean
to lhate others. It must be understood clearly that the genuine love of o}lte s
own ethnic group is the basis for the love of oneself, for the love of others
and the basis for a loving personality in general.
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PSYCHOGENIC BRAIN DAMAGE AND THE BLACK CHILD.

&

psychogenic Brain Damage and the Black Child:"The behavior of human .
beings whether psychological, social, cultural, lingual or intellectual, is to a
very great degree determined by the unique structure and organization of the
human central nervous system. This system which consists of the human
birain and spinal cord, is the true foundation of Man’s superior standing above
(he other members of the animal kingdom, While the human brain and spinal
cord, especially the brain which organizes and structures individual and group
physical, social and intellectual behavior, are fundamentally the product of
genetic interaction during various stages of development, we must not over-
look the extremely important role played by non-genetic physical and social
{actors in these areas of human behavior. We've already discussed the effects
of the physical prenatal and postnatal environmental factors such as adverse
intrauterine conditions, genetic defects, ingestion of harmful substances
during pregnancy, and malnutrition, on the development of the brain and the
behavior it mediates. Therefore, after a brief review of the early development
of the brain we will concern ourselves with the influence of psychosocial
{actors on the structure and organization of the system.

During the period of the 3rd to 6th months of prenatal life the size of
(he fetal brain increases very rapidly. This remarkable increase in brain size
s due chiefly to the rapid multiplication of the number and size of the fetal
hrain cells. The structure and organization of the newborn’s brain is very in-
complete relative to its adult structure and organization, Though the new-
born’s brain size exceeds 10% of his entire body weight (as compared to ap-
proximately 2% of his adult body weight) it is not until “by the end of infan-
¢y, at about two years of age, the relative size and proportions of the brain
ind its sub-divisions are essentially similar to those of the adult brain (12).”
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?
y developed in its lower and post|
for regulation of the body’s autos

than in its frontal or anteriof|

killed motor and intellectual bel

The brain of the newborn is more full
erior regions i.2., regions chiefly responsible
nomic and sensory functions respectively,

Nobaclk is fundamentally correct when he states that:
The genetic code, acting through its biochemical control system, is
instrumental in establishing the complex structural functional matrix
of the nervous system as expressed in the patterning of the nuclei, path-
ways, circuits, and Synaptic connections. i
However, the growth of the human brain during its early years involves more.
than its construction according the genetic blueprint,
What then, does the growth o
entail? Ashley Montagu (11) answers
This growth entails the forming
within the brain, thus enabling m
the muscles, telling them how to

f the lluman brain during its early years
this question Very succintly: ‘
Of connections between nerve cells
essages to be sent from the brain to
move; from the skin and the inner or-
gans to the brain, giving it information about feelings; and from one
part of the brain to another, making possible the integration of dif-
ferent kinds of information and consequently such human qualities of
mind as language, visua] imagery, verbalizable emotions, and so on,
These neural pathways are not formed automatically; rather, they de-

velop as a result of experience which provides input and therefore stim-
ulation to the brain’s growth,

n the last sentence Montagu quite pro
uctural, organizational an

brain is highly plastic in
significant extent structured and organized by
rience, )
Itant properties of the human brain during de-

ity, or ability to change and be molded under
ternal environment. Jt

to a very

One of the most impo
velopment is its plastic
the influence of the ex

period, These stimuli can actually
changes, which will then affect th
same stimuli in the future. This i
takes place (Shenour, 17).

cause both structural and functional
€ way the brain will respond to the
$ one of the ways in which learning

environment and the i

ndividual’s experiential interaction with it
ing about definite changes in br,

ain structure and biochemistry and play a
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; nerve cells in
ificant role in the formation of functional contacts between
dgnitic
Qrocin U5, 510, it. The brain in executing its control over
: in As A Statistical Unit, The b: : involved
| -lnxtieor lflreai?}ller functions as a total unit with all of its g:;tist: g?rzlgion nor is
' ally contributing to the behavior taking place u}nted independent area
.ul f\?;lt %ehaviof completely controlled byt‘SOTgalsz 2; e T’hc occurrence of a
- ; tatistica e
in. The brain operates on a s . : veraged out-
§ tt}}ceu?arf 1{:Teku:wicnfal act, whether physical or men-tal,elsiotn};eo: cellsg.
!"']”rnle o s socuinutad Al aﬂ)é nun;llber Oil;rgizi; %uﬂction which con-
n in 1972 propose a.t oLy 5o ’ is theory
I b Rr(;zs:so }tlhe concept of the brain as a statistical 1;}1:;’; .(6) Hi b
I\:;;c};] fl);pca]ls “statistical conﬂgufraﬁ;)n theggleptfprgzesi \f n.ot A1 brain
information is diffusely ava ; ; £ struc-
te .§E;ISSO gldmmovements can be initiated from a wide vacrilfizynguron =
Tegio I,n formation is represented, not by activity 1111 a Stptf:m o Aeing i
.ture?écted pathway, but by the average tempora 1;15‘ ides of 503
dnsaetomically extensive populations of neurons. ;f ]jutf:; o0 the aven.
Erlleuron is only significant insofar as it fonorcl:ess The difference
o R tatistical pr : ¢
ior of the ensemble, to the s K DEES e
o behawbc;;ii regions is not “all-or-none quahtagzvedn'g‘:’filaﬁ;nﬁta_
hEt“;?iecnsensory motor or other functions but the “graded™ g
€c s ] i
Stlijve representations of different functions. . .

i i i icle in the Scientific American magazine titled

A',R' Luna.(7) 1m0ar laiiizoatigt:xdgf n'}ltlg Brain™ develop&concepts r;late;iﬂtlg
e FUHCUO’llat tisgtica.l theory. He notes that at least three—fourttsrofu,nc-
ook JOhr} ; )Sfihe brain have nothing to do with sensory or mo t(; g
«‘g‘rebral i ;he arts of the brain mainly responsible for pegepthgrefore
e ‘1S, riséj only a small part of the cerebral cortex. ft:) e
o ‘ldqmtnki)n these non-sensorv and non-motor areas_muft iesse;__ 5
b st sible for the higher, more complex beha\rlora‘ prof tio'nal
o i G0 es of the brain as consisting of three major func ne

. Luria conce;: which “regulates the energy level Fmd tone of the c:ers” i;
mlts'—'-'the '?Isrt'tl‘llna stable basis for the organization of its vgnous proces s
|‘1'°"1ﬁ1“_3 e 111 er part of the brain. The second unit whlch_pia})]/s tbh.e ;n‘g];%
‘|'C€lt_ed & ﬂlﬁ_ e ofljing and storing information is locate_d int F:1 tal:: i
“i)'let}sg ;?;1131/2;11%’ fhe third unit is involved in ‘;protgre};rrllx;ucr:fg,JE gzgig ; ill?gThig
: ivity,” i a in the front ha rain.
Vl‘l“_ifying meﬂtéﬂ tasm:i]rtr?a’ril;so:“otc}?;e;lrolr?ta] lobes is also “involvedl.mhtlfgizoirn-
”mf thlg? if'lc;gflltsion]; and programs for behavior.” T{;etyo ;alc;?r:tgi ClISlti()n =
ey ivati in and the regulati
o etrl’}ltrrc;?{ggnthlglgsttgca;]m;?ugifczhsfbtrl’?emh?uin indicates that whenever mental
COne 2
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units of the brain and

It is clear that every complex form of behavior depends on the joint
operation of several facylties located in different zones of the brain.
A disturbance of any one faculty will affect the behavior, but each
failure of a specific factor presumably will change the behavior in a
different way. .. One should therefore expect that lesions of the struc-
tures involved might result in changes in the behavior, and that the na-
ture of the change would vary according to the particular structure that
is damaged,
Psychogenic Brain Damage. The principal concern of Luria’s work to
which we referred above was the effect of physical damage or malfunc-
tion in specific areas of the b
with the effects of physical damage of certain areas of the brain on be-
havior, but with the effects of psychological brain “damage” of thege
regions, particularly the frontal region, on behavior. For it is our conten-
tion that within certain sociocultural contexts, the presence or absence of
certain psychological experiences can have the same effect on a person’s
behavior as actually physical damage to a particular area of the brajn had
occurred. In other words, poor Programming of or socialization of the

frontal icgions of the braip produces behavior which is equivalent or
similar to actual brain damage in the same regions.

The concept which we wish to deve
Montagu’s (11) concept of “sociogenic bra
follows:

Sociogenic brain damage refers to dama

the brain by depriving it of ti

velopment of those neural int

lop here is similar to Ashley
in damage™ which he defines as

ge done to the maturation of
e social stimulation necessary for the de-

errelations essential for successful mental
functioning. By “successful” here [ mean the ability to make the ap-

propriately successful responses to the challenges of the social environ-
ment. It should be emphasized that by “damage” I do not mean that
any nervous tissues are destroyed, but rather that normal growth and
development of neyra] connections fails to occur in (he absence of the
necessary developmental stimuli. Just as in physical malnutrition nerve
cells fail to grow and develop properly, so also in social malnutrition,
where the physical nutrition may be quite satisfactory, there is a simi.
lar failure of neural growth and development,

Bk ook ok ok ok ok oo

Sociogenic hrain damage is a condition produced by impoverished
social environments. There is reason to believe that poverty and the
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i iz ition,
[ associated with hoth physical and sgcldi gle::lirrllutrs;vere
?'-'191“_3: s bination of conditions capable ot pro uc %«mmg
lmllsmm'e anecl(jrr;]l :fcvelopment with its attendant failures in lea
[ailures in
. i i i ef-
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R fptge failure of properly programming, during senhim s
B 1he eff'ECt’S d lopment, of his frontal lobes which prevepits S i
il I.|le thld s deve Ogatc S(,JCial and intellectual manner. Whi eht .
e aptpr'op may or may not affect the normal growtt aijehave p.
R ngfa];" o, crions it certainly causes the frontal h?beS Od'sconnected
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e i mﬁ.ltd the regulation of attention and concentra:ox_ll; e
R 'Of behm}:?rf,i responsible for regulating the rest gf the brai ahis)
e = 'm'dyal may behave in a way appropriate for }TOH'?I b
B s t}laction. They observe and eva]gate t‘he be avi e
I‘I;l'”ned progfﬂ? 0d compares the completed beh_awpr with theﬁgiglan g
heing performe ?::1 as much as possible any de\«jatlons from_t ,? @pfo.
e COr]rece tie very important responsibihtly o_f .allocl:atlrigha;{.;e'[ P
i ?a\é hysical energy available to the 1n::11v1dua 50 .
ey menta'] e pTh}é also regulate the individual’s a_ttentlon and e
ot ” HChleV@C]i- may not be easily diverted from his goals l;ly Ezain i
lllmfl?i S;)hg;a;s 1iuriay(S) concluded. . .“th;l: ﬁo'mr?tlaz(i}ob;so?g ; ;nimal’s e
iy i r the orie : >
bivor t(}:f (;fllltl;l tsér?lf;u];izs:;sgobrﬁib;fs;io the future, and are respor%ble for
:II‘::{lglro?t complex forms of active behavior.

ifyi ior ] omplished

i d verifying behavior is acc
reglﬂatlfn galelech Though instinctive, elemeptary
ot ; ch, complex and higher

The acts of programming, regt

ith the ai

frontal lobes with t : : 8
lli%rlillleof behavior take place with the aid of sp

ily on it. ich is utilized
mental prio(t;e(slsesu?esienfig ?;;i:‘ z?go by Vygotsky (19) speech which is u
As pointed 0

: o 7 he individual
i st s SR t is introduced into the 1
s is social in origin, 1.e., 1 : ith his relations
ke fmntatl“ fil;einteractions with others (and as a_‘f?el(lid ’d\:storted,negative
& ‘ll re(iuli'ES)O It therefore stands to reasonlthat !est;lfb dev’elopmem) ik the
with adu J 5 : he early years 1
; ticularly in t ) ilized by the fronta
liuman relations, (par . f relations, when utiliz .
hese kinds of relations, i intellectual
e engend:ézdo?};e;ulating behavior brings about social and
lobes as a me 4

maladjustment.
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Development of the Frontal Regions. The frontal lobes as compare
to the rest of the human brain are relatively late in completing their deve
lopment. It is not until the child reaches the age of four to seven veal
are they ready to function in a manner similar to that of adults. The rate o
growth of the frontal regions increases sharply by age 3% to 4 years. A secor
period of rapid growth occurs around the ages of 7 to 8 years. These twi
growth stages are one of crucial importance because prior to the first one th
child finds it difficult to follow spoken instruction since he is unable to resig|
being easily distracted by new or irrelevant events occurring in his vicinity,
New stimuli easily diverts him form his original plan of action usually initiated

without being easily distracted by irrelevant stimuli. During the first stage ol
rapid frontal region growth the child gains the ability to subordinate himself
to the verbal demands and instruction of his carctakers. He begins to systes
mize these parental instructions and use them in regulating his own mental
and physical behavior. He now gains the ability to recall earlier parental in-

structions, to order their fullfillment in terms of his immediate or future
behavior.

ity to focus his attention and effectively resist
the distracting influence of irrelevant elements in his environment. The child

by then has reached a higher level of behaving which is subordinated to the
spoken demands or demands of adults and his own internalized speech,
Thus, it should now be apparent that the demands, instruction, values,
etc., of parents and society begin to have major impact early on the child’y
behavior and his ability to control his own behavior early in his life. The ability
to set goals, to follow instructions, to not be distracted by irrelevant ac
curences, begins in earnest to develop around age 3, and continues to develop
rapidly through the preschool period at about age 7 or 8. This ab ility which ig
handled by the frontal regions is aided importantly by the kinds of parental
instruction the child receives from other adulfs and peers in his environment,
And language is one of the principal means by which instructions are given
to the child.
It would be mistaken to suppose that verbal intercourse with adults
merely changes the content of the child’s conscious activity without
changing its form.
Intercommunication with adults is of decisive significance because the
acquisition of a language system involves a reorganization of all the
child’s basic mental processes; the word thus becomes a tremendous
factor which forms mental activity, perfecting the reflection of reality

A
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l}'nsellg?sbtegg goal-directness are among the most characteristic fea
t:))f ‘gehaviour in lesions of the frontal lobe.
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All-too-often we observe the symptoms which are characteristic of patie
who suffer from frontal lobe damage also characteristic of much of the b
havior of the inhabitants of the numerous black ghettoes of American to
and cities. When we stop to think about this situation we soon realize th
these people not unlike physically brain damaged patients have had th
brains damaged by the psychological battering they have received at the han
of slavery, jim crowism, negative racial propaganda, poor schools, ignorang
malnutrition, and a hundred other evils related to white racism, bigotry a
colonialism. However, more than these things it is the uncertainty of bla
life in America, the confusion among black parents ss to theirs and the
children’s future, the marginality of being black in America, the lack of bei
an intimate and accepted part of a definite culture (blacks not fully havi
their own culture ‘nor being fully members of the larger culture - they’
“betwixt and between”) the lack of a true black sense of self and identitv,
ability of blacks to control their own destiny and that of their childre

which damages the brains of black American youths. These factors make il

difficult for many black parents to properly program and orient their childre)

that their children’s present and future behavior can be of positive persondl
and social value. Under current conditions it is difficult for many black
parents to full-heartedly reinforce the aspirations of their children and therg:
by solidly instill in their children that definite sense of direction and hig%

and thereby equip the controlling parts of their brain (the frontal regions}s?

.motivation which is so vital for academic and social success in America. Th
is the major reason that a strong sense of black identity and culture is 50
necessary for the mental health of black children and in turn the social health
of America. v
The “Split Brain.” It is common knowledge that the brain consists of two
apparently symmetrical parts. These are referred to as the left and right
hemispheres. Though both hemispheres possess an apparent anatomical simje
larity, each being practically the same size and exhibiting the same general
appearance to the eyes, recent research (4,13) has shown that there existy
some intriguing and vast psychological differences between them, '

Some years ago in an effort to alleviate the sufferin
were prone to having severe

g of some patients who
epileptic seizures, a technique was devised which:
involved the cutting in half a wide band of nerve fibers connecting the two

cerebral hemispheres called the corpus callosum. The problems ailing the
epileptic patients were significantly relieved and they continued to function
in their daily lives as normally as people who had theirs still connected. But it
became apparent after careful experimentation and testing of “split brain®
patients that the two hemispheres operated according to very different plang
and Aealt  with the world in very different ways.It became dramaticaily
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irror i " each other.
pparent that the two hemispheres were nol miror ]ﬂ?gcs sztz detail the
||H|1)l'tl.lﬂaiely the scope of our present study v_vﬂ} n{?t“a ??brain” SAHIEAS,
ixciting facts revealed as a result of the testing of  spt bren © PEIE L
liwrcl'ore we must satisfy ourselves with only listing some o
ol cach hemisphere. . fiesit Tanoiiors
I l( ‘tgerally i}z has been found that the lelt hemlspher_e sp_eplallzes‘ mtiu?v(;iting
\V|Ii£;h underlie the use of mathematics, language, scientific ?(?I;Lffelljordered
ind Jogic. It deals with the world in a ratien}?l, V(:_r%al,;lililiy;l](:llyﬁzes P
: e i i t of the mind whic
wequential way. It literally is that par iy . ‘hose
' ?Ubriflﬁy pa);ts and is concerned with the lawful relationships between
o c . ;
arts. It generates mental concepts, classes and strata:?.]l N —
i The functions of the right hemisphere arc generally Op}? e b
(he left. It specializes in those functions_whlch ur)derhe}t. ¢ :};}; e
music z'1rt and dance. It is concerned with PR AP Uéiility and utilizes
g & oncern itself with fantasy, sen ) .
'nds to ignore parts, to concem | lewilh : ects in
::|:]1i1i11011 fs its c%ief mode of knowledge. It_ deals with lacil.ncrsetleogfjlhe g
lhysical space instead of conceptual objects in mental Sp‘dw[iie o
‘In--;x;isphere Unlike the left hemisphere it tends to be recep
g IO LR the}inhﬂuemeh@f Sug%etsktlleoglrain in a more or less comple-
Normally we use both hemisphere. P s .
-:Jtilm fa);hion. However, it appears that early in hfc. l"t;?ll“djliaslze?nfihat
uln:]lm?ed use of one hemisphere more so than the.othlel. _ ugére weerns (hat
\,(-o le can be generally classified in terms of wh;c}l 1erc111£SLPi o EriopbieTs
hwﬁ behavior hence we have “left-hemisphere types a}l -rngtation of their
l\jl‘)CS” These types are characterized by the functional orie
inn: isphere. .
predominnant hemisp i T
What hemispheric type the individual becomes seems t(t) :aer]y e il
. :3 onal. social, and cultural experience. At some Poklj']bited e iR, U
e misphere’s functions becomes inhl o b
the individual one hemisy ot the individual begins to behave
e d relative to the other. At that point the 1‘_1 PR et g
-.uppr?s_sel l{nispheres were suisically disconnected or lno o et oo
g 3 1¢ 3 o AL
'|~Narlrlrnﬂtiicaiion with each other (2). The m?mdur?a”\gfw  onality and
N ided in the use of his hemispheres may deve (?p'at in the life of the in-
il f view. Which hemisphere becomes dominan N €
hgl_rat ,C; il depend on which of them has beenht.lil e avoid
(1;‘:1]1;; for the; individual positive rewardls or tl&e ggeesw hiacppe‘n pthat e e
b : i ssible an .
i xperiences (3). It is po i d often conflict
Teggitsl;fwfcspwim their two different approaches to the worl
1€1
ith eac er. i salis ally as well to
Wn?ﬁ C;:::egilthat what applies to individuals herel ap?fl};c?nsgl:dugls et o
; ; just as one can class
- That is to say, Just 45 of assifi fal, cultural
g_i"OhUtPlS OEISIS;:S::BL {ypes, groups can likewise be classified. The socia
rig 1CIMIE ;
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and historical experience of a people can apparently cause them to p
dominantly utilize the functions of one hemisphere in deference to the othe
The fact that the history of the black man in American has been one
which he is punished, ignored, ornot rewarded by the dominant white sociel
for exhibiting those things which characterize left hemispheric predominati
such as assertiveness, intellectuality, independent and analytic thinking, et
and his rewarding and encouraging those things which characterize the pr
domination of the right hemisphere such as. bassivity, anti-intellectualif
sensuality, dancing, singing, entertaining, etc., might help to explain t
following finding (14);
“Most people are dominated by one mode or tl
Ornstein’ They either have difficulty in dealin
movements, or difficulty with language.” Cul
to do with this. Children from poor black
learn to use their right hemisphere far more
do badly on verbal tasks. Other children, who
everything, find this approach a hind rance w}
tennis serve or leaming a dance step. Ana
bally just slows them down and interferes
the right hemisphere . (Emphasis by author)
While the ideas and implications devel
tentative and tenuous it is undeniable that
in America has been such that they are
only “half a brain.” Qf course, whites
their brain also - the half opposed
rewarding of their children by black
intellectual achievement, the sincere en
the early years of their lives. can inte
gal part of their way of life.

e other,” observes Dr.
g with crafts and body
ture apparently has a lot
neighborhoods generally
than their left and later
have learned to verbalize
en it comes to copying a
lyzing these movements ver-
with direct learning through

oped above might be branded ay
the historical experience of blacky
literally forced to function with
in America also function with only half
to that half used by blacks. Only the
parents and the black community for
couraging of conceptual thinking from
llectual achievement become aninters
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THE BLACK CHILD - THE ROLE OF PLAY IN DEVELOPMENT

Play is such a universal phenomeon among children until one is forced {
assume that it stems from some intrinsic, innate need and serves some vita
human function in children other 1han just that of a
little real value to the child or society. It apparently plays a part in the child!
future development. Play provides an opportunity for the child to pursue hj
own inclinations in a relatively self-determined way and also provides the
opportunity for the child to express, develop and evaluate his capacities,
potentials, etc., not ordinarily expressed or explored. It is a child’s way ol
dealing with reality, learning various ways of perceiving it, discovering itg’
organization, determining his relationship with it and learning to master it
and himself in the process. In play the child may freely explore reality, to
accept it or reject it, to escape or distort it to sujt his own interests, needs)

i

leisure time activity o

wishes, and desires.

Freud (4) assumed that play was important to the child’s emotional and
social development and saw it as a means by which the child tests reality,
learns mastery of the environment and as a means of developing fantasy and
imagination. For Freud, play was principally an outlet for ideas and emotional
needs unfettered by social restrictions and punishments. In play the child can
assume various roles related to his or her family-community environment of
related to his fantasies and creative imagination, By assuming the roles of
adults through observation, imitation and practice, the child begins to under- ‘
stand the world of adults and begins to identily with that world, It is through
these means that the child begins to understand the role of his parents, group,
play in the world and begins to get some vague idea of the role he is expected
to play, some idea of the social standing of his lamily, ethnic group, etc., with
which he identifies. In play if he wishes or is encouraged to do so the child
can reject those roles and expectations and explore by imaginative means
ways of overcoming their limitations. The ways chosen if they become a part

of the child’s hasic personality strctare, fead to healthy social adjustment o)
social maladjustment,
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i F elop-
Bk, EXURTS Breod's oy somn gy e vl
: articularly in 1 \
:lllnLtilt’SOfoi?g eirgl?r,iﬁsic self é). Through pla_y the chlldléeaégi ;x:;l{ Sc{l)iverlﬁs;
adaptational tools to facilitate his coping with thed\a;Lc)i;pt. Fop 2 demaﬂds “
(acilitates the child’s developing ability to cope an
e f?alltt)/-(()) play facilitates the child’s intellectual z?nd tho?ght
o l)lagte B n?eans of play the child adapts hims_elf to reality by actmﬁ
lei‘{eiaoaljsinzzd pryesent experiences and thereby changing his perceptions an
{
mifgjugtnlfe?ft}ﬁ:: \ﬁ:jg.of Freud, Erickson, and Piaget point. to thed ffuct;:;t
play prtg)vides the child with essential ao_[;Ppoi;ltl;lt(lj)snf?jl:b]jtigjl::g‘[jntheoéhﬂd’S
o psyChQiotCkll?ilt S:;iistp &ezgéugegl bye?)ther activities. C_ons:_sqqe_ntly,]plgy:
::L:vel':gtrﬁjenn the duration, quality and quantity of it, will S}]%mgwi?ltﬂg 1&
|llil}::r1lce the, cognitive, psychological and social dev.elopment ‘(;hitChe s -the
tion with a rich environment, i. €., an enwrgn_n?ent ghves (1e
I‘“L'Té?c imagination ample exercise, range and ﬂemblht_y, an eéwllli b
(}il' kmsislTel%tively psychologically and physically ume_stnct\ed 2;1‘16?02;&: J
?ﬁfﬁs imagination to become a princ_ilta_a} p;c;?ie;rssoci\rgg;;aeac (1); nitive,style
i a
:iggiﬁ:?l[;ﬂ%e)t(?biihiltsy fszutr}?oﬁ};}iaz;e;;i;zhes, initiative, creativeness, lack of
s i illi iment, etc. ) _
11!21f ﬁfneg\?l ldzfratsi::giﬁginiiszguepxg:r?; and spo)rts the. child estabhshe? S(igfl
wI:;ior:l);hipspand learns social norms, rules, expectatlonsfa{_nd.?:\Fazflﬁzyaselﬁ
i It is here that the child develops a sense of limits, hefming
o Oth;IS- sty how to take defeat and how to fight ag_amst overw i
lI(]mr'OLd Onercil,ne them by using the legitimate rules laid .dow_n bﬁ/ i?ﬁg’s
o d?l Ochhus sroup play serves a very important function in the ¢ :m]
ol OtdEYS-l I menfin that he learns to be responsive Lo peer group con ) 21
o i 313 ctions and to become one with others in \lﬂorl.ﬂng tow.a.r 4
9 .hi:ed mz r?able goal. The child who is severely restricted in his playlautlgioyr'
:vul(;iil i)}‘;lfgrc ciildren and adults is quite likely to suffer from personal an
social handicaps as an adult. o - _ o,
H()Cl'al hdn(-l (/ﬁ p number of different forms of ch1lq s play Whlld-l Vg”::niﬁgnal
e dh'ld’s chronological, physical, social, menta anf g v
g %h forms we are concermned with here are‘thfa lozﬁlstmem-
development-h. ; or facilitate his future personal and 50(:1?1 Etl-}re o
g 'dearlyd i :ention two other forms of preschool glay that a
ﬁntthtlz I;E%:acl;hﬂ‘z?s development - fantasizing ar;dt ;:gitill"él%t?;c;.tams’ —
ild’s ple ki ome 0 _
hi Fyetiig?aiagegggdrsopl:ij:tgirxllOelicttcent this is true. Daydreaming and fan-
s em :
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tasizing are forms of thinking and mental play. In fantasy and daydreams the
child assumes roles and does things not permitted or that cannot be fitted in.
to other forms of play. They also serve an important adjustment function but
can become a serious hindrance to social adjustment if they become the
principal means of dealing with problems facing the individual.

Al age Ive or six the child begins to construct objects and things accords
ing to preconceived plans and patterns. Provided the right materials are avails
able the child can have optimal opportunity to develop his creative and colls
structive abilities. Constructive play is important to the child’s creative abilis
ties and to the development of achievement motivation. Children who pos:
sess the creative potential but who lack the relevant materials may suffer dige:
satisfaction and stunting of their creative and motivational growth. They may
also lose or not properly develop the sense of initiative and feelings of satis.

faction that can be derived from engaging in constructive activities and com:
pleting challenging tasks,

The child’s life is not all playful physical activity. In this society a good

deal of the child’s time may be spent reading, looking through picture books,

playing various sit-down games, playing with various toys and enjoying variouy
spectator events such as t.wv., movies, listening to the radio. Besides these:

activities the child likes to be read to or told stories to. All of these activitiey
influence the child’s behavior and development in numerous and complex
ways. How much time the child spends in the various types of play activitieg
are a function of socioeconomic, sociocultural factors as well as his own
personal inclination and the number of play activities available to him. Social
class to a degree determines what games will catch a growing child’s fancy ag
well as to what types of play activities will generally not be available to hin.It
is well known that social class influences the kind of books the child reads,
what he listens to on the radio, looks at on L.v., sees in the movies or theatre,
the types of organizations he joins or helps form. Not only the quality of
such activities are to g degree socioeconomically and socioculturally deter-
mined but so is the quantity of such activities determined by these factors,
For instance, lower class children engage in less cultural activities, organized
group activities, community supported activities such as music, art, dramatics,
boys or girls clubs, scouting, etc., than their middle class counterparts. The
lower class child will gencrally have less space to play in and fewer toys and
games to play with.”

Toys m many 1nstances serve as the child’s bridge to reality. They provide
him with replicas of the adult world he will one day be a part of and allow
him to be introduced to that world on his own terms, at his own pace, to get
to know its interrclations and prepare to take part in it. The ahsence of toys
may reduce the child’s imaginative, cognitive, creative possibilities. A lack of
basic constructive materials such az blocks, sand, hammer, nails, etc., may re-
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i ell-selected array
duce the child’s chances to engage in constructive play. AW

1 v i y‘ W i y
( arious tovs l e dqu |e ade ate to satis e voung chiud s Sh atter

ituation i in the
ion span and his need for variety. This situation is seldom fulfilled in
[1O1

| lasses. The middle class child is more likely to be expose&i toai%e;-%riiii
g o -t units, toys which are designed to make strong demanc Jua
|U¥s,’00_nstr11]1" iu ucf1 as puzzles of various types, art gnd drawmg{ teghi
t‘|'111d§ S Sodeling toys, and toys requiring a certain amount 0 <
ﬂilvlemls'lf}’_ Sets,uf:r;l as tEICSCOP{;S, microscopes, scientific SCtS? eiec‘;lrpr}lllcil escan.
I::f?l}lii;azi];g,c:tegory the child is exposed to}mogfcgaﬁllzs r::;}jll QMC;:SS B
i onopoly, . ;
“{lilz;ea‘;lit\i}tii?:::,t;lg:fgrseszit;?l?];;y to Eor{tain more elements of adaptive
pie :
s that’ %ftthfe]a(\):g: i?ﬁi;::slslﬂ)n here that the middle class (:h_ild.1 does
 otog o Wlst }(1) tag, roughhouse, stickball, etc., just as does his owzz
”I()tssp;?(m}izgzlis CFo,r in 70ur culture all classes of childrfen ar;:}i:gax‘?aai{x ]g:r?he
he distincti it i variety o .
Ihat’ﬁt e dlitfilrcnt;o:lllg?:rie‘t?5c!<:r1tse1itrl;legamesjimd gplay activitiesf tﬂl-i
Iclat}ve"mogmifin% such activities that set the classes apa.rt_. Many;) o
IHQUVHHOHS 'e'ties of the middle class child serve as trar_mtlonal ac 1‘?}1 th"a
c::;]t]g}llt?é)f t;;il‘;e continuous with the class lifestylfe tha?:| 11)5 thebcssz r::n b
Ilnwer class child. For instance, engaging in certa;rta h(; O;(::,etc-jcan o
le d in certain activities such as dramatics, spectator sports, ¢ e
e i | means by which the child can smoothly er_;t.er into P
& tigntsjllzl(;rfl;kmand leisure time activities that have positive value for
WOT.
"Uf;mtl n(;?i; do play activities reflect the child’s social statﬁztbelitteﬂiihl;;s(
mtellc;ctual orientation. Whati)gcttivi‘;if; i;;i?iadgeil?nizf }tl(i)s\:fleeds P
i objects _
:lrii,u?;gtaiiig éli?fjgdaig?émg]to the child’s menF:ll ig}z{l‘}k;: ;igrr;aolncirg;stgigz
erials
“lij;d (SS(;;N Ssiirszg;};eia[z;ifeé?ggﬁsfo\fvgiaiﬁg he makes relatively complex
I) : ? i W ’ . l
- Cri};gn:ofogaoggzﬁalr?;ag{;ﬁs Sgl'e advanced pooks .\a(fihich provide
Befmgn;tion i; one of the main pleasures of the brlght chil T
1111; ) bri h{ children tend to involve themselves in mclnre om 2 e
loessesrocialgly active play activities ar}d to involve the?zlsti};,fgsencc,
hysical play activities than children of average T
'rl?k?s Eriyhter child shows significantiyless interest in gamees fn teyeit =
thae;l hig less gifted counterpart. But they do ila?;:nrgnh?; e
intellectual games and games that place some ¢

ir intelli or basic skills. . )
iltenv?rt; llllgg: ?5\?81 highly intelligent children spend more time reading
e 2

101




The Rale of Play in Dcvclopmcﬁi‘

and show broader reading ranges and interests than children of average
intelligence. They also differ in their reading preferences.

Gifted children enjoy reading dictionaries; atlases: encyclopedias; books
on science, history, and travel; biographies; folk tales; informational
fiction; poetry; and dramatic works. They dislike fairy tales and show
relatively little interest in ecmotional fiction. They prefer detective stories

to crude adventure and mystery and show an interest in romance even
before the age of ten (Hurlock, (5).

The differences which were listed by Hurlock are also paralleled by similar

differences regarding other leisure time activities between the bright child and

the average child. For example, bright children show preferences for movies
t.v. and radio programs markedly different from those of average intelligence

We must not overlook the fact that there is a reciprocal relationship between

the influence the child’s intellectual orientation has on his leisure time activis
ties and the influence these activities have on the intellectual development

and orientation of the child. These types of activities will make the child
brighter.

Reading of Comics. Though comics appear to play a less important role in
child development today than in the past, we think they are prevalent enough
to warrant a brief examination.“Comics are cartoon stories in which the story
element is less important than the pictures . . . their appeal is principally
emotional ... The comics present a vivid and realisiic picture of contemporary
American life. Characters coming from every walk of life reflect the cultural
patterns of acceptance and rejection regarding ethnic groups™ (5). Comics can
serve as a first step to more serious reading. The child usually begins seriously
reading the newspaper as a result of his earlier interest in comic strips, His
daily reading of the comics establishes a basis for the daily reading of the
paper as a whole. Sex and intelligence differences found in other areas also
prevail here. For instance, boys and girls show different comic tastes. More
comics and fewer booksare read by slow learners. Slow learners read different
types of comics than do their mare advanced counterparts (1).

The child’s interest in comics often is coincidental with a common
hero-worshipping stage in his development, particularly during late childhood,
Boys tend to identify with comic book heroes and are mainly interested in
subject, action and plot that elevate masculinity, aggressive mastery of
dangerous situations. Those comics which emphasize crime and violence,
sports and athletics seem to be most attractive to boys (5). The interest of girlg
generally appears to be a greater interest in women, animal comics and less
interestinadventure, mystery and thrillers than boys. Hurlo®k (5)while admitt-
ing that not all children read comics for the same reason, did identify certain
universal trends among childhood comic readers. Quite frequently the child
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ilentifies with the characters which may be. used as a means ]to’iowuﬁ
smotional problems and the release of frustratmn?. 1;he e;lmoiu_(;ga nature
i i i o is and * ic relief™ for the child.

comics allow for a bit of catharsis and “comic reli ¢ .
t')li'hc: bplot of the comics usually contains a simple moral lesson wluLh_t
the child may accept. The characters in the comics may come to {)epris;ﬁe
certain facets of the child’s personality and _what he desires to 'e.b "
characters do things that child himself would like to do, and .thcy are ”ras),
strong, and beautiful, with an unfailing ability to master d1fﬁcul_t1_es é :
Hlll’lOCji{ goes on to list a number of arguments in favor of the positive value
of comics:

i itute i dern folklore, . .. _
mics constitute a kind of mo . . B _ -
l‘- T";;fecfomics supply to children of limited reading ability a rga{igltgheexgﬂld
"E.ICES which is thoroughly enjoyable. They may be used to motiva
elopment of his reading skill. ' ' i
I:I ?Ee(;e\;timpulare the child to read further and may bre‘tik down his res
.nlncc to reading if the material is presented as en'.[ertai-rllmenﬂ.} PN
4. 1f children actually read the text of the comics, they w L
L.wide vocabulary, including words which they repeatedly enco
£ i i anti-
5 l'Lli"llllnleg comics offer an excellent technique for propaganda, especially
yrejudice propaganda. o _
:) L'%’hey scr;ve as effective methods of smlphi}ed t?ac‘hmg: : e of the
f’. They meet children’s need for overcoming, in imagina 101}, avemure -
lﬂni%ations of their age and ability and for obtaining a sense ol a
ie in real life. _— _ s
”'“'(;’Ehil(?rrlnal children. the comics offer the mental catharsllcs \;hmh ?rilr?:;;
e ! ; reles from feelings o -
i ¢ he readers are released fro
¢laimed for the drama. Thus th _ : e
. ulacy and insecurity and from fear ofaggres;;on ‘Lowar‘d or rf.rgm t?ﬁlation
! They give the child pleasure by offering h1m a chan_ue fo¥ i e]nted 5 Cc.mic
Il.) Normal aggressive reactions find release in fant'ames st‘mm‘? S
hm;)ks Through identification with the characters in the comics,
able to adjust himself better to life.

More important than the comics themselves is what thefchild.tbrrlrnﬁ: (t:;ﬂtclll’z
i ing situati at he takes away from it.
comic book reading situation and wha aw S s
rsonality iocultural-family background will interact wi .
personality and sociocu ; | R e
i i rmine ate effects. The discrimin
iaterial and will determine its ultimate e _ 1 :
:lml allow the comics to dominate or dlstoﬂ‘ his sense of redht‘y or E)TC;I;C:,»
lions. 1Fe i= ahle to cull the negative aspects of the comics and assimifate the

positive aspeils.
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Movies. The effects that we listed concerning the comics on the child’s mind
are amplified greatly by the movies. In a sense movics are comic strips “come
to life.”” Therefore their effects, though very similar in their essential natune
to the comics, are by far more influential. Of crucial importance here, as il
the comics,\in evaluating the influence movies have on the personality of the
child, is whether the child identifies with one or more of the charactery
on the screen and with what type of character he identifies as well as what
needs the character vicariously satisfies in the child. The characters with
which the child identifies become the vehicle for the expression of the child’y
needs, wishes and desires and the child vicariously shareshischaracter’sworld,
his experiences, defeats and triumphs. For the child who closely identifies
with his favorite character life may be for him an imitation of the movies,
Thus, the child ot aggressive temperament or inclination, who closely identi:
fies with an aggressive movie character is more likely to act-out his aggregs
sive feelings as a result of this identification process. The aggressive subjus
gation ot groups and character types with which the child does not identify
or does not like will permit cathartic release for repressed aggressive feelingy
against those groups or character types. The sex, age and race of the character
and whether the character’s actions are relevant to his needs, aspirations, ete,,
are of critical importance in determining the child’s identification process and
its direction.

Similarities of the character’s age, sex, race, etc., to the child’s own
physical and psychological characteristics will more likely positively influence
identification with the character on the child’s part. However, under special
conditions the child may identify with characters who distinctly differ from
him in race, age, sex, etc. This situation is more likely to occur when the
child’s own ethnic, sociocultural background are sources of self-hatred,

The movies serve a knowledge function as do the comics. The child
assimilates, acts-out and practices what he sees and learns from the moviey
through dramatic play with his peer group. Through remembering and rehear:
sing in his mind the actions of his favorite characters and the unfolding of the
filmed events, by acting-out the roles and ideas of his characters, the child
learns new modes of thought, perception, and behavior. Or his current modey
of behavior, perceptions and thought might be reinforced. This may not be
advantageous in that the child’s current behavior may be socially dysfunc
tional. Of course, as with the comics, the child is not passively influenced by
what he sees. What he brings out of the movie experience depends largely on
what he brings in. The child brings to the movies certain needs and a unique
experiential background which functions as “filters” through which certain
elements will not influence him in one way or another and other elementy
will not influence him at all. All-in-all, the child will interpret and react to the
» movies in terms of what he thinks of himself; what he thinks others think

of him and expect of him: what his needs are; how his family and sociocul
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lural backeround have stercotyped the various roles displayed on the screen.

lelevision. Much ol what we've said about movies also holds_tme.tioirnh.zz
Apain, it is what the child brings to the set that largely det_ermmeslldsb tv
cnce on him, The well-adjusted child will n?t be harmfl_llly mﬂue.nce i/h m
(Children whose environment and personality orlentgtlons predispose : ein_
(oward social and personal majadjustmenF are more 1_1kely to be}?dverse 3561en
fluenced by t.v. To a significant extent it is r.mt what is seen on the i.v.fsctime
(hat adversely affects children but the dlspropomona‘te .amoun hp fm
dlotted tot.v. watching that is harmful. Overmdulgence.m t.v. Wa_tc1 mi dy
lcave littie time for the development of pcrsona]_and sgcuﬂ poten’ua1 s, t \e? ﬂe—
velopment of good study and work habits, readmg_skﬂis, and psyc;ﬁsouad)i/-
jealistic, relevant attitudes and beliefs. For th.e socially and personl y pile -
sposed child, “ A constant television diet of crln}e, terrgr, a'nd crucdty wi t"\l[g
lime, blunt the child’s sensitivities; he will consider antisocial and_ estnilc ) _
hehavior almost “normal.” Furthermore, repeated exposure to gnr_le, an 1,\2150
lence will eventually blunt the child’s sensitivity to hl{man suffering. . -e;m)s-
(v.is not all bad like the movies, and even more $o0, 1t ¢an ser]‘ée as e(llnildeas
by which the child gains knowledge, is in_troduced to new w}?r s;)mt bea]-’
clc. It is not a question of whether the c?ﬂd:h_gt;lf not watch t.v. bu
i _watching with other important activities. _ o
llmmg\‘:’i\t}}f;gzreasﬁmg age the child spends a substanpal_ pomf)? off}ns tggz
listening to the radio. As a constant source of.m\‘mm it ful_f;ljs a ;necg‘se']
largely unfulfilled by twv. or movies. However, in its p(?tentl btosaef\lzectivyé
alfect good adjustment, study habits, work hab1ts, etc., it can ;_ at ecnp
and in some cases even more so, as t.v. or.fﬂms. Thc‘constant 1eh o ?eti'
and messages radio instill in the minds of its young llst_eners by t e:r; ph _
live nature can work against the best intercst of the child. Th?LhypEl’o tlctx." [){S
(hms and romantic-erotic lyrics of the music broadcasted by r{)ckr s gd;ioct‘
il not listened to discriminately by the child, can become sources ol a
;i;i:yalxlcfis\f(:izs l::::& The Black Child. The general ngture of the ch 1_lcl]’s pizy aclt_:
livities reflect the general nature of the geophysical, psychpsc_)cm ; anf p?hle
lico-cconomical environment in which it takes place. This is true {‘):r ;
black child. The three variables which we used to deﬁnle the (}f}harz;c e:w?i-
black psychosocial existence in general can be seen operating in the play
iti “the black child. ' .
:lfilizc?:d Play. In his dramatic and imitational play, play where _heblnligl?is
himself the embodiment of some legendary, cultural,.folk, cormc&—ﬂl o0 ,nd
or movie hero, play during which the modgs of_behawor of thefs-i ero‘zs ?ed
ligures are imitated, the child tends to iden_tlfy with the hero (ir ltzu}l;e'[;l ;;wm.
He tends Lo at times lose his own self-identity and merge total y_wat : i e
he is imitating to such a degree that he hecomes one with the figure imitated.
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He literaily becomes “dressed™ in the skin of his hero and takes on his hero’§
mannerisms, attitudes and values. Temporarily, he is the heroes, the persons,
he imitates and acts in their world of action. One of the results of such play
behavior is that portions of the imitated behavior and the values, attitudey
and standards they imply may become a permanent part of the child’s pep
sonality and may influence his own behavior, values, attitudes and standardy
in both conscious and unconscious ways.

Since the cultural heroes, figures and their worlds they act in America
are virtually all white, it means that when the American black child imitates
and identifies with them and introjects the behavior, values, attlitudes, ete,,
they imply, to the degree that such introjected behavior, values, attitudes,
etc., do not *“fit” within his own psychosocial reality and contains elementy
which degrade his own physical, cultural, ethnic self, his play activities are
“schizoid™ in nature. The black child whose imitative play is peopled by
white heroes and figures imagines himself white during such play. He be
comes a “black-white”” personality. Thus, in early childhood the black child
begins to identify with and imitate whites. It is the white heroes and figurey
which populate the black child’s mind during imitative play which are
“powerful,” “invincible,” “masterful " “smarter,” etc. Commensurate black
heroes and figures are absent. In this child’s mind the attributes of his white
imaginal heroes and figures may become attributes of whites in gencral and
not the attributes of the black “heroes™ and “figures” which are absent from
his imagination. Under the influence of American racist culture the black
child’s imaginal and imitative play may surreptitiously lay the foundation for
his own growing feelings of inferiority, his own self-hatred and rejection of
his people. It may lead to his [rustrated attemnpts to identify himself as white
or to deny his blackness. We think figure 1, in chapter 3 attests to this situs
ation. In light of our previous discussions we think that the black middle
class child or the black child coming from families operating on “middle
class” value-hehavioral orientations.

Even if the black child rejects the use of white heroes and figures in his
imaginal and imitative play due to the fact that such play is disapproved by
peers and adults, the absence of comparable black heroes and figures or the
imitation of and identification with socially dysfunctional or low-level black
figures in his imitative play may lead to results similar to the ones we listed
above. In addition the rejecting black child may suffer a poverty of imagi:
nation and imitation and thus may fail to develop in intellectual, creative
personality and sociale potentials and fail to introject the positive behaviors,
values, attitudes and standards thal may come from imaginal and imitative
pay peopled even by white heroes and tigures. Wien we speak of the “povii-
ty of imagination” we are not implying an imagination poverty-stricken in its
quantitative aspects. We are implying an imagination that lacks in its quali-
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litive aspects, a breagthand depth, a richness and_ flexibility which. willl1 bi-
come the foundation of a weil-adjusting personality and cvrcatlvle1 mt(f i(;le
Ihe “rejecting” type of child’s imagination is probably :rclfare_p:efid eﬁt 1{:! ;
hlack lower classes. Overall, one could wager that the “split” in the blac
personality begins in the play of black children. - . Berlis
Frustrated Play. If the black and white cultures }x‘vegel mkcf]qic; 0[2)1;1(1 e
i “schizoid”™ play of the black child w
less.” or truly integrated the “schizoid” play o ‘ ‘
::t\:"fnoment.yHowever this is not the case and there is .the rub.Th‘c. bl:':lck ?jh;}.d
carly begins to realize that the heroic and imitatable images whl_ch CrOw fhlif
imagination are not members of his ethnic group .and th@t _such 1m¢_1gesf~0 e;
ethnic group are not projected. If he does not wish to Lmltatc? whlleh_lgujr
nd yet no suitable substitutes among his own feop}ct ar? ay;\;lab&i ,fu'llifﬂﬁ rig
| i i of view, !
s likely to be frustrated and from an imaginal poin / unful
lIﬂuck ghild’s play which fully “accepts” white images for 1flen;1f1cgt1ve arz)c;
imitative purposes or such play which “reject_s” sgch %magesllfl the a fiex;lcg !
viable black substitutes, leads to fantasy and imagination which ar; othe = rylzse
functional for further positive personal growth zlmdb_dex;elo;;nézgatéynto :erve N
ialisti itive i inati ects nec §
that the materialistic and positive imaginational obj ‘ ‘
| bridge for the smooth crossing over from his worl{ci1 to thgtt _ofdzcggziégr?rgl;n
\ hild” i frustrated,ie., it is
went or sparse, the black child’s play is also : d, :
»iﬂhat shguid be its natural goals of reality testmg,' broad. ermri).rllme:rts}tlal=
mastery, ego strengthening, integrating of the self with social reality, the
ucilitati i lopment.
(acilitation of intellectual and thought deve - ) '
R‘zstricted Play. Through using his play to master his 1mlnedlate eHV}r]c)nm;tnt
nd to adapt to that environment the black chlld_ adjusts to a socia dr(}:ﬁ i
lllnut is very often personally and socially dysfunctlonna.l.' The restnctg 5 aii_
lifestyle, especially of the black urban ghetto, when imitated by an ! i ;a;[er
lied with by black children during their pla_y activities lays tbe bacslisb or e
personal and . social adjustment problems in a wc'loréd ?};}mm:r‘;ebersyo}yt; 4
. ; e m
iddle class values, standards, etc., and .max?age by .
-I;W::mc class. Restricted black child’s play is discontinuous w1t(}11 t]he 2_]1:10??1;;
society and therefore does not adequateh; per:;re }éun t_(;talez;elga;:ion hat
= i tern of familial and soci
society efficiently. The overall pat L ipad g
izati i f the childs imitational and dra
oreanization serves as models during much o . :
|:|1'Ttic play. If these models are negative, confused , maladaptive 50 will l;e 1.:he
child’s play which is built around them. Family ;md c%mn}ugitykc?geUfi?ﬁ
i izati ich i teristic of much of black lit
and disorganization which is so charac ] . !
imitati iviti h confusion and disorgani
children’s imitational activities modelled on suc : ]
w::ion lead to later maladaptive behavior. When one observes black ch{ldr}?_n}si
U‘|']y in the urban ghetto it seems to contain remarkably few clements w ' ic
one would regard as imitation ot family relations. Mo*_;her-fatherd rclatuz}l:s
seem not to be imitated to any great degree. Though th:'s may be umle to the
absence of space and toys which weuld allow such hehavior to take place un-
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disturbed, it may also be equally likely that absence of fathers, the emotional-
ly charged nature of the home environment, family role confusion, absence of’
identifiable mother or father occupational roles, that characterize so much of
black family life may discourage black children’s imitation of family relations
as a means of avoiding the anxiety and confusion such imitation may engen-
der. Consequently, urhan black child’s play seems to be centered around
strictly physical activities such as running, playing ball, cycle riding, skip,
etc. While these types of play activities assumes the greater part of the average
child’s play regardless of race it seems to take up a far greater part of the
black child’s play than is healthy for his all around development. This almost
total involvement with hedonistic physical play leaves little time for the child
fo practice the assuming of various social roles, to reflect on social-emotional
problems, to develop strategies and abilities important for efficient function-
ing in areas of life other than physical pleasure and exercise, e.g., reasoning
skills, reading skills, etc.

In a sense one could say that the play of the black urban ghetto child is
escapist in nature, i.e., in the sense that it does not allow the child to “play-
fully™ deal with problems that will confront him in later stages of maturation,
particularly during his school years and later adult life. His play takes him
away from his “problems.” We think the “escapist” tendencies of black child-
ren’s play is reflected in part in the escapist pursuit of physical pleasure, in
the face of family and community problems which needs solving, of a very
large segment of the black adult population, especially black adult males.

Play Activities and The Black Child. As we intimated eatlier in this chapter
the child’s toys and games in many instances serve as bridges to adult reality.
Logically then, the paucity or absence of facilitating toys and games makes a
little more difficult the child’s entry into that reality. But this may not be
significantly detrimental to the child’s development as other compensating
means usually are available and whatever “deficit” which may accrue from
the absence or paucity of toys and games in childhood can be rather easily
overcome in adulthood. Quite often it is not the absence of toys or games
which sets the black child apart but his interest or lack of interest in certain
toys, games and play activities and his attitude toward them. Playing with
certain toys and games, such as tea scts, white dolls,periwinkle, erc., and de-
veloping certain leisure time activities and hobbies such as collecting and
classifying objects of various types, working with constructo units, building
crystal sets, making model toys of varying complexity, etc., may often be
viewed by the black child as activities which are “white.”” Thus certain play
and leisure time activities may take on certain sociocultural ethnic flavors and
may be rejected or accepted by the child depending on his personal needs
and desires and those of his parents and peers. Often games or activities which
may involve reading, mathematical operations, sustain concentration, solitari-
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.53, are actively discouraged by the child’s peer group. They rr.?y :)e tzfeg:sf.
e ames by the boy’s age mates. Games that would faci itate pThus
;Lljlil;lsii};ersctions are usually less encouraged in the bliﬁk zﬁﬁ?su?;sgﬁectuai
ihis type of interaction which can add measurab%y ic{o 2 ﬂf.:d s
capacity is not often enough available to the blac tc the. e ot
volve parent-child participation a!sodadd nliztl;kedly o}

ili i i and securlty.

.mbﬂlgf’tilﬂh‘:}llges glfalc}:liloskillrcll%? f:1Sesisur‘=3 time activities do not fo]lﬁ'fv 'ar‘a; oai;grz-
raded developmental sequence as far as woul_d be accep.table.t i;s ﬁgbbies_
z;llznt in strictly physical activities ancll hli(s rt;lz;;?;er é:{:kl r?f‘ ‘?:S;l;frsal” activitieé

. : ; & i

o T?Bd;ltg ’tlfzzgtr:-lgscﬁlga,tii.,zid other activities wk}ich can gqntmuz
gl rﬁl}ism’d or’which can lay the basis for adult leisure tlme. activities an
“l_tOF ad}l naf?ife may bring about discontinuities in his life }N’hlch _may'ciL_ls;e_
I”l(') ets'sxt(e) roble;ns in school and adult life. What kind of lexs,urf;1 tnr;g vj;: t1(\jro
{‘l‘glguzsldogs the ghetto black child have to look for;;vzgicll }[:0 agt;.tg neh E s

old for stickball, tricycles, junk toys, and ’Fhe like? . (i’(;moming e

(0 look forward to boredom, refstiessns;ihfigﬁzsz,e{inzgency e

ism and various forms i 1S ; —

Illliisotfo e\;z?liaggrsr;rved adult forms of leisure E}me a(-itl\’,ljtles iEChs te;s;: Etezgi?;;%

intoxicated, gambling, “running women,” OT bt‘l‘llymg_ .onal”e e s

[ ‘ endléss,hours. Thus, the relative lack of tran51t1gn g héfb}ack

\i’TliCh can be further elaborated in adult 1ife.1§1y the bgs;ls for $u§etrimental

sdult maladjustment or involvement in activities which pro

| i ity life. |

i blai][{l fra;r:i]iz]viar?gd t(femgz?;l 1;t))r(efere:nces of the bright child_ ofn 221%9 llr?f”fu; :lt

hecomes readily apparent that the socioculttllral and econorinnlst f}fe?o 12 e

lial in large segments of the black community operﬁit_e 1:j.ga T tis

of average or above-average intelligence. The overall in ;r.e o

4 by such communities and which are reflecte n il

h:iir[Ztionys of their children’s play work against the intellectual and p

soci ent of their children. ' ‘

I;f;?illsg Vgl"ogglmics and The Black Child. Ge;;rallg;izlle;p(;{l)lr;lgsnir:r r\:vtr;ltetfnn

d desi ite child in America. They :
.‘“-T\j;eic\?!igtr]]f CtlhfeO rw{}}:iiewxggflg and indicate only a tenuous.concerlré erlt;l 2!tshz
I.:lack world. While they may serve as a br}dg_e to the Whm1 »:10; anad duse

.ans for the black child to vicariously assimilate the_ kn(_}w edg dveues
:It'bthat world, they may also help to bring about_ a rejection or C}rlejoes e
ol interest in’his own world. The absence of his ownlcartporthllai e
leave him with the impression that hi_s people are r_llot u?lr‘((]a;lca,tmg it
‘~iknvisibie,” and not worthyof depiction. Thus, \fvhl’ecz]asts}i1 L
of other groups, he alienates himself from his own and thereoy
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cess of self-alienation. More often than not the black child has an ambivaleml
attitude toward comics since he senses that the worlds of fantasy depictud
there do not include him and quite often abandons the reading of comigh
very early. This may become the source of two major problems. His anl
bivalence or rejection of “white” comics means that he loses a source ol
learning about the archetypal values of the larger society and he may log
the opportunity to develop a reading habit. While the danger exists that i
reading the “‘white” comics the black child may establish ultimately i
healthy identifications and assimilate attitudes and feelings detrimental (0
his self-esteem and positive self-image, to not read them may also place him
in danger of losing a good source of inspiration, information, of new idegy

and as we just indicated, reduce his motivation to continue to read and |

develop his reading skills. Comic book reading, like reading in general coulll
for too small a portion of the black child’s growing activities. Through §i
lected comics the black child may begin to develop word skills beyond thou
offered by his restricted urban environment.

However, the black parent must keep in mind the inimical aspects of the
comic for her child and that the uncritical acceptance of these books by the
child opens him to the propagandistic influence and the *“schizmic” influs
ences of these books that we alluded to at the beginning of this chapter,
Because these books often do not enhance positive ethnic self-love and often
work against it by consciously and unconsciously promulgating “white”
values and perceptions, the black child may unwittingly assimilate thoge
values and perceptions which are at odds with his own self-interest. The
relative sparsity of black comics, particularly comics which seek to accent:
uate the positives of black culture, leaves the black child open to uncof
sciously developing feelings of inferiority. One wonders if the comics witll
their white heroes do not early begin to help instill a “black dependency
syndrome” by implying through their stories and designs that “white will
always win,” “only whites can be true heroes,” “mastery of the universe
is whitey’s destiny,” “white people can solve all problems,” “let whitey
do it.”

Utilizing white characters he has seen in the comics and more 50, on t.,
the black child during fantasy and dramatic play may actually see himself uy
those characters and keep them constantly before his eyes as he plays and
imagines. His imagination isnot peopled by blacks like himself while he holdy
sway over all he surveys. It is he as a “white’ hero that dominates, rules and
conquers all. With this kind of imaginative play taking place in childhool
there is little wonder that many blacks find it very difficult to imagine then
selves as being active masters and progressive shapers of destiny and at the
same time being fully black. A very large segment of hlacks believe the world
would fall into utter chaos and revert Lo the “dark ages” if the white man
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C e early fantasy life of black

it. One wonders how much the early fantasy e

is imitati ite cormni harac-

(hrills the black child garners from his 1m1tagionstobf V\ih{};;;n:::u?;?gncs i
i s ¢ terfeit at best. :

{ers and their t.v. counterparts are coun _ s e

iffic him to separate his own reality
i more and more difficult for ‘ B e
ites ¢ i : ly lay a foundation tor P

from those of whites and simultaneous oy @ tolldg ' i A

.Iliihivalent attitude toward whites and a rejective-ambivalent attitude tow

were not present in

Iumgsggi_king of reading in general, the child’s early reading experiences will

i ior, in te A ity and
markedly influence his later reading behavior, in ;Lrtms Otdbfégt?tf];[;l\%u <
il i ~hild has learned to rea '
quality  of reading. Although a ¢ : : _ o
“lll ;\l }cjhildhood or more precisely, show a meamng;ul 1x1teé§st in rei[ae?;:g,are
’ - / ma
ji 07 mé adversely affected by what reading .
reading behavior may be a 3 B e
‘ovi i is home, his familial-cultural attitu o
PO ; ding ailability, adequacy and utili-
f i ¢ ' the availability, adeq
attitudes of his peers and toward reading, avai Fulitg i
j'lﬂlion of the pfblic or school library. Of major importance i«:] tg)lllsciie%;ri?d’s
‘\!‘m child’s socio-cultural and socio-economic backgroun‘d. ”fa eCd \i’hen e
(cading activities are relatively unsupervised and u:?df’:r-en}:ou ﬁgm N ol
Llrcd to the white child as is the lower class child’s when comp
K
middle class, regardless of race. | f
Generally, the black child is not exposed to an ad;(l;ua;ti amou?t ohaﬁg
? ateri is i ially true for the black lower class ¢
praded reading material. This is especia - e K
Thi i : t of story and picture books
Ihis child may have an adequate amoun ca
childhood but an inadequate amount of or an absence of books and reading
materials appropriate for late childhood and carly a@olcswnm. N
The black condition and all it implies works against goo.d rgla Ill(lg B
i = tradition™ existent in black ¢ :
(he black child. Moreover, “the ()rai_ : _ e blacl .
\-!;om] and in lower class subculture in particular, L)pC}dtCS effectwely dgdam‘s'{
the .akcquisiiion and enjoyment of reading. Th(? use.ot the V\{mte;‘l recor a;;
source of communication, cultural transmission, 111f().rmatlon, ear‘mngﬁzn
;‘111()y1116nt is of relatively recent origin in much of ﬁfricaq Lgtlttiref, fﬁ;ﬁwi
st rican ¢ here originated the majority o
western African culture from w ed [ American
ks ience, though it did teach a few of the
hlacks (2). The black slave experience, t : _ e b
|]u read( c)iid not lay a sound foundation for the establlshm.el.lt ot-a \1;2;6
literary tradition among them. In fact, the Afrlgan oral Ir'fldltl()n‘ \Al;?s -T(SW«H
(ially continued and encouraged by the white society . Reading by ; ac '. nh
a punishable offense during “slavery time” and mntml_llcdhto be so (\)r;:n;;;
I ars after slave as abolished. Actually, until the very recent [
many years aflter slavery was a - s
i SOUrE : blacks by the dominant w
reading was not encouraged among ¢ y. the s iy
and was often punished, albeit not by “legal mcans.f:speual)l}bf “\Fhu:(: e
reading threatened to undermine the ideology of white suprcjnab)él,’ oo
u.:uragc black independent thought and action, and Lo encourase blac
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throw off the yoke of white domination. The development of reading skilly
among blacks wus encouraged by whites for what amounts 1o basically uth
litarian purposes—to serve the white man and his interests. Thus, blacks haw
been literally “conditioned” to avoid reading except when it is demanded ol
them, to not see reading as an exemplary source of enjoyment and as the
major source of learning, communication and power. As we shall discuss in
detail later on in this book, the largest source of information tor blacks and
the lower classes” information is carried by word of mouth. This oral tradition
is passed on to the black child early in life.

A viable black literary tradition was and is also effectively discouraged by
employment discrimination and the slowness of the black social mobility,
It takes no great insight on the part of the black child to realize that the un
skilled and semi-skilled labor which his parents provide and which he will
most likely provide in turn, makes masterful reading a superfluous and
frustrating activity. Even if the child had high aspirations he more often
than not does not realize the relationship between the development of reads
ing skills and the attainment of his aspirations. It goes without saying that i
a society centered around a literary tradition a person or group without such
will suffer a serious disadvantage and is bound to be maladaptive in such 4
society. This is the case with blacks in this country. In sum, as a consequence
of the “black experience” in America the black parent does not adequately
encourage and reward and demand the development of reading skills in thely
children. They are prone (o see the teaching of reading skills as the responsis
bility of the schools and to underestimate the importance of their own influs
ence in the development of these skills. Consequently, black children suffer
from massive reading problems.

Blacks in general, as in the case with large segments of American culture
also, are anti-intellectual. This is particularly true of the black lower classey
and in a rather peculiar way of the black middle class. However, in the
black ghetto culture this anti-intellectualism is often the cause of the ridis
culing of the black child who persists in reading and who shows a strong
literary interest. Peer group pressure often negates these orientations early
in the child’s life. Persistent reading may be viewed by the black child® peery
as “acting white”, strange, a sign of queerness and may create in the ridiculed
child an identity problem and a problem of being accepted by his peer group,
In opting for acceptance it may be necessary for him to reject reading as 4
major activity and forego its benefits. These factors along with others such ay
the fact that historically and currently the white society has been and iy
unenthusiastic, to say the least, about the devefopment of a literary tradition
among blacks, has aided and abetted the oral orientation among blacks and
retarded the development of reading skills in the black child.

Movies, T.V., Radio and The Black Child. Essentially the same psycho-
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¢ black child’s comic book reading
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Iu'erwhel‘ming influence of these media. Therefore we Wi
0oV
| t. . i .
IllH?he recent plethora of “black™ movies have not been of much b_eneg;;:t(;
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watching reduces interest in reading and study. We wish to make it clear het
that it is not the nature of the music itself that is at fault but the inability (o
control the listening to of music in the interest of more wholesome person
ality development that is the problem. The major problem with black child
play and leisure time activities as a whole. including t.v. and radio watching
and listening, is the hlack child’s inability to inhibit such activities so thal
other parts of his personality may be developed. The time allotted to sucl)
activities is so great that little if any time is left over for the development af
reading, intellectual, creative and problem-solving skills. Such activitiey
become the end and be-all of the child’s and adults existence. This turns oul
to be the case because the child is not taught how to delay pleasure in the
interest of cognitive., personal and pro-social development. The black child’y
continuous concern with hedonistic play is reflected in the large percentage
of black adult’s continuous concern with physical pleasures and “partying
They are parallel and continuous activities. The greater part of the black
adult’s day consists ot the followine (1) Work (though a laree segment do nol
engage in this activity for various reasons); (2) Passing-Time (in activitiey
usually not of positive personal, familial, communal or educational value,
activities not geared to solution of personal, familial or communal problems
or to sell-improvement) and; (3) Sleep. This is paralleled by the black child’y
day which consists of the following: (1) School (for the school age child); (2)
Passing-Time (which is not wrong in itself but is principally made up ol
aclivities which contain few elements of rehearsal for future reality, which
lay the basis for future intellectual. personal and prosocial growth, time
almost fully spent playing along purely hedonistic lines) and (3) Sleep. Of
course, these day activities vary according to class orientation but are preva-
lent enough on all class levels to help maintain the personal, familial and
communal disorganization which characterizes the larger segment of the black
community .

Implications and Recommendations. In (his chapter we have scen that play
plays a very important part in the child’s development. Child’s play is a
serious activity in that the form it takes gives shape to the child’s more
mature intellectual, personality, and social orientation. When continuous and
congruent  with the broader social context in which it takes place, play adds
greatly to the child’s future adjustiment, both near and far. When discontin.
uous and incongruent with the broader social context, ic., when it estab-
lishes cognitive-behavioral style which scrve as mechanisms of escape from
reality, then future adjustment will be marginal or oulright dyslunctional,

The parent must take her child’s play seriously. This does not mean that (he
heavy hand of adult supervision and purposefulness should direct the child’s
play activity. It means that the parent should be given an “opportunity (o
play in a way that will meet his personal needs and thus eliminate his having
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’ ; ’ ; kil
(0 find substitute forms which will give him less sansfla‘ct;logl orr\:zc;;\:;d I
i i ” istic play which beco .
ocially disapproved™ (5), or lead to hedgm§ : ' .
?;;;ll‘tl}?nd wﬁizh ultimately stifles the child’s intellectual, personal and soci
i i : e following:
aturation. To avoid this we recommend the fo N e
llhl)‘lturéi:;)izh your childs play environment through making available a variety
[ toys, basic play material and games. . . ‘ .
IE’) yBuy or Eznv-cnt games that you and other family members can play wit
it P H cact ] o ~ 1Zlﬂd
(1;[;1 Present the child with games and toys that (erhL'I;t.ilC!:\tlng yet den
just slightly more of his intellect than he r.urrf?ntl){ exhi 1'3..t’ NP
(1h) See wvhat kinds of adult roles your child likes to m;ll a 1
esilizop] : 2 e.
ive , provide play materials, boolfs, .supgl)ort, L;c,tr}il)aézict}? tora(t)tr}?er —
Take walks with your child in the park, ; 5 er ir iz
'(lijas and help him collect and classify materials he finds interesting if he fe
; i i ] d. . - . - g . 9
?g)mdl{;i:cuss your child’s fantasy characters with him if he 1mt1a}tles§}1rcel;t(i‘](l)sn
cussion. Listen to his stories—they can give important ci?es ﬁo t tehe;apeutic
ﬁf' his personality development. The stories you tell can also have
: ild.
and developmental value for your ch? _ ‘ ‘  chow
(’i'?)d Lookpthrough picture books with your child. Re_afi .stoi?esbtomhlsmt.o o
sincere interest in the picture books, stories, and activities he bring
attention. o o N
(18) Teach your child how to inhibit play ac‘uwftg:s1 w}llen trc;ltciﬁtcoatc_}gnso
: ing i ive behavior and of delaying g -
as a means of controlling impulsive : i
( i : ddicted to purely physica
9) Do not let your child become a e
§>Ia)1y. Place enough restrictions on such plgy SO .he can ixplore other
of functioning such as reading, writing, creative thl{lkmg‘,e. ct S
(10) Involve your child in group and community activities a % P 2
Interest him in a broad variety of cultural activities especially those of his
culture. , . . i
{HIW;? t‘ie vour child’s desire to read as a chance to teach hn;. ')Teachma{ 0
rcadin’:; can begin as early as the child’s secongl yvea‘r‘ (sez_e. ap»p’c,n ix ] R
(12) It:lotc the possible dangers of your child’s ::jChlel»C ‘;‘)ag:te” mm’ie;
do not restrict your child’s reading of ‘f‘wklli.ttc”Aco:nkl)zs,c,!sl.filr:ieywh;ppm o be;
ie is imitati hite jus AUs
and t.v. and movies or his imitation of w e v
whi il Tive i “white” 1d and must finally adjus s
vhite. He will live in a “white™ wor ‘ v
E)lfllow our recommendations of the last lwofchapf_t;rs and ];jvj S}tlf(l)it;dego
i i -] If-confidence, and a ¢
stablish a sense of ethnic pride, self-love, self-conl s BTG B SHOHE
‘i.st&)lilsrhciild then you need have little fear of him becoming white” or
developing feeling of inferiority or self-hatred.
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THE BLACK CHILD—INTELLECTUAL DEVELOPMENT AS
REVEALED BY STANDARDIZED TESTS

There exists a sizeable number of tests designed to measurc the so-alled
intelligence of children and adults. One of the best known and utilized tests
s the Stanford-Binet test which yields a single Mental Age (MA) score, from
which an Intelligence Quotient (IQ) can be derived. The three most popular
infant intelligence tests are The Gesell Developmental Schedules, The Cattell
Infant Intelligence Scale and The Bayley Scales. Other childhood tests which
we often utilized are the Merrill-Palmer and the Wechsler Intelligence Scales
(or Children (WISC). The scope of our study does not allow for a fuller ex-
planation and review of these and other tests used to measure the intellectual
development of children. We therefore refer the interested reader to a suitable
hook about psychological testing.

Mental Age (MA), a concept developed by Binet, is attained by comparing
Ihe individual’s (in terms of our interest here, the child’s) test performance
with the average performance of a large number of other individuals (chil-
Iren). The essential procedure for constructing and standardizing intelligence
\ests of scales”involves giving the proposed test to a large population of chil-
Jdren andjor adults and finding the ages at which a determined majority of
\lese individuals have passed each item included in the test and arranging
(hese items in order of difficulty . To calculate the MA of a particular child,
Le is tested and his results are compared to the average test performance of
other children his age. For example, if the child passes the test items passed
by the average 7-year-old, but not those passed by 8-year-olds, his MA would
be 7. Tf his chronological age (CA) is also 7, then he may be said to be of
average intelligence. If his CA is 6, it may be said that he is above average
intelligence. But if his CA happens to be 10, it may be said that he is below
average intelligence.

The German psychologist Wilhelm Stern developed the concept of the
Intelligence Quotient (IQ) which can be computed directly by using the
(ormula. TOOMA/C A =10, '
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It has been found that the [Q is refgtively constant for each individual
(all other things held constant). This should not be taken to mean that 10
is an absolute, intrinsic, immutable quality of the individual and not subject
to influence by a number of other factors and circumstances. As we shall see
later in this chapter 1Q is more a measure of cognitive style as related to
social class, motivational state and cultural background than it is to any
innate biological capacity. Many variables affect the score of an individual
in an intelligence test. However, preschool and school-age intelligence tests
can be said, with a fair degree of accuracy, to predict later intelligence test
performance, the duration of time between tests being of prime importance,
By age 6 the predictive value of tests is signficantly reliable though even af
this point the predictions have to be made within large ranges due to cof-
siderable individual variations. The measured 1.Q. of children does give a fair-
ly good indication of the child’s academic possibilities.

Up to this point we have written of intelligence as if a universally accepted
definition of this concept existed. This is by no means the case. Guilford
(7), a highly-regarded psychometrist, spoke to the issue of definition:

After tests had been invented to measure intelligence, quite a num-
ber of thinkes felt the urge to define it. Symposia were held on the
problem, and numerous voices were heard. The outcomes were far
from agreement. As Spearman (1927) put it, intelligence became a
“mere vocal sound, a word with so many meanings that it finally had
none.” He further quoted J.S. Mill in a statement that described the
situation well and that should serve as a warning: “The tendency has
always been strong to believe that whatever reccives a name must be
an entity of being, having an independent existence of its own. And if
no real entity answering to the name could be found, men did not for
that reason suppose that none existed, but imagined that it was some-
thing peculiarly abstruse and mysterious.”

Despite E.G. Boring’s (2) somewhat facetious definition of intelligence as “‘a
measurable capacity (that) must at the start be detined as the capacity to do
well in an intelligence test”, there are serious questions as to what IQ tests
test and what is the “structure of intelligence.” Binet saw intelligence as a
single, unitary factor: Spearman (22) as a general factor plus several inde-
pendent factors: Thurstone (24), as a composite of simpler processes com-
bining in complex ways to deal with the problems confronting the individual:
Guilford (7) posited a model for the “structure” of intelligence that consists
of some 120 factors. From just these few examples one can surmise that
psychologists are far from agreement as to what intelligence really is and what
is it that intelligence tests are therefore really measuring. The reader should
keep this in mind when discussing “intelligence” or uses the terms to charac-
terize some individual or group. It seems that the prime concern of psycholo-
gists in this area—i.c., dealing with the problem of finding a universally and
scientifically acceptable definition of intelligence, has been misplaced toward
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(he dubious area of trying to establish individual and eihqig {;roup 111tf.111:;:ugi
uperiority or inferiority. Such exercise_s are patenily ndxculou}i 111n 1:: o
the fact that the standard of comparison is un_deﬂped. We sha dexa;nthiq
hriefly why psychologists have moved in this direction at the end o g
g i i i i rofessionals such as
In the lay mind, and in the minds of .unknowmg p S
whool administrators and biased psychologists, the 1Q tests have been greatly
overrated. As Joanna Ryan (17) stated: _
\er;f?s }i};nportant tO} clarify the meaning of [Q scores befofre c{;mlixdTa
ing, . . . the differences that are found between groups © ?edpo s
scores are very complex in the sense that mary assumptions an ;i 4
tions are involved in their calculation, and it is only when the c?mp fxm
ties are fully understood that it is 16%1“11]318 to try to explain the orig
ifferences in score between people. .
%f;li]rizicl that most I1Q tests are “standardized” and involve thclusetﬁf
1 large amount of statis{:ical-mathematica_l. formulae-and Wc,)rk:j and;nzitonai
10 score is a number, leaves the impression on both lay an pra‘)he? o
p[rrsons that these tests are “objective.” In other words, psya\.t_o og;;ad
“sleight-of-hand™ such as “‘scientific” methods_ o.f_test,constfrm_ 1onn‘e =
siandardization, and the representation of an de}d}J_al s per oLrllr;a c )jf
some neutral number, creates in the mind of the ummtzated an F;w}s;m&;
objectivity.” The objectivity of intell{gence tests 13”_1argely mythological,
Ginsburg (5) listed “four myths concerning the 10 test™

This first myth is that the IQ test measures an ;‘nrelligsffzc'e whc’cl? ‘is g
unitary ‘mental ability . . . There is not one lﬂtcllﬁgcnce, but many;an
is it i : 1Q score reflects.
hecause of this it is not clear wh'at the _ '
The second myth is that differences in IQ scores reﬂe.c]{ fumf.:.zm‘enig
differences in intellect. The usual aslsunliplmn ;‘Stthhat'nclgllgze;?;]cslili%- i
iliti ic at t to 2.1 <
flect those abilities which are at the hearl :
'];%ditioﬂ it is assumed that what the test fails to measure is not very
< t - % s N . r. L
important . . . Again, the proposition is i ¢rror. ? o
Qﬁu’ third myth is that the 1Q test measures mte!legluaéfocsc{mhgcé‘grrlzcéb
The common view is that an individuals' 1Q reflects t e be e
in the intellectual sphere.The 1Q represents the upper lm_m_ on s mel
tal capabilities. While this may be true for some people, it is rtxo easure'
In the case of poor children especaall}_/\ the 1Q test m‘ay no lr?lt it
intellectual competence; it may not give a true picture of what p
children are capable of ... ) -
HlThc f'()urthpmyth is that the IQ rtest measures an innare a{::{gy
which is relatively unaffected by experience. In 'tlug V}?W‘, theictni:ms
level of intelligence is set at birth and later experiences have rlc atd 5{
little effect on the 1Q . . . This view is incorrect. The level of 1Q is no
i irth;it ¢ 3 and change. . ..
determined at birth; it can fluctuate d‘ﬂd C . .
We must terminate our discussion of the gcne?al nature of 1Q tes.ts at é}:g
point due to the fact that such a discussion will go beyond the inten
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icoge of thi_s w0rkl. For. those interested in what factors affect the “capacity
0 olxlvell in an mteuigence test,” we shall address three of those factors,
flia}fe, class a‘nd adaptational demands, for the duration of the chapter ‘
! Tl Differing Responses of Classes and Ethnic Groups to IQ tesis. Gen
I(r; ;/r;das;tﬁzou;;, lc;wecrl_clags children of any ethnic extraction score lower of
T standardized tests than do higher class children
: and blac
chéldhr&en as a group score_lower on these tests than do white children TGHT?:E
;nt errill (23), in classic studies of intelligence, found a 22-point d}fferencc
bglweoeln the mean score of white children between the ages of 2% and 5%
b opbl?g to the low.est an_d highest socioeconomic groups. The difference
tha;s ;tglesaxt;n}rzof tShIZ h;ghest income group. McNemar (13) found that between
- the score for children of professional

parents (doctors,

if::;)lf]ers, eftc) was .1 14.8 compared to 93.8 for-children of day labore(rsfa dif-
Vantag; doc}flld pougtst. A 30-};1)oint difference between advantaged and disad-

ildren betwee §
T s cen the ages of 4 and 6 was found by Mumbauer and

On the average as indicated in the
table bel :
class level than whites on TQ tests, . . elow blacks score lower at every

RACE AND CLASS DIFFERENCES IN IQ SCORES

Group Mean IQ
SES I

White 97.24

Negro 91.24
SES I

White 105.59

Negro 94 87
SES 111

White 11492

Negro 10257

"

Deutsch and Brown, 1964. (SES = soci i

, 2 : = 50cioe = =mi

dle. T highons sl conormic status. [ = lowest, II = mid-

bla“;(hen one correlates the average scores attained on IQ tests by 'whites and

Thecds_f;me finds an overall 12 - 15 point difference in favor of the whites
itference between these two ethnic groups on IQ test performance has

motivated professional psychologi
: [ gists and lay persons t i
nations for their occurrence. 7P o offer various expl

120

I'he Black Child - Intellectual Development

However, we should note again (as was first noted in chapter 2) that
othnic and social class differences in measured IQ are usually not apparent
until around age three and after, the exact time being not yet fully estab-
lished. Bayley (1) who we mentioned in chapter 2, in an extensive and
carefully controlled study of child intelligence found that significant social
class differences in 1Q clearly emerged between the ages of 2% and 5%.
Golden, et al (6), in a longitudinal study of social class differences and
intellectual development among preschool black children, found no differ-
ences in IQ at ages 18 and 24 months between children of the highest and
lowest socioeconomic classes. But at age 3 the difference was 19 points.
Not unexpectedly, the middle class black children attained the highest
scores, the black childien from poor but intact and stable families attained
ihe next highest scores. The lowest scores of all were attained by black
children from fatherless welfare families.

Thus, in terms of social class and ethnic origin, measured differences in
1) are usually not found prior to ages 1% - 3 years. It is between ages 3 -4
(hat differences become apparent, i.e., by kindergarten age, “socially dis-
advantaged” children as a group will score lower on tests of “general intel-
lisence, language, fine motor development and most other cognitive tests (8,
18).” As we noted in chapter two the differences in measured 1Q between
back and white children occurs at the age when race awareness, socio-
cultural-linguistic factors begin to influence the child’s further intellectual and
personality development. Thus, as Ginsburg said, “As black children grow
older, . . . their average 1Q decreases (5).”" Stikei and Meyers (20) made a
comparative cross race-class study of d-year-olds from black and white,
middle and lower class groups and noted how these groups differed on seven
(1etors included in the IQ tests. The largest difference between the black and
white children was in the area of verbal comprehension. The white middle
class children scored highest, the black middle class and white lower class
next and the black lower class lowest. No differences were found in the area
of ideational fluency and the free use of language. The verbal comprehensive
dilference between the two groups as a whole scemed to center around the
officient use of standard English not the lack of ideational ability. We should
add that the white group was not superior in all of the areas tested.

Tet us enter an important note of caution here. Not all lower class or black
children score lower on 1Q tests. There are many black and/or lower class
children (as high as 40% in one study) who score as high or higher than white
andfor upper class children. The scores we have been discussing are average
proup scores and must be carefully interpreted.

“Intelligence” As a' Function of Environmental Adaptation. Earlier in this
study we quoted from Ginsburg’s listing of four myths concerning 1Q tests.
Of particular interest to us here is his fourth statement of that series: “The
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fourth myth is that the IQ test measures an innate ability which is relatively
unaffected by experience.” It is this belief in the genetic and social immuti
bility of “intelligence,” in spite of the ample evidence that proves such
beliel untenable, that has caused great difficulties in psychological thinking
and which has brought on brutally detrimental social consequences. This view
of a rigidified, structured, constant, totally genctically determined “intelll
gence” works against the concept of evolution and the evidence of Man'y
incredible ability to adapt to all types of circumstances and environmenty.
Man’s behavior takes place within various psychological. sociological, geophys
sical contextsand his behavior reflect his interactionswith those contexts. His
behavior only “makes sense” when defined in terms ol his interactions witll
a particular set of psychosocial and geophysical circumstances. This behaviol
includes “intelligence™ as well as any other yvou would care to name. “In
telligence™ not defined by or rooted into a particular set of psychosocialy
geophysical circumstances, like all other forms of behavior “makes no sense,”
The overall characteristic of Man’s interaction with a particular psychosocial,
geophysical environment is its reciprocal nature, ic., the environment in:
fluences him and he adapts to its influence and he influences the environment
and it adapts to his influence. In order for this to happen, particularly in
arder for Man to adapt appropriately to the many environmental circum:
stances which may confront him, he must not be behaviorally rigidified,
structured, inflexihle and immutahle, his behavior must not be “fixed” ol
“fixated”. This includes behavior called “intelligence”. “Fixed” or unchang
ing “intelligence” is maladaptive in an unfixed and changing world. “Intel:
ligent” behavior, like all behavior, in order to be adaptive must be malleable,
i.e.. capable of being molded according to varying environmental demandy
and as such it is but a reflection of the environmental molding it has endured,

Let us look for the moment at verbal behavior, language if you will, the
principal means by which “intelligence™ is revealed and measured. The (lexi:
bility and adaptability of language behavior is obvious to even the most casual
observer. He sees that there is no fixed, constant or immutable language beha-
vior unaffected by or unreflective of psychosocial, geophysical circumstance,
An individual or group innately capable of learning only one language of 4
iixed range and vocabulary, would be highly maladaptive if they moved aboul
in 2 world of many languages and a world that was in flux and which pros
vided many new experiences which needed assimilating, interpreting, classi:
fying and transmitted to posterity. Thus, man is born with a capacity for lan-
guage behavior, not a language, and this capacity is filled with the linguistic
contents of the particular environmental surround into which he happens (o
be immersed.

['he Black Child - Intellectual Development

All men, as far as we know are equally endmyed witk_l the capa‘city‘ o
levelop and use language appropriate io their particular circumstances d_ﬂﬁ
15 their circumstances change so does their language. Equally enc_lowcfd W}t
ihe capacity to develop and use 1anguagf:, men dcv§lop and use differl‘nngim-‘
juistic styles befitting the demands of their pa_rtlcular env1ronr_nerrald. hus
linguistic style whether written, spoken or otherwise demonsFra‘tes its a aptl\ftz\
qualities whenever it is expressed; it does nat express the limits of 1m?u1stl'L
capacity, only the means by which that caps:.mty is fifqpressed. There ;}re,'c{
particular language is neither “superior’ or “inferior” to anothcr,_lta 1?111 is
neither superior or inferior to English, the langugge of con‘u‘nercc.ls. nel!: 1_§r
wiperior or inferior to that of science, they are ajszerent; dl_fferfent lmgulst:ﬁ
idaptations to different life styles, life styles which make different demands
( g inguistic capacity. _
i Lglllr]nrﬁ?;;; 50 will vfmurz to say that all men are equally cndows@ WIltl'h
(he capacity for “intelligent” behavior an»d that they develop and use. 1‘11te i
pence” appropriate to their particular cn:cuil]stanf:cs anS as their C]’IITL}.;mS{
unces change so does their “intelligence.” Imelhgen?e is as much, i jn(])’
more so, an adaptive process as is language and as with ]anguagg, is decp?
embedded in an individual’s or group’s psychosocial and geophysical experi-
ences and also as with language, reflective of their attempts to meet a set F)I
psychosocial, geophysical environmental demands. A ianggage bergf:&poi 111t_s
cultural roots soon dies and has little meaning. Thc_ same is true of “inte 1
pence” As with language “intelligence”™ however it is expresseq doeslnot' C)'x—
'|'ncss the limits of intellectual capacity, only th?’ means by ‘whwh tha? C'{pf'
vity is expressed. Consequently, the “lower f:lass individuxi 18 no't‘ n‘enes's‘i_l i-
ly less “intelligent” than his “middleclass™ _couz}terpar’t!, but. his Logmtiv_c
slyle (the means by which he expresses l?is “1ntell%gque ) which re}{‘i}ecés‘ ‘:us
adaptation to his lower class status is different. Tl.us dn‘fcre.nce may han .1.Lalp
him in a middleclass dominated world that sees its adaptlye_ cogr}mve style
or traits as “superior.” A similar situation exists when an individual’s lgnguage
or linguistic style differs radically from the }angu_age Qf those arourl]d 11.1111 .

We have cited studies in chapter two and in this chgpter whwlundmatg
with certainty that there are no significant differences in the tested LQ of
hlack and white children before age 3 — implying that [h.esc two groups‘h‘a‘lvg
an equal intellectual capacity. As we have repgatedly p_omted out the dliﬂe;&-
ence that develops after age 3 is due to the difference in the @emands pia_@e
on their intellectual capacities by their differing psychosocial, geophyswal
cnvironments. Further evidence of this will be shown preseplly. Thus, mlc];
lisence is an adaptive dimension of an individua'’s pcr.sonalzt_v lanf_‘ _n|w?su?en
“ln'ltelligence”" reflects more e cirn;u*mta_nccs to whlch“t.ﬂc individuear has
adapted than his innate cipacity for “intelligent behavior. e

Piaget, the foremost student of intellect nal development, places adapta-
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tion at the very center of his cognitive developmental theory ol
He posits that human intellectual growth and development springs from and
is shaped by two innately basic tendencies: organization (the tendency of
predispostion to integrate, coordinate and combine geophysical structures
and psychosocial experiences and perceptions into more complex and cohes
rent systems) and adaptation (the tendency or predispostion to adjust coi
sonantly 1o the environment). Adaptation involves two relafed processes
which interact to transform the individual’s experiences into knowledge and
cognitive schemes: assimilation (the tendency or predisposilion to ‘take in'
or incorporate new objects or experiences, or concepts into an already exists
ing cognitive system or to form new systems from the old) and accomodation
(the tendency or predisposition to adjust to environmental demands, to
or modify one’s concept of the world and response to things as a result ol
new experiences), For Piaget the intellectual processes seck to maintain
balance with their environmental surround through the process of equilibras
tion (the process by which the individual is stimulated to bring harmony and
stability into his perceptions of things and to reduce inconsistencies and dise
sonance created by environmental changes and demands),

One can readily see that for Piagel “intelligent behavior” is a result of
adaptive interaction between assimilation and accomodation, that adaptation
is the very core of “intelligent behavior.” Adaptation, the very essence of “in-
telligent behavior,” takes place in and is shaped by the relevant environment,
Cognitive development and cognitive style result from the changes wrought
in intellectual systems by the individual’s assimilative and accomodative
drives to organize and adapt to experiences provided by interactions with the
environment. Thus, “intelligernce” is not something which floats beyond and
unattached to its environmental ground.

The tendency of individuals to intellectually adapt to a particular environ-
ment (such adaptation may show an increase or decrease depending on the
type of environment) and the ability of IQ tests to reveal the effects of that
environmental adaptation on intellectual functioning has been demonstrated
by studies of identical twins reared aparl. It has been assumed that since iden-
tical twins come from the same egg and share the same set of genes what dif-
ferences they exhibit in intellectual functioning must be principally the result
of environmental influences. One report shown that 19 identical twins who
were separated at ages ranging from six vears and reared apart demonstrated
1Q differences as large as from 10 to 24 points (16). The average point spread
(8.2) would have been larger if the age range was not so broad and if the
homes ir: wi..ch the twins were raised were more dissimilar in socioeconomic
background. For we shall see later that the earlier a child is adopted into a

new environment the more influence that environment will have on his intel-
lectus' functioning,
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A dramatic study which demonstrates the substantia]_e[iecls of adgpia]tllgi
(0 a particular environment and the effects of t_hat enwronme}gt (;ln in ign’s
lial functioning was done by Skeels ((]21). We will quote from Hethering

Parke’s (9) description of that study: N
”“llé dtr}]:ce lsa(té) 1d9:S’rOS,PSkeelS set out to determine whether the debl—hgtuar:
ing impact of early institutionalization could be overcome by e_xpowed
to a more enriched environment. Two groups of children were invo =

in this investigation: Due to crowding, one group of Chl_idl“e.n t\_’Vd.

transferred from the orphanage to a mental retardation institulion;

children in the comparison group remained in the o.rphanag::. N

... The institution for the mentally retarded to wk_nch thc“ subjictds” o

this study were transferred could easily be d_escnbed as enrlcved anlg

comparison to the orphanage. It was not §1mply a more varie e

stimulating environment, blué onle that }t)rowdecl]d abundant oppo

i i emotional development as well.
UeSTi)é iﬁicrlféeannihildren who were sent to this setting at an averagehage
of nineteen months of age were considered .mentally retarded, wit lan
average 1Q of 64.3. The twelve children in .the Comml.gmﬁ,p‘ \:1/(:1:
stayed in the orphanage were close to normal in terms of mt; 1g,e‘
with a mean IQ of 86.7. To assess the impact of living under these :,on{j
(rasting conditions, the children’s intellectual status wa? r\e:isfesse :
about one and one-half years after the transfer hpd taken place. f e e?h
perimental subjects showed a marked increas.e in mental“gmwtal, w: !
the average gain being a dramatic 28.5 1Q points. These 1}1§11t e ?O
dates” now had an average 1Q of 91.8. The losses of the du!d;en wh :
stayed in the orphanage were just as spectacular‘; the av‘crage losso\flv]a
26.2 1Q points, resulting in a mean [.Q of 60.5 for the contro gr.Odp*.-
The two groups had reversed positions over the _Lwc}a-\ye_ar Sct? t}{e
Skeels was interested in determining whether the gains achieve : Y N
experimental subjects would last. His ﬁrst’foll_ow-up stu_dy. .V(V]ds cgl
ducted two and one-half years after the termination of the mm}cl_lstut yO.
Of the original thirteen children, eleven were adopted. while tw :
remained institutionalized until adulthood. The adopted clu](_iren main
tained their intellectual status: the mean 1Q for.these chlidre? V\;as
101.4, but the institutionalized children dropped in IQ._ The u.n.o‘r uci
nates in the control group, of course, remained wards of the i;a:ie dtr;w
in spite of slight gains were still classified as mentally retarded,
is group was 66.1. _
[”e?l“?w{e%tgfo-:);?ifgars z1asped between the first follow-up study and ?ns
final assessment; by this time the “children” were bctw_cen‘ twenty- wte:
and thirty-five years of age. Did the groups mamtng their divergent pa
terns of competence into adulthoodﬁ Clearly they dld;:

“This resembles the trend between black and white children noted earlier,
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The implication of this study is clear: the deleterious effects of early
environmental restriction can be effectively reversed. Similarly, these
findings suggest that continued deprivation has obviously harmful ef-
fects. In general, prediction of the adult’s status is affected by all
periods of life and later age points in childhood, adolescence, or adult-
hood can only be understood by a close examination of the intervens
ing environmental factors that are present at any developmental period,
In short, it is not just “early” experience but experience at all age
points that needs to be continuously considered in attempting to under-
stand the child’s development,

Other studies of a similar nature have been performed and similar results weis
found. It should be noted that though IQ gains may be substantial as a resull
of adapting to an “enriched” environment the gains may only be temporary
or reversed if the individual’s stay in such an environment is relatively briel
and/or if the individual is returned to his old environment or the effects al
the old environment are allowed to simultaneously negate the enriched one,
This type of situation is principally responsible for the 1Q reversals suffered
by children in “head-start” and other enrichment programs.

The effects of environmental adaptation were revealed by a study done by
Scarr-Salaptek and Weinberg (20) who found that black children adopted by
white parents scored higher than black children reared by black parents and
higher than the national average 1Q. 101 white families in the Minneapoliy,
Minnesota area who adopted black children were studied. These white [aml:
lics tended to be professionals and most were college graduates and personally
committed to racial equality. They generally lived in areas where thelr
adopted children rarely saw other blacks. These adoptive houscholds often
contained adopted children of other nationalities — whites, Asians or Amerls
can Indian. The authors of the study arrived at the following conclusions

The typical adopted child in these families — of any race — scored

above the national average on standard 1Q tests. But the ~hild’s age at

adoption and his or her experiences before moving to the new family
were strongly related to later [Q. The earlier a child was placed, the
fewer disruptions in his life, and the better his care in the first few
years, the higher his later 1Q score was likely to be. The white adopted

children, who found families earlier than any other group, scored 111

on the average; the black adopted children got1Q scores averaging 106;

and the Asian and Indian children who were adopted later than any

other group, and more of wiom had lived longer in impersonal institu-

tions, scored at the national average, 100.

If the black adopted children had been reared by their natural pa-

rents, we would expect their 1Q scores to average about 90. The black
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i e the national averages of
adopted children, however, scored well above t erag
bot}? blacks and whites, especially if they were adogted early m‘%lfe. In
fact. the lowest score of an early-adopted black child, ~86, was;ose to
the average for all black children in the nation. (emphasis by aut or).

Ihe fact that the earlier the black child is adopted the higher h_ls IQ gtall?eés
lkely to be attests to our premise that in terms Qf the. b{ack child’s ;ln seocial
(ual functioning as compared to that of thf: w_lute child’s, the plsy; 0 “
cnvironment in which the average black ch1l_d is regred very eir y egl’l}sthe
nepate his intellectual potential. The adoptive white family res.;::'ues.effec'E
black child from such a fate if the child is adopted before the negal wg :

of the child’s normal environment sets in. Of course, the same cou d he onei
by a black family of appropriate educational, economic and psychosocia

hackground. The chart below summarizes the findings of the study:

IQ Scores

/ ted

‘}:iﬁf:ﬁ ) Number  Average  Range
Black 130 106 68 -144
White 25 111 62-143
Other 21 100  66-129
Larly adopted

Ilill];lji:en 99 110 86-136
White 9 117 99-138
Other only three cases
Natural children 144 117 81-150

After Scarr-Salapatek and Weingberg

13 27 2 d_
I'he reader will note that the highest score made by “‘all ﬂdoi?tef r;liﬁg}rfn”
ren (144) is 6 points below the highest score rrcllade %X,thet na 1‘;5 s
‘ \ “ i “early adopted” categor
50). In both the “all adopted™ and “early : :
gxlhck) scrz)res virtually equals the highest white }scores.. Altlht_hlstgﬁdifoziﬁgrzfé
: lacks is lower in this :
eventhough the average IQ score of b . . e
j i highest scoring whites. This .
blacks who score just as high as do the : s
i i i he authors of this study in
8 ated in other comparative studies. T : v
[I\harf};;ieragc 1Q score obtained by black and white adoptees are subject to the

following qualifications:

When we compare black and white adoptees, it selims that tt};le w;flk;ii
i 106. However, the
ildren still have an 1Q advantage, 111 to
gﬁildien had lived with their adoptive families for fewer years than the
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white children and were younger when we tested them. Adoption at
an carly age increased the scores of black children an average of 110.
There was a trend for early adoption to increase the 1Q scores of white
children toe, but we have only nine cases in that category.

Thus, this study plainly indicates the directional influence psychosocial e
vironment can and does have on intellectual functioning beginning early i
the child’s life. That environment can have the effect of “increasing” the
child’s 1Q, holding it steady or *‘decreasing” it. Black children adopted inla
middle and upper class white familics show an increase in 1Q from early child:
hood onward as do white children raised naturally in these families and black
children reared in their “normal” environment show a decrease in 1Q from
early childhood onward. These trends have nothing to do with the “white
ness” or “blackness” of the families concerned but with the educational,
socioeconomic status, psychosocial, psychoemotional background of the fame
ily-community in which the child is reared. The various social classes and
ethnic group place different demands on the intellectual capacity if thell
children and the latter’s cognitive style reflect these demands. The IQ testy
measures their effects on the child’s intellectual capacity and orientation.
With this in mind let us study the chart below:

ETHNIC GROUP AND SOCIAL CLASS MENTAL ABILITY SCORES

Chinese Jewish Negro Puerto Rican

Verhal

Middle Class 76.8 96.7 85.7 69.6

Lower Class 653 84.0 62.9 543
Reasoning

Middle Class 27.7 288 260 21.8

Lower Class 24.2 21.6 148 16.0
Numerical

Middle Class 300 334 247 22.6

Lower Class 26.2 23.5 12.1 157
Spatial

Middle Class 44 9 44 .6 41.8 374

Lower Class 404 351 27.1 32.8

Adapted from Lesser.Fifer, and Clark (1965)

A close look at the chart indicates that though the middle class of each ethni¢
group scores higher in all the areas listed, the pattern of scores of the lower
class of each ethnic group are quite similar to their middle class counterparts,
The apparent difference between classes then is quantitative, not qualitative,
Here we find a difference in degree, not kind. This works against the “species
specific”” class orientation of psychologists which sees the middle class child
as a “different kind of animal™ from his lower class brother. The maior dif

terence is one of a difference in values, attitudes and standards and a dift
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[crence in material, financial, social, legal resources which gi.aces.dlff]erznt
adaptive (accomodative, assimilative, organizational arllq equﬂlbratlong) e-
mands on their children’s intellectual-behavioral capgmtxes. The same is t‘rgc
{or ethnic groups when these two groups differ in social status gncl psycho}ius-
lorically. As a result of extensive studies, Harvard University researcner,
lerome Kagan came to the conclusion that “all humans eventually master a

basic set of cognitive capacities, but they do so at different rates. . . . (He)
believes these differing rates of development are not due_to rac_;lal dlfferezlljces
but to the varying demands each. . . culture(s) makes on its children. ... “{as

i HUMAN BEHAVIOR' Sept., 1974; emphasis by the author). .
ll'p?;::fiig;/nce as a function of environmental demands..A number of studies
have indicated that when blacks from the South, whose 1Q scores are ger}eral-
ly lower than blacks in the North, migrate from South to quth their I(%
scores show a corresponding increase. Their 1Q scores tend to increase uhrm
(hey equal the average IQ scores of their northern counterparts. The chart
below illustrates this point:

INTELLIGENCE AS A FUNCTION OF LENGTH OF RESIDENCE IN
NEW YORK CITY

Number of

Years of Residence Cases Mean IQ

: 42 814
Ifb.iszthan 1 40 84.2
=3 40 84.3
J e 46 85.5
Over 4 47 87.4
New York Born 99 873

Adapted from Klineberg (1935) . .

It should ‘be apparent that New York City and its native black residents
was quite a different society from that of the essentially rural _South that
cxisted especially at the time that this study was perfo_rmed. This be_mg the
case New York City society made different demands on its southern migrants,
provided them with all types of material and psychological resources, 1pst1gat-
cd changes in cognitive, attitudinal amd motivational structures Wthh was
reflected by corresponding changes in I1Q scores. Of special interest here is the
tendency for the 1Q increments to stop at or near the qverage IQ aof the
community of residence. This would appear to support Piaget’s concept of
cquilibration where the individual attains a new balance anq redgces to a
minimum differences and incosistencies between himself and his environment.
[t seems that the intellect tends to rise (or lower) itself to meet the demands
ol its environment and as soon as it equals the demands of that environment
it tends to remain static unless the environment is one that stimulates and
rewards advancement beyond present levels. In situations where advancement
is not encouraged or rewarded or perhaps, punished, being a “smart guy”™ can
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be just as distressing and painful as be the “class dummy.” Being too far
ahead of the crowd or *“of your time” generally leads to alienation and to

avoid such a state most people hover around the average “intelligence” of

their peer group though they may be capable of far better. Thus, the southern

migrant attains equality with his northern counterpart and becomes a part of

the “in-crowd.”

Middle Class Cognitive Style. The middle-class (which includes most acas
demic types and other professions - including psychologists) tends to see a
cognitive style which contains a relatively high amount of “abstract,” “sym-
bolic,” or “conceptual” thought, as indicative of “high intelligence.” The psys
chologists who represent this class point of view see such a style as innately
“superior” to a cognitive style that is essentially “concrete.” Drucker (4) in
his paper titled: Cognitive Styles and Class Stercotypes makes relevant
observation:

In their zealous search for the bases of ditferences between the children

of middle- and lower-class background, many researchers and educators

have asserted that the thought and language of the lower-class child is

relatively “‘concrete”, while that of the midle class child is “abstract”

and of a higher developmental order. By “‘abstract™ is usually meant a

type of thought characterized as more “logical” and “symbolic” while

“concrete” thought is seen as dominated by personal reference,

sensory-motor qualities and a functional organization of ovents.

Our guiding hypothesis here is in line with those social scientists who see
the relationship between “concrete™ thought and “abstract” thought as
continuous, as essentially different manifestations of the same thing, not as
dichotomous, separate and unrelated things. We see the individual moving up
and down the ““concrete-abstract” continuum in accordance with his life
circumstances. Thus, whether a person tends to think primarily in abstract or
concrete terms is a function of his life style conditions, his adapting of a
a relatively flexible “intelligence” to a particular environment which may
demand that he deal with it in a predominately “concrete” or “abstract”
fashion, The studies we have cited thus far have indicated that cognitive style
(“intelligence’”) assumes the principai “concrete” or “abstract” thought
forms required by different class levels (ie., different environments).
Drucker (4) goes on to indicate the following:

Specifically, I would like to argue that tests and data of the sort

presented above®do reflect differences but not differences in level

(author’s emphasis) of conceptualizing and abstracting ability or the

capacity (author’s emphasis) for the adaptive use of thought. Instead, I

think they reflect an arbitrary dichotomy (author’s emphasis) which

has been imposed on a mass of data which lends itself to many interpre-

tations and differentiations. e

In line with Drucker’s statement we do not deny that one does not find
differences in the degree to which conceptualization and abstraction is utiliz-
ed by certain individuals and groups but we do deny that the differences
found do not indicate differences in the capacity for conceptualization and
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ihstraction.

That the middle class child and the lower class child are different m.th’e
concreteness of their thought patterns is an illusion. The ﬁufidle class child’s
(hought is as “concretely” tied to his middle class world as is the lower class
child’s thought is “concretely” tied to his. Not gnly dpes the lower c'lass
child’s “concrete” thought make him maladaptive in a middle class wqud ._the
middle class child’s*“concrete” thought makes him equally malladaptwe ina
lower class world. The lower class child abstracts, conceptualizes and sym-
holizes his universe just as the middle class child abstracts,_conceptpghzes
und symbolizes his universe. The differences ther}, do not lz}y in the :_1b1hty ‘t(c)1
ibstract, conceptualize and symbolize but in differences in the.ob_]ects an
purposes and context of these activities. It also deper}d‘s on who is evzlﬂuatmg
(e differences. We shall have occasion to return to this important topic when
we discuss differences in linguistic style in our next chapter.

*Drucker is referring to test data which purports t?, have established
differences between children from a “culture of poverty” and those not so,
in their ability to abstract and conceptualize.

The Black Family and “Intelligence.” It is not class membership which
plays the primary role in the mental development of the child but the parent-
child, family-child relationship which does so. _ .

In America, the family is responsible for the accuitu_rat{on and_mte_l-

lectual stimulation of the child. The process of farm}y interaction is

vital to the child’s growth and to his ability to bengﬁt llater fr_om the
educational experiences offered in school. The family is tl}e first ar}d
most basic institution in our society for developing the child s_pptentxal

in all its many aspects; emotional, intellectual, moral and spiritual, as

well as physical and social. Other influences do not even enter the

child’s life until after the highly formative years. (Hurley, 1969)

Hurley goes on to say that “. . . the householq is the .cor‘nplete world o_f
the child for a long period of time, and the quality of lhfe in that worl'd is
crucial, If the child is not stimulated adequately in all his senses from birth,

is intellectual potential will wither.”

“h';“rll:e parent-fhild relationship, interfamilial relations in many black homes
are often seriously handicapped by poverty, fatherlessness,.une{nploymentlor
smployment of the single parent or both parents and the relatlvel‘y large size
of the family. Such problems coupled with lack _of’knowiedge and'madequacy
of parental socialization detract from a family’s ability to stimulate the
child’s mental growth and may actually do much to retard _1t . I.‘: shoul_d by
now be obvious that the child’s cognitive-behavioral }JOthtlah’E.IES are to a
lurge extent shaped by the nature of the psycho-§ocial forces v\’fiuch.ac.trupon
him. One of the most important of these forces is the mother’s socialization
ol her child.
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In a practical sense, in order to succeed according to the standards of the
dominant white society, to achieve a high score on culturally biased IQ testy,
the black child has to be virtually “white”, at least in the cognitive -behaviof
sense if not in the full cutlural sense. Many a black mother is not prepared aj
so inclined to bring such a transformation about either due to her nol
wanting to, her “ignorance”, her outsider racial status or possibly her feur
that by doing so, she may succeed in alienating her child from his family
ethnic roots. We do not wish to imply here that blacks cannot be and are nul
as cognitively capable and creative as whites unless they are “white” - we arg
implying that the current social situation is such that it tends toward that end:
of demanding that blacks become “white” before their talents and cognitive
functions are permitted full and free expression.

The chronic uncertainty of black life, the tenuous nature of its future
possibilities has the effect of forcing many black parents to practice a certaifl
defensive apathy and to concern themselves with the immediates of their 'y
and their family’s lives. This is especially true of a large segment of lower
income parents but also cuts deeply into the ranks of middle class parenty
which is still heavily influenced by its recent segregated, poverty strickem,
“deprived” past. The racial climate in America in its economic and educgs
tional sense as well as in its social sense, forces many a black parent to reaf
her child in a relatively constricted manner and does not allow her to be a4
future-oriented as her white counterpart. The black mother’s relatively loy
expectations for her child is in part due to her own disappointing experiences
and in part due to what she perceives as his realistic chances of succeeding ifl
a white dominated world. Added to this is her confusion of values brought on
by black and white cultural differences, her ambivalence toward herself and
her child, which prevents her from systematically meeting her child’s cognitive
needs, training him in self-control and discipline, persistence, rational
thinking that goes beyond his immediate world of experience and from
planning realistically for her child’s future.

We intimated in an earlier chapter that the black parent’s way of relating
to their world, especially to the dominant white world, has very definite
effects on the way she socializes her child and subtly shapes the black
individual’s cognitive approach to problem solving. We also stated that the
dependent relationship of black adults to white adults has the effect of
stunting fully actualized cognitive-behavioral development in both black
parents and their children. Black children are literally taught to be asmentally
dependent as their parents, to not have confidence in their own rational abili-
ties, not be mentally assertive where such assertion may come in conflict with
white authority. This type of situation leads the black adult as well as the
black child to await answers to his problems from others instead of solving
them himse, to substitute the congealed thoughts of others for his own, to
confuse the ability to parrot information with actual thinking, ie., to cepfuse
recalling with productive or creative thinking.
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The dependent black parent, the educationally deprived or psyghol}?glcally
nsecure black parent (all of these traits are usually ,combmf:d in t 1? simel
parent) may feel threatened or shamed by her child’s growing mte‘e; r}?
power and consciously or unconsciously ignore, not reward or punis he
child’s efforts to learn (usually marked by a great deal of qpegt:onlx}g on the
child’s part). Thus, she may quash her child’s mte}}ectual curiosity, discourage
mental growth or encourage “mental reckles§ness ; e

In a midale class home the child’s curiosiiy 18 encovraged a_n(l‘rfz .

Just the opposite occurs in the disadvarlltaged home. Early in life when

the infant begins to crawl, his exploratlon.s are curtailed, for th.ere ar{el

too many people and not enough room; his growth must-be sub]uga?e

to the needs of others. As the child grows older and begins tobq‘uesusn‘

his parents, this activity is also suppresseq because, as has du?n sug

pested, the adult doesnot have the information that t‘he chﬂ_d : es;r(ei_

The poor child thus suffers not only from a paucmy_of in OT:I'Hd um1

about the world of words and labels, but the very spirit of inteilectua
curiosity is significantly stunted, and the child does not le_arr} hpw to
use questions, an all important intellectual t091. In the Chﬂd‘S for'mu-
lation of concepts of the world, the ability to formulate questions is a.r;‘
essential step in data gathering. If questigns are pot encouraged or i
they are not responded to, this is a function which does not mature,
'(Tilllérla?slcgze of the father in the home, which is prevalent in almost halfl?f
black homes, generally tends to depress the inte‘llectua} develop:fnent of t e
child and to significantly increase the chances of “pscudo-mental .retérdatlzn
in poor families. There is ample evidence to support the assertion that t’ e
presence of the father in the home is measurably helpful to the normasl‘ in-
icllectual development of the child. Deutsch and Browx_1 (3) found that e
children from homes where fathers are present have significantly higher 1Q
wores than children in homes without fathers.” The number of falheificss
black families is twice that for whites. Moynihan (14) esh.mate.d that **.
only a minority of Negro children reach the age of 18 having lived all their
ives with both parents.” o
| LJéo‘gnitive dfife]opment is an extremely complf_:x phenomena and 1§ in-
luenced by many interacting factors. A concentration on these_many factors
.nd other minutae tends to obscure the major variable of which these two
things are but byproducts - American racism. Peter Watson (2_5), after a review
of the relevant literature and in reviewing his own work in the field, con-
( ollowing:
Ill(.h?d. ttiflli::: is at legast a double handicap to your 'mtellfectual pgrformapce
when you are black: (1) the white environment, partlcularly. in America,
is threatening and stressful, evaking reactions that drain on your

warded.
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performance; (2) your expectancy of success is low (realisticall
usyally) and this only makes matters worse. l 1
. At-tef, making the interesting obscrvation that somehow “race” anl
ablh'ty get tied up in the mind of the youngster and . . . this, in turn, il
both improve and impair his performance,” Watson goes on to sa);' i
. there is enough evidence to enable one to say this: t-il] now
psychologists, whatever their views on the origins of differences in IQ1
have recognized only two kinds of environmental influence - thosc:
@atcd to childrearing and those related to cultural differences. Tt is
time a third was added - differences in motivation due to chrorﬁczﬂly
Es(;rb;ﬁg;relauons .. . this could be one of the strongest drains of all
' Motivation is at the center of all types of human behavior, includin
mtcllect'ual. As we shall sec in a later chapter (7) where we will c{iscuss thlﬁ
matter in detail that motivation is a familial-culturally based phenomena. Afl
ab.ﬂ}ty w1tho_ut the appropriately energizing motive forces compelling it 1"<; an
ablhlty .that is basically inoperative. Blacks in America suffer from serit)‘llu
mctlvgtlon problems and these in turn cause serious problems in cognitive:
behavioral functioning. We attempt to describe these in chapter 7. ’ -

“Intelligence™ Testing, The Hidden Agenda. Throughout this chapter we
have alway; enclosed the term “intelligence™ in quotations marks to keep
(.)urse]ves mindful of the fact that this concept is essentially undefined. that i]!
is 2 very tenuous, illusory concept. It essentially has no meaning in‘and ol
S.self. .We also wanted to keep ourselves mindful of the fact that IQ and

intelligence” are not synonymous. IQ tests do not, repeat, do not rc;fc*lll
or demarcate in any reliable way intellectual capacity-or “in?telhgencjc ” N‘(l
Fest, 1Q or otherwise, has been found or created that determines thel trug
mte]le:ctual capacity of an individual. The “intelligence” determined by IQ
!:est_s is the “intelligence” which may be defined as the degree to whjcg(l an
individual has assimilated and accomodated, ie., adapted, himself to a certain
set of va.ltfes, standards, attitudes, ways of verbaiizing, wa;zs of thinking, wayy
of Percfe.wmg and other wavs of behaving that a particular culture, subc;:[tu:;
((;; ﬁlsdi::;liug; lei:;f;luates as important to the maintenance and advancemenit

Thus, “‘intglligence” Is always culturally or individually defined. The
concept of “intelligence”, the concern with testing it arises from cuitul"nl
E‘(_)ots. 'Westcrn culture is basically the only culture which sees the testin :)I
. mtelllgenge” as of overwhelming importance. The very fact that one enggrcq
in the testing of “intelligence™ is a cultural phenomenon. No test is free sz}l;
cultu.ra}] roots. This includes “culture-fair” tests for }hcv still t‘<;
cognitive-behavioral-perceptual patterns that are deemed im}ﬁortmﬁ b ( il
culture or test-maker. The fact that one would try to devise such a wgt |\
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indicative of a subjective cultural or individual concern. The very way one
tests his subject, whether it be with paper and pencil, by oral means or by
observing the subjects behavior, etc., is determined by culture. “Culture-fair”
(ests themselves are cultural products and their attempt (o wash themselves
clean of their cultural contamination by depending principally on the
subject’s nonverbal perceptual and manipulative behavior is an illusion due to
the well established fact that these two forms of behavior are themselves
“culture-bound” and are significantly influenced by the individual's moti-
vational state and developmental history .

This brings us lo the important question: If [Q tests do not reveal intel-
lectual capacity then what purpose do they serve, why are they utilized
with such great frequency and deemed so important by their users? This is a
very broad and complex question and we can only deal with it in a very
general fernal here. The principal function and purpose of IQ tests is to
“objectively”” justify, maintain and advance the white middle class life and
cognitive style. It is a means by which this class seeks to protect its
prerogative, privileges, status, dominance, and a means by which this class ex-
cludes and isolates those persons whose life and cognitive styles do not serve
these ends. These tests determine who will have access to certain privileges.
resources, etc., the white middle class and the white man in general have the
power to give or take. Drucker’s (4) thoughts on this matter are of particulai

relevance here:

The use of intelligence evaluation procedures as a basis of differen-
tiating individuals is a sort of cultural litmus test which serves the
simple social function of screening and sorting for individuals who may
adequately respond to a particular educational system. Thus the pre-
dominant middle class definition of intellectual style is fostered and
preserved through systemic selection to fit a certain model. . . A tech-
nique whose primary and intended function is to make a social ais-
crimination is viewed as objectively measuring quantitative differences
in hasic dimensions of intellectual competence. The cycle of mysti-
fication becomes complete when this gatekeeper is called in as.a witness
to attest to the validity and superiority of the system it served. Obser-
vations of failures (e.g.. in school) are then attributed to “deprivation”
in the life or cultural experience of those affected. Conversely.
“success” is due to the enriched content and superior lifeways of the
dominant group. There is therefore, a strong tendency to develop
simple, idealized stereotypes of class life styles which are then juggled
about in an attempt to explain phenomena of school performance. . . .

135




The Black Child - [ntellectual Development

The history of the conceptual framework on which it and most other

current intelligence measures rests is the history of attempts to justify

the superior or inferior position of a particular group by looking within
that group for causal factors. . . . While this and other, elaborate systems

ol rationalization may assuage guilt, they cannot forever delay con-

frontation with reality. (emphasis by the author)

In a word “intelligence tests™ are a white middle class and white racisl
conceit. Why is the testing of “intelligence” so diligently pursued by whites?
Because it provides a rationale by which the white man may justifly his racist
behavior and attitudes. A deeply ingrained Western cultural fiction is that
Man is above Nature, that it is Man’s inherent right to dominate, rule over and
manipulate Nature in accordance with his Will and to serve whatever ends he
deems important. This right is his due to his “God-likeness” and primarily
because he is the “most intelligent™ of Natures {or God’s) creation. The
general unspoken assumption is “thal he who is the more intelligent than the
rest has the inherent right to do as he wills with them.” Since Man, according
to Western thought is “more intelligent™ than the rest of Nature he is free to
guiltlessly exploit, experiment with, destroy, plunder, drastically change,
whatever, he wishes to the “less intelligent™ elements of Nature, This includes
other races of men who are “less intelligent” than some particular race, the
white race in this instance. Thus, herculean efforts of the white man to
“prove” his “intellectual superiority” is a first step toward carrying out his
“hidden agenda”™ whose major purpose is to exploit, plunder, and ultimately
“eugenically” destroy the nonwhite races, especially the black race. This is
brought out by a fact that is readily observable, the I1Q tests are used prin-
cipally to deny a person the opportunity to enjoy certain privileges,
prerogatives, etc., enjoyed by others. This can be easily stretched to include
the opportunity to enjoy just being alive.

A Note On Human Differences. American white “liberal” and black
scholars are intimidated by almost any emphasis on racial differences. It is
not considered fashionable to discuss racial differences in“intelligence”,
especially if this implies black intellectual inferiority. These scholars approach
the subject of black-white intellectual differences with fear, anxicty, guilt,
and apologetically. The reaction to Schockley, Jensen, Eysenck, and others of
their orientation attests (o (he immensely volatile and inflammatorily mixed
emotions the discussion of black-whitce intellectual differences can and do
arouse.

There seems to be an unconscious-preconscious reason for this peculiar
situation. When black-white racial differences are discussed the assumption is
that the most important of those differences would automatically point to
white superiority and black inferiority. This unexamined assumption pro-
vokes feclings of guill and fear in “liberal” whites and shame and anxiety

e
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in “liberal’” blacks. It never seems to occur to the vast majority of blacks
that the differences between the two groups could just as well point to black
superiority and white inferiority, or at the very least black equahty.. Thus, the
differences that are found to exist between the two groups are either over-
looked, hastily and shabbily treated, trepeditiously dismisseq or explained
cmbarrassingly out of existence. Neither group shall benefit in the long run
from this process. It is the honest and courageous study of differences and
(heir underlying causes that must become the foundation of any true push
[or equality between the two groups.

Paradoxicaliy, it is the very ditterences tha_t we obgerve between humag
cultures and behaviors that point to their ultimate allkei1cs§, sa'rr%enesls an
equality. The innumerable variety of human cultures and mdlmdutzir (tzobn-
figurations points to the final commonality of all men'_ We Se ieve ;1 th};
properly emphasizing the differences bct_ween men and 1glglr;lg ? he
common roots of these differences we w1ll.be aple to gstab ish at w .
point all men are equal, to establish to their basic pqual‘lty, onz}zlnes§‘ T};
commonality. For we [eel that it is the commogahty ot men tqat is the
foundation of their differentness. What then, is this coml_'nona]lty .d

The thing that makes [or the differcgtncss and variety foun a'mm;g
peoples and individuals is the commonality anq piastlclt.y of the umgutc] y
human Central Nervous System - the human brain and spma_l cgrd. It is the
remarkable flexibility and adaptability of t_hi_s system apd its mt(?ractu})ni
with varying geophysical, psychosocial, politicoeconomical s&t%latlo_n? }?1-
accounts for the great variety of differences bet'ween cul_tures and in 12 )
uals. This system which is common to all men is the ultimate erzitl;t}f t ;1
makes all men equal, yet unequal, makes them.the same, yet di Ievien,.
Even though it is modifiable and flexible, which accounts’ Afor arczl.s
extreme adaptability, it also has a strong te.nder{cy under various cog tl—
tioning contingencies to stabilize, retain the }mprmt gf expenenceban d]o
become stereotypical in its response inclinations, wh}ch accounts rola11 %
for Man’s remarkable memory and  learning  capacity, and incidentally,

for his resistance to change. Thus, this extreme!y finely tuned s}){stf}m
which is responsible for the plasticity and m%ll?i}bll]t}’ of hL}man b_e av:o;
is simultaneously responsible for the inflexibility gnd refractoriness o

hurman behavior. In sum, men are equal and the same in that they possess a
common central nervous system and are unequal amj not the same in th}:};t
this system is exposed, conditioned and therefore ult1m_ately shaped byht_ }i
various, differing, and dissimilar environm;n_tsdlar_l(cji cgcumstances whic

: o impress themselves on peoples and individuals.

hap’ll")}fir; tcentrgl fact, this commonality is too often overloo‘kpd by scholars
who tend to be culture- and stimulus-bound to superﬂggl differences
between peoples and individuals and who act as if these differences were
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the end and be-all of the study of Man. It is as if one would study the
immense variety of waves forms of the oceans and ignore the water which
is common to all the forms.

{mplications and Recommendations. Since the implications of this chapter
have already been discussed in some detail we will go directly into our recoms
mendations.

1. Remember the “four myths™” about 1Q tests mentioned in this chapter. Res
member that 1Q tests do not determine “intelligence.”

2. Remember that the 12 — 15 point difference between the average score ol
whites and blacks on IQ tests does not indicate a difference in the “intellis
genee’” of the two groups. Tt merely indicates the degree to which the cultures
of these two groups represent are different. [Q tests are “culture tests”, nol
“intelligence tests.”

3. Do not permit yourself or your children to be ashamed by performance on
an IQ test anymore than you would permit yourself to be ashamed by any
other test.

4. The fact that 1Q tests do not measure intellectual capacity does not mean
that they are not useful, but know what they are useful for. For example, 1Q)
tests fairly well predict academic success in schools which are based on white
middle class educational approaches and values.

5. If you want your child to succeed in schools based on white middle clagy
educational methods and values, which includes virtually all public schools
to score high on IQ tests, then you must thoroughly familiarize yourself with
the factors that are conducive to such ends. Prepare yourself and your child
through your interactions with him and arrange his environment in such 4
way that he may move toward these ends (in the appendix you will find a lisl
of books which will give you detailed instructions on how to increase the “in
telligence” of your child).

6. It is very important to keep in mind that in your efforts to increase your
child’s 1Q test and academic performance, the success of which to a large des
gree calls for him to assimilate cultural values and attitudes not his own, you
stand in danger of imposing standards incompatible with your child’s personas
lity, innate inclinations and/or alienating him from himself, his culture and
yourself. Though your child may be smart, he may also be “sick.”

7. Remember, your ethnic or social class origin do not determine or limil
your child’s 1Q. The major determinants of this will be, besides his own con
genital potential, the quality of his relations with you, his family, and other
important persons, events and experiences in his life. Do not swallow the
“cultural deprivation™ pill.

8. Don’t get emotional or involved in racial-class polemics based on testy
which are questionable in nearly all aspects of what they e supposed to test,
Don't forget that “intelligence’’ has not been defined. So, why fight over an
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undefined issue or over someone else’s arbitrary del'inition? . .
0. Beware of political, educational, economic and racist “hl‘dde.n a_gc_ndis, ‘
justifications and implications lurking behind the “illusion of objectivity™ of
so-called “intelligence™ tests. -

10. Always be mindful of the fact the key to developing the full and healthy
cognitive and personal potential of your child if first and foremost the fostf_:r-
ing of self-love in him. This is inextricably tied to ethnic self-love — teach him
(0 love his own black self and to make that the basis for unbigoted relations
(0 other ethnics and the world in general. S

|1. The black church can play an important role in this area by using its ml‘.]u-
ence and facilities to convene and educate black parents in methods of chliq—
rearing which will effectively increase the intellectual functionality of their
children. )
|2, We recommend that a new type of social worker be trained whose major
job it will be to visit, observe, educate, and support black parents of very
voung children so as to aid them in their efforts to rear their children to be
(ully functional, both personally and cognitively. Perhaps the worker herself
could be trained as a teacher of early childhood education and pass her know-
lege on to the relevant black parents and also aid in training their children.
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THE BLACK CHILD — LANGUAGE AND COMMUNICATION

The ability to understand and produce speech, ie., to generate language, is
a universal genetic endowment of all normal human beings. This inherent
linguistic capacity permits the child of any race, color or creed to learn with-
in about four years the largest percentage of “probably the most complex
systems of rules a person ever learns (9).” The innate linguistic capacity of
humans, like their intellectual capacity we referred to earlier, is extremely
flexible, allowing the child-to adaptively respond to and learn any language
it is exposed to regardless of its racial origin. The human linguistic capacity is
stimulated and developed in the growing child by his exposure to the speech
of its caretakers, family and culture. These innately specialized human lin-
guistic capacities naturally predisposes the infant to respond to human voice
and speech of adults around him in a selective manner from the very first
month of life. From the first weeks and ensuing months of life before it can
clearly utter its first single word the infant can and does (1) “vibrate” synch-
ronously with the rhythmic and syncopated speaking patterns of its care-
takers, parents and others who may be conversing within his hearing range,
(2) distinguish the human voice from the nonhuman voices and other sounds
(24), (3) distinguish its mother’s voice from that of other females (13), (4)
modulate their own cooing, babbling, etc, in systematically responsive ways
to the tone quality and pitch of the speech they hear around them and to
speech directed at them (7), (5) modulate and intonate their babbling in a
way that resembles the tonal and pitch qualities of their “native” language,
(22), (6) respond in a differentiated manner to the “intonation patterns of
both individual syllables and sentences (23),” (7) respond in a differentiated
manner in the pitch of its babbling responses to its mother and father (14).

All infants regardless of cultural or environmental background, in their
acquisition of spoken language follow basically the same rate, sequence or
order of prelinguistic oral behavior, e.g., undifferentiated crying, differenti-
ated crying, cooing, babbling, lallation, echolalia, expressive jargon (18). Even
in their early linguistic speech they all follow the same basic pattern, the one-
word sentence or “‘holophrase,” then the multiword sentence and finally,
grammatically correct verbal utterances (18). There is also substantial evi-
dence that all children acquire language by use of the same basic rules:

Despite the fact that during acquistion each child hears a different set
of language utterances, the same basic rules for undersianding and

speaking are acquired by all children exposed to a given language or
dialect (9).
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let us “recap” in a more conventional and very cursory way the sequencing
nd timing of the child’s “linguistic” accompiishme_nl. up to age two. In
(he early weeks and months all infants make essentially the sz.lme sounds,
ome of which are not found in their native language and which are very
difficult for adults to pronounce. After passing through the prebabbling
phase children all over the world begin making habbling soundg at abo_ut
ix months and this babbling soon begins to exhibit the systematic guahties
we mentioned above. Through a series of successive approximations t.he
child’s babbling takes on the shape of its “mother tongue.” As the ba.bb!_mg
tage ends near the end of the first year the child moves on to use his hrst~
word in his communicative ulierances. From approximately thg age of
cighteen months to two years he begins to use two-wol'q cpmhmatwns.
At around this age he also is maturationally ready to begin 11’1.ea|‘ne.st to
master the basic syntax of his “mother tongue’ and this mastery will basw.all’y
complete by four or five (9). The use of spoken lan‘g_t‘iage e.xpands the child’s
world tremendously . The world is decoded and differentiated thruug.h the
child’s phenomenally growing usc of language. Language comes to signily
things, actions and psychological states in terms of the past, present and
luture. The acquistion of language presages remarkable personality and
copnitive changes.

I'he Biological Basis of Language Behavior. The “universal” features w_@ch
marks the acquistion of language by children regard]e§s ’of culture or environ-
mental background that we have just finished describing seems to indicate
(hat a basic biological mechanism or set of mechanisms\thm are common to
ill human beings must be at work here. The evidence for sucb a position is
substantial enough for us to say with confidence that t_he basxg for language
development rests on the anatomical, physiological, b10§h§[1'11ga1 nature of
(he human central nervous system — the system which dlstmggxshes the hu-
man species from the nonhuman species and the system th.at s common to\
ull human beings (14, 6, 16,). The anatomical and physiological features
which are the foundation of uniquely human language include: .
. differences in oropharyngeal morphology, _cerebral ’don}mal?ce,
specialization of cercbrocortit_‘al typography, special wc‘)rdmanon uen1
ters for motor speech, specialized temporal pattern pESI'LBpEiD‘H, specia,
respiratory adjustment, and tolerance fpr prolonged speec’h Scikxlwues.
All of the special features together permit speech reception dr{ the pfre-
cise and very rapid movements of the articulators that are necessary tor
speech production (17). _ .
We accept as fact the view which is well~supportefi by ?v1dence ,’that pr(?‘lm-
puistic and early linguistic behavior such as diﬁerenhgted crying, cooing,
;-&mckling, prebabbling and babbling, time of onset of using one word mean-
ings, two word and later multi-word sentences, etc., tha? are apparent in
children the world over, develop under the influence of an inherently human
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carly phases of development is relati i
elatively uninfluenced i iron
mental-experiential factors. ’ Py socal or -

ari di];zrgggl;le{}gle(If{))i:);inn;u?];tlisq? stt{dy ot{ language development set the o
¢ point of view we have alluded
was he who argued most i PR,
pursuasively and supported with substanti
' : ; antial
dff]gtcfr ;ggtn ﬁm;) Ejlégzgslatr})jgtéage iegrnmg capability is a correlate or resultcc‘;lé
_ : ; that certain stages in language devel i
locked with certain relevant s 3 N —
tages of motor develo !
lated to other physical-maturati ookt of Lo
d to - ational factors; that tt
o g : : 1e onset of language ho
or y determined and not sociologi i
: ) and gically determined;
ésle(éll{hczgLyy,sﬂjtiglgzzlgaiatr_lgléage beh{?mf?r 1? related Lo uniquely human arllja:ttgﬂlll%
1l anc eatures and that language develo { '
nite fixed sequence al a relativel el age,
: Juenc y constant chronological : H i
strated that individual differences in {i = o ol
: _ ind in time-of-speech onset are rel ‘
g;f;f;r;?gg; Er_lf I?lte of motor development which are basically bielgtgeigaltl;
g ;re pi;egder will relclall black children as a group up to about the
chomotorically more advanced than : hi i ‘
a group. This may in part account for the f. e
he fact that black childre |
Sﬁgiggetﬂgv;:)r?gg ;ETUI;CI Eo bebmore lad\.'anced in their language derver;o(;;];::m
s0). Lenneberg also suggests that individual difT.
may also be due to complex biological-social i s Tt o
lso ! gical-social interactions. Bul th ic
cess is biological. Unfortunatel torssting s
. gical. Unfe itely, we cannot pursue the interesting lingui
i;(?NEiSI{C(}i%—iulvgflllémc viewpoints as represented mainly hy Chor;lgl}%)}l?‘ég;”;;lg
oNeill ( see certain innale capacities, end
abilities in the maturi i i o e, s b
i) ng child for analyzing speech input, and hypothesiy
’Cfa}:i ?jslocgg;ﬁtural t?laSiS of Language Behavior. It is obvious to even the mosl
L ravcegs angtnac:;ffer‘alnt races and nationalities speak different,
ons language and dialect diffe di i
cultural, class and educational back 6 dommented i
1, : d. Yet as we have d {in the
foregoing section no one is b sk th 2 soeeial predioootl
_ orn speaking or born with i isposi
tion to speak exclusivel i e e oreer
¥ one particular language or only his “mother
‘ . to (ch
Ez?j E}g?al]c%?rtliiiaFéns}[e)era(igs?zrrlz;t?ae human neonate is born only with the I;i;a-
5 g nguage it is exposed to for : i i
of time. Consequently, reg: B o of Lo
, regardless of race the infant is capable of i i
equal ease any language he is exposed [ st four or vo yon
q _ to for the first f fi s of hi
life. Thus, a black infant if re o i Chi 6 First s ot b il
: : ared in China from the [i is i
Chinese caretak_ers and surrounded by Chinese speakmgﬁeggﬁ (gtjlljfdh{?oby
up to speak Chinese as fluently as his Chinese caretakers and néighbors% |

biological-maturational process. This biological-maturational process in i!i

In the previous chapter we saw :
‘ that all races are born with ¢
e ; ‘ an e
}jcoz:rggég (;)rl tLlr(l)t\i:v,ll?tt,tual _cf{zpac:ty El)tgt the ways in which this capacity is trczlii;'llzE
rimey it manifests itself is socioculturall hysic i
ationally determined. Language capaci e
1 3 ge capacity shares these same propertie i
’ 18U s and i
transformed and made manifest by the same determinants, E ispthe inﬂuegcl:
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o these determinants on the innate human language capacity that is the es-
wntial concern of a group of linguists referred to as sociolinguists (or more
iccurately, environmentalist/sociolinguists). The environmentalists and the
weiolinguists emphasize the part played by environmental andfor social
(ictors in language acquisition and production ¢.g., the role of imitation and
vinforcement in the acquisition of certain speech patterns and habits and the
ole of social class membership, regional habitation, etc., in language be-
havior.
One of the articles of faith to the sociolinguist is that a considerable di-
versity exists in the way in which language can be used to meet needs
demanded by individual social structures. . Many of the central prob-
lems in developmental sociolinguistics have been summarized in the
statement that in addition to the child’s acquisition of the structural
rules of his language, he also must learn another set of rules which refer
to when he should speak, when he should remain silent, which lingu-
istic code he should use, and to whom (17).

I sociolinguists recognize as did Haskins and Butts (10) that:

[n learning language, the baby is not only learning to communicate ver-
bally, but he is also assimilating the culture’s system of meanings and its
ways of thinking and reasoning.
It is from the sociolinguistic orientation that we derive most of our evi-
dence relevant to the black child and his use or non-use of “black English”
and/or “‘standard English.” We shall now briefly review the history and
usage of “black English” in this country and in later sections study its re-
lations to cognition and education.
A Brief History of the Black Dialect. Black Americans dialects are probably
the result of a creolized form of English, at one time spoken on southern
plantations by black slaves (20, 21, 1, 8). This creolized plantation English
appears to be related to the creolized English spoken by some blacks in
Jamaica and other Carribean islands. Through the interaction with white
speech, the black dialect can no Jonger be considered true creole dialects, but
still they maintain many creole features and structural characteristics (8).
Africans who were captured as slaves and brought to the New World
were forced to learn to use some type of English. Dillard, a student of black
linglish states:
African languages survived in the New World for a time. .. Although many
of the slaves may not have had to relinquish their African languages im-
mediately, they all found themselves in a situation in which they had to
learn an auxillary language in a hurry in order to establish communication
in the heterogeneous groups into which they were thrown. This mixing of
speakers of a large number of languages, with no one language predomi-
nant, is the perfect condition for the spread of pidgin language, which is in
2 sense the ultimate in auxillary languages. In the colonies which became
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the early United States, Pidgin En

Franca.. . in a very complicaisd L glish served the purpose of a linguu

i : sompl nguage contact situation. . .
can slaves produced children, there was no one African langu;gl;?h[ig:

those children ¢ ; ;
(orosf?afl?gg)lCS)SESJCAFSE- with their peer group. Even though the mother
S thcjlr g I‘jnrlCdﬂ la‘nguagcs and may in some cases have taught
lanpuages, Witk ”{3 i g,ll e children would have found little use for thege
gusge — i ome i“ p ﬁp}’/_ma_tes they would have used the common lage
o Ay EZ?g{jﬁgg: tiggig:ajk\:rl;ich Iis classified as an Engligly
ditio = ... In view of the :

degigsgjgii}e] ﬁzsstimmap slave trade, it seems reasonable to gbe;ifer\?é iﬁl.}t'
- v CEIl[LllI' ’ n uslg in the slave trade by the beginning of the sevefs
by 1620 nmstyflavel‘lafglght]y earlier. . . Slaves coming to the New World
and among thcmselve:_ ASC};?SBIT}'z?iS tC?f communicating with their mastery
bably the more important Consjdcra“;();o?sﬁvdl show that the latter is pro-

Thus, for mq ac ideini neli
.. ,(7001) mj;ilny blacks pidginized English became (heir native language
. 1 .f_ d noan efﬂ”? to explain the widespread use of 3 numb 'L I'
offered :I)]CPJ g{ll"il_zgd [;ngllsh.jn.rhe New World (Americas and the Carrigtl" [)i)
i.n — %)031 ).I}Ity that pidginized English “originated as a finen b, ‘”-]‘
As ti e Lenteff and slave factories on the West African cohast wo T
8 tme passed during the course of : :
oA SE the 18th ¢ ; 2
S - 2L century the character
gthir Sor;il]lsh Lhangcd In response to changes in the black populaﬁg;el' :):
differed accor[jjrfessules. A.mongvblacks during this time language beha\ji]uL
fonared Sewanltng g) ‘t’hen‘ social-occupational status. The more privile cJ
ized form of Enz!li:hutfa[sdci'zvif}l:thy i e psles Speibe TG st'mdzid
T i “fi 7 ) l
English, e “field hands” who used 1 more creolized
This situati iste i
v “:}S];U:ELIO; ex]lbt_td up to the time of the Civil War and until after the
TR s tcl)SS(sz[‘lOr‘] of slavery and the plantation system and the in.
5ot A “Shebucatlon to blacks of all social ranks, the older creolized
B o g)t' 0 egan to lose many of its unique characteristics and t;
< inﬂuei’]LCCd ;;v?ute oral and written English dialects. Both whites anzf
: : anguage i
. anguage behavior of the other as they continued to

Sinc aboli
Enghrs]]({ch[;: lanbccilj?er(ri]e;t oflslav}eiry the number of blacks who speak standard
glis reatly. However, it has bee i
-~ . i s n estimate at ¢
" ﬁa??e;f Zi??ks still speak a radically nonstandard” Englishd(?é];)lt 1?‘1 :'ar‘gc
Lk ety zhrr:;ted Fhat some 80% of blacks speak some form 61“ b]Z;L’
| maintained i i : isti
e e identifiable characteristics of their ancestral
The term “pidgin™ is not well
_ ‘ . understood, and man e
zi;ilf}u;u;'i;aus'e,—-ms‘:‘t.llled when »fold that their ancestors d)ég:r?(f)sz LLQI_
! ma[j(;ﬂﬁu(%:e. From the point of view of the linguist, such a f'ec}I)'OH
- A pidgin language has rules (regular princi};lcs of'scme:ﬁs

s
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construction) like any other language. Syntactic rules of a high order

of regularity can be written for any pidgin, and those rules will generate

an infinite number of new sentences . . . In short, pidgins are not
formed by distortions of the syntactic patterns of the “standard”

Janguage, even if the prejudice of Europeans has usually led them to

conclude that this is true . . . It (pidgin) is designed to be used by di-

verse linguistic groups. It tends to “lose’ or “rid itself of” ... the more

finicky, trivial features of language . . .. Pidgin English doesn’t have

all those irksome irregular verbs (18)-Dillard.

Thus, present-day black English still reatures the linguitic remmants of
its Creole past in addition to the fact that it reflects the current black socio-
cultural situation. ‘This demands that we conceive it as a dialect mn 1ts own
right, not as just a distortion of standard English.

 this means that such negro patterns as the zero copula, the
zero possessive, or undifferentiated pronouns should not be ascribed

to greater carelessness, laziness, or stupidity on the part of the negroes,

but rather should be treated as what they really are — language patterns

which have been in existence for generations and which their present

users have acquired, from parent and peer, through a perfectly normal
kind of language-learning process (21).—Stewart

Some Structural Differences Between Standard and Black English. Baratz

(2) listed a number of basic assumptions made by linguists concerning dif-

ferent languages:

| . The linguist {akes as basic that all humans develop language.

) Subsumed under this is that the language is a well-ordered system with a
predictable scund pattern, grammatical structure, and vocabulary (in this
sense, there are no “primitive” languages).

3. The linguist assumes that any verbal system used by a community that
fulfills the above requirements is a language and that no language is struc-
turally beiter than any other language.

4. The second assumption of the linguist is that children learn language in

the context of their environment.

. The third assumption of the linguist works with is that by the time a child
is five he has developed language; he has learned the rules of his linguistic
environmeintt.

(emphasis by the author)
In terms of the above quotation what is called black English or the black

dialect qualifies without reservalion as a language. Particularly, in terms of
statements 2 and 3, black English must be approached as a bona fide lan-
suage. The evaluation of the competence and academic performance of the
black child must be considered in this light.

What are some of the structural characteristics of black English? How does
it differ from standard English?

Firstly, it is obvious that black and standard English contain many more
similarities than differences. The major differences seem to occur in the area
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of the sound system, grammar, and vocabulary. Let us interject something
here which we will discuss in detail later: The differences between black
English and standard (“white™) English is not due to any “deficiencies” of
“deprivations” of black people or children. The following examples will

give us some idea of the differences between black and standard English'
(taken from Baratz (2):

Variable Standard English Negro Nonstandard
Linking verb He is going He .. . goin’
Possessive marker John’s cousin Jobn ... cousin

Plural marker
Subject expression

I have five cents

John . . . lives in
New York

I drank the milk

Yesterday he walked
home

He runs home

She has a bicycle

[ will go home

1 got rive cent . . .

John Ae live in
New York

I drunk the milk

Yesterday he walk
...home

He run . . . home

She have a bicycle

I'ma go home

Verb form
Past marker

Verb agreement

Future form

“If”" construction
Negation
Indefinite article
Pronoun form

L asked if he did it
Ldon’t have any

I want an apple
We have to do it

ask did he do it
Ldon’t got none
[ want ¢ apple
Us got to do it

His boolk He book
Preposition He is over af his He over /0 his [riend
friend’s house house
He teaches at He teach . . . Francis
Francis Pool Pool
Be Statement: He /s Statement: He be
here all the time here
Do Contradiction: No, Contradiction: No,

he isn’t he don’t

The above schema indicates only a few of the systematic differences
between standard and black English. The important thing to remember here
is that the differences are systematic, that black English has a definite gram-
matical structure and structured rules for producing understandable sentences
for conversants within the black subculture and for those who use the black
vernacular.

Baratz reported an experiment in which the subjects were third—and fifth-
grade students from two schools in the Washington, D.C. area. “One was an
inner-city, impact-aid school; all the children in this school WEre negroes.
The other was a school in Maryland, located in an integrated low-middle-
income community; all the children from that school were white.” A sen- !
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i i ifteen
(cnce repetition test was constructed that contained thirty sentences, f

5 e
in standard English and fifteen in black m;(ns;atndard.a]t“}ﬁleses:;ir;gii :figr
h child, who was asked to repe
o Fiis Gy , f the sentences presented are:
saring them once. Examples of some of the : ' -
I';m”[i d English: Does Deborah like to play with the girl that sits
. ' next to her in school? ‘ . .
Do Deborah like to play wid da girl that sit

ard English: .
Honstand i nex’ ta her at school?

I asked Tom if he wanted to go to the picture
that was at the Howard. .

I ask Tom do he wanna go to the picture that
be playin’ at the Howard.

Standard English:

Nonstandard English:

She was the girl who didn’t go to school because
she had no clothes to wear. S .
Dat girl, she ain’ go ta school ‘cause she ain’ got
no clothes to wear. .

Each child was asked to repeat exactly what he heard as bels_gt};: f[:giilhe.
After the child had repeated all the sentences he was asked to é ten to the
sentences and to identify who was speaking by choosing gi)r;lng sshildf;n i
: i i WO .

i tained images of black and white men, : :
:(eﬁf};z?: 2n&1yzed to ascertain what had happened to the following construc
tions: )
Standard Construction
Third person singular
Presence of Copula
Negation
[t + subject + verb
Past markers
Possessive marker
Plural

Standard English:

Nonstandard English:

Nonstandard Construction
Non-addition of third person-s
Zero copula »
Double negation; and ain’t
Zero “if” + verb + subject
Zero past morpheme
Zero possessive morpheme
Use of be

are the results of the experiment:
(1 )Heiligough the speaker of both the staljldard. and hthct Ngig;g
non-standard sentences was white, third-graderls( Ld%ntxﬁedh‘i[tee rfl aaIT ard

i i enbyaw 5

e 73.3 percent of the time as being spo : :
iiztir:)(rllstanda% sentences 73.3 percent of the time as being spoken by
?ﬁb;egrgf the fifth-graders, 83.3 percent judged t_hc standard santtenfjea?;
b?aing spoken by a white man, while 93.3 pergent]udged the nfon]rsl an 2
sentence as being spoken by a Negro. Elih]tg perigt::rrlltt : f?edt sfa:dard

i and 76.6 percent of the Negro children

ilrlllifgles as being spoken by a white man. Nonstandard sentences were
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judged to be spoken by a Negro by 83.3 3 i

e o Whitz chjldrei, o y 83.3 percent of the time by both
(3). ... results of this sentence-repetition experiment indicated that
whites were superior to Negroes in repeating standard English sentences
but on the other hand, Negroes were far superior to whites in repeatiné
Negro nonstandard English sentences . . .

4) Although white speakers did significantly better than black
speakers in responding to standard English sentences, it is clear that the
blac_k chnlﬁl‘s responses to standard English were consistent. An exam-
ination of the black child’s errors revealed that he did not fail utterly to
complete the sentence; he did not jumble his response; nor did he use a
“word salad.” His error responses were consistent . . .

(5) This same behavior was evident in the white children when asked
to fepeat Negro nonstandard sentences. Black children were superior to
\ivhzte children in repeating these stimuli. Here again the error responses
followed a definite pattern . . ..

(6) o The results of this research clearly indicate that 1- there are
two d_lalects involved in the education complex of black children
(especially in schools with a white middle-class curriculum orientation);
2%’9lzi[cl;fchildr61} are generally not bidialectal; and 3- there is evidencé
of interference from their dialect wh i

ichidl i ent black children attempt to use
(.7). The fact that standard and nonstandard speakers exhibited
snml.ar translation behaviors when confronted with sentences that were
out.mfle of their primary code indicates quite clearly that the language
del;“lcu'mcy that has so often been attributed to the low-income Negro
child is not a language deficit so much as a difficulty in code switching
when the second code (standard English) is not as well learned as the
first (nonstandard English).

(8) ...The disadvantaged black child must not only decode the
wri'tten words, he must also “translate” them into his own language.
Th_ls presents him with an almost insutmountable obstacle since the
wrltlte.n words frequently do not go together in any pattern that is
familiar or meaningful to him. He is baffled by this confrontation with
I- a new language with its new syntax; 2- a necessity to learn the
meaning of graphic symbols, and 3- a vague, or not so vague (depending
upon the cultural and linguistic sophistication of the teacher) sense
that there is something terribly wrong with his language.

We have quoted Baratz’s work at length because it clucidates so excellently
the cer}trai problem of the speaker of black English in confrontation with
a dominant standard English-speaking society. It should be obvious from
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this study that the white child is as linguistically “‘deficient” when it comes to
dealing with black English as is the black child when it comes to dealing with
standard (white) English, and for the same reason, as cach child is imprinted
with the language of his own environment he becomes less capable of dealing
compelently with the language used in another. His “deficiency’ hasnothing
to do with an inherent or learned “deficiency” in cognitive ability. Standard
English for the speaker who uses black English exclusively, is for all practical
purposes a foreign or second language. His difficulties with standard English is
very similar to the difficulties that any non-English-speaking immigrant would
have. If the black child speaks “bad”™ standard English then the white child
speaks “bad” black English and if the black child does this hecause he is sup-
posed to be disadvantaged or “delicient” then the white child must also be
disadvantaged or “deficient.”

Black English and Lingu stic Conflicts of the Black Child. What are some of
the difficulties faced by the speaker of biack English when dealing with
standard English? The work of Labov and his co-workers {Cohen, Robins
and Lewis) (12), seems to provide most of the relevant answers to this question.

In Labov’s view the use of nonstandard English adversely affects the acqui-
sition of reading skills and the acquisition of other skills requiring the use of
standard English in at least two ways. First, there may exist a structural
conflict between black English and standard English so that a written or
spoken standard English sentence is almost rendered or translated in its
nonstandard equivalent. Thus the sentence “Does Deborah like to play with
_..” becomes for the speaker of black English “Do Deborah like to play
wif ... Parenthetically, all too often teachers tend to over-react to this
tendency of the black child to translate standard English into his own
vernacular or they tend to see this translative behavior as an indication of
ignorance, or of “cultural deprivation.” In approaching standard English
the black child, as is the case with any non-standard English-speaking child,
does not simply throw away his previous language experience. That prior
linguistic experience “interferes” with his efforts to read, write and speak
standard English just as French bomn and reared child’s French-speaking
experience would “interfere” with his efforts to learn English. As Baralz
demonstrated, the situation is reversed in the case of the white child who
“{ranslates” nonstandard English into his own standard English vernacular.
The white child’s standard English experience “interferes” with his competency
in dealing with black English.

Secondly, Labov sees a functional conflict as being a source of difficulty
confronting the users of nonstandard English in attempting to acquire standard
English sentences. One’s language serves, in addition to its communicative
function, an identity function. The black child, like any other child or indi-
vidual identifics with his primary groups and culture through a shared
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language. Standard English may appear to be strange, effeminate or generally
“white” or alien or as unimportant and for him to learn it and speak it
exclusively may imply to the child that he has to repudiate one of the most
important things, his language, which identifies him with his family, race,
culture, peer group and with himself. The learning of a new language often is
a first step toward cultural alienation. Therefore, when confronted with
learning to speak or read standard English, the black child is placed in the
midst of a conflict which involves learning that English and possibly by doing
so breaking a strong connection which ties him to his peers and his ethnic-
family background. At bottom, the functional conflict boils down to a
question of not whether the black child can learn to fully use standard
English, but whether he wants to learn to use it.

Labov, and we agree, sces the conflict between the different structures and
functions of black English and standard English as one of the major sources
of the failure of many black children in school. This is especially true since
these schools usually demand that standard English be used exclusively and
these schools are also a source of conflict between black values and white
middle-class school ideology. Labov is also correct when he says that in order
to understand the function of black English one has to know something
about the value system and social structure which are the foundation of that
language.

Some writers see the use of black English as indicative of “inferior” speech
behavior, which, in turn, is the basis for deficient thought processes and
academic failure (3). These writers seem to have been influenced by the early
work of Bernstein (4), a British sociologist, who promulgated what may be
referred to as the “verbal deficit” model of lower class (often interchangeable
with “black™) language behavior, (We must note here that Bernstein’s later
work (5) takes on a significantly different orientation) Bernstein’s work was
based on the child rearing practices of the British middle and lower classes.
However, his American disciples have sought to transplant his theoretical (and
largely speculative) ideas to the American class situation and specifically to
the “culturally deprived” black children of the urban ghettos.

According to Bernstein, middle class life is characterized by a value system
which emphasizes stability, rationality, order and emotional self-control, The
middle class is future oriented, i.e., it values delayed gratification as necegsary
for achieving long-term goals as contrasted with the present orientation of the
lower class which seeks immediate gratification and concentrates on short-term
goals. Instead of using direct physical punishment in disciplining their
children, which Bernstein sees as a characteristic of the lower class, the
middle class in disciplining its children uses verbal methods, explanations,
reasoning and justifies in rational terms to the child why he is being punished.
Because the middle class child is often rewarded or punished in verbal terms,
terms which are often subtle and complex in their meanings and implications
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1d hecause the child is also called upon to explain, justify and logically set

lorth reasons for his behavior he is forced to develop the abiliFy‘tle dfecr(és((i
«elatively elaborate and complex sentences and cjoncepts_ and hc;s a sto :S -
lo code his verbal explanations and expressions using similar ypd ;
wniences and concepts. This type of linguistic bel"_Lawlor ias exprtissecmlg
b i : hichis typical of middle class mother-
middle class speech in general and w 0 2 e
i i in as “elaborated” because of its supp y
feractions is seen by Bernstein as e i e
rlll|htle rational, complex, dilTerentiated grammatically preuse I?zlllture,fT:lZ
‘l‘vlabojrated linguistic code” used by the middle class a}Fpare_S(tillj,r aC}z\Sﬁ;s cﬁild
. tual thought. The middle
hroader range, abstract and concep ‘ = e G ;
tj\(posurc to this elaborated code causes him tc;}learn thlsblmgl.tl}lisééc tc}(ljedi;i}g
iti i d is also the means by w
the cognitive style it represents an pich e o
3 i Itural values such as delay of gra s
learns to accept certain class and cul : lay o .
ihe striving for order, stability, rationality, self-control, social competence
and moral behavior (9).” _ _ _
“HBIemstein sees the conceptual, abstract and ratloniﬂ skﬂlsl Eécqultredd 1:())3&;}:;
i i i ¢ to his class’s elaborated ¢
middle class child as a result of his exposur 5 ¢ labc odes
i i lex cognition which is essen
rime factors necessary for flexible, comp ‘ : .
1|]v;.xderznic success, intellectual advancement and for successfully coping with
(he demands of a middle class society . _ -
According to Bernstein the lower class (in this country relisd bfliiﬁlé) msic()iglae
i t the complete opposite results o :
lization process produces almos . b P vt
i ly unstable, less orderly an
class. The lower class world is relative R i
: i lass. Lower class parental discipline :
compared to the middle ¢ _ e
i laced on the child are not r
and more arbitrary and the demands p . e by
justi i is the child demanded to rationali
conceptually justified. Neither is i e
i i i i i 1, abstract or conceptu
havior, attitudes or intentions in a logical, . il
' tniguisti lass and in lower class mother<
I'he linguistic code used by lower cl ] potherehie
i i as a restricted code. 1is ple,
interactions is referred to by Bernstein as : | B Sk
i t contain the subtlety, comp ¥
direct, emotion-laden code does no . R e i
iou ani ; dly characterizes the elabo
various shades of meanings that suppose lat S
i i sure to the restricted co
of the middle class. As a result of his expos 3 e the
i the ability to understand or p
lower class child does not develop : . :
lf())mplex verbal expressions, particularly those n;voh(flmg_ colnccit;flésa:tstg:i
i ies. The restricted code is also _
and complex relational categories. ' e
: i he inculeation of certain lower class .
partly responsible for t i . ertair L ey i
i tification, lack of con A
such as overconcern with immediate gra by A
; i rol, “‘social ¢ d moral behavior.” The restri
stability, self-control, *‘social competence an :
code '1131{ prepares the lower class child for academic success, for advanced
intellectual thought, etc. o _ .
IIIL?ll“hec Ze10 cogpuia and the zero “if+verb+subject ex;‘Jres?onst hwthiilé
i i i { Bemstein’s theory, implies tha
‘haracterize black English, in terms ol B o
l“deﬁcient” restricted code (black English) cannot adequately deal w
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logical implication, that futurc-oriented concepts are not well handled. The

restricted code confuses ready-made conclusions and clicl 450

Se]f—r.eference and personal and interpersonal experiences are the core ul

dec1§10n making by lower class youth, not logical, objective rationality The
restngted black English code with its idiomatic, culture-bound con(-;rclm
fugctlonal and simple characteristics supposedly cannot serve as a’vehicle far
universal, conceptual-analytic, complex thought. The restricted black Engli!h
code then leads the child or individual to confuse description with analysiy
personal experience with generality. Tt also restricts his understanding c)I;
causal :and conceptual relations. In summary, the user of the restricted code
ficcordmg to Bernstein, has (1) a low level of conceptualization, (2) a dll:
interest in processes, (3) a concern with the immediately givc;n 4) “a
terzfjency to accept and respond to an authority that inheres in 1hc’ form ol
social relationships, rather than in reasoned or logical principles.”

_A comment by Hetherington and Parke (9) regarding Bernstein’s super
ficially attractive theary very adequately sums up our own attitude in thiy
matter: |

The influence of Bernstein’s work has had, especially in the United
Stz_ires, is both surprising and dismaying for several reasons. For one
thing, although his claims are often cited as if they were established
fact, they are actually highly speculative. . . . Bernstein makes value
judgements that can be called “classist.”” He clearly judges the linguistic
style as well as many other values and characteristics of the middle
class to be more desirable than those of the lower class. Social class
stereoty.ping is certainly involved in his very broad descriptions.

Bemstein’s work is often applied in the United States to biack«whi.te.

language differences, which involve other issues in addition to social

c@ass .« . Perhaps Bernstein’s work has been so widely accepted and
cztr:id, de;pite at inz‘idequ’acies, because it feeds into preconceived
glzs:&sagk :;:ec;:fenonty of lower class speech, and especially lower

Bernstein, like many psychologists, when analyzing lower class behavior
and_ especially black behavior makes the fatal mistake of not beginnirffg at the
beginning. They confuse the symptoms of a disease with its causes. They sce
;he syrp;:toms as the disease. This is the main reason studies based on
C}ig?jzeégf theory have been generally nonsupportive of his theory or incon-

While we agree with Bernstein that lower class (viz, black) socialization

processes lead to linguistic styles different from those of the middle class (viz
whlte) and that the lower class linguistic style and its concomitants mak;,:
adju_stment to middle class society difficult for its users, we cannot support
the. idea that the black or lower class linguistic style represents a “déﬁc[i)ti’)’ in
their language or “deficits” in their cognitive-intellectual abilities. Bernstein,

1es with reasoning,
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as do many psychologists, confuses performance and ability or performance
and competence. The fact that black English may have zero copulas,

“If-then” categories, possessives, etc., does not mean that blacks cannot think
15 elaborately as whites or that they do not possess the logical capacity the
same as whites, For much of what is left unverbalized by the users of black
I'nglish is fully implied, and is understood by its users. Many people.
psychologists included, make the unwarranted assumption that “a well-turn=
ed phrase” is inherently more logical than one considered not so. “Correct”
language usage & not utrinsically correlated in a one-to-one fashion with
“correct” or logical thinking. There is often a confusion of the content of
speech with its vehicular characteristics,

Robinson (18) tested the hypothesis that the “restricted code” may be
descriptive of poor children’s linguistic performance but not their cognitive
functioning or competence. The implication of this hypothesis is that the
lower class child has the competence to use effectively the “elaborated
code” but for various reasons may not develop it or use it. Robinson found
(hat children who normally used the restricted code could use the elaborated
code effectively when the situation demanded, thereby indicating that
lhe necessary competence existed. When the children did not need the
claborated code they used their usual mode of speech. This supports our
contention that the manifest character of speech, like the manifest character
of “intelligence,” is socioculturally, geophysically and situationally deter-
mined; that speech like “intelligence™ is an adaptive dimension of the human
personality. For instance, one study showed that poor black children aged 11
years used two linguistic “registers” - a “school register” which they used
with persons of authority and a “non-school register” which they used with
peers and in their neighborhoods. The first “register” was characterized by
simplistic syntax, a lack of fluency end expressiveness, and shortened
sentences. -The second, was characterized by the fluency, expressiveness,
syntactic complexity and sentence length one would expect ofan 11-year-old
(11). When black children verbalize about things of interest to themselves and
their peers and when this verbalization takes place in its natural setting it
becomes obvious that the black child is as narratively and creatively gifted as
his white counterpart. However, white middle class conceit which sces the
interests of black children as inferior and white middle class oriented schools
which do not allow for the expression of black creativity conceives black
verbal behavior as being inferior and as something to be extinguished.

Bernstein and similar thinkers confuse cause and effect when it comes
to dealing with black linguistic behavior and black behavior in general. Lingu-
istically speaking their assumptions if followed to their logical conclusions
would have the individual hopelessly a prisoner of his own language. For Bern-
stein: “Different speech systems or codes create for their speakers differein
orders of relevance and relation ” (4). Which comes first, orders of relevance
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and relation or different speech systems? Isn't it more likely that spoken lanfy ‘

uage reflects a social-psychological-physical reality than the other way aroun
and that language changes as that reality changes? In an adaptive sense, isn'l

that the way it should be? Language is an outgrowth of social and physical
reality. This does not deny that there may exist a reciprocal relationship

between reality and language wherein language may effectively influence

one’s perception of reality. There is no argument here. However, this is nol

the same as saying that language creares “relevance and relation” and reality,

The so-called restricted code that black English may represent faitl
fully reflects the restricted world or social-physical reality of black existence,
(let us note at this point that strictly speaking, black English is no more “ro-
stricted” than standard (white) English in the sense that they are both bound
and restricted to their cultural roots in equal ways. In the sense that while
English was evolved for functional adaptation to the concrete social-physical
world of white existence, it is as “functional” and “concrete” as black Enge
lish is accused of being though black English serves exactly the same purpose
as does its white counterpart. Similarly, white English which has evolved to
symbolize a comparatively broader white universe of action is in essence no
more “universal” than is black English which was evolved for exactly the
same purpose. The reason black English appears to be less “universal” in ity
meanings is because that English is designed to define the lesser universal
sphere of action of blacks as compared to whites. As we have stated belore
the white individual is as “concrelely™ tied to his cultural world as is the
black individual, linguistically speaking and otherwise.

The “particularistic” nature of lower class and black English then re
flects the restricted, particularistic role played by these groups in their com-
munities and in the world as well as the narrow demands made on them by
the society and culture. Bernstein himself implies this when he indicates that
the lower class child is not faced with the problems of understanding complex
reasoning, enduring relations and abstract-conceptual categories demanded of
the middle class child. He is not expected to play the same role in the socicty
and the world as his middle class brother. The relatively “simple.” direct,
“concrete,” realities of the ghetto is reflected in the “simple,” “direct,” *“cons
crete,” language of black English adaptively designed to fit the inhabitants
for survival and functioning in such an environment. Black English, as is the
case with any other language, is designed to be spoken within a particular
community of people. Ttalian is meant to be used principally by Italians and
therefore is not “inferior” because it is not English. One must be careful and
not take a simplistic view of black English such as its “incapacity” to commu-
nicate complex ideas. Even standard, everyday English cannot handle many
complex ideas and relationships in many areas. These must be handled by
other “particularistic,” “restricted”’ languages such as the languages of many
professions — the sciences, philosophies, mathematics, etc.
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The implication should by now be clear, that lgnguage:, like ‘gl}eclilé:
gence,” is an adaptive instrument, necessary for meeting enm:onme}r;j iih -
mands. As environmental demands change so will the langUdg?d\,i« c hrcl
lects those changing demands. Bernstein in a later work (5) could have ha

is in mi n he stated: ‘ _

”mfli?)::fucrl]c? gilflfeerent forms of communications grise.’? The parn_cula;f jorr:;
of social relation acts selectively upon w‘har is said, when it is said, ;Tnt
how it is said; the form of social relation re_gulares the options tqt
speakers take up at both syntactic and lexical .!'(:fVé’IS. e To’ 1é)u '1
another way, the consequences of the form thc_somal relgt;on ta e;iare
transmitted in terms of certain syntatic and lexical sglectlons. e :h 111!:-
different forms of social relation can generate very different spfie.cf e }:sg:m
rems or linguistic codes. ... Children who have access to zf! !
speech systems or codes — that is, child.rerz who' learn dszerezt roles 'é
virtue of their families’ class positions ina society — may a c;p)t q;t; ‘
different social and intellectual orienmnor?s and procedures despi
common developmental potential. (Emphasis by author).

icati d Recommendations: o .

ll|.“p3111:21t<1{;€nnsgl?;h is a language %ikel gnty chir. Therefore, it is not “bad” En-
it ntal inferiority.
,fl%snr?octlo;:r?x?i; r;gﬁ:rsec%tﬂ?etc} abe made tg feel bad because he does not
wﬁcak standard English and do not allow him to be degraded because of his
(ialect. _ ) .
recognize that in order for your child to fully function

|:| ?Cﬁi\tlgr;n);ggl;ngﬁss doi]inated world he must learn to handle standard
I'nglish as competently as any white middle class.chxid. R
1. Consequently, you must teach your black child to b_ecome.tzu % l1lmgu e
You must teach him to speak fluently standar.d English while at t}{:tsanllr'
lime not denying him the use of his black English under the appropriate ¢1
¢ €3, = )
‘wl‘mTlitl?n;our child that in order to attain his career goals _whllch mori—: 1teharaﬁ
likely lies within the realm of white middle class functioning he mus.]1 gut
(o speak standard English, build his vocabulary, read and wmelwe "
that there is nothing “wrong” with the language spoken by his peop z. s
. You as a parent must be your child’g major teacher of stauu:laird hrn% =
hecause by the time he begins school his language patterns wou d\«’t £
ready been set and are difficult to change. Your language tra]mmg I‘?uesntjal
rigorous and intensive to offset the influence of peers and ot 1erhm u e
|n;1‘SOnS in your child’s life whose language behavior may not be what you
‘Ilfb\\g;){cs}/lm;:)ﬁ}rnlg\ﬁn language behavior when around your children. Read
often to your children and encourage good reading habits in them.

8. Check the appendix of this book for books which will aid you in linguisti-

cally training your child.
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Er . , :
’ ;?tlse;;e;lstifﬁyc gnk]);ol?glcal organisn_l whose main concern is with maintaine
i ge Setorf, the humap infant develops into a full-fleged indivis
e U? : o values, attitudes, aspirations, tendencies, and charac-ﬁ‘
prerindie . g rceiving z'md responding to the world and to himself. Thig
e o angccomphshed thro_ugh the interaction of many forées -lf"
e e relsczme not 50 acc1de_ntai. The process by which the infant
i § et ?11ve11]y und:ffe_ren_ttated state to that of a fully indivir;i
L gt_ls ca ecl. sumz_ahzatlon. Just as physical maturation is the
et ot e in ma(t: fon of biological forces and mechanisms over a period of
i meChan.Suratlon the res_ult of the interaction of psychosociologicalfl
e mathz tzhms over a _period of time. Socialization involves an acom-
T s g e‘:dasaslm'ulatlon of group expectations, values, and norms |
A VI' 1u Is expected to behave in accordance with these.‘
o e Whe}g'; ueiand norms. Socialization represents a sort of sculp-
potentialities and possi}t;ﬂtitfese};g?ljltiis{;iwély o e |
its cultsure‘, Flass, family and pé)litical eﬁvi;giﬁ:gtand melded by the handSy

oci i i i i '

rocem at ﬁzazattli(t)rlc,gwfl}ﬂe an a(.:lap‘tz.ve-functlonal process, is also a restrictive
B e tngllles the mdmdl{ai to a relatively narrow range of what
i Socjgth;'i e and nqnpumshable forms of actions, beliefs and
socially engraved pirlcilllat[ijis Cifglnni‘t?v]z e;r:él Zs}f}llap_'mg (i)f e fo S
rr?ining how the individual p;:rceives think oAb 1’1_101@ o
min ‘ s, s and behaves in the wo in-
. ﬁgﬁ;i:g?ﬁ tg) play a socially defined role in his grou;;v b}rxldn‘ﬁzil:s l(I)lf'
The sroun secrtn 1i u_te to the preservation and advancement of his grou
e kmm}jﬁ&rtlc}:ulgr roles and sets of behavior to sex gender occup[;:
e e béhavior f rc:,iatlo_ns, etc. The group rewards those indivic,lual atti-
Bt P i den encies tha{ are congruent with its expectations. The
i dev;lloes and bel_lawgr are congruent with his group exp‘ecta-

with bs ot oo hp and maintain a feeling of oneness and belongingness

ot e t;l ares wn?h the .other group members a “group conscious-

e et:? 1(}i{ent1f_ies himself and the group as one and the same

P a gc - against the group is seen as an attack upon the per-

Proso;;jal unsgga' z]itlon of Fhe group is felt as a degradation of the self
i cﬂaract cial or aptzsomal behavior are not innate. The perso.n
e enstl'c social behavior as a result of learning, especiall

ult of early childhood learning experiences. These earl;%,chﬁfi(lzllsog
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heir formative effects on the personality of the
s in part determined by the opportunities pro-
d significant others in interaction with

learning experiences and t
mature individual are themselve

vided by his parents, peers, teachers an '
his own innate gifts and orientations. Obviously the prosocial individual is

usually the outcome of a favorable concomitance of these factors. The
unsocial or antisocial individual usually represents an unfavorable mix of

these factors.

Unsocial or antisocial attitudes and tendencies often mark the behavior
of persons who as children have been deprived of opportunities for favorable
social interaction due to prejudice, unfavorable socioeconomic circumstances
or restrictive practices of a religious or politico-social nature. QObviously, these
qame attitudes and tendencies may develop as a result of too much social in-
teraction with a highly unstable, disorderly and confused social environment.
What behavior is considered social or antisocial depends on the particular
group norms which are used as a standard. What is socially acceptable in one
group may be considered socially unacceptable in another. The characteristic
behavior of a person which may be considered as adaptive in one group or
culture may be considered maladaptive in another group or culture. A chief
cause of black and white conflict in America is the differing attitudes of these
two subcultures as to what behavior should be considered social or antisocial.
Since cultural and group membership are so important to individual and
group adjustment we will briefly examine the functions of these institutions
—along with family and social class.

Culture is a product of human behavior an
is in turn, a product of culture.

From their life experiences,

d individual human behavior

a group develops a set of rules and pro-
cedures for meeting their needs. The set of rules and procedures, to-
gether with a supporting set of ideas and values, is called a culture. ..
culture is everything which is socially learned and shared by the
members of a society. The individual receives culture as a part of his
sacial hetitage, and in turn, he may reshape the culture and introduce
changes which then become a part of the heritage of succeeding gene-
rations. (Horton and Hunt, 1968).

Only when tne individual imaginatively steps outside his body and objective-

ly observes himself does he begin to realize how much his entire personality

is suffused by his culture, his society and its belief and customs. He then
realizes that under the vast majority of circumstances he obeys these beliefs
and customs to such a degree that he thinks that they are “naturally right”
and that all others to the contrary are perversely wrong or unnatural. Assimi-
lation and integration into a particular society léads to the tendency of all the
members of that society to develop what may be called a social character,

i. e., a character structure shared by all the members of a particular society

in addition to their own uniquely personal character. Culture is a purposive

system of behavior norms, values, attitudes, etc., which its members follow
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unthinkingly and by force of habit.

In the culture of his own society a man lives and dreams, shapes his
ideals, formulates his questions, stages his rebellions, trains his body,
and disciplines his mind. He dreams the dreams his culture suggests,
wishes the wishes his culture develops, and fears the fears his culture
inspires. . . Each person is, far more than he will ever know, the pro-
duct of his culture. 1f we would understand people, we must study
culture. (Horton and Hunt).

According to Horton and Hunt (10), culture has several important functions:

(1) Culture defines situations. Culture determines how any specific
event or situation is to be interpreted by the individual. He will react to that
event in terms of his cultural frame of reference.

(2) Culture defines atiitudes, values and goals, What the person per-
ceives as important, worth sacrificing for, “what is good, true, and beautiful”
is determined by his culture. The culture controls certain individual goals and
ambitions through a system of punishments and rewards. “Each society ex-
cels in those activities which the culture rewards and encourages.”

(3) Culture defines myths, legends, and the supernatural. “Culture also
provides the individual with a ready-made view of the universe. . .gives  ans-
wers for the major imponderables of life, and fortifies the individual to meet
life’s crises.”

(4) Culture provides behavior patterns. The cul

made patterns of coping with events and situations an
vironment.

ture provides ready-
d of decoding the en-

Social Class: Rarely is a culture monolithic and homogenized throughout its
structure. This is especially true of modern complex cultures where there
exist many subcultures of differing social status and power and many more
primary groups which leaves their imprint on the individual character. The
imprinting process of these subcultures and groups may or may not
their members to adjust positively to the larger society.

A social class can be viewed as a subculture. Fach social class is a system
of dynamically structured and related behavior patterns, values and life-
styles which differs distinctly from that of another collection of persons who
also may be defined as a class. Social class differences can be radically dif-
ferent and the behavior and outlook of their members will differ accordingly .

The Family. The family is a subcultural unit which prepares the child to
function efficiently in its class environment and in the larger culture. In many
ways the [amily is a “mini” version of the culture to which it belongs. It
translates the customs, values, ideals, beliefs and goals of its class and culture
for its children through its childrearing or socialization practices. Of course,
due to many factors the family may fail to measure up fully to class or cul-
tural expectations (it may measure up to the expectations of one without
doing so for the other) and produce children who are considered unsocial
or antisocial or who may contribute little or nothing to the maintenance of

prepare
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(he culture though they may not behave antisocially.hThe emotifolnatleﬂiar;:;‘i;
§ ily, its si i ic background, the type of in
of the family, its size, socioeconomic s "
i ich i ts and the parents and children
relations which inhere between the paren ' o m
i i ts are important tactors w
the childrearing methods used by the paren
:létercmine whcztjhcr the family produces a favorable or unfavorable outcome
esulting from its socialization efforts (11). . ' ‘ -
ILSll]tl”?ierchilcl’s relationship with its mother is cruc1a1.hIt is she fwho ?;ttt;lre
i : to the child and the type of wor
mines to a great extent what happens o . 1 . e
i i : tics will bring about various co
child experiences. Her personal characteris _
qnllcncespfor the child’s development. If the mot}izr 1; cor_rlllpet'enft,ri(;c;rll)ctis ha;'ig
i : - tically loves her child she will reinto
enjoys her role and non neuro e L e
develop social and cognitive competence in her child. 1 _
::i)‘;i i‘\rf‘;brgte” with her child, who is overwhelmed by famﬂly gnd personaltir(;_
hlems, who is overly rigid and controlling or overl)y pt}flrmlsswe z%[rr]i Slzllics)mgea
ing, is i tent child (22). The egocentric, -
e et prOdUCS_ : hmpaiont her does not see her child as a unique
nized, emotionally labile, impatient mother does S .
1 bei ith i i ds and feelings. The child for her may
human being with its own special nee T o
i i to represent what she w
¢ tion of her own vanity and may be use_d : : ants
111[1] f}fetisorld or to make up for what she lacks in her own life. She is self-cen
d not child-centered. ‘ , N
fored E’Ll”nhere is scarcely any solid research relating to the fathf?i ;1 Ch}i'rlagt?rr;fe
i i i i nality development of the child.
lics and their relationship to the personali vel :
rtant to the sex role
reneral consensus seems to be that the father is impo :
ﬁ;erftation and identification of the male child and }:0 the ps?qgo:fe:gaiodet\:e
i he father’s contributi
[ nt of the children of both sexes. T 1
:t)rirl?;th and cohesiveness of the family bocllﬁls veryT\}alfelldfo(gr‘;};iigégdlfl;EB;
‘ i ionally healthy children. The dis
of physically and emotional . g e
’ rtends ill for the fu
ich may result from the father’s abse.nce po [ : .
Eg};i:th 011El t?le children (though there are important SXCEptlF)nSd t? ;};11; giesnf;gile
i ild from the disorganized fa
zation as we shall see later). The chi . e i
i 1l integrated, flexible and comp :
likely to suffer from a lack of a we d, . nd @ el
i i i s hostility, alienation from
sonality and is also more likely to expres ity, 2 by ()
i ht antisocial behavior. Bowlby
d himself and to engage in outrig y
geniinzed some of the reasons parents fail to properly care for and socialize
their offspring:

ROUP FAILING
ES OF THE NATURAL HOME G
R TO CARE FOR A CHILQ

tural home group never established: Il]egltlmacy. o .
8% iz;t‘lllrr?ﬂ homeggroup intact, but not functlomng effectn.'ely. Economlcz
conditions leading to unemployment of breadwinner with consequen
poverty. )
Chronic illness or incapacity of parent.
Instability or mental unfitness of parent.
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(3) Natural home group broken up and therefore not functioning:
Social calamity — war, famine.

Death of a parent.

Iliness requiring hospitalization of a parent.

Imprisonment of a parent,

Desertion of one or both parents.

Separation or divorce,

Employment of father elsewhere.

Full-time employment of mother.

Any family sutfering from one or more of these conditions must be re-
garded as a possible source of deprived children. Whether or not these
children actuallv hecome deprived will depend on (a) whether both or
only one parent 15 affected; (b) whether, if only one parent is affected,

help is given to the other; and (c) whether relatives or neighbors are able
and willing to act as substitutes

There is ample evidence that a very sizeable proportion of American families
meet a number of the above listed criteria. For instance, 45% of American
mothers work outside the hormie (one in every there with children under Six);
there has been a substantial rise toward a 50% growth rate during the last 20
years; 10% of all children under six were living in fatherless homes in 1970;
45% of all children under six in families in poverty were living in single-parent
households, the figure for non-poverty families is 3.5% (3).

The above figures are for the general population. However, if we look at
black families in terms of these statistics the picture is far more pessimistic:
53% of all black children live in families below the poverty line (white
families — 11%); 44% of black children have working mothers (white children
— 26%); more than 30% of all black children live in single-parent families
(white children —7%) (3). These figures represent national averages. In many
urban areas the percentages and-contrasts are much larger,

Parental Functionality of the Lower Class Black Mother as Contrasted with
the Middle Class Mother. We stated earlier that one of the major functions of
the family was to prepare the child to function efficiently in its class and
larger culture, to translate the class and cultural expectations into socializa-
tion practices used in rearing the child. This requires that the parent’s view of
the expectations of the larger culture fit the social realities and that they have
knowledge of the proper socialization techniques and their purpose. It also
requires that a minimal geophysical, economical and psychosocial environment
exist to supplement, guide and support the socialization efforts of the parents.
If such environmental supports do not exist or are not utilized by the parents
the socialization process will be crippled, distorted or fail and the child will
grow up to be dysfunctional. The family as a unit or “parental functionality”

in the sense of ... what the family actually does for the child in terms of
behaviors and values. that will help him in later life, is affected by the
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,cophysical, economic and psychosocial resources of the family and cn;mrg;x;;
’t pIt is pr,incipally the scarcity of these resources th.at re.duces the 2 ;
yh.etto family’s functionality to such a degree that their children are socla
ized to become socially dysfunctional.
The point here is that the lower-class black pare:n;l izcks ttk;le reiztlj;"c}?z
G 1 i bring about in his children the g
(economic, in particular) to : e e
ires. Inadvertently, ;..the lower-class pare ; - as 2
?:sgel for survival in the ghetto. But development of and fac.111'ty in ltlze
ways of a peculiarly lower-class lifestyle are almost always inimical to
attainments in the larger society.
The evidence. . . suggests that “difficulties” encountered by lowerg:lgss
parents are chiefly the result about the res%urges :‘:;cis;arge gt:)ee :1111:1%
i i ir children’s behavior. To the
about desired outcomes in their ¢ : : ¢ the
i functional for children in the
e lower-class black family may be less . : : _
gclnse just described, this would be due to its pemg sy'ste'matwaliy ex_
cluded from dominant society. If a subsystem is fto 13196}11322'6 ne;“; rTir}?e
i i tem of which it is a .
s to fit the expectations of the larger system of !
Eiﬁ(age of the pzfrt of the whole should be as intimate as ;:os:llbslz.f‘fx;it
i ic, the larger society ha .
t every level, particularly the economie, the ;
?ivjly gxcludedpblacks from participation in ?S ong;illnglpr?ggsie}ielrt
i dults (especially in -
follows, therefore, that certain black adult ally ° :
c(ijass) may be less able to prepare thellr children to fit” the expecta
tions of the dominant society (Scanzoni, 20).

Thus, a distinction has to be made between the goals toward which parer;)ts
seek to ,steer their children and the means, resources and scwluppolrt s%/}sltemfsorgf
W ill ai i i i hing the desired goals. Theretore,
which they will aid their children in reac the P

ts for their children may be the sa
though the goals of two sets of paren i : o
ilar, i tilize the appropriate resources,
imilar, if one of that set does not have or u : ;
;ulleuchildren of that set of parents will more likely fail to reach the goals set
for them or the goals they may set for themselves.

What are some of the differences between black loxzver class andﬂbla?k Tniddle
class socialization practices? Kamii and Radin (18) found the following:

(1) Lower-lower-class mothers are less respo_nsive than middle-c_lraﬁ:
mothers to explicit socio-emotional need§ .c-hlldren expressf. .r;].their
mean frequency of children’s attempts at eliciting a reactl(zli} ( dro .
mother) was 11.65 for the middle-class or 5.05 _for the disa lvarecgive
class . . . It can thus be said that middle-class children not ontf ohve
gratifying responses significantly more freqpeptly when they‘am??;gntly
receive such responses but also seek grat;fymg response_sffmg s el
more often than do lower-lower-class.ch.ﬂdren.. The di ere e
frequency of gratifying responses per unit time yielded a ratio o

4:1
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]_(131) lil;tiltenme;ril for “mother-inlitiated interactions related to children’s
np ceda lor companionship and affection. . . * was significant]
higher for the middle-class mothers . . . statistically significant 3:iif-
ferences _were obtained in “mother initiated interaction”, “verbal
CDmmun;gaPol’l of affection,” and “non-verbal communic’ationr af
a}flfizctlon. ‘Lower-lpwer class mothers initiate fewer interactions wi?h
i(: 1}_dyen than do mlddlg-cias§ mothers in ways that meet children’s
mplicit need for companionship and arfection” can thus be saj
confirmed by the data.” B
((jlgld o gfalilollls technﬁqges useFl k?y mothers attempt to influence

r.en‘s chavior. Statistically significant differences were obtained
both in ‘commanding’ and in ‘consulting.’ . . it can be said that middle-
cl_ass mothers were found to use more bilateral techniques and th

disad vantaged _mothers tended to use more unilateral techniques i
e th_e techniques most frequently used by lower-lower-class r.noth
were, in descending order of frequency, commanding without ex lareli
tion ~(35 percent), requesting gently without explanation (25 perEeut)
coaxing (ten percent), and warning or threatening (6 percent). Middl ,
class mothers‘ were found most frequently to use gentle re ue:sts w't}el-
ozft explanation (22 percent),consulting (14 percent } gen?:le requésts-
with explanation (12 percent), and commanding with explanation (12
Ssxzn;)).[d Y;he fi‘imited repertoire of the disadvantaged m()ﬁ’le:; be-
: ent when it is seen that 60 percent of all their att
influence children consisted of only two categories, i ; empt‘s‘to
and genﬂy. Fequesting withour explanation (inderili;fr%’gi(;ma,ffﬁil)ng
... middle-class mothers reward children cc)nsideraijly more f -
quently Fhan disadvantaged mothers for behaving in desirable ways; TZ-

_. middle-class mothers gratify children’s socio-emotionaiy ,alzl

considerably more often than disadvantaged mothers.” e

& (;Ehoo}j%];wtherfi may dexist significant differences in the childrearing prac
er class and middle class mothers the childreari ]
7 . arin

Ljirapesb?f iarents are essentially the same ( 1, 21 20). In otheé; ?v%a;cslsolfol:ff:?
8§ biack parents want their children to share i , « i ; .

: ‘ the “American d i
much as their middle class counte - he oconi N

‘ : r-parts, but do not have the necessa
resources and information to implement their desires for their childreily

Vac;l;llze Iol:v?r f:lass patient’s childrearing behavior does not merely exist in a
m, it is intimately connected with the i
: : arents own social stat
experience in the larger society. Gener. o arent
3 ally what is demanded i
the larger social context i et i
is what the parents demand of their chj i
ot e and of their children within
- More often than not, whether th
the society’s laws or not, h i ‘ it ey
’ , N€ remains poor and unrewarded. H ins “invisi
ble? (o he ruling oo arded. He remains ““invisj-
e class (unless he erupts i i i
; : j : pts into noticeable, boiste
estructive, riotous behavior) and does not receive equalitarian cxpressio;Csui)Sf’
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Affection or rewards from the middle class managers who are too involved in
maintaining their own status. For the low-income black it’s “damned if you

do and damned if you don’t.” Though the lower classes have little input into
or little understanding of the rationale of the laws which middle class uses to
control their behavior they are surely punished (many times out of propor-
tion to their “crimes”) if they do not obey the laws. Thus, the middle class
laws are obeyed not because they are “right” or reasonable, or because they
are the result of a contract between the classes or because the lower classes
have “internalized” meaning and intent of the laws, but mainly to avoid
punishment. The relationship of the lower class child to his parents and their
“laws” parallels the relationship his parents has with the middle class managers
and their laws. The lower class child does not internalize his parents values
and therefore his conformity to his parent’s values when they occur are mainly
the result of bowing to authority and fear of punishment.

As we stated earlier the poor black parent has little to gain by obeying the
laws of his middle class managers - he often remains poor. So why should he
obey the laws? The poor black child is in a similar situation when, though he
obeys the dictates of his parents he gains little - so why bother - except to
avoid punishment. This is mainly due to the fact that the poor black parent
has little to reward her child with for meeting her expectations. Consequently
the child’s obedient behavior responses tend to be extinguished under such
conditions and alternative responses encouraged.

What we have been discussing here may be summed up uncer the concept
of locus of control. This concept. refers to the position or location from
which the individual believes his behavior is controlled. Those who believe
that their behavior and life are controlled by extrapsychic, external forces are
referred to as externalizers (19). Those who believe that their behavior and
life are controlled by internal, intrapsychic forces are referred to as interna-
lizers. The internalizer believes that through his own choices and determina-
tion he can manipulate what happens to him, that he is the cause of events,
that he can control events through his own abilities and resources. The ex-
ternalizers believe that outside forces are responsible for what happens to
them, that they are controlled by events and that their own initiative, choice
and determination count for little in the ordering of things happening in their
lives.

The locus of conmtrol is established early in childhood (6). The largest
number of internalizers are found in the middle class and the smaller number
in the lower class (5). White children believe more in internal controls than
black children. In light of our previous discussion this should not be surpris-
ing. The greater power possessed by the middle class in general and whites in
particular, their greater control over the circumstances which afffect their
behavior and lives, are passed on to their children via their socialization
practices and other advantages enjoyed by these groups. Conversely, the rela-
tive powerlessness of the lower class in general and blacks in particular, their
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lesser control over the circumstances which affect their behavior and lives, are
also passed on to their children via their socialization practices and the lack of
advantages enjoyed by these groups.

From the vantage point of locus of control many behavioral and attitudis
nal differences between the middle and lower classes can be explained. The
fabled fatalistic, apathetic attitudes of the lower class members, including
parents and children, are in part due to their externalized locus of centrol,
Since it is predominantly the middle class managers that determine whal
happens to the lower class and blacks, what actually happens to them seemy
more the result of luck or fate or the maliciousness of others than the resull
of their own actions or the lack of actions on their part. The externalization
of locus of control in the lower class and many blacks tend to make their
thinking take on a sort of magical quality i.e., since they are seldom inti-
mately familiar with the mechanism which bring certain events and things to
pass, these events and things being “laid” on them without warning or fore-
knowlege, they make their appearances and disappearances as a result of
“magic” or by chance.

In summary, the attitude that things and events are occasioned by fate,
luck, whites, etc. , are socialized into black children by their parents. The
powerlessness, resourcelessness and the generally poor living conditions of the
lower class and black parent adversely affect their parental functionality and
consequently these parents tend to maintain only tenuous control over their
children’s behavior (and what behavior is controlled is often accomplished
through physical threats and means), to lose control of their children earlier
‘than middle-class parents, to be unsuccessful in getting their children to in-
ternalize positive values and behavior habits and in helping their children to
develop the ability to delay gratification.

Fatherlessness and the Black Child. As we indicated previously, the percen-
tage of female-headed families among blacks in general is quite large and this
percentage increases dramatically in the large urban ghettoes, While there is
some evidence (17, 9) that latherless familics may have a greater tendency to
produce children who have difficulty in delaying gratification, who exhibit
more sex-role confusion, who have more problems developing a sex-role self-
image, more externalized loci of control, are more mistrustful of‘others, have
a greater sense of victimization, etc., that such a direct linkage between these

factors and fatherlessness cannot be taken for granted or has not been defini-
tively established.

The absence of the father takes place within a geophysical, ecconomical
and psychosocial context. In fact, the absence of the father can be listed
within limits as symptomatic of the existence of certain socioeconomic
conditions. This is supported by the fact economically stable, above average
educationally, working and middle class socioeconomic family eavironments
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have the greater percentage of intact two-parent homes. Many poor fathers

be
desert or leave home because of severe economic pressurcs. Many would-b

legitimate fathers refuse to marry or are refused marriage due to their econo-

mic instability or very poor economic prospects. It appealrs tl_lell? tltliil)tnt};ef
problems of fatherlessness or broken homes agd the ma -SOC'lahli;e o of
children in these homes are a part of and more directly linked WE : fheﬂgess
problems of economics. We do not wish to }mp‘ly here _that t‘;h"at heriess
family does not significantly affect the socialization of chlldrfn..d a n t,his
trying to correct here is the tendency to lay too _heavy a DEI sln {11 e
variable which is more a dependent one than omemlse-where t e] .acf m -
ly is concerned. That there are .adverselgt)sycllglrc;glr;aicit%\;? Ir)e;srzntéﬂfe;;rea
tatherless home which exists in a culture two- —
ically, socially, legally, etc., cannot be demc_agl. However, t
Eszgzogggéza;{a’re impoztant factors which aggravate or mitigate the ef fectso (r)]f
fatherlessness. Some of these factors include communal acceptafncte. ?éa?iza.
acceptance of such a family structure, t‘he presence of absiclng?l-? s ;gkinsm
tion of such a family structure, the availability or nonavatlabilt );1 otmctwe}:
or nonkinship father substitutes, and the cgmmonahty gf suc ,s il
within the community. Bernard (1) makes an important pom}fﬁcdoncem : aglized
matter when she stated: ““The adverse effects reported for children soc o
in fatherless families presupposes t}}llatdthe ftathero?(t}}?ldfiltahv; brzzzl ; Suli e
: me cases, however, the departure :
{Iggfej\l é%ils;deiphia study of low-income farpﬂies found that _the é‘attl;(?rs tzzlg
very little responsibility for child -rearihng }Eiuhes - ;cljmtﬁaist?;(iéi%he?s ;ilpge,cted
‘haneing the children, or playing with them - a ik ‘ p
Tj?;eghe‘%p in the process.” In fact B;rnglrd Cog;llilﬁd re;tl ;Eyp%sesﬁ&eet‘tgit};tn ;Pfelz
Negro lower-class the one-parent family m Ay i B §
j tional family type, because the presence of
;;‘fl?;tr ?I?fy lic;:nt(i:le long run more negatively than positively affect the';potheé
and child.” She goes on to say: “The evidence thgt fath‘erlnf:ss fE}ilm] 11§s art
handicapped in the socialization of childrfm, e§pec1ally qt sons, shoul llilzod,
however, be overemphasized. Only a minority of Negro children are socmf te}:l
in such families, and not all of them suffer iﬁeparablg damage. Som_e (; e“
damage associated with fatherlessness undoubtedly arises from de;;nva éont ;
both of money and of maternal care as the mother struggles to perform bo
parental roles.”

Thus, it appears that what effects the absence of a _father will have on
the socialization of the children is related to his suitabﬁlty as alrole model
and the socio-economic status of the family. Scanzoni _(‘20), in studs.fl.ng
fatherlessness or stepfatherlessness in black working and middle class families
made the following statement concerning the absence of the father from the
family or the presence of a father substitute:
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In the working class, either the father was not there, or if a father
substitute was used by the child, he participated only minimally
in these particular phases of the child’s socialization, as compared
to fathers in whole families. In short, when thinking of resource-
provision solely from black fathers, household composition
makes little difference in the working class. . . it is the child from
the less advantaged, ‘broken’ home who ‘suffers’ more than the
one-parent child from ‘betier’ circumstances. Not having the
father present is likely to be less detrimental, in terms of Iater

attainments, when the home is relatively well-off than when it
isnot.

We may infer from this that in the lower class ghetto family the “broken
home” does have considerable adverse effects, however, these effects seem
due to the presence of economic deprivation. Thus, rather than fatherlessness
the major problem of the black family is “blocked access to
structure — rather than family wholeness — is clearly
gard to family functionality.” (20).

the opportunity
more critical with re-

The major result of fatherlessness in black families seems not ty
be a confusion of sex identity but a critically reduced ability of the children
from these families when adults to successfully fulfill their roles as hushands,

i““ fathers, wives and mothers. The lack of good role models which serve to show

the children wholesome husband-wife, father-child relationships deprives the

children of workable models that can be used to maintain their own family
relations as adult marrieds.

“achievemnent
motive or achievement need” should be used where many people use the

single term “‘achievement.” Achievement mean Accomplishment on 3 test
... of knowledge or skill (15). “Achievement motive or need re fers to the
need to succeed. . . and to strive against standards of excellence: it serves to
motivate an inducement to do well "(15) A chievement motivation is defined
in terms of concern for excellence in doing a task, as reflected in competition
with standards set by others or oneself; unique accomplishment; or long-term
involvement in a task (16). The standards used to measure the achievement
motive or drive include: (1) need or concern for excellence; (2) actions that
identify such a need; (3) calculation of risk involved in undertaking a task, an-
ticipation of success and failure; (4) gauging chances of success or failure
through conscious consideration of personal weaknesses, limitations or
strengths, and environmental factors; (5) active seeking of help to compensate
for or overcome personal limitations and environmental factors, and (6) psy-

chological responses to success or failure, such as elation, depression or in-
difference (16).
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Persons with a high level of achievement motivation h'avg b§en

studied in detail and have been found to have characteristics im-

portant for entrepreneurs: seeking help from experts, moder_atc

risk taking, eagerness to have feedback of resplts of \.@rk bemg

done, taking personal responsibility, inte?est in activities which

they can influence rather than those which depend on chance,

nd, 1961). o

?}tsﬁgzi;ﬁ;u?peakmg, 3he source of achievement motivation is 1almos‘c
purely of cultural-familial origin. It develops out of the partlcular‘ socia s(tiruc-
ture of the society which in turn influences the independence training and ex-
pectance levels set by parents, especially mothers. Cross-cu}tural studies as
well as studies of individuals with high and low nee.ds to achieve havs: strong-
ly indicated that egrly demands by mothers on their children to act indepen-
dently — standing up for rights, knowing the way arounld town, etc. — pre-
pare their children to meet challenges (23) The demanding and expectation
of success from the child by the society, parents, tea.chers, and s1gmﬁca_nt
others early in the child’s life (particularly preschool hfe)_ ha\{e been consis-
tently shown to provide the basis for high ac]uevement motivation. 5

F.I. Harrison (8), who explored certain attitudes in over one thousand
10th grade students, found that successful studen‘_Ls‘ from bOt}.l advamtagt?f
and disadvantaged backgrounds shared three conditions in which t.hey dif-
lered from unsuccessful students from both backgrounds: (1) a beliel in an
internal locus of contral; (2) the position that it is.worthwhﬂei to associate
with formal and informal school groups; (3} the belief that thenr_ peer group
valued education. This and other evidence point to a cuitural~farr_uhal founda-
tion and determination of achievement drive. A_ch1evement drive does not
exist in a vacuum and has no meaning excepzi in reference to a cultural or

ial institutions. It is socially determined.

other ??Lilsdlam\iﬁ known fact that )éhildren from middle-class, we]l-e.ducated
families are generally more highly motivated.and perform better in maliy
areas of functioning, including school, than children fro_rn lower cLass. poorly
cducated families (This is principally true becausg the middle clgss measures
both motivation and performance). This is not difficult to exp_lam. The ma'n;
tenance of social class membership for the mid.d%e class f:hlld r_nakes l‘ilg
achievement motivation a necessity. The maintau?mg and tm‘-thermgpf class
standards of living and prerogatives, which are so important in Amerlca'n soi
ciety, depends heavily upon the acquisition of social, acadel_jmc, OCCLlpatl(E)Il?
skills for the middle-class child. Another reason fo_r the middle class child’s
higher achievement drive is the encouragement lreceived from parents an}tli the
community for the child to succeed in the society. The -parents and qt erad-
dults and peers provide identification models for the middle class child a}?
also openly reward intellectual mastery. Many of these parents and other
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I ¢ themselves involved in intellectual pursuits or in professions, voca

‘ tions, etc., that require intellectual accomplishment. Thus, directly or indi-

‘ rectly, intellectual mastery, skills training, and valued goals are communicated

‘ to the child.

i The standards, intellectual and otherwise, set by mothers are the mosi

g important determinants of academic success in their children. Janis, et al,

b (12) speaking of the behavioral and cognitive changes in early school years,

‘:. stated:

, A major transformation. . . occuring during the preschool and

| early school years is the decreasing importance of motives or spe-

i ific external goals and the increasing importance of standards. . .

1 The establishment of standards during the pre-school years gives

1 rise to a special motive, the desire to think, feel, and behave in

i ways that are maximally similar to the standard.

( An oft-overlooked factor which helps to account for the social class differs

|| ence in achievement drive and performance is the important part played by
the peer group. Generally, the individual values those things valued by his

| peer group, particularly if the group is important to him and his self-image.
The child’s or adolescent’s peer group approaches and often exceeds the in-

fluence of the parent’s over the child’s or adolescent’s behavior and orienta

tion. In many middle class peer groups high achievement motivation to suce

d ceed in socially acceptable areas of functioning is encouraged and rewarded

| : by the members of that group. For the lower class groups high achievement

‘motivation (“‘measured” according to white middle class terms) tend to be
punished by the members,

We do not wish to create the impression here that the black family is total-
ly responsible for the low achievement motivation of black children. This
would be equivalent to blaming the victim for the crime. The low achieves

¢ ment motivation of black children springs from the same roots as do many
other problems of black children — poverty, powerlessness, ignorance and
most important of all, racism. To speak of black achievement motivation

‘ without dealing with these factors is not to deal with the problem at all,
\ Achievement Drive and Black Powerlessness.  Udai Pareek (16) developed a
very useful paradigm of social behavior which he used to analyze the
problems of poverty and the resulting motivational behavior of poverty:-
stricken people. The major variables of his paradigm indicate that social be-
havior (B) is a product of the interaction of motives (M) and values (V). The
latter two variables are caused and determined by the social system (SS) in
| which the individual resides. Thus, (SS) = (M,V)=(B). In other words, the de-
| mands, expectational, geophysical, economical and psychosocial characteris:
‘ tics of the social system determines the motivational and value patterns of the
i individuals who operate in that system and these interacting motives and
‘ values in tumn, determine the behavior of these same individuals. The motiva-
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tional, value and behavioral patterns characteristic otj indiwc.iuals a_ndt c_las;sgz
in a broad societal sense are functionally important in helpmg ngzlam talun the
social system, the status quo, of which they are a part. To put it untly, <
of the functions of the lower income class and its members is to maintain {,,
wealth and prerogatives of the middle and upper classes. . e -
The American capitalistic-exploitative, oligarchically dommatedt:L [1'11('1: .z -
class managed, white racist social system has produced and thr_oxilig Lerdilr_%..
punishment and reward systems, maintained a large poverty-strl_c e?l ur;J

class which is to a large extent black. The result of such a situation as been .

and is that a disproportionately large segment of the black com}?imﬁyv?;(;-

hibits physically and socially dysfunctional behavior. Hc_)wewlir, this beha o

is “functional” for white dominated society as a whole since 1.t helps to r?alof

tain white power. Pareck aptly states that ‘fThe poor are deprweddnot qtn )S/en_

the minimum adequate provision for physical life, but also of a ecflua e o

sory, social, and emotional stimuli necessary fo_r the deve_lopment 01 aknor\rfne .

individual.” One of the major casualties of societally maintained black pover

[y i ive to achieve.

v l.s.t.h\i:t(r:?iggs?;;:' by considering poverty as a structural componentdot;a
society, and observe motivations produf:ed_by such a st;ucture and the
kind of behavior generated by such motivations by certain processes. d
The conditions of poverty produce a spec‘iﬁ_c pattern of motivation an %
through the relevant processes of socialization, the expectancy o
powerlessness. The specific motivational patterns and the expectalncy
of powerlessness produce behavior seen among the culturally deprived
people (the culture of poverty). . .. .

Low n Ach
Poverty ;
Condition” w— — — = — — — — Low n Ext —~—__

High n Dep \
} |
|

Behavior (Life
style or culture
' l of Poverty)

|
v Ve /
Socialization<, ;yowerlessness

s . Paradigm of Culture of Poverty. _ 4
Low n Ach = low achievement need Low n Ext = low extension nee
High n Dep = high dependency need (adapted from Pareek)
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-.-According to the paradigm. .., poverty as a structural component
produ@s a three-fold motivational pattern characterized by low need
for achievement, low need for extension, and high need for

... The process of socialization through childrearing practices and family
life plays an important part,

A little further explanation of the concept of “extension need” would seem
appropriate here. This need refers to the desire for the individual to go be-
yond his ego or extend his ego concerns to include the group or society, the
ten_dency to identify one’s own good with the common good of the group or
society. It refers Lo active regard for others, joining and working with others
to HCI’ESVE:- common goals, implicit and explicit trust and faith in group mem-
bers._ This motivation is particularly low in poor countries and in POOF com-
munities in which persons are so conditioned by control from outside that
l_*hey n{)t only hesitate in taking initiative, bur have lirtle Jaith in other people
zngludmg members of their own groups. Lack of faith leads to suspicion in:
ability to cooperate, and overconcern with self.” (emphasis by author). ’
T_he dependency need refers to the need to have one’s wishes, desires, and
lackings gratified by another, the need “to be nursed, supporteél, sustai’ned
surrounded, protected, loved, advised, guided, indulged, forgiven, consoled:
to remain close to a devoted protector; to always have a supporter.”(7). De:
pendent behavior can be characterized by lack of initiative, avoidance syn-
dromes (shifting responsibility to others, exaggerating obstacles), excessive
fear‘ of failure, seeking favors of superiors, overconformity, and af::gressive re:
jection of authority. Some of the effects of poverty on acfu‘even:ent exten-
sion and dependency drives according to Pareek are: ’
Low Need Achievement
_ Disproportionate Risk Taking. The individual with a low need for
achlevemgnt demonstrates this need by expressing extreme risk-taking atti-
(t)L;dekT el_ther tzking no risk at all, thereby avoiding the possibility of failure
[dKing immoderate noncalculate i ive ri i i
P By d, highly speculative risks, gambling with
Intgrest in Chance and Not in Control. Because he has not had much
opportu.mty to control things in his life and/or has not been socialized or
has no internalization of control, the individual tends to be more interested
in activities that revolve around chance and fate.
Lack of Interest in Feedback. Because he has little or no control over

cir(?umstances, the individual tends not to be interested in the results of his
actions.

N Seeking Compqny of Friends Instead of Experts. In contrast to the in-
dividual who has a high need for achievement who tends to seek the aid and
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company of experts when their help is needed, the individual who has a low
need for achievement tends to seek the aid and company of friends who most
likely cannot provide him with needed information and help and can only
share his frustrations and feelings of helplessness.

Lack of Activity and Initiative. Unlike the individual with a high need for
achievement who takes moderate risks, is self-initiating, and exhibits a high
level of activity, the individual with a low need for achievement takes ex-
treme risks, is not self-initiating and therefore exhibits a relatively low level of
activity.

Low Need Extension

Lack of Regard For Others. The individual with a low need for extension
suffers from relative ego restriction; he therefore tends to be self-centered
and unmindful of others to the extent that he has little or no respect for
others.

Lack of Faith or Trust. The individual with a low need for extension with
his relatively restricted ego and self-centeredness tends not to have much
faith and trust in others. Because of the instability of circumstances in pover-
ty stricker; environments the individual learns that he cannot depend on con-g4
sistent incomes and outcomes, therefore he loses faith in himself and others.

Lack of Cooperation, The lack of regard for others, the lack of faith or
trust in others, leads the low extension individual to be non-cooperative with
members of his own group. His self-centeredness and suspiciousness of others

contributes to a great extent to his lack of cooperativeness.

High Need Dependency

Lack of Initiative. A high need for dependence in the individual leads him
to await actions by others even to solve his own problems. He is apathetic
and waits to be led, to be told what to do (usually if it does not demand that
he works hard); waits until someone else takes the first steps before acting
himself — even when it comes to protecting his own interests.

Avoidance Behavior. This individual has little self-confidence, feels secure
only when he can be supported by authority and tends to have an exagge-
rated fear of failure.

Seeking Favor of Superiors. The gaining of favor or the beneficence of the
powerful is a strong tendency in the highly dependent individual. Gaining
the affection and attention of superiors are for him more important than
actually solving his own problems.

Overconformity. The dependent individual tends to overddentify with his
superiors. He tends to over conform to norms established by his superiors

even though he has little or no input in their original establishment and also
has little or no knowledge of the true reasons for their establishment.
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Counterdependence. The highly dependent individual quite often has an
ambivalent attitude toward authority. While overtly conforming to the de:
mands of authority he may covertly resent their power over him and may exs
press this resentment in several ways. He may use what little freedom and
strength he has to aggressively reject authority. In an effort to deny his de-
pendence, which he finds degrading to his self-image, he seeks to deceive
himself and others into thinking he is independent by rejecting authority.

Thus, the study of the three motives — achievement, extension, and depen-
dency — and the variables which determine their high or low prevalence -
socio-economic conditions, socialization processes and power — can be used
to explain much of class behavior, outlook and physical habitation. For ine
stance, the black lower class is caught in the most vicious cycle of all.. Due {0
racism, economic, social, political, educational discrimnination, it has been
pushed into a position of powerlessness which lowers its achievement moti-
vation, which ultimately results in an almost total lack of upward mobility
or exceedingly slow upward mobility. The lack of knowledge and resourcey
that are necessary for achievement has the effect of maintaining generations
of the underclass in a low status position and welfarism. The refusal of the
larger society to effectively invest money and resources in the black low in-
come communities (actually, there is a tendency to disinvest in these com-

munities), coupled with overcrowdedness and low extension motivation of
the black underclass, produces what are aptly called slums. The low exten-
sion need motivation characteristic of the lower income group means that the
members of this group have little regard for the property of others (thus he
may destroy buildings), does not see the building in which he lives or the side-
walks and streets which he uses or the city in which he resides as an exten-
sion of himself. Therefore, he may litter wherever he happens to be with no
compunction.. His lack of regard for others, due to his inability to empathize,
his self-centeredness, leads him to make noise, play music loudly and late into
the night without regard for the fact that others may be trying to sleep. Be-
cause the underclasser has a low need for extension, projects which call for
his cooperation with others are doomed to failure when there are many
others like himself in the community. Thus, among the poor black communi-
ty, community projects which involve social, political, economic, educational,
physical, improvement that will be beneficial to all are more likely than not
to be unsuccessful, Therefore, the community continues to deteriorate and
the tendency to deteriorate communitics spreads wach the movement of the
under-class,

The children of this class are

socialized by these conditions a
motives which maintain these ¢

socialized under its living conditions and are
nd therefore, are inculcated with values and
onditions, Thus, the vicious circle. Through its
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< > i hains of
socialization practices the under-class and hl_acks lprgn tlhen" Ow;ge?:aof 2
énslavcment In a larger sense, the larger society refjectl.s the (_-rlnbe:causé e
e { these very same factors an ‘
lower class and blacks because o : b e
E ion: i s display which is the re :
dysfunctional behavior these group s SR,
ivati ich the larger society is princip ONS
es and motivations for whic ible
;fsh;he first place. The adaptation of the underclass gnd blaCka'tOthth'lS Ss;CiO_
tion leads these groups to socialize their children in terms ot ] bilfrrhe o
i iti it d their children are in turn rejecte
economic-political position an ; . . 3 T 2
;er society and therefore the vicious circle grows and is perpetuat
s i comes self-pe etuating. N )
sCﬂ%ehli; Eﬁf,iﬂ not bz ggnstrued to mean that thp positions of thu unde}rﬂzz;
and hlaéks are hopeless and will not change until the larger society (w
scide they will change. This is not true. S o
dbc’i'cllfrct)ugjlyl a conscious, knowledgeable socialization oi;) t'hz:iu' tc}tulclrenc,l thaf}f:
i ’ rici cle which binds them an
ricate themselves from the vicious cy rem .
\;nn;)t(:mc change the social system for the better or d.esiroy it in 1[3 presr«f;;t
!'c*fm It the reader returns to the last figure, he will see th;ﬂ c?tjia%ions
cxten-t it is the socialization process that leads to the values ant (rjnfthe s
that leads to the dysfunctional behavior of a very large segm?n | the gk
community and that keeps them locked in the vicious cycle of pover ty ynee
toé:ialization is, to a large extent, the responsibility of black paretn s,f e
Zious and judi::ious socialization of black chﬂdr?n by these parclt] S L_)Oﬂ i
hildren would do much to change black low achleven"écnt, locrvtex cnisallize i
: * ted to sociali:
i i Ik mother can be educa ;
h dependency drives. If the blac : : : : !
};;1%111 fopr mastery instead of dependence, for H'ue{na(lilch(‘i';{é?iirgiilrj}ssttiage]f.
i F consciousness instead of i
externalized control, for group con i o
centeredness, the cycle of poverty and all of its attendant cvils would be
broken asunder. L N
Socialization and Cognitive Style. We have alreac}y mdlcateq that (,ogmt.l‘ve]
style reflects a certain way of living under certain geop‘hysmal,‘econorn_u,a
and psychosocial conditions. The relative powerlessness c?t black_s.m An;enf:an
society; is reflected in the relative powerlessness of t.hen' cognitive be av1}(1)r,
We have emphasized that cognitive ability is not an 1;01;_1te _unrelated_t‘o pvgt-
sical and nutritional deprivation, sel{-concept and socialization prd.Ctlf,CS.t le
shall demonstrate in this section that cognitive style .and power dare .m‘tlma_lt.e ¥
related to motivation, an extremely important variahle whenevgz cogni I::m
is to be considered, but which many theorists are prone to forg'e1. wheq t ey
wish to make proncuncements about individual and group cognitive abl]mesl
The sense of powerlessness which is characteristic of low-income groups
and blacks not only imply a paucity of material resources sufzh as money],
clothing, food, adequate housing, and the 11'}(8, l?ut also a paucity O}i mezzt(:_
resources and drive. The apathy and lack of social organization so characte
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istic of poverty-stricken people’s social, political and economic life is essel
tially the same apathy and lack of organization which manifests themselves
as powerless and poorly motivated cognition. Generations of black maters
nal sociglization of their children under the influence of poverty and Amerl:
;z(l)r;]erimat propaganda has had a severelv negative effect on black cognitive
We l'iavg seen that powerlessness breeds at least three characteristic types
qf morlvatlopal structures — low need for achievement, low need for extern.
sion and a high need for dependency. We have also seen the social effects of
;hese flpoth}tional structures. At this juncture we shall look at their cognis
ﬁzivel\;‘:g;sx:h;s:‘féggﬁr, the cognitive effects of a low need for achievement.,
I_)ispfoportionate Risk Taking. Cognitively this means that the indivis
dual will either not try to solve problems, will attack problems which provide
almost no challenge to his abilities or he will go to the opposite extreme and
try to‘solve problems for which he has not prepared himself mentally. This
ot"tgn is the result of the fact that the individual lacks the knowledg;: an(ll
patience to prepare himself to deal with the problem and to correctly gauge
his mentz_ﬂ prowess and has not calculated his chances of solving the problerril1
This approach to problem-solving develops out of a lifestyle where ;1
pepple (re: blacks) have been told what to think and have been punished o
rejected for thinking independently and who have not been taught, rewarded
or encouraged in terms of Aow to think. Blacks have been made t:) feel safe
apc_i secu‘r‘e only when they cognitively express low-level, nonthreatening, rou-
tinized, “approved,” clichéd thought. Thus, blacks chronically practice; this
type of gognition which involves little gamble and a wide margin of safet.
from \yh]te critical reaction. The black working and lower classes use three tf;
four times as many imperative responses (responses which indicate what is to
be done withou_l any accompanying explanation of why or how it is to be
done), commands and requests without explanation as the black middle-class
(_l 8? 9)..‘Th1s means that the largest percentage of black children are being so-
c_1ahzed in such a way that they are learning unthinking obeisance to autho-
rity, what tp think or not to think at all, and not #ow to think by their own
parents. S_mct conformity to the parent’s way of thinking is of;en viewed b
_the_workmg and lower class te indicate a “good” child. There is evidence tz
unldlcate that children of mothers who use a relatively high amount of impera-
tive responses tended to score lower on IQ and conce[;t formation taski to
be~less verbal when dealing with test materials. This tendency.is reversed,b
children oflmothers who use a relatively low level of imperative Jresponsesy
Inte_rest_ in Chance and Not Control. Black life in general and lower clas'.:
black life in particualr are “‘chancy” affairs. Blacks control over their lives ls
severely restricted and their continued existence is more a combination ni'
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caution and luck than anything else when compared to their white counter-
parts. Thus, chance and fate, luck and fatalism, are salient factors in the black
world and invade black cognitive processes to a remarkable degree. Consequ-
ently, black cognition is not oriented toward mastery and control which cir-
cumstances have “taught” are not their prerogatives — such prerogatives’
being seen by them to belong to whites. Therefore, few blacks sharpen their
abilities to assume mastery and control of “white people’s” problems such as
the problems of science, mathematics, literature, etc. They leave their fate to
chance and to whites and their problems are left to be solved by these same
factors while efforts at controlling and mastering their fate and problems
through their own work are lagging or non-existent. “Why put a lot of time
and effort into development of mastery and control and into the develop-
ment of knowledge when the white man will take care of that and us too?”,
seems to be the guiding fiction of blacks. This myth is even operative in the
black school child who figures that learning the *“three R’s is for white
folks.”

Lack of Interest in Feedback. Since blacks are given relatively little con-
(rol over their lives and have little influence over white power and since white
favor or disfavor carry a strongly arbitrary flavor, close attention to feedback
from their own behavior and the use of such feedback to correct or modify
their behavior is not as important as it would be under different circum-
stances. Since their efforts, whether good or bad, turn out to be almost al--
ways considered inferior, bad or worthless when compared to whites or “mea-
sured” by white standards, interest in the results of their own cognitive be-
havior or performance by blacks is bound to suffer. The black in such a situ-
ation asks himself — “Why should I knock myself out thinking, learning and
working when what results from it will be judged inferior, if noticed at all?”
“why should I give a damn about the results of my behavior if no one else
does?” These questions plague the black adult as well as the black preschool
and school child and interfere significantly with their cognition. Thus, beha-
vioral and cognitive processes are not informed or controlled by feedback in-
formation and therefore productive cognition is not readily distinguished
from unproductive cognition. As a consequence, much of the black child’s
as well as the black adult’s cognition is characterized by massive repetitive,
unproductive, illogical processes, disorganization and low-level, stereotyped
thought processes. Many black school children simply refuse to think and just
guess at solutions instead of working at them. The conditions of black life
lead to a spirited anti-intellectualism. Hess (9) recognized this when he wrote
of the anti-intellectualism of the poor:

Associated with this stance is a rejection of intellectuality. . ., follow-
ing in part from a mistrust of the unfamiliar — a sense of being un-
able to compete in modes of reasoning not familiar to them — and in
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part from a reluctance to accept standards of evaluation which would

be to their disadvantage if applied to them. Also, life circumstances of

the poor orient them to practical action. Their participation at work
has not typically been that of policy making; their gratification is not

that of evaluating means and of developing ideas to guide action. . .
Secking the Company of Friends Instead of Experts. This characteristic f§
almost self-explanatory. The anti-intellectualism of blacks which we have just
discussed means that they tend to reject the very sources of problem-solving
information. Consequently, libraries may go relatively unused, books unread
and seldom consulted for problem-selving purposes or for the purposes of in-
creasing knowledge and cognitive power. Research methods, resource deve-
lopment, information retrieval are not utilized competently and the develop:
ment of knowledge and cognitive power are stagnated or retarded. Academi-
cally speaking, it has been observed that what the black student cannot gel
from his assigned text or is not told to him by his teacher or {riends, he doeg
not diligently seek elsewhere. His' cognitive supports tend to take on a per-
sonal, affiliative tone rather than an objective, factually verifiable one, ofne
that uses the work of experts in the relevant area. Thus, his cognitive pro-
cesses and outcomes are guided and supported by subjective dnd personal
reference.

Lack of Activity and Initiative. The relatively low level ot social, politi-
cal, economic, educational activity among blacks in general is paralleled by
an equally low level of cognitive, creative, activity and initiative . Intellectual
and creative activity is not demanded of blacks in America and blacks have
been and are being taught that they do not have a major intellectual and crea-
tive role to play in America. Their children are socialized with these things
in mind. Even when top-notch equipment and resources are available to the
black child (we shall see later that many black urban schools are comparable
to their white suburban schools do not improve significantly in their acade-
mic performances) he may not take full advantage of them to improve him-
self and activate his cognitive processes. The negative self-concepts inculcated
in the black child by American social conditions and by parental and commu.
nal socialization practices operate to discourage markedly cognitive activity
and development in the child.

The Low Need For Extension And Cognitive Style. We will not deal at
length with the low need for extension and its relationship with cognitive
style here except to say that the relatively restricted ego characteristic of this
need reduces markedly the ability of the individual to perceive the connect-
edness of things and ideas. Broad conceptualization is inhibited. Concern is
shown only for the immediate results of cognition and activity. The power to
generalize is reduced and so is the ability to solve problems which involve
the consideration of a set of simultaneously interlocking factars as well as a
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long and complex series of logical steps. The ~sf:.lf-C|3I’1‘lerednf:,s.s engendefrediby
(he low need for extension reduces the ind1v1dual§ conscwusnessho ‘ot her
wactors entering into a problematic situation but which are not at the center
ol immediate focus. These crucial factors are not hel‘d in 'the.preco?scm}lsl
where they may be called up when needed becauvse of the mfimdual; tota

immersion in the immediately given. In othcr wgrds, the s.eli-cer.ltere , €go-
iestricted individual suffers from “tunnel vision™ even whﬂe trying to ?gpe
with a multi-factored situation or problem. This Egads to fcu_lurc to salve com-
plex problems. Almost all types of prob]em‘-solymg behawqrv tak_e o?ta p:lrr:
sonal-subjective flavor, not an impersonal-objective flavor which is often de
nanded in academic work, ‘ ﬁ -

(he High Need For Dependency and Cognitive Style: The ‘rclauve power-
lessness of blacks leads to the development of the motive referred to as high
need dependency — the strong need to depend on superiors and others \fjhi
ure perceived as having more power. Because of thel_r powerles_sness, b d(?

parents inadvertently socialize their children to perceive the white group cfs
having the ultimate solution to virtually all their problems. To gc)}ve pro-
blems of any marked significance, blacks have to beseech the whue_pow.er
structure. The white power structure either punishes or at most gives its
stamp of approval or disapproval to black-originated, problem-solving be-
havior. The white power structure has almost absolute control of resources
necessary for problem solving by blacks (the way the blacks conceive it,

it least). Consequently, the black social structure is basically parasitic and -

dependent. It must await white power movement, approval or d1sapprgval be-
lore it makes any radical or strongly independent changes under its own
ml'l;fi;l condition has paralyzed the black community’s abil_ity, desire and wﬂl
lo become independent, self-supporting, self-motivating, orlg{nal and creative.
[Inder this structure blacks are not trained for autonomy — in fact, blas:k au-
lonomy is feared and resisted by the white power structure. Black- children
are socialized under such a regime. These children are therefore socialized to
be dependent. to await solutions by outside (white) superpowerfull sources,
are not socialized for mastery, but for submissiveness. The black child, then,
is not socialized to seek and make solutions to their own problems but to a-
wait solutions from others. Therefore, their cognitive_a processes are clharac-
ferized by lack of self-confidence, “a sense of inefficacy and passivity. . .
magical thought. . :a tendency to look to superhuman sources for ‘su‘p.port
ind assistance {9).”" This dependent orientation leads to a fear of failure
which in furn may lead to a refusal to do academic work Eo solve problfms,
lhe seeking of favors from superiors. ., ¢.. the attelnpt;,to brown-nose,” ca-
jule or seduce those in power (white) or to “get over rather than w‘ork by
legitimate means or through their own efforts to solve their problems, over-
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conformity, i. e., sticking to well-worn, “approved"methods of thinking
which may be outmoded, inappropriate and madequate. These processes lea
to a staid repetition of what the white establishment has taught them to think
in a dependent fashion instead of involving an expression of kow they learnell
tn think independently through their own efforts at mastery. Finally, the de:
pendency orientation may lead to cognitive counter dependency i.e., the bla
tant, unreasoned rejection of all cognitive styles wrongly identified with the
white structure or an outright undiscriminated anti-intellectualism which re-
jects profitable and useful thought patterns. This may be done in an exagge
rated effort to appear free of white domination or not to “become white.”

Thus, we can see that cognitive behavior, style, orientation and power are
intimately related to sociocultural, socioeconomic, psychosocial circumst:
ances and cannot be profitably understood without studying the relationship
of these circumstances to cognitive behavior. We must also keep in mind that
the socialization process is of key importance to the fullness and direction of
cognitive and behavioral development and expression.
Achievement Motivation And The Black Child’s Academic Performance in
Integrated Schools. Twelve years after the 1954 decision, Johns Hopking
University sociologist, James Coleman, was commissioned by the U.S. Office
of Education to conduct a survey concerning educational opportunities for
all races at various levels of the educational establishment in the U.S. “The
Coleman Report” (5)concluded the following:

1. As compared to white students, black students performed poorly. This
was found to be true for all areas and grade levels studied.

2. Black students evince a lower aspirational level, a lower level of self-
esteemn about their ability to succeed academically.

3. Black students tended to be more fatalistic about their ability to change
factors which afTect their lives.
4. When compared to his white counterpart in terms of academic perfor
mance the black students lagged almost as far behind the white student in tle
first year of school as they did in later school years.
5. Differences in black and white schools were not signilicantly large in termy
of the facilities and services they offered and what differences could b
shown to exist could not account for the differences between black and while
scholastic achievement.
6. That “Schools bring little to bear on a child’s achievement that is indepen:
dent of his background and general social context: and this very fact of an
independent effect means that. the inequalities imposed on children by their
home, neighborhood, and peer environment are carried along to become the
inequalities of their adult life.” '

7...."within each racial group, the strong relation of family, economic ani
cducational background to achievement does not diminish over the period
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ol school, and even may increase over the elementary years. .. most of the
variation in student achievement lies within the same school, very little of it
between schools. (Coleman’s emphasis) The implication of these last two re-
sults is clear: family background differences account for much more variation
in achievement than do school differences.” {Authors’ emphasis).

8. In another place (5) Coleman stated: ... “the task of increasing achieve-

ment of lower-class children cannot be fully implemented by school integra-

lion, even if integration were wholly achieved. . .(emphasis by author).

In 1971, the Rand Corporation reviewed and synthesized research findings

on the elfectiveness of education for the President’s Commission on School

l'inance. One of the conclusions reached by the report was that no —
“..ovariant of the existing system. . .is consistently related to stu-
dents’ educational outcomes. . . research has found nothing that consis-
tently and unambiguously makes a difference in student outcome.
There is good reason to ask whether our educational problems are. in

fact, schoot provlems. * (Authors’ emphasis).

After a ten-year study ot the effects of school integration in Riverside, Cali-
lornia, Miller and Gerard (14) concluded:
Overall, the minority children did not gain in achievement, cither abso-
lutely or relative to national norms. After five years of desegregation
they were about where they would have been if they had not been de-
segregated. . . . (Authors’ emphasis).
B

Contact with white children, in short, not only failed to change the mi-
nority students’ personalities and motivational systems, which we had
assumed had major influence on academic performance, but it also
failed to change their academic performance.

As we have clearly tried to demonstrate, school performance is determined
by the child’s preschool personality which are, in turn, heavily influenced by
his home and community environment. It seems a bit ridiculous to expect
school attendance to change so basic a factor. If the child enters school be-
licving that mastery of academic subject matter will increase the likelihood of
pratifying one or more of his motives for gaining praise and affection, for be-
coming like a desirable  adult model, for believing that he is competent or
superior in some area of academic functioning, for gaining power over others,
for completing his sex role identity, he will work hard at learning the re-
quired academic skills. The major forces influencing the child’s academic
performance are:
|. The degree to which the child’s parents value academic skills and the de-
pree to which the parents seck to motivate the child to do well.

!. The degree to which the models the child has chosen to identify with dis-
play an active interest in intellectual mastery, and
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3. The child’s expectation of success in intellectual work.

We have demonstrated that achievement motivation is a product of the
cultural-familial complex. This complex influences measurably the indivis
dual’s performance and behavior throughout his life whether in school or out,

The Functions of School and Achievement. Schools, whether primary, se-
condary, collegiate, vocational, etc., are cultural product and are established
to maintain and advance a cultural way of life. Schools exist for the culture,
not the other way around. Culture comes before schools. Schocls reflect
culture and change as a result of cultural change. It is the cultural desire to
maintain and to go beyond itself that creates the need for schools; conse:
quently, achievement motivation must exist in the culture before there are
schools which serve principally means by which certain achievement motives
attain their ends. Hence, schools, including performance in them, reflect their
cultural roots. With these facts in mind, it should not be surprising to find
that black student’s academic performance “lags behind™ that of whites in
a school system designed for the purpose of maintaining white dominance,
for the advancement of white culture and in school system based almosl
purely on white cultural needs, values, and orientations. The different cultu-
ral milieus which separate black and white students and yet which loom so
large in achievement motivation and academic performance will obviously
produce different results even under similar school conditions.

Those educationists who expect the academic achievement of black child-
ren to increase due to the mere physical and equipment changes in black
schools or due to the busing of black children to predominantly white
schools, obviously forget the cultural base for achievement or incorrectly as-
sume that the schools provide the base for achievement motivation. Basically,
the schools as presently constituted, can only perpetuate and support cultus
rally based achievement motives — not create them. The child basically gets
out of school what he brings to it. Plainly, the black community ill prepares
its children to achieve in the white middle class dominated academic world.

Schools in general are much more continuous with the culture of the

white middle-class than with that of blacks, especially ghetto blacks.

Schools were developed to perpetuate that culture (white middle-class)

and its members’ control. . . the schools. The schools are therefore an

integral part of the white, middle-class everyday life-style —economical-
ly, socially, culturally. Going to school and remaining in school for long
years is not essentially different for the middle-class white individual

reared on the principle of delayed gratification. (Janis, 1974) ((Empha-
sis by author).

The skills and habits necessary for success in school, such as punctuality,
orderliness, obedience to authority, cooperation, responsibility, nonaggres-
siveness, delay of gratification, verbal facility and conceptual thinking (along
white middle class lines), are already part of the middle class white student’s
way of everyday life. Since the school is essentially a white middle class in-
stitution, the white student more readily succeeds in it.
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For the black ghetto student and also the black middle class student but
{0 a lesser extent, school, particularly beyond the earliest grades, is a discon-
tinuous experience. Disconnectedness and discontinuities are major causes of
nsychological distress and upheaval in life in general, let alone in school life.
Schools as presently established do not form a continuous link with ghetto
and black culture and are esentially foreign establishments as far as black stu-
dents are concerned. They require, without intermediate preparations, that
the black child think, feel, and behave in ways quite different from his every-
day life. They require the use of language and verbal skills that are also essen-
tially foreign and alien. Unlike the middle class white student, it is not readi-
ly apparent to the ghetto student that academic success is necessary to the
maintenance and advancement of his way of life. An unskilled, unprofession-
al culture demands things other than long years of schooling and delayed gra-
tification. To the children of such a culture middle class demands may seem
unreasonable, unjust and unnecessary. The verbal skills these children develop
and the ways of thinking they use are intimately related to surviving and deal-
ing with their cultural milieu as are those of white children related to their
cullural milieu. To think, act, feel, and live “white™ in a black world which
has little use or provides little basis for the use of “white” cognitive, behavi-
oral skills would be a millstone around the neck of the black child. Conse-
quently, he often resists learning these “useless,” alien skills. When and if he
doos later recognize that the learning of such skills is indispensivie in the
world beyond the narrow confines of his ghetto world, it is often too late or
he finds himself in need of “‘remediation,” of having to play “catch-up ball”
or not playing at all. For the white middle class individual continuing in
school is almost an unconscious process, the school being such an intimate
part of white middle class life, but for the black individual it is an exasper-
atingly conscious process because of the school’s lack of continuity with
black life.”

The black uneducated ghetto parent, understanding little of the require-
ments necessary for academic success, can be of little help to her child in ac-
quiring the requisite skills to make such success possible. The lack of an edu-
cational tradition in the ghetto home adversely affects the parent’s ambitions
for the careers of her child. Attending a white staffed and controlled school
or a black school run according to unmodified “white” standards, compounds
this problem and increases the foreignness of scholastic life for many black
students.

The discontinuity between black life and school life breeds resistance, hos-
tility, disinterest, etc., in the black child. Much of what is taught in school
meets his needs. It would be expecting too much however, of the schools,
white schools in particular, to bridge the gap between black life-and school
life and to provide the black child with the achievement drives which are
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essentially the products of the child’s cultural-familial background. Schools
exist not so much to provide goals and motivation for achieving goals as they
do to provide the means for achieving goals and motivational satisfaction.
Motivation to achieve must exist prior to active school attendance. The major
task of school is to maintain and advance the motivated student toward
his goals.

We do not wish to imply here that schools and teachers are not impor-
tant in bringing about academic success. It is well known that teacher expec-
tations add significantly to or detract significantly from academic achieve-
ments. However, more often than not the school’s and the teacher’s efforts
are vitiated by poor home and community environments. So
even if white teachers are “better” or white schools are “better™ these two
factors are relatively powerless against the forces of cultural-familial tradi-
tions in the black community. A poorly or inappropriately motivated stu-
dent will not learn much even with the best of teachers and facilities.

Altending school for the black child is often a schizoid process. He is

called upon to alienate himself abruptly from his culture and he must main-
tain a precarious psychic balance between a black and white world, belong to
neither. It is little wonder that the black student rebels against this neurotic
process which demands that he become not-self and shed his identity in order
to succeed. School programs which accept black culture as a fact and build
their teaching programs around this fact so that the black experience is con-
tinuous with black life, yet is adequate enough to prepare the black child to
cope in an essentially white world, can do much for the black student, black
culture and American culture as a whole.
Implications and Recommendations. This chapter basically sums up what had
been discussed in detail in earlier chapters. Therefore the implications and
recommendations made at the end of each of those chapters will serve to
remedy any problems pointed out in this one. However, we wish to empha-
size the following:

1. The responsibility for the socialization and education lies within the black
family. Blacks must stop expecting government, integration, remediation and
the like to do for their children what they should do themselves. The govern-
ment and whites know no more about how to socialize or educate your child
than you do.

2. If our children are to be “saved” in the full sense of that word, then there
must come about a complete cultural revolution in the black community .
New values, standards, attitudes, etc., must become common in the commu-
mity. Patchwork governmental programs, schaol programs, etc., will not
succeed in the presence of black cultural stagnation,

3. Socwlize and educate your child for mastery and control, to be the best
among all peoples and not a servant to any people.
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4. Remember that if blacks change the socialization fvitl Utur ggii(}ilze?az?e)yf
i i f the past and it will chan ¢
will not perpetuate black behavior o Ay
i i { t be the one who takes respons y

American society forever. But you mus ! ( g e
! ializi i t provide him with the ma

for properly socializing your child. You mus

’1?11dpopgortyunities which will aid his positive grgwth toward full manhood
and mastery. It will not cost much money , only time.
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AN OVERVIEW: LANGUAGE, CULTURAL DETERMINSM AND
“BLACK MYTHOLOGY”

WORDlS AND BEHAVIORAL TENDENCIES. Language is a system of sym-
bols with a series of fixed rules as to their combination so that understand-
able communications, verbal and nonverbal, can be facilitated between two
or more persons. These symbols may originate by convention and arbitration
(glg_ns) or represent organic historical-experiential events in the life of an in-
dividual or group (symbols). These symbols and signs and their combinatory
formulae communicate not only lexical meaning but carry psychosomatic
personal f.md interpersonal, subjective and objective, conceptual and emotion-’
al, conscious and unconscious meanings. Because language operates on all
these.levels it has powerful control and determinating influence on human
consciousness, cognition, emotions and hehavior,

In agreement with Steveson (6), Morris (5), and Brown (2), we believe lan-
guage, to a large extent, contains words (symbols) which ha\;e as their basic
meaning a behavioral disposition (this includes certain conscious, cognitive
emotional and, of course, behavioral tendencies). o ’

The meaning of a sign, in the psychological sense required, is not some

§peclﬁc psyc_hological process that attends the sign at any one time. It

is rather a dispositional property of the sign, where the response va-ry-

Ing attendant circumstances, consists of psychological pl’OCBSSB; in a

hearer, and where the stimulus is his hearing of the sign. (Steveson 6)

. It seems to be that when one comes to understand a liilguistic’foz;n1

}1‘13 nervous system is partially rewired (in the sense of changes in synap-

tic re51stance§ Or neurone process growth) so that one is disposed to be-

have appropriately with regard to the form as the contingent circum-
stances are changed. The disposition has no substantial character other

Fhan the structure of the nervous system. It is not a leaning, a beginn-

Ing, a miniature reaction. It is a response potential. A dis{)osition is
dlscoye{ed by creating various contingencies and observing responses
Within a linguistic community there are standards (not necessai‘ﬂy
formulated) for the usage of an utterance and for total behavior with
reference tolthe utterance. These standards define appropriate behavior
the conventional disposition. A child born into the community does!
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not at first conform to these standards, but he eventually does so and

is then said to speak and understand the language. .. Since | define

meaning as the total disposition to make use of or react to a linguistic

form, it follows that readiness to use words in accordance with con-
ventions about the parts of speech is a part of meaning. However, it is

a part that can be distinguished from reference. (Brown, 2).

Brown relates his concept of meaning as a behavior disposition to the concept
of “attitude” as it is used in social psychology. Gordon Allport (1) defines an
attitude as *“...a mental and neural state of readiness, organized through ex-
perience, exerting a directive or dynamic influence upon the individual’s
response.”” His definition fully implies a readiness to think, feel and act in a
certain direction. In general, social psychologists see attitudes as consisting of
at lcast threec components: cognitive, affective and behavioral. Thus, an atti-
tude “predisposes” an individual to think, feel and behave in a certain direc-
tion, all other things held constant. It is our contention that words or
symbols used in language have essentially some of the same properties.
LANGUAGE AND COGNITIVE STYLE. There exists a reciprocal relation-
ship between the characteristics of a particular set of psychosocial, geophysi-
cal and economical circumstances and the Particular language which develops
out of, reflects, and serves as a medium of interaction with those circum-
stances. We have indicated that the “‘restricted code™ used by lower-class
mothers is related to the restricted aspects of lower-class geophysical, econ-
mical, psychosocial living conditions as compared to their middle and upper-
class counterparts, The concreleness, direciness and apparently “simplistic”
characteristics of lower-class language reflects the concretistic, stark, and ap-
parently “simplistic” nature of lower-class existence. The characteristic lin-
guistic code has been “tailored™ to the living situation.

However, there is the other side of the coin — linguistic ccdes tend to
“tailor” the individual’s perception of his psychesocial, economical and geo-
physical environment and his method of dealing with problems in general.
Linguistic codes shape, o a certain degree, cognitive style and orientation.
We've already indicated how the socialization of the black child affects his
cognitive style and orientation. We must remember that a very large segment
of the socialization process is carried on in terms of language. The linguistic
code is the principle medium of socialization. The linguistic code, be it elabo-
rated and universalistic or restricted and concretistic, through its strong in-
fluence on consciousness, feelings and behavior, is a major determing factor
in the development and aperation of motivational, behavioral and cognitive
style and orientation.

The segregated living conditions of blacks has tended to force them to
develop a linguistic code particular to those conditions (it matters little in this
context whether the code has many similarities to the “standard English,” it
is the underlying nonverbal, subcultural meanings carried by the code that
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mekes the important difference). Black parents socialize their children in
terms of this particular code. Since linguistic codes are used to manipulate
consciousness, to direct thought and behavior, as a means of coping and
adapting, black children socialized under the regime of a linguistic code which
has limited application will develop a motivational, behavioral and cognitive
style and orientation which will be maladaptive in the context of the
demands placed on them by the larger, dominant white society which ope-
rates according o a different linguistic system.

Language has several qualities — psychosomatic, personal-interpersonal,
subjective-objective, conceptual-emotional, conscious-unconscious (7). This
means that the language used by a people or individual actively influences,
both in a temporary and in a relatively permanent way, those aspects of the
personality which correspond to these qualities. In other words, what the in-
dividual is conscious of, what his unconscious reactions are, how he concept-
ualizes things, how he feels about things, whether he will deal with them on a
personal and subjective basis, or on a basis where the personal and subjective
are left out, ie., objectively, and how he reacts psychophysically, what his
body response is, how he controls his body, are instigated, developed, main-
tained and sustained by language. Therefore, what linguistic code is employed
during the socialization process will affect significantly many areas of person-
ality functioning, including the cognitive. The manifest as well as covert be-
havioral, motivational and cognitive style of the individual or of a people are
affected by language usage. Language is used by the individual to manipulate
and control his consciousness, feelihgs and behavior and consequently, his
cognitive style and orientation. It is used interpersonally to manipulate and
control the consciousness, leelings and behavior of others and consequently,
their cognitive style and orientation, These manipulations and controls may
have and do have a permanent effect on the individual self or on others;
consequently the cognitive style and orientation may be permanently
affected (until other intervening forces may medify the original structure),
Since names, labels, understandable utterances, and other linguistic construc-
tions tend to direct attention, motivation and behavior toward one segment
of functioning and to direct attention, motivation and behavior away [rom an
endless number of other areas of possible functioning (this may be momen-
tary and flitting in nature, such as a “stream of consciousness” or prolonged
and concentrated in nature such as approaches compulsive-obsession), and
since culture tend to direct attention, motivation and behavior toward one
general segment of possibilities, those names, labels, utterances, linguistic
constructions and/or cultural directives ultimately leave their stamp on the
cognitive style and orientation of the individual or people.

Language, along with cultural-ecological factors, tends to control con-
sciousness and thereby control motives, behavior and cognition. This implies
that the so-called “restricted code™(and it is restricted only in a relative sense
~restricted with reference to a lesser restricted code) used by the black
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world, the black lower-class world, especially, tends to instlgatle, develqp,
maintain and sustain a “restricted” (when compared to the iiommani white
code which the blacks are forced to learn if they are to succe?ed ) ccn;j-
sciousness, a consciousness which may be dysfullmtional outside of its cui#r X
context (which is the case even with the w}.ute.code), and'thereby effec
a “restricted’ and possibly dysfunctional motlv_atipnal, behavioral andlcc_)gné-
tive style. The restricted, concretistic, infe.rlonty-con_]piexed, expénte 1j
brutalized, propagandized, insecure, scarcity-one_nted, racially segregalte ];cu
turally segregated, restricted responsibility/actlop area gf many blac ilm
terms of national and international policy, execution anld mﬂuence,‘and their
long history of slavery and«discrimination, has given rise to a p'amculansitgi
linguistic code which reflects these facto_rs as w_ell as the umqu{e dvi[rlor
concept and self-concept which tend to orient their consmopsnessd‘_m izr;:-
hy their cognition, motivation and behf_ﬂflor toward' the imme iate (d 2
restricting and limiting the range of cognition and action, ter_ldmg to }rﬁ uct
seneralized, conceptual, and prolonged and mvolveld sequential thoug it p;l’;
terns that go beyond the immediate and the practlc.al.}; the concrete, re;
and tangible (thus leaving outside the range of cognitive concern alnd acui)n
the theoretical, conceptual, abstract, intangible _and thuspncouragu.'lg ;:{x:_: u-
sive cognitive concern and action with the practical, physma}lly mar%lpgldtlv;‘:é
applied aspects of things — of course, we must note here that that 1{5 e ro
the middle-class and white society imposes on the 1Qwer—class and black s'c;lc_le-
ty — consequently, the lower class and blacks are literally _forced to SO?I \122
themselves and their children to adapt to such expectations and enforce
mlp;S:’it(l:(i):iz circle arises — a restricted linguistic cer arises from a re§tricted
sphere of life and the code in turn helps to maintain t_hat restricted life. Rz:
latively small vocabulary, narrowly or cuiturally restnctedi_y defined wor ?
symbols and concepts tend to restrict the functlo_nal operation and poxlve{‘ 0d
cognition-to the field or cultural milieu from which such ~word-symb_o St'dn
concepts were developed. Linguistic codes and concepts with the m'o\tlva 102—
al, behavioral, cognitive styles they tend to engender or are an organic part of,
tai<cn out of context can become dysfunctional for the user. A major
problem faced by blacks is not only the tendency to use their own _cultural
codes and concepts out of context (in a white world), but T.hf.‘l.r m1sunc'ler-
standing of the connectedness of the culture, codes and cggmtwe, mgtm}-
tional, behavioral byproducts. More importantly, black cognitive, behqvlora ,
motivational confusion and inefficiency displayed by many blacks are in pahrt
caused by a misunderstanding and lack of a .thorough knowledge ofdt e
“white” linguistic code in its deepest subconscious, nonverbal sens? an an
inept transposition and use of “white” ﬁngul;ti; codes, words dehmtlicim,
conceptualizations, cognitive styles, etc., within a black cultural milieu
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which does not provide a proper context for the smooth functioning of such
codes, words, ete. Thus, unless the black individual understands and knows
how to utilize the “white code, and how to modify and cull that code so that
it may be appropriately function in the black cultural milieu, i. e., used to ac-
complish desired ends efficiently, his behavior, cognition and motivation
orientations may be basically dysfunctional despite the fact he may be able
to phonetically, syntactically, lexigraphically reproduce the “white” code.

The misunderstanding, misuse of the “white™ linguistic code by blacks
(and whites for that matter) confuses and therefore limits cognition, particu-
larly when it is demanded that that cognition be expressed in “white” linguis-
tic terms. Those blacks who know the “white™ codes thoroughly and who
choose to act fully in terms of them, providing there are no other negative
barriers placed in the way, have little or no trouble assuming and demonstrat-
ing a cognitive style and power equal to or superior to “white” cognitive style
and power. It is the differing qualitative characteristics of the black and white
linguistic codes, codes engendered by dilfering power and positional relations,
that are in the main responsible for the differing cognitive styles and powers.
Because the “betterment” of black life calls for a one-way transition — blacks
into white world, blacks come to appear “deficient” in mental, linguistic and
behavioral terms. One often forgets that these ““deficiencies” are relative and
contextual. If the whites were called upon to enter the black world they
would be “deficient” mentally, linguistically and behaviorally. Thus, cogni-
tive style and power are relative to other conditions and demands and have
little to do with demonstrating “native™ or innate cognitive capacity. Cultu-
rally conditioned cognitive style and culturally measured cognitive power obs-
cures and virtually makes impossible a true and accurate estimation of innate
cognitive capacity.

CULTURAL DETERMINISM. Men in groups the world-over have developed
some sort of language. It is apparent that all normal human beings have an in-
nate capacity to learn the language taught them by their culture. This poten-
tial for language, then, is a given — comes with the human brain and anatomy.
What is not given is the culture, geophysical and other circumstances he is
born into. This includes the language spoken by the community. As these
things differ so do their reflective languages. The human child is capable of
learning any of them, no matter how simple or complex. Thus, we can say
first there is the capacity for making and learning words. This capacity will
be, and is, shaped by the unique psychosocial, geophysical world that sur-
rounds the individual or group.

Hypothetically, a man possessing a capacity for creating linguistic con-
structions, if put into a particular geophysical environment, will name
objects, relations, etc. peculiar to that environment. He will describe that en-
vironment, his interaclions with it, events that occur within it, his inner
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psychological and physical experiences within its confines in terms of words
and symbols. If these words and symbols and their referents aie shared by
others in his vicinity a linguistic community begins to develop. The orderli-
ness of nature tends to (possibly) help systematize the language.

Besides nameing and describing, man also organizes and classifies his ex-
periences. Thus he begins to “see” reality as ordered along certain definite
lines, as having some visible and invisible organization. He begins to look at
the world and certain things,, events and experiences as [itting into certain
categories and classes. As he experiences these things, events and experiences
he evaluates them — “good,” **bad,” “irrelevant,” etc.

He also seeks to know the “why™ of their existence — how they came
about, how they are constructed, what are their purposes, how are they re-
lated, what is their ultimate destiny, etc. Thus, he is called upon to create a
“mythology” to account for and explain these matters. The mythology “ex-
plains” the universe of physical, psychological, social and metaphysical phe-
nomena. According to their circumstances different cultures have developed
(and some continue to to do so) their own mythology. A culture may have
one mythology (e.g., some “primitive” cultures) or any number of mytho-
logies existing simutaneously (e.g., some “modern™ complex cultures). The
universe can be looked at and “explained” from any number of view points.

In the sense that we are using mythology here, this would include “scien-
tism” as well as “animism.” Whether we perceive the world as filled with
spirits and gods or atoms and energy we are still seeking to “explain™ it, to
comprehend it,

Whether we approach it“objectively,” the basic process of trying to sys-
tematically explain the world goes on. In this sense, science is as much a
“myth’ as is religion. However, each myth or point of view brings about very
different consequences. The consequences of scientific thinking bring on
quite different results from those of religious thinking.

The mythological structure prevailing in a culture or individual, during its
lifetime of the mythology, that is, creates new concepts, evaluations, behavio-
ral patterns, etc. These concepts, cvaluations, behavioral patterns, etc. tend to
fade with the underlying mythological structure that created them. However,
some mythological structures may endure unchanged for hundreds of years as
in some “primitive” cultures. This lack of change has “petrified” such socie-
ties and they would no doubt remain so il ne radical changes take place in the
civironmen. e g scophysical changes, social contact with others of differing
mythologies (this includes war), or some unique individual (s) bringing about
change in the group by developing some new mythology or viewpoint. Some
mythological structures may not last but a very short time, as with *fads.”
styles, fashions (these include modes of behavior), etc. In modern complex
societies many mythological structures exist simultaneously, are born and die
quickly (taking their vocabularies with them or having new meanings attached
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to them, or leaving relics of their existence) and others endure for long
periods of time (certain religious viewpoints, scientism). Many are mutually
conflicting, others relatively harmonious. Thus, mythologies create vocabu-
laries, concepts, ways of thinking, perceiving, feeling and behaving. If the my-
thology is a predominant one, that is, it is generally accepted by everyone in
the social unit, the linguistic, perceptual, affective, cognitive, behavioral, pat-
terns of that mythology is taught to their children and these grow up to be
like their mentors (usually their parents). This will remain so until events
force changes on the prevailing mythology (s).

Each mythology, whether scientific or religious, subjective or objective,
etc. carries with it its own method of dealing with the reality it has created or
seeks to explain. The methodology (which includes again methods of cogni-
tion, feelings, and behavior as well as the ways of effecting or retarding
change in the universe) of a mythology can be self-limi ting in that its explan-
atory schema is so fixed that it does not permit new points of view and the
methods so entrenched, particularly if the environment remains relatively
constant and unperturbed by outer or inner forces, do not lead to new dis-
coveries, provoke new questions, create new problems that must be solved in
new ways, jolt the imagination, etc, Modern, objective, scientific mythologies
and methodologies are self-generating in that they do provoke new
questions, solutions, new problems, imagination, change in the environment,
create new objects, establish new points of view, emphasize change and “pro-
gress,” etc. New Names, concepts, linguistic constructions, meanings, ways of
thinking, experiencing and behaving, accompany these events. Old systems
die or are modified and the languages generated by them die also or are modi-
tied. Thus, the current language is rich and complex as is the thought, feelings
and behaviors of the speakers of that language. The whole process feeds on it-
self. Whether a mythological methodology is self-limiting or self-generating
it is still inextricably tied to a particular geophysical, psychosocial situation
and there is a mutual interaction between the method and situation. A physi-
cal scientist cannot research the nature of a particular object if that object
does not exist, cannot be conjectured or imagined. Tt must have some kind of
reality for him, Thus, the structure or the environment, including its poten-
tials, will tend to limit and shape both mythology and methodology.

Language in its fullest sense (its mythological ground, word-sounds, syn-
tax, grammar, denotations, cannotations, conscious and subliminal mean-
ints, etc.) is the symbolic representation of its mother culture and as such
shapes and guides the consciousness-cognitions, affects and behaviors of its
speakers. The language in its fullest sense determines how the individuals of
a particular culture perceive reality and the methods by which they seek to
deal with it. (This view is essentially like that of Whorf’s (8), but goes beyond
it in that it does not deal principally with ctymological but with the sublimi-
nal, psychological aspects of language  How an individual conceives the uni-
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verse is not determined by the word-names used by a culture, nor b_y th_eir
lexical meanings, but by the mythological, methodoiogicgl substrate ll’l’lpl.‘ied
by word-names. Until the individual changes his mythoioglcal—methodolgglca]
substrates, his thinking, feeling and behaving are culturally estabhshe'd in the
first place. This does not mean that the individual is “locked” forever in a‘cul-
tural straitjacket. Nor does it mean that his language is not translatable into
other languages. There is nothing about cultural determinism that says the in-
dividual is imprisoned in his cultural meanings and is beyond hope of ever es-
caping. This obviously is not the case, as endless examples of persons who
fully assimilate the culture and languages of cultures other thar_l t_helr OWIl
native language. As a matter of fact many persons not only assimilate new
cultures but forget and become non-functional in their original one. .

The cultural mythological structure which guides cognition, percepﬂgn,
affects, and behavior may have their influence on the individual for varying
lengths of time, theoretically from seconds to infinite years. The structures
can be changed instantaneously (although most of them are not) as soon as an
accommodative or assimilative process is indicated as a result of the things
we listed above (latter paragraph) as well as creative use of imagination, new
ideas and concepts as put forth by others. The structures (or schemas) may
be changed slowly for the same reasons (we may say _here that the usugl ten-
dency is to try and assimilate “news” into the original structures without
changing them or to explain the “news” in terms of the _onglnai s.‘.tructures.
This can lead to a conscious or unconscious denial or misperception of the
“news.” Many times, though, time and circumstance force modiﬁcation_or
abandonment of the old structures). Through imagination the human being
can, if stimulated, go beyond his cultural schemas and perceive the world
in a new light and think, feel and behave in accordance with this new percep-
tion and this can take place during the space of a very short human-tol-human,
human-to-ohject, human-to-situational, human—to-experimﬂaﬁ interaction.

Hence, this makes translation possible. Despite the fact that at any one
time an individual may be guided by cultural determinants, the properties
of the human Central Nervous System, which is common to all men, makes
it possible for him through imagination, analogies, metaphors, one-to-oone
translations, and other methods, to translate his language into another or vice
versa (though this is not 100% true,.it’s true enough to make 'understandabie
translations possible). Even in the case of imagination, analogies, etc. the cul-
tural structures serve as the basic materials out of which new conceptual gar-
ments are fashioned, A man always begins a journey from where he stands.
Sharing a common CNS and commeon earth, humans, despite different langg-
ages and conceptual systems can communicate with each other though thlS
may be very difficult at times, because there is enocugh common ground in
reality and in the basic human make-up to make this so.
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However, we must caution that cross -cultural translations (we’re speaking
more in the structural-conceptual sense here) that are intended to change one
of the interactant’s mythological systems and thereby his perceptions, cogni-
tions, affections and behaviors, to be effective, must be done in a step-by-step
fashion, To try and teach a crawling baby to do classic ballet would be ludi-
crous, utterly frustrating to its instructor and psychologically and possibly
physically damaging to the child. At least the child simply would not under-
stand and would react with hostility and possibly regression. To try and teach
a “primitive” Einsteinian physics when they have an underdeveloped number
system or without first teaching them the appropriate number system beginn-
ing “where they are” would lead to similar results. As unnecessary as these
examples may be, this sort of teaching without giving full consideration to
the cultural background of those being taught taking place in America today,

SYMBOLIZATION. Taken as a whole, socialization represents a process
we call symbolization — a process whereby things, events, situations, rela-
tions, thoughts, feelings, actions, attitudes and other phenomena are symbo-
lized or represented by things other than themselves and whereby the indi-
vidual comes to react to these symbols with conscious, affective and behavio-
ral tendencies. The symbol is a sort of shorthand for the thing (s) represented.

A word, which is a symbol, can represent or “stand for” an exceedingly
complex phenomena. When used in a language that phenomena can be “pack-
aged” or “miniaturized” in a word to the mutual convenience of the commu-
icating parties. Symbols, when effective, affect their recipients and users in
at least three ways. It makes them conscious or attend certain things (this in-
cludes purely “mental” things also) in the universe, a universe that is in a con-
stant state of flux — making particular things and ideations figure and others
ground. As symbols shift so does consciousness. Symbols also effect affec-
tive reactions in their recipient-users. The Christian cross may conjure up
“religious” emotions in its devotees. The words on a telegram —“Your
mother is dead”— may bring on intense affective reactions of sadness. Feel-
ings and feeling tones accompany symbols of all types. Finally, symbols
effect behavioral tendencies in their recipient-users. Symbols, when perceived,
effect some gross body or nervous system reactions.

Symbols that have been conventionalized by a culture and socialized into
its members then has three major effects on their behavior. They place them
into a certain state of consciousness, emotion or fecling and initiate certain
behavioral tendencies. Of course, the same symbol does not initiate the samne
conscious, emotional, behavioral tendencies invariably. The effect of the sym-
bol, to a certain degree, is determined by the context in which it is embed-
ded. However, it is important to remember that recognized symbols can ef-
fectively change or distort contexts. These consciousness, affective, behavio-

k]

ral dispositional propertics can effectively “blind” the individual to his sur-
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round or othier alternatives or contingencies in that surround. They may focus
his consciousness (which includes subconscious orientations as well), emo-
tional and behavioral attention in such a way as to make him “fixate” on
certain objects ts, qualities, etc, of the environment and oblivious to others,
thereby at times malking him dysfunctional — causing harm to himself and
others.

Language, of course, is a system of symbols par excellence. Language, in
its verbal and nonverbal aspects, is probably the most effective and frequent-
ly used system of symbols to control and deal with people and the universe.
But there are other very important symbols that may at times cutweigh
words, which alse effect consciousness, emotions and behavior. These sym-
bols may be objects, status postions, various forms of prowess, behaviors,
privileges, etc. Thus, a man dressed in a priest’s garments effects a quite dis-
tinct state of consciousness, emotion and behavior in his perceivers (and in
his own self-perception) than if that same man were dressed in the rags of a
beggar. A change of clothing in this instance, all other things held constant
(in terms of the man’s personality), effects a change in people’s conscious-
ness-affective-behavioral tendencies toward him. Thus, symbols, linguistic
and/or nonlinguistic, are important in that they have far-reaching effects on
states of consciousness, emotion and behavior. These effects can bring on
positive consequences to the symbol-emitter and/or receivers (the effect
being functional and adaptive) or they can bring on negative consequences
(the effect being dysfunctional and maladaptive).

Acculturation and socialization are to a great extend learning the appro-
priate symbols, their meanings, their use, and developing the ability to use
them effectively. Different cultures and groups may socialize their members
to perceive and react to essentially the “same” object, event or experience in
very different ways — even when the word-name for that symbol may be the
same. Thus, members of these separate cultures, if placed into the alien cul-
ture, not knowing the alien culture’s meaning of particular symbols, become
dysfunctional in that culture. For instance, the word-sound “bad” as used in
certain contexts within the black community actually may refer to what
whites would call by the word sound ““good.” To a black a “bad dude” is
a statement of envious admiration. To the unknowing white it may imply a
deprecation.

Symbols out of context, out of their organic ground base, if not medified
to suit the new or different circumstances can bring about dysfunctional be-
havior and negative consequences for the user — recipient and his surround,
which may include other human beings and his physical environment. This
occurs because the state of consciousness, feelings and behavior provoked by
the symbols may be inappropriate to the current circumstances. The misuse
of, or the out-of-context use of, symbols can lead to various forms of mala-
adjustment from slight annoyance to blind rage and destructive (including
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self-destructive) behavior, from minor [rustration and anxiety to crippling
neurosis and full-blown psychosis.

SOCIALIZATION OF THE BLACK CHILD: With Particular Emphasis on
the Black “Ghetto™ Child. The principles of socialization as outlined above
are operant for the black child as they are for the child ol any other ethnic
group. However, the peculiar social, economic, political-historical situation
of the black child, his socialization, may appear to be incomplete or dysfunc-
tional. It is the negative consequences of his socialization for himself, his
community and the nation that concerns us here. Let us make something
clear: It is not our thesis that the socialization of the black ghetto child is
negative — but that the socialization he receives is incongruent within the lar-
ger social context in which he lives, that his socialization does not prepare
him to meet the demands of the broader society or establish a positive al-
ternative to it and as a consequence he becomes dysfunctional both within
his ghetto culture and outside of it. Through his acculturtive-adaptative at-
temps to become functional within his restricted environment the black child
suffers in all areas of his life and his self-actualization is thereby thwarted or
distorted and brings on relatively innocuous or negative consequences (o his
surround.

The three essential socialization processes we noted earlier — proper per-
formance behavior, the playing of approved social roles, and the development
of social attitudes — operate within the black ghetto community but a
number of factors negate their possible positive results and make chetto socia-
lized child dysfunctional. The behavior learned within the ghetto context is
usually too restricted or inflexible to be appreciably functional in or out of
the ghetto context, approved ghetto roles are not approved by the larger
society, have little applicability outside or inside the ghetto, are dysfunctional
outside and/or inside the ghetto, and the social attitudes that result from
ghetto living, though of some demonstrably positive or survival value within
the ghetto  racist context, are in the main dysfunctional in and out of the
ghetto.

The way a culture socializes its children is a function of the way it per-
ceives the world at present and the world of its children. That world percep-
tion is a historical-experiental product of a people and a mythological struc-
ture is built upon that perception. The methods of childrearing, the values
taught to the children, etc. are organically connected to the cultural mytho-
logy (or world view). The black ghetto situation has come about as the con-
sequences of American racism and the blacks’ experience and view of that
racism. This, in turn, has resulted in a distorted black cultural mythological
structure, on which a basically dysfunctional socialization process (es) is pre-
dicated. Within the black ghetto mythologival structure, which at best can be
described as ambiguous, functional and dysfunctional socializational proces-
ses are tangled into an unhealthy jungle-growth. The methodology and aims
of socialization processes are based on a cultural mythological structure. If
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the mythology is unclear, confused, unrealistic, in a rapid, unorganized, con-
stant state of flux, the socialization of children suffer — they will be unclear
about themselves, their goals, unrealistic, confused, cnotionally labile or apa-
thetic, suffer problems in human relations, lack knowledge of self, etc. It is
our contention that the black experience in America, coupled with the black
cultural-mythological situation is responsible for the greater portion of black
dysfunctionality.

THE CULTURE OF POVERTY. We have defined culture principally in
terms of its functions — as a definer of situations, attitudes, values and goals,
myths, legends, and the super-natural, as a provider of behavior patterns and
molder of national character. As important as these functions are, they are
secondary factors, effects to a far greater extent than they are causes. For
these functions are grounded and shaped by a prior system of circumstances
and realities. These circumstances and realities include the geophysical, eco-
nomic, and the psychosocial. The geophysical circumstances refer to physi-
cal characteristics of the earth occupied by a particular culture, its geo-
graphical characteristics, its natural and man-made resources, their use or non-
use, climate, objects and implements for convenience, work and/or pleasure,
physical plants for the maintenance and/or advance of the culture, and its
physical vitals such as food, clothing and shelter. The economic refers to the
means and medium of exchange of goods and services among members of the
culture or between cultures and the availability of these means to individuals
of the culture and the culture as a whole. Tt also refers to the means by which
resources, goods and services arc allocated among culture members and be-
tween cultures. The psychosocial refers to the ways of perceiving, coping, be-
having, expressing emotions, thinking utilized by the members of a culture,
their modes of relating to and behaving toward each other and the world
and the quality of the prevailing societal structure at a given point in time.

The resources provided by a particular gseographical region and their utili-
zation by a particular culture helps to shape the attitudes, perceptions, be-
haviors, and values of the people occupying that region. Iron and the
behaviors, attitudes, values, etc. that can be generated by its many potential
uses cannot be generated in a culture whose geophysical environment does
not provide such a resource. Thus, two different cultures can evolve around
the fact that one possesses a particular resource that is lacking in the other.
This is true for the presence and availability of, or the absence of or utili-
zation or nonutilization of any number of geophysical resources, character-
istics and environment conditions. Generally, on an elementary basis, a cul-
ture’s economic system is tied to its geophysical circumstances and the psy-
chosocial system to the first two.

As long as a culture’s values, aspirations and behavior patterns are ﬁrml_y
rooted in its geophysical possibilities, the means of procuring them and their
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utilization to satisfy the demands of the values, aspirations and behaviors,
other things held constant, that culture may be said to be harmonious. If,
however, the opposite is the case, that culture will suffer frustration and some
or all of the symptoms of frustration such as displaced aggression, apathy,
destguctiveness, unrealistic striving, etc. — in general, maladaptive behavior
sets in.

The black ghetto culture is one wherein its geophysical circumstances, its
economic and psychosocial resources, as now existent, cannot meet the de-
mands of values, aspirations and behaviors which are essentially those based
on the larger society which has those resources, Thus, frustration and its
attendant symptoms, which we shall discuss at the end of this section.

THE GEOPHYSICAL, ECONOMIC AND PSYCHOSOCJAL ENVIRON—
MENT OF THE BLACK GHETTO. It is not necessary to repeat a twice-
told tale. By now cveryone is familiar with the geophysics of the ghetto.
The geophysics are intrinsic to the definition of ghetto as currently used. The
catalog of garbage — filled streets, run-down and shuttered stores and
burnt-out and abandoned cars and buildings, crumbling apartment houses,
deteriorating real estate, rats, roaches, flies, stale smells, etc. are well known
to ghetto-dwellers and non-dwellers alike. The overcrowdedness on the
streets and in the apartments, the lack of heat and hot warter, lack of basic
physical services and upkeep, the general decay of all things physical have
been articulated many times. This is the geophysical situation of ghettos, the
abundance of all that is rottening, decaying, overused, overcrowded, out-
moded and the sparsity of all that is needed, but unavailable; the over-abun-
dai}cc of health-damaging conditions and the absence of wholesome, preven-
tative conditions. The over-abundance of life destroying instruments, objects
and establishments and absence of life-supporting instruments, objects and cs-
tablishments; shelters that don’t protect from the ravages of the clements,
men _anﬁ vermin, infestation and disease; physical environments that provide
no vistas and scenes that uplift the spirit, but which amply provide a mind-
deadening drabness, sameness and unrelieved pictures of poverty and squalor.
All these things and more are known by everyone so we will not bother to
quote statistics here. This lack of tesources or their proper utilization in the
ghetto and the overwhelming abundance of adverse circumstances shapes the
minds of the inhabitants, forces them to narrow their perspectives, to concen-
trate on adapting and surviving in those conditions, spends their cognitive
talents on the trivialities of a highly fragmented environment and this forces
.them to take their pleasures where and when they find them, to take them
immediately and to constantly seek escape — most by psychobiological means
such as alcohol, drugs, chronic sexual involvement, to take from their fellow
members through crime, whatever amount of scarce resources they may
happen to possess.

The ghetto geophysical environment is a disinvested one — one where all
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valuable physical resources are either deteriorating or being taken out and
none bheing brought in. Thus, social institutions, talented persons, factories,
money, etc. are constantly being withdrawn from the community and im-
poverishment maintains an uninterrupted and geometrical increase in growth.
A geophysical environment of this type cannot be life-supporting, it is life-
destructive. A well grounded. harmonious cultural-mythological structure
cannot be erected on such geophysical {oundations. Frustration and its at-
tendant ills must set in.

THE ECONOMIC. The economic picture of the ghetto is as well known as
is the geophysical. Unemployment and underemployment abound and are
getting worse. The black ghetto employment situation is worse than that at
the height of the American Great Depression, 53% or more of black families
are below the poverty level. Thus, basic goods and services are lacking to a
preat extent in the black ghetto due to the scarcity of means (money) to pro-
cure them. What few goods are allocated are done so mainly by social ser-
vice agencies and the working poor and are allocated unevenly and in quanti-
ties too small to have lasting effect. The economic means of escaping the
ghetto through physical removal, and other socially approved means, such as
through education and training, arc available to a relatively small number of
residents. The high pricing of goods and services, the shoddiness of materials,
the gouging tactics of merchants and landlords, operate to deplete and fur-
ther decimate the economy of the ghetto. The lack of investment, the out-
flow of capital, the lack of extension of credit and cash serves to establish
an economic environment that is tenuous, unpredictable, poverty-stricken,
life-destroying. It adds to and multiplies the effects of the geophysical
environment just described. It forces the exploitation of some members of
the ghetto society by other members. Criminal behavior is resorted to by
those who wish to obtain the scarce economic means possessed by their
neighbors. Again, an economic environment of this kind cannot be life-sup-
porting. It.cannot meet the demands of values, aspirations and behavior pat-
terns which are borrowed from an affluent larger society. Frustration and its
attendant ills must set in.

THE PSYCHOSOCIAL. The psychosocial environment into which the
black child is born is confusing and complex. The overall reigning psychoso-
cial environment of blacks in general is grounded in the history and experi-
ence of slavery and subsequent racial discrimination. The black child is socia-
lized by persons of this historicat-experiential background as well as into the
geophysical and economic environments just described. In addition, the
ghetto child is exposed to a bewildering and kaleidoscopic array of street
scenes, lifestyles, family forms, ethical codes, rules of conduct, human re-

lations and economic practices, This makes it difficult for him to synthesize

a code of behavior, appropriateness of emotional expression and organization
of thought that is functional in or out of his surround. His lifestyle is apt to
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be ajuxtaposi.ti(.m of incongruent styles he has observed in his home and com-
ggﬁ;t};};&lgu}?mg phi_losophy of life, a knowledge of goals and their attain-
oo L ot l?ics llj?eg_ or is thawarted by experiences occurring during critical
_ _T){pically, the ghetto street scene contains many models whose behavior
if imitated or identified with by the child, will lead to a restricted lifest lc:
or to dysfunctional or possibly criminal behavior. On the streets on any dya
are men standing alone or in groups idled by unemployment, lack of initia)i
tive to s_eek employment. Others are sitting around makeship, tables playin
cards, drinking, gambling, talking loud and boisterously. -
Some are stooping on sidewalks or in alleys shooting craps or in pool halls
shooting pool. There may be a fight where some is cut, killed or brutalized, A
worman may be assaulted by her husband or boyfriend. Risque jokes and 1m
precations are common languages. Sexual conquest is the constant talk of the
men and th_e WOi‘fing of women passersby is the expected behavior of the
E]nale who is a ‘1'nan.” The boys, a great number of whom are school
: ropouts., are playing handball and basketball on the sidewalks or stickball
in the n_udst of ongoing traffic in the streets. Or they are aimlessly wandering
ﬁ:g?nd I groups or gangs looking for thrills to break the monotony of their
.In the garbqge-ﬁ.l]ed streets roam pregnant teenage girls, dirty, unattended
children, prostitutes, pimps, hustlers, muggers, con men, h,omose’xuals Noise
and loud rgck music rend the air, the stench of decaying buildings .of the
smell o_f urine waft out onto the streets from darkened hallways whe’re ma
b.e lurkmg dangers of all types. What businesses there are are petty and exploi
tive, their dusty merchandise peering out from window gates. Others have
long departed the neighborhood and left behind a legacy ofbo-arded-up win-
jolc\lws or };urnt-out shells of buildings. Bars, pool halls, “clubs,” dry cleaners
S;ﬁgt&f;gg\lgﬁl{tﬁahes and candy stores, that are in reality numbers joints,
Runaway husbands and fathers make up an influential minority of the
hangers-qur on the street corners. ADC and food stamps are the coin of the
realm._ Literacy borders on the illiterate. There is no pretense of a book-
isjt}?re 1m the entire blqck. The library and school are nestled amid the squadlor
th:;ii?niﬁifﬂ things from another world, They have nothing to do with
Thg relations between persons, though many are close and warm, and
there is a general heighty-ho in the air of these once hospitable southe;ners
are tenous and fragile. Persons and families move often and its really difﬁj
cult to trust anyone — thus deep, refreshing friendships suffer. Inside the
cr_umbhng overcrowded apartments persons and families hide behind doors
w1th. many locks and windows shuttered and barred to keep the eyes of the
outsiders from “casing the joint” or to prevent burglars from breaking in. The
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family can’t go for a stroll because of the degraded conditions of the streets
and people or because no one respects anyone else.

The prevailing psychosogical atimosphiere is one of fear — sometimes con-
scious, sometimes unconscious. Fear of being mugged, assaulted, insulted,
witnessing revolting acts and events or of returning to a robbed apartment are
prevalent. Chronic tension and anxiety force the inhabitants to be constant-
ly hyperalert — even inside their homes or asleep in bed. The attitudes of
distrust and suspicion are the best defensive ones for the ghetto dweller.
Consequently, paranoia is a way of life and edgedness a chronic state of
being. The police are the colonial military whose main function seems to he
that of bullying and oppressing the local populace and protecting rent-
gouging landlords” properties and the properties of absentee, exploitive busi-
nessmen. Thus, the individual ghetto member feels unprotected and deserted
by the government.

The constant threat of vielence and intimidation wraps the community in
a heavy, oppressive cloud. The attitudes of unfathomable discontent,
undirected, unrelieved hostility, or a constant desire to escape are shared by
everyone. A constant state of readiness for confrontation, to flee from it, or
to avoid it. For undefinable mixed feelings expressed in unpredictable ways
connects all the inhabitants of the ghetto, friend and foe, stranger and
stranger alike.

Political apathy and a lack of effective political organization leave condi-
tions unchanged, let them further deteriorate in the ghetto. A general feeling
of powerlessness, that the locus of power is not in themselves, that if help and
positive change must come it will be from the outside, sap the initiative and
creativity of the people. It generates a feeling that if things are to be done,
then they must be prayed, cajoled, rioted out of other indifferent people.
Thus, bluster, bravado, rank emotionalism, aggressiveness, begging or apa-
thetically waiting for someone else to solve their problems becomes the pro-
blem-solving method of the ghetto folk. A lack of self-assertiveness in the
political arena becomes the prevailing mode of behavior. This leads to a ter-
rific sense of deprivation, frustration, guilt and shame, lack of direction,
powerlessness and creates an immense vulnerability for fads, fashions, econo-
mic and intellectual, “religious” and profane exploitation. Escapism becomes
the chief means of transcending these things. Some withdraw, others fight,
others escape into emotional religious meetings or dance and party their
frustrations away, others use drugs of all types and descriptions, too few
“legitimately™ overcome through education, training, finding a good job, re-
turning “‘down home.”

The black ghetto child is faced with lifestyles of all types and is rarely
given the opportunity to choose the most positive one. There are a goodly
number of “mainstream” families to choose from. In these, the basic family
structure resembles that of the larger society. These are the intact familics
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“;1;1]1[((311;11 ]maly or may not live in relative comfort and which profess a general
e e-C gss outlook, Other family types are the kinds — families where the
athers an mothe{s have formed some type of arrangement other than legi-
txmage martiage. There are the “swingers” — married, with families, and ugn-
martied -~ to whom “‘partying” and endless “running-s;round” is a wz; of life
ﬂ}en there are the fugitive-father “street” families usually headed byywomeﬁ
}vﬁmut husbapds. There are many of these. The children may have the same
a er,”but quite frequently have different fathers. Then there are the “street
corner” men and women of the streets. How is a ghetto child to know what i
best — who can tell Him? When will he learn? How will he learn? &
Howeve.r, this is not the end. No matter how confusing, man fashions out
of zi]chaotl.c environment or imposes upon it some type of’world-view philo-
flopt}{jlor lri.fe or mythology3 be they consistent and stable or inconsistént and
nstable. _hese become guides and determinants of his behavior, conscious-
ness, thinking and feeling, until modified or abandoned, which l;y the wa
d_oes not occur nearly as often as we would like to thini(. Ofter; imediﬁCZli
tion does occur (more often or just as often it does not, especizi]ly after ma-
t1.1r1ty~ — even after 2%z — 3 years), residues or derivatives of the old mytholo-
gies imger on and continue to distort and twist the new realities. So, the
;;Sy?ﬂgrl}o%mal-\?oridview forged from or imposed by the ghetto life ‘enc}’}ains
t_hro“g}:“erg’laszlzlzi](f;.tirs and distorts their perceptions and things are seen
. The ghett_o dwell.er‘ however, is not shut off from the world. He is exposed
to mass media and its messages get through. The values of the larger societ
its lifestyles, power, materiality, ete. are forcefully communicated throu yl{
T.V. and radio shows. movies, newspapers, magazines, conversation advegr-
Uscmenl,‘churches, schools, observation, reason and imagination Man,’ of the
Zaﬁ::fteof t?u; S(i-cta}ﬂ.ed w}hite middle-class are held by the ghett;) dweyﬂer A:
ter of fact, this is the source of the problem — the awareness of a b :
dwelling place, better life, better people and the inabilit e
v | ; 4 y to get them, th
izizi St;r ;giﬁil;r?,tﬁ;;ﬁ?nm gtcht them, th? bl?ing held back frombgetting t7hen?
; : — this, as we shall show later, is the e of tl
frustration which fathers the ghetto conditions we he ibed (e are ot
forgetting racism and the slave experience) TI;]ZG o de_SCHde o gy
; : geophysical, economic an
gizggﬁ;ﬁgi F()rl(;;lgddof tl;le ghet_to cannot support a white value system thaat ici
13;1 ; unded in the whlle socio-politico-economic infrastructure. At-
stmsti at }trrymg to weld white valurs en masse and unmodified onto the
iifesty]erg ;re g:)ilsgthaiti‘;s E;{Jddlgfgomol;? plioblems than they solve. The white
: re blacks as symbols of what it me
ihce(;ltr;pliettse}na;:f;p]talqle lanc] loved person. Howe{fer, the cult&fatl l;rlgjigsotfo tﬁz
ghetto, ological structure, make striving for these symbols by man
(t)lfel;f zl.en}%}fers d'oom them to dlsappgintrnent and frustration. Il he gchieve);
is life will often be empty, insecure, a caricature  of the much
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vaunted white middle-class life. He will then be a black bourgeoisie — all
form and no content.

THE BLACK MYTHOLOGICAL STRUCTURE AND COGNITIOHN

During our discussion of cultural determinism we stated that each culture
develops a mythological structure —a structure which perceives the phenome-
nal and metaphysical worlds after a certain fashion and seeks to explain those
worlds in terms of its perceptions. Out of this mythological structure come
conceptual, evaluative, behavioral, motivational, cognitive systems and
methods for dealing with the mythologized world. We also indicated that
the character of the mythological structure is determined by prevailing histo-
rical, geophysical, economical, psychosocial circumstances and that cultural
mythological structures guide cognition, perception, affects and behavior.

What are the characteristics of the “plack” mythological structure? We
think this question can best be dealt with in terms of the general relations
of blacks to whites. What there is of “plack” culture in America has been to a
great extent deeply influenced by black-white power relations. We cannot
speak of a black culture in the pure sense of the word because circumstances
have not been conducive for the development of a black culture relatively un-
influenced by other cultures (in America, the “white” cultures) to warrant
the use of the term “black culture” in its fullest sense. There is, however, due
to the historical and current negated position of blacks in American society,
a black subculture (which we will refer to as black culture from here on out)
which has distinctive characteristics and which clearly impresses a cultural
character on its members.

Black culture to a significant extent is a reactive culture, i.e., its shape and
character to a large extent has resulted from the attempts by blacks to adapt
to white power and discrimination (we are aware that “deep structures” of
the original African cultures prevail and function among blacks and thereby
contribute in their own right to black culture. However, such contributions
are not germane to our discussion at this juncture). Black culture literally
takes its “cue” from white cultural change and movement. The white culture
is generally characterized by large and powerful contradictory value systems
(regional systems, such as northeastern vs. southern), fast paced technologi-
cal changes and a value system which is unstable, unbalanced, heterogeneous,
highly fluxed and conflicting. The reactive black culture, because of its de-
pendent relationship to the dominant white culture, multiplies the effects al-
ready present in the white structure. 1t suffers doubly what may be troubling
the white culture.

So, black culture suffers from three major problems: It must constantly
adapt and cope with a confusing, unstable, but all-powerful white culture on
which it depends for its very existence, and it is locked out from sharing to
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any significant extent in the wielding of power and is generally degraded and
discriminated against. The term which we feel would best describe the
reactions of blacks to this situation and would at the same time serve as the
key explanatory concept for explaining the character of a large segment of
black culture, is the term — frustration. Associated closely with this term is
the fact and experience of powerlessness. To a marked degree the character
and attendant mythological structure of black culture has developed out of
the chronic frustration and powerlessness of black people.

Frustration refers to the unpleasant feelings and/or state of mind resulting
from the lack of the satisfaction of a desire, the fulfillment of a wish and/or
from being or having been delayed, misled from, or blocked from reaching a
certain goal or goals, and not possessing the power to satisfactorily compen-
sate for the lost satisfaction or filfillment or to overcome the blocking
obstacle (s).

We view the barrier which produced frustration within the black commu-
nity as the racist white power structure (though there are numerous other
factors, but we think that one will find that most of these other factors stem
from the over-all racial factor) which prevents the balck community from at-
taining many of the things it desires, Thus, the black community suffers es-
sentially from frustration and many of its characteristics, both functional and
dysfunctional, spring from this sitvation.

Hilgard, et al. (3) adequately summarizes the concept of frustration when
he writes:

The term frustration has at least two different connotations in every-
day speech. In one sense it refers to the blocking of motive satisfaction.
When progress toward a desired goal is interfered with or delayed, we
say that the person encounters frustration. But “frustration”is also used
to describe the unpleasant emotional state that results from blocked
goal-seeking, rather than the event itself. The individual whose car gets
a flat tire as he hurries to catch a plane would probably say he feels
frustrated. Here frustration is equated with an internal state. For our
purposes, however, we will hold to the meaning of frustration as the
thwarting circumstances — the external events, rather than their inter-
nal consequences.

Unlike Hilgard, et al., we will herec emphasize the internal consequences of
frustration. For it is these that are responsible to a significant degree for what
we may characterize as black culture. It is pertinent at this point to look at
two important effects resulting from frustration as formulated by Janis, et
(4):

1. The emotional upset evoked by any source of frustration will in-

terfere with attention, thinking, planning, and other mental processes

that make for constructive and imaginative performance

208

An Overview: Language, Cultural Determinism and “Black Mythology™

2. When a barrier results in the frustration of aroused motive that @s ir-
relevant to executing the task, the frustrated person will try to continue
the irrelevant activity that is being interefered with instead of working
on the original task.

Since frustration is almost endemic to black life in America, the conseque-
ences of black children being socialized under such a situation are apparent
a5 indicated by the first paragraph of the above quotation — reduced and. dis-
torted cognitive, motivational and behavioral functiom'ng' as wel.l as dysfunc—
tional compensatory functioning. The black child is socm}hz(?d in a
_ confused culture and his personal, social and cognitive functioning carry
the marks of such a socialization process.

The reactions to frustration are fairly well known — restlessness and
tension, aggression (direct and displaced), apathy, fantasy, stereotypy, regres-
sion (3), and a good number of others. We will e?cplore some of the reactions
to frustration as they apply to the black community. .
RESTLESSNESS AND TENSION. If the goals of various motives, wishes, de-
sires, etc. are attained and are satisfactory, the organism experiences a period
of relaxation and fulfillment. However, if the goals are not attained or are not
satisfactory the organism experiences increased tension and restlessness —
he feels frustrated. There is little or no direct evidence that blacks, as a group,
are more restless and tense than are whites, but experiments in support o.f the
basic assumption can be easily found. The fact that blacks have not achieved
the goals they want and fight for daily, would indicate that they sufff_:r the
tension of frustration — the tensions that come from con_frontmg a
recalcitrant  system, the tension created by stigmatization, tension {?reated
by rejection, tension created by having many strong neec_ls and' Qrwes go
unfilled. The riots of the sixties and seventies, the increasing suicide rates
and mental illness, physical suffering, the high incidence of essent.ial hyper-
tension, all are symptomatic of the extraordinary tension experienced by
blacks. Many of the blacks who may not have personally confronted the
barriers to their fulfillment, those who have been forewarned by other blacks,
still suffer from undirected rage and resentment, “floating rage and resent-
ment.” This undirected rage and resentment, whether consciously felt or re-
pressed in the subconscious, is often discharged into genqrally destructive
channels which often leads to over-reactive aggression against persons and

property.

AGGRESSION . N
The anger and possibly fear resulting from being blocked fl:O.m desired an

needed goals may lead to undirected destructiveness and bos’uhty and/or des-

tructiveness and hostility directed at the interfering barrier. Quite often the
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rage and hostility that for various reasons cannot be directed at the party or
parties is directed at more vulnerable parties within reach of the frustrated
party. Where the frustrating barrier is attacked this is referred to as direct
aggression. There things other than the barrier are attacked, we have what is
refe_arred to as displaced aggression. One does not have to go far to gather his:
torical and current evidence showing the direct assault by blacks against furs.
trating racial barriers through a number of means; slave revolts on sea and
land, legal battles, bloc voting, demonstrations, sit-ins, riots, direct one-to-one
apd group-to-group physical confrontations of black against white, etc. In-
direct and displaced aggression is evidenced by the destruction of property
owned by whites and acting uncooperatively with white authority whenever
possible.

‘ However, the most serious evidence of displaced aggression among blacks
is the very high rate within group physical brutality of black against black
t_he murder and assault of blacks against blacks. The rates of suicide, alcohoz
lism, drug abuse, and other forms of self-destructive behavior that have been
well documented are evidence of displaced aggression. Self-abnegation by
blacks, self-hatred and group resentment by blacks indicate a situation where
instead of negative feelings, hatred and hostility and resentment being dii
rected at the responsible party (the whites) or in addition to them being di-
rected that way, they are directed toward the self and the group to which one
belongs (the black group).

APATHY

A]though direct and indirect aggression are frequent responses to frus-
trating circumstances, apathy, indifference, withdrawal, studied avoidance of
the frustrating situation also are frequent responses. This type of
response is most likely to occur when the frustrating barrier appears to be ex-
tremely powerful, invincible, or severely punishes attempts at overcoming it.
T-his type of response may also stem from the frustrated party’s estimation of
his weakness, extreme vulnerability, his fear of punishment and failure. Con-
gequentiy, the frustrated party gives up and exhibits lack of interest in achiev-
ing the. blocked goals, indifference to those goals, withdrawal from any effort
to achieve those goals. The apathy of the black community has been re-
rparked on in the literature quite frequently. Though the sit-ins, demonstra-
tions, voting practices, etc., by blacks, do point to active concern by many
blacks, it would not take long to establish that these active blacks represent
a small percentage of blacks. The failure of blacks to progress commensu-
rate to their efforts and education has reduced black interest in that direction
'for many .of them. Their rejection in the political arena and their lack of real
mﬂuence in that area has tended to make a very sizeable percentage of blacks
uninterested in politics and voting.

T}_1e overwhelming power of the white power structure and swift and over-
reactive tendency to punish black aggression, its control over resources, its

210

An Overview: Language, Cultural Determinism and “Black Mythology ™

sustained degrading of black self-confidence along with other negative factors
has preduced in a very large percentage of blacks what is referred to as
Leamned Helplessness. The very strong and largely negative control that the
white establishment has over black lives has produced among many blacks
such a degree of lack of self-confidence that a large number of them do not
believe that their personal and group status can be improved, save through the
help of whites. The utter dependence of blacks on whites for their physical
existence has generalized to an almost utter dependence on whites for their
social, economic, political,educational, cognitive existence. This type of apa-
thy has helped to maintain black subjugation, ignorance, lack of self-know-
ledge, self-love, self-confidence, self-assertiveness, self-education. The situa-
tion has been such that when barriers are down many blacks continue to re-
spond as if the barriers still exist.

FANTASY

The recalcitrance and negative reactivity of the white power barriers has
been such that it has driven an extremely large segment of the black commu-
nity to seek solutions to their frustrations in the realms of fantasy and magi-
cal thinking. They may engage in fantasies of having reached their goals, or
vicariously identifying with whites, they try to “act white” or pretend that
America has no racial problems, only a problem of economics, they may
enter into their own fantasy world of dancing, partying, constant sexual play,
ete. in order to forget their frustrating circumstances, they may become ex-
cessively involved in an integrated world or copy “white” habits and in-
terests to such a degree that they forget their blackness and the frustrations
connected with it, they may become fanatical about ideas and philosophies
which ignore present realities and that dwell on apocryphal “heavens” or
classless societies.
STEREOTYPY

In seeking to win full acceptance and equality in and with the larger white
sociely, blacks have tred nearly every possible means available to them to
attain such. They have begged, bluffed, rioted, prayed, sat-in, martyred them-
selves, fought court battles, etc. Yet, none of these methods singularly or in
combination have been very successful. The final outcome has been for many
blacks a lapse into stereotypy — “‘a tendency to exhibit repetitive, fixated
behavior” (Hilgard, 3). The flexibility required for efficient problem-solving,
the ability to follow new directions, is adversely affected or completely ne-
gated by the ensuing reactions to frustrations. The fact that many blacks still
seek acceptance and equality, by using the means mentioned above, means
which have not worked, the fact that they continue to see acceptance and
equality with whites as a preeminent goal, despite the fact that such an accep-
tance and equality may not be in their best interest, the fact that the majority
of blacks still reject black nationalism, black self-determination (as far as is
possible), black self-evaluation, the fact that blacks have little or no confi-
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dence in their ability to educate their own, as evidenced by their constant
battles to get whites to educate their children, the fact that blacks see the
whites as having the only power and ability to solve their problems, despite
the fact that none of these beliefs have accomplished for them what they
have wanted for some four hundred years, indicates stereotyped behavior,
The extreme conformity with white values and orientations exhibited by a
large and influential segment of the black community, despite the fact that
these values and orientations have been counterproductive, the suspiciousness
and mistrust of many blacks of other blacks, of separatist and/or naticnalist
orientation due to the fact that such orientations do not have white establish-
ment approval and to the fact that it represents for many blacks too great a
departure from stercotyped, minimally effective approaches, indicates the
loss of flexibility and originality in black thinking engendered by paralyzing
frustration.

One could wager that if blacks could achieve prosperity, independence,
peace, respect, self-love, etc. through a nationalistic-separatist program, a very
large segment, the middleclass segment especially, would reject such a possibi-
lity even if it meant another four hundred years of trying to become fully
integrated with the white community. This continuing preoccupation with
whites in general, and integration in particular, has been destructive for the
black community in many areas of functioning. For such preoccupation has
had the effect of blacks neglecting to use their own economic, educational,
organizaticnal resources efficiently. They have literally abandoned the educa-
tion of their children and lost generations of children to ignorance because
their integrationist attempts have left them no time or inclination to teach
their children what they thought the whites could teach them.,

Because of the utter fixation of blacks on whites, creative, original, innova-
tive, unorthodox, powerful, assertive, non-conformist thoughts, actions and
beliefs by blacks (even as indicated in black children) have been ignored,
actively discouraged or grected with indifference. Black children reared under
this fixation by their parents grow up to feel neglected, inferior, deprived,
hostile, rebellious, conformist, withdrawn, self-hating, ignorant, anti-intellec-
tual, present-oriented, exhibit limited cognitive drive and power, have little
group love and desire for group cohesiveness, etc. They grow up to be
anything but their true selves and hardly begin to approach their full poten-
tial and to use their full abilities.

REGRESSION

The feeling of insecurity brought on by frustration can be such that the in-
dividual or group returns to “more primitive ” modes of behavior, that is, to
modes of behavior characterizing a younger age” (3). Adult behavior implies,
in part, autonomy, self-evaluation, self-knowledge, self-love, ingenuity, origi-
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nality, self-controlied, self-initiated and self-organized behavior, seeing the
self as the prime source of feelings of happiness, well-being, etc. The severely
frustrated adult may lose these attributes and develop their very opposites,
may sink into increasing dependency, intemperate and emotional behavier,
behavior not guided by feedback, childishness, lack of self-confidence, feel-
ings of helplessness, a strong need of external supports, a severe reduction in
the ability to think like an adult, to use the mental capacity to its fullest
and most flexible extent. There may be also a return to fantasy, withdrawal,
magical thinking, a tendency to immediately lapse into frustrated behavior at
the least sign of an obstacle to be confronted — whether that obstacle repre-
sents a math problem or a confrontation involving other persons. There may
be an attempt to solve problems by inadequate means. Regressive behavior is
quite apparent in the black community. The attempts of the black middle--
class to obtain strokes from the white power-structure at any cost, whether
by ignominious begging, crying, etc., the riotous, tempestuous, property-de-
structing, etc. behavior by the black lower-class are evidence for regression.
And there is much more. Regressed black parents produce regressed black
children. The maladaptive behavior of many black children, the academic
“failure” of many black children, point to this state of regression existing in
the black community.

OTHER REACTIONS ENGENDERED BY FRUSTRATION (as they relate
to the black community)

UNREALISTIC STRIVING — striving uninformed by mature, obijective, real-
istic. evaluation of abilities. capabilities, chances and possibilities. A tendency
to strive toward empty, grandiose goals or a tendency toward goals that pro-
vide little or no challenge.

AMBIVALENCE — a mixed, love-hate attitude toward the frustrating object
and toward things that have been identified with that object. Too many
blacks are literally fixated by their ambivalent relationship with the obstruc-
ting whites, they wish to be fully accepted and loved by the whites, wish to
love the whites, but since these wishes are generally rejected by the whites,
the blacks hate them. This hate or hostility basically results from the original
desire to love. Consequently, a love-hate or hate-love attitude is developed to-
ward whites by blacks. This abivalence feeds on the black personality itself
breeding ambivalence toward the self and the group. A great deal of black
anti-intellectualism, rejection of academic behavior by black children, rejec-
tion of work requiring prolonged periods of thought and concentration and
effort, sacrifice, thankless creative labor, continuing education, ete. develop
out of the fact that such behaviors have been identified as “white.” Thus,
such behaviors are pursued ambivalently, half-heartedly, or rejected outright,
engaged in just enough to “‘get over.”

LACK OF SELE-KNOWLEDGE AND SELF-LOVE — since the whites are of
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such overwhelming importance in the black world, so overwhelming that the
black self is dwarfed in comparison, interest in things black, knowledge of
things black suffer severely.Thus the black fails to gain knowledge of himself.
since blacks see the gaining of the love of whites as the only means to their
“salvation” they have concentrated on gaining this white love to the detri-
ment of developing a love for themselves. Their behavior and orientation be-
comes almost completely “other-directed” (others being the whites) and the

self diminishes in importance and interest and as an object of self-love as a
consequence.

DENIAL AND EMOTIONAL ISOLATION — the frustrations of having to
deal with frustration may lead the person or group to deny the reality of the
frustration or to deny the emotional feelings engendered by {rustration. The
“happy,” continuously “partying,” *cool,” unemotional, self-centered, self-
segregated, noncompetitive blacks fit into this category. They have no “race
problem.” In fact, they have “no problems” at all.

INABILITY TO TEACH OR PROVIDE USEFUL INFORMATION TO
OTHERS — the frustrated individual is usually net in a good position or dis-
position to help others. His concern with his own problems, his obsession
with the frustrating situation and more importantly, the lack of self-confi-
dence and the failure to acquire knowledge, capabilities, etc. severely reduce
his ability and desire and know-how and confident willingness to teach
others. Frustrations have so shaken blacks until they feel that their children
can only be trained to function academically, socially, psychologically, ete.
not by themselves but by the frustrating white establishment. Consequently,
a large segment of the black community fights endlessly for integration of
their children into white secondary schools — in many instances indicating

a loss of faith in their ability to give their own children the education they
wish them to have.

LEARNING PROBLEMS - we've already amply indicated how frustration ad-
versely affects the leamning process

LOW ACHIEVEMENT, LOW EXTENSION, HIGH DEPENDENCY
MOTIVATION (already discussed).

Thus, many of the characteristics of black cultural and individual beha-
vior can be attributed to the reactions to frustration and the socialization of
the black child by frustrated black parents. These characteristics were born of
the generally antagonistic co-existence of an almost completely dependent
black group and a surrounding independent, all-powerful, white group. This
situation, in turn, generates a particular world-view — mythological
—in the black culture, the strength and character of that world-view varying
a bit with class. Nevertheless, the world-view touches and influences every
black person who perceives himself as such. The symptoms of low achieve-
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ment motivation, low extension and high dependency motivatiop heavily
color and becloud the black world-view (mythological structure — hl_s explan-
atory system which seeks to explain how what he perceives as reghty. came
about, why it came about, what is his place and function and destiny in that
reality). The symptoms of frustration, some of which we have just discussed,
further confuse and negatively influence the black world-view. Thg world-
view (mythological structure) and its inherent socialization' t'endenmes .have
produced both adults and children who operate at a cognitive, behaworal_,
motivational deficit in the context of white society. The language and cogni-
tive style developed from this world-view and the world-reality that doe; ex1_st
become millstones around the necks of blacks who wish to “equal” whites in
all areas of functioning, identify themselves with whites, measure themselves
positively by “white” standards, values and attitudes. Apparently a large
number of blacks hope for these things. ) _

The major problem beside rank racial discrimination against _blaclis has
been, and is now, how can blacks produce persons who are “functional (';og,:
nitively, motivationaily and behaviorally in a world measured by “W}ute
standards, values and attitudes, given pervasive influence of “black. life-cul-
fure” on its members and the white power structure which “maintains™ tl}at
life-culture? Some blacks have opted for changing the structure, peco_mmg
fully integrated within, identified with it. For these blacks integration in all
areas is the answer and the only one. However, integration has been exceed-
ingly slow and in the meanwhile black children, generations of them, are lqst.
The other way of removing the “deficit” lies in the direction of the socializa-
tion practices of black parents and community leaders.v _ .

A change in the latter would bring about changes in the be'ha.wor'al, moti-
vational and cognitive functioning of black children. The soc1allzatl10n prac-
tices would seem a more sensible way since it is more under the direct con-
trol of conscious black parents to bring about change in black behavior.

It may appear that the picture we have painted of the black culture in th_e
preceding section is a rather negative and pessimistic one, that‘the culture is
totally described by its frustrations at the hands of the dom}nant cu_lture.
This was not our intention. The large majority of black people in America do
not fit the foregoing descriptions though an unacceptably large segment does.
The positive, healthy and wholesome attributes and on’enta.tlons of.the black
community outnumber substantially its negative ones. It‘ is not (.hf_ﬂClﬂt. to
document any number of cases where blacks have maint.aafled their 1dent1t3{,
fought frustrating barriers and yet have fully realized their mte]lpctual, cogni-
tive, behavioral, emotional and social potentials. Our emphasis in the forego-
ing discussion was presented so that those factors which unneqessar‘ily retard
the physical, mental and social well-being can clearly be 1dent1ﬁe_d gnd
reckoned with thereby removing obstacles in the way of the true realization
of the black potential.
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