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Comparative motivational studies of middle class and

vary in their reward-punishment systems. Teachers shouid have a
systematic theory of the working of reward and punishkment In

learning. Th

eir theory should include the concept of a hierarchy of
revward levels, and they should understand what levels of reward are

working in their class. Teachers should help a student develop his
2go, or intermnal controi, as a controller and rewarder of his
behavior. Order and consistency in the class room situation and
individualized instruction help strengthen ego control. Students need
to learn to predict their own learning in relation %o their effort to
learn. A successful program should let students know what *heir
responsibilities are, participate in making decisions abonut their
work and give them accurate information on their progress. This
theory as applicable to disadvantaged students is discussed in the
report. [Not available in hard copy due tc marginal legibility of
original document.] (KG)
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MINORITY SUR-CULTURES AND THE LaW5 OF LEARN NG*

Since the 1950s we in th2 United States hawve become more and moOre
acutely aware of and concerned about the soccially disadvantaged s2gment
of our society. W2 have joinad a War on Poveriy. We have declared racial
segregation in the public schools to be illegal. We have passed a Civil

our conviction that demon-
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Rights Act. These things w2 have dons o3

cracy is morally right and can bz made to work better in ouxr society

- ¢
than it has in the past. .

We have also dzfined rather accurately tha "socially disadvaniaged”
group as consisting roughly cof the bottom 15 psrcent of our populatioz
in teras of income and educational achievement. Some p2opie would argue
that this is too small a proportion. They would add another 1D percesnt,
to make it a guarter of the pooulation. Others would go so far as to
define all manual workers and theix families (about 60 pexcent of the

pcpulation) as socially disadvantaged, but this kind of proposition
could nct 2e supported with data on iradequacy of income, educational
achievement; stability of family, law-observance, or any other major
index of standard of living. Wnile the stable working class {or upper
working class}, consisting of 490 pzrcent of the populatiocan, is slightly

below the white-collar group in averagz incomz, educational level, and

othar sociceccaomic indices, this group is not disadvantaged in an

# Tanz Annual Edward L. Thorndike Award Lezcture, Division 15.

American Psychological Association, Washington, August 31, 1969.
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absolute sense, do2s not feel disadvantagad, and has an active inter- ¢
change of membership with the white-collar group between successive
generations. E

u—

As for the truly disadvantaged croup of 15 to 20 percent of the po

ne

lation, there is disturbing evidence that this group is in danger of beconm-
ing a permanent "underclass" characterized by absence of steady emplov-
ment, low level of education and of work skills, living on welfare pay-
ments, and social isolation from the remaindexr of the society.
The presence of this social and human problem cannot be passed off
in any of the ways that might have besn possibie a century ago; or might
be possible today in the pooxr countries. It cannot be ascribed to inhari-
ted inferiority of the disadvantaged. It cannot be blamed on the country's
poverty, since we are an affluent society. I+ cannot be passed off with ;
the optimistic prediction that the current group of disadvantaged will
soon become assimilated into the general society as most ethnic groups
have done in the pést—-the Irish, Germans,'Swedes, Poles, Italians, eic.
The problem is brought to a head by the clearly-established fact

that the children of this group are not doing as well in school or in

the world of juvenile work as did the children of podr people 50 and 109

-

years ago.

Furthermore, most Americans believe that true democracy means eguali-
ty of econcmic and aducational opportunity. And there is a growing con-
viction that tne proof of the existence of equality of economic and

educational opportunity is the achievemesnt of economic and educational

equality by the previously disadvantaged groups within a reasonable

period of time, measuxred by decades and not by centuries or even by ;

generations. ’
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The War on Poverty?

For the past tea years ourx principal attack o2 problem oI

social disadvantage has been through the War on Poverty. W¥We have sp2at

much talent and energy and a good deal of money, without raising the

educational or occupational achievement 1ievel of this gxoup apnreciably,

oris, in which

1D

except in a few unusual situations. These unusual situat

disadvantaced children ané youth have made normal or even sSuperior pro-

dzas that can be awplied

fudo

gress, 4o not pr rovide us with any broad program

widely. They seem to tell us that:
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day an hour, or the school year by a month, or to reduce class size, oxr to

revise school attendance houndaries;

b. Close and minute attention to the process of teaching a particu-

laxr subject at a particular agz2 may be useful:
- e 1

c. We should look closely at children and theix particular learning

behavior for clues to action.

A Look- At Wrat We Know

- Examination of known facts about school achievement of definable

social groups in the United States shows that poor school achievement is

not primarily a problem of ethnic sub-cultures; but rather

a prcblem of the lowest socioeconomic group interacting to a limited N

degree with minority sub-cultures.
well--as well or

There are certein ethnic minorities which do vear

better than the naticnal average, in school achievemesnt. Outstanding

re Japanes2, Chinese, and Jews. Thie adults of these grouips

htl

among these

have an average occupational status above the national averagz, and the

children of these groups do better than the gational average on tests of

-




respacts, but these groups

school achievezment.
Other ethaic groups do poorly in these

also have substantial numbers who a2gual or exceed the national average.

There is no single ethnic group of any size that can be said to bz dis-
advantaged educationally and economically as a group. The Negroes
might be thought of as a disadvantaged group, and this would bes truse,

But at present th2re is a laxrge and growing Negro middle

historically.

class and a largzs and growing Negro upper-working-class, whose occupa-
tional status is average or adbove, and whose children do average or bettex

work in school.
. - . U
The same statement applies tc Puerto Ricans, Mexican Americans, and
It is the least educated and the least work-trained
These

American Indians.

these groups who do least well in American society.
have substantial and growing numbers of people who perform

members of

groups all
or higher levels of occupational status, and whose children

at average

school. .

do well in
wnen we speak of the group of socially disadvantaged peonle

Thus,
in America, we are spzaking of some 15 to 20 percent of the population
h other in their poverty, their lack of education and
- Crude estimates

who are 1il
work skills, but unlike each other in ethnic sub-culture.
indicate this group contains about 20 million English-Speaking Caucasians,

€ million Negroes, 2 million Spanish-Americans, 700,000 Puerto Ricans, and

Insofar as there is a defina-

500,000 American Indians.
Still, a small frac-

Tiilese people have poverty in common.

ble "culture of poverty.," they share that cultiure.
tion of them, though poor, do not have the characteristics of the "cul-

ture cf poverty."




It may be that their variocus ethnic sub-cultures have something to
do with success cor failure in school and in the labor market. If so,
then it must be the combination of poverty with the ethnic sub-culture
that produces these effects. It may also be true that other ethnic sub-

cultvres, sv.k «:s the Japanese and Chinese, serve to prevent poverty.

The Implicit Contract

It may be useful to examinz the educational problem of the socially

disadvantaged in terms ofi the implicit contract that a family and a

school accept vhen a child 1is entru. ted by his -aﬁlly to a school.

o -_.--'. 2, - - M » -
ek ‘:__._—-,‘_ - - ;."- - 1 P - :“".‘~."-. L e ". - . .' .o . - - - c .
. - - .. ... -

- e, - % " -, " - - ,--- -

“The pareﬁts contract to prepare their child for bCﬂOOl entrance, both
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cognitively and affectively. They furthexr ccntract to keep him in school,
and to make home conditions appropriate for his success in school. The
school contracts to receive the child, teach him as well as it can, tak-
ing accouni of his strengths and weaknesses, and the ways in which he
can learn most effectively.

Very little of this contract is put into legal codes, but the
education of the child is only successful when both parties carry out
their obligations fully. Sometimes one or both parties fail to under-
stand the nature of these obligations.

In the case of the sceially disadvantaged parents of this country,}'i
nearly all of them fail to meet the terms of the contract. But the
schocls generally fail also, by failing to understand how the children

of these families can learn most successfully.

The Human Reward-Punishment System

The principal proposition of this paper is that the job of educa-

ting socially disadvantaged children would bn dope much better if educa-

TN A

tors understood the nature of rewards and how they function in human
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learning, and applied this imowledge to their woxrk with children and
with parents of socially disadvantiaged children,

Leads <o this proposition exist in the litzrature of reseaxch on
education, but do not force themselves on the educator. Foxr example,
Allison Davis offered one of these clues in a papexr ne published in
1955, on "Cultural Factoxs in Remediation,” He noted that his wife,

then working as a substitute teachex
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made a discovery about the way disadvantaged childrxen may learn
arithmetic. In a secoad grade in a gheito school she found severxal
children, incll;lding one ni_:x;\:iyeaL—old boy, wno could not count beyond
two or threec. The following day was Valentine's Day, and she brought

some candy hearts to school. She told the children they could have

as many candy hearts as they could count, The nine-year-old boy tnexe-

upon counted fourteen candy nearts, Davis goes on to say that

teachers of "culturally low-status children" should leaxrn how theirx

children live, and then work out new materials and wavs of teaching

so as to encourage and approve those studants who have experienced

little except disapproval, stigma, and failure in the conventional

school programc

In the years since 1990 a numbex of psychologists have studied
the nature of rewards in human learning., Among others, the work of
Zigler, Rotter, Katz, and Crandall have widened the field of reszaxch
and have stimulated others to work in this field.

What these people have in common is the following proposition:

}=de

s influenced by a variety of rewards, which

Y

Human learning

amzin

e
L

are themselves arranged in a culturally-based rewaxd-punis

system which is learned,
This reguires us to exanine the nature of rewaxrds, We cannot sim-

ply assume that "a rewaxd is a reward and that is it," as we might be
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learning behavicr of cats, OTY
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tempted to do if we were siudying

25s ohvious to ressarchers that

J=d

pigeons, or rats, It was more ox
reward systems might vary with social class, or with ethnic sub-
culture., It szemed likely that 2 child learns his reward sysiea
painly in the family, but also in the school and the peex group

and the widexr community,

Analysis of the Reward-Punishment Conced

The reward-punishment concept, and its ralated reiniorcement

theory, has bzen developed rathex differently by each of three croups
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Learning theorists, starting with E. L, Thorndike, have tendzd

to use the concent to refer to som2thing done to the learnexr by an

expeximentex or observer, which infl 2s the belhavior of the

learner, O©On the othexr hand, social psychologists and personality theor-

ists have includad the subjective experience of the learn2r as a source

of reward-punishment, Thus a person may be rewardad or punished by

his own feelings oxr by the attitudes of othexr people toward him,

Thorndike stated the'law of effect" as follows: "Any act which
Yy

in a given situation produces satisfaction becomes associated with

that situation, so that when the situation recurs the act is more

*

likely to xecuxr also,"

* Thorndike, E. L., The Elements of Psychology. pe 203, New York:
A.G. Szilex, 1995,

IREE SN L L} R etz R AR AL LR b At L bbht (s Chit

Skinner, B.F. Science and Human Bshavior., p.84, New York:
Macmillan, 1953,

A0 M

L 4

; _ Skinnex's definition is, '"We firxst definz a positive reinforc-

Fa)

| er as any stimulus the presentation of which str2ngtihens the bzhavior

upon which it is made contingent,”
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These are broad enough to cover the other usages, though the

social psychologists and personality theoxists have stated them more
*

fully, Thus, Hartley and Kartley say, ''Reward. . . must be very
broadly defined when we consider human learning, Because human
beings are capable of retaining the effects of their experiences

for long periods of time and because they are capable of generaliza-

-

tion and transfexr, functional rewards . - . may be far removed Ixoxm

-

hvsical rewards. When we speak of rewards we mean anything that
v I 3%

on for the individual . s s the

e

operates as a source of satisfact

attitudes other people display and the individual's own feelings may

-

= e - . " . s .. .

come to serve as rewards,'

*
Hartley E, L. and R. E, Hartley, p.275. Fundamentals of Social
Psychology. New York: Knopf, 1952,

Personality theorists make much of the distinction between extexn-

al and internal sources of reward-punishment, Otto Fenichel writes,

*
Fenichel, Otto., The Psychoanalytic Theory of Neurosis, PpPo.105.
New York: Norton, 1945,

"The superego is the heir of the parents not only as a source of
threats and punishments but also as a source of.protection and a pro-
videxr of reassuring love, , . Complying withlthe superego's demands
brings not only relief but also definite feelings of pleasure and
‘security of the same type "that children experience from external
éupplies of love,"

Theory of the Evolution of Reward-Punishment

It appears, then, that we can distinguish four major types of
PP 3 3 G J Vi
reward-punishments, The earliest, in terms of operation in human

learring, 1s satisfaction or dcprivation of physiological appetites--

| B




the physiological needs for food and pain-avoidance. In this same cate-
goxy belong other material rewards which arise latex in physiological
development, eithex through the maturation of the organisam 2r through
experience--such rewards as release of sexuaal tensions, toys and -
play materials, money, and, perhaps, powex ovex othex people,

Next in oxrd=r of appearance comes approval-disapproval from
otner persons, beglnﬁﬁng with pxal and reproof and expressions
of affection and esteem from parents, and extending to approval-
disapproval from othexs in the family and adults such as t2ach-
ers, and from age-mates.

Next com2s ¢the self-rewarding and self-punishing action of the
child's superx 3, or conscience, This is extremely impoxtant, from
the point of view of educational developmenti, because it means that
the child who has xeached this level can bscome capable of pushing
ahead with his own education without being stimulated and directed
by his parents or nis tzachexrs or his peers,

Finally comes the revardlng and punishing action of the ego, the

executive functions of the personality. This is more difficult to

-conceptualize as a sourxce ©f reward oxr punishment, but it is essen-

tial for an adequate theory. It is essential as a means of anticipa-
tion of future reward or punishment, svccess or failure, which will '%‘
result as a consequence of an action pexforméd now, in the present.

The attached chaxt presents the theory of evolution of the
human reward-punishment system, with additional considerations which
will be discussed in the following section of this paper,

There are six major propositions of educational significance

that have received some research testing,
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1, Different sub-~cuitures carxry their childrxen along this evolu-

tionary path at different rates and in different ways,

Several researches have tested this proposition using social
class as the sub-cultural variable, Ziglexr and de Labry compared the
performance of middle-class and lower-class six-year-old children on

a task of classifying cards cn the basis of color and shape, and using

intangible reinfoxcement ("right'" anc "wrong") and tangible xein-
forcement (tokens to be cashed in for toys). They found middle-class
chiidren %o be superiox, with intangible rxeinfeorcement, but this

. e . o o . ® -
superioriiy vanished when lowex-class children were given tangible

4
rewards,

Lighthall and Cernius compared Caucasian middle-class and
working-class 5- and 6-year-old boys on a concept-switching task

using intangible and tangiblie reinforcexrs. The tangible xeinforcars

were metal washers which could be traded in for a toy, a ball-point pen,
a piece of candy, or a dime, They did not find a social-class -
difference.

Zigler and Kanzer compared white middle-class and working-class
eight-year-old boys on a simple game-like task, using two types of
verbai reinforcers--praise and knowledgé of how they wexre suc-

ceeding. They found that middle-class boys did i:etter when rein-

forced with "rignt® or "cocxrect'" than when reinforced with "googd"

or "fine f: but lower-class boys were more responsive to the praise
reinforcement than to the level of pexfoimaﬁce reinfoxcement, The
conclusion from this expex:ment is that middle-class boys ére moxe
able to reward themselves by simple knowledge of how well they are

doing than lowex-class boys, who are still at the stage whexe they

depend mainly on external approval, However, a replication of
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this experiment by Roseshzn and Creenwald did not bear out these findings,

McGrade made a similar study, using an administrator of the test-game who was nzive
with respect to the purpese and hypotheses of the esperiment, She failed %o
confiram the Zigler aad Kanzer findings,

We know that this kind of experiment is conplicated by side effects of the
experimenter's cex in reiation to the sex and gge of the childreﬁ, as was demonstrat-
eq by Stevenson, It aiso seems likely that the social class variable was not
seificiently differentiated in some of these eéxperiments, Probably there is very
little difference between middle-class and stable or upper working-class families
in the way they teach their children to move tp the evolutionary rewzrd scale
Frobably the big d2fference is tetween the stable upper-working class and the

"underclass" or lower-working class. But it appears that most of the experiments

reporting on social class differences used working-class samples of the upper

Two studies have clearly differentiated betwsen these working-class levels.
Hess and Shipman differentiated Negro lower class children into a group with
stable upper working-class characteristics and another group whose mothers were
receiving Aid for Dependent Children, There was 2 substantial difference betwse

[
L=

the two groups in the mother-child relationship in a learning situation. Also,

Davidson and Greenberg studied high achievers and underachievers among Harlem

Negro lower-class children, and found large differences ip the orderliness of

the home-life between the two working-class groups,

2, There are differences between ethnic sub-cultures among disadvantaced grouns

in the reward svstems they teach their children,

Although all of the severely disadvantaged families share some common char-

acteristics of the "culture cf poverty," thev may also have different ethnic cul-
) > 4

tural traits which lead to different reward systems. There is evidence of such

differences between Negro, Appalachian vhite, and some American Indian groups,
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3 4 2 v <« o 111_-‘ ab wqgte Edr At e B8 FiATv e A -~ P e e W N
it is uangerous to enexrg:eice & OUL TARGLERS. CU2¥eT, SI34] COTLCIIDUTEYY
Indian svouns there apnears t6 de a jencral virtue of cooporaticn iz nocuedl
(%3 [y 1 -~ ?

3 o ~ - -y -~ PR, - -~ -
support within az extended family and o a lesser degree wvithie a £zivcl com-
e & 1 isne 1 inforred tha ~aiga=hiamns £rom fonily znd £70o Do
TUNiLYe. 1T mzsﬂt. pe 1nxiire ciat p.;alse Fo B et sere] lﬁuu.‘.-.;_u.:: j S8 ITOIO P2

T Vi {ﬁ'sm"-\‘- L ane ‘Tn;'ﬂ - '-’,'-.r-»---us ';*',g_.,
L~3ENisnment Loy InClapr Calliozen 1Ly

group is the most effective form of zewar

ing in Iandisn communities.
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The hypothesis of peer-group rewarding power is supporied by 00sETYR

tion of school behavior in several different places. Muxray Wax reporis toat
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in both the Cherokz group in Eastern Oklzshoma and ©

owny gystelm oz CCEll:s

)}

the children tend to form a close~init grosp with it
that baffles the teacher. An observer in an Dklehoma Cherckee schicdi wrllol,
“Observing the upper-grade classroom, I concluded that the stedents relax
as their own place, the locus of their own society, in which the tescher is

-

en unvelcome intruder, intvoducing irrelevant demands. It is rather

though 2 group of mutinous sailors had agreed to the efficient manning oZ

‘their' ship while ignoriag the captain and the captain’s navigational goals.

Children ac not tolerate an individual show of superior knowledge.
Often a teacher cannot £ind any pupil who will volunteer an ausuer to a

-

g £

cuostion that several of them know, In oral reading, the wrole closs toncs

A\

to read together in audible whispers, so that the child who is supposec ©o =

said by his class-mates. Generally, pupils like to work together, and to
help each other., Conseguently, the weak students are carricd along

stronger ones, and the stronger ones do not ezert themselves to excel tas

weaker ones. This same kind of behavior was noted by Wolcott in his study
M ¥
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of Xwakzutl childrea in British Colucbia.

The p2cr group may be less cffective as a source of reward-punisciont

for Appalachian disadvantaged children. They seem fo get their rewcrds Ziinly

-

within the family circle. Conceivably, the teacher may e 2 more potent source
of reward for Appalachian than for Indian children, if the teacher develops <
motherly or fatherly relation with then.

The Negro lower-lower class children may operate much more zt the level
of approval-disapproval from the teacher than the Indian or Appalachiaa chil-

dren, They are less likely to have both parents in the home, and they prob-

-

ably get less parental approval-disapproval. They 4o not seneraliy fal
the mutual~help pattern of the Indian chilidren, 7he peer group becomes &
pewerful influence on the Negro chiidren probébly after the age of 9 or 10,
but its influence operates mainly in out~of-school contexts--on the play:
or the street=-corier.

This pgop031t10n needs much more research before it can be pusied very

far. But the contrasting school behaviox and school success of the various

minority groups argues for the cxistence of differxent systems of rewards an

L

punishments, as well as different achievement goals to which these systcos
are directed,

3. In generai. external rewards {material or intangiblie) b= 4 ive

T |

values for disadvantaged ox failing children,

This proposition differs from the first in being valid for all socia
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classes; leaving open the question of the relative effectiven

of rewards in different social classes. There is a growing amount of solid

L

practical evidence for this proposition, growing out paicly fLrom the op:rinl




contitionineg programs and experiments stimulated by Skianer. They ail kave

§
Pt
i
/7]
¢+
v
v
Mo
oo}
[od 3
Ly
™)
oy
r
)
O
[wy
¥
@)
4]
Q
e
r.l
)
(19

a reouard for evexry s

rh

‘l

iz coz=om the giving O
desircd learning. ¥Tork with pre-school childrea, such as that dome by Berel
and Engelmana is being widely studied znd their practices repeated at pricary
grade levels,
it is not established whethexr material rewards, such as pieces of candy,
are wmore effective than verhal praise. Intermediate between them is scme kind
of point system, whereby a child gets a point for every correct answer {scuc-
times a point subtracted for errors), and the points may be “cashed ian"” later

for material objects, or special favors such as a trip to the zoo.

I*a
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Several school systems have established a "reenforcement technicu

3

working with children who have various kind of school adjustment problems,
academic and behavioral. Tais method seems to woxrk eqﬁally'weTI with middie~-
class and lower working-class children, as long as the chiid is having z sciool
problem., The prcéedure is to diagnose the child’s problem carefully, to work
out & series of small steps from where he is {o where he should be, and %o
reward him for each step. For example, a2n ll-year-old boy with a 3d grade
reading level but otherwise average intelligence may refuse to read with his
6th grade class, and thus make no progress. Rewarding him For reading witl

his class does no good, because he makes nimself ridiculous in the eyes of

his classmates. (Tne punishment is greater than the reward.) But if a

~

counscllor studies the boy, discovers his 3d grade reading level, an

'k

cach advance above the

L]

arranges for individual remedial work with rewards fo
3d grade level, the boy may catch up with his age-mates in a few months' time.

Validity of a symbolic reinforcemert progrgn'wth under~acnieving chili-
dren was indicated with a junior high school group in Chicago, in a situation

where onec might expect social reinforcement to have relatively littia value,

L

Cogp e s




iavk and Walberg experizented with a systen of massive syoibolic rouazis in
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ciasses of 6th and 7th grade Hegro children in a Chicago ghetto--zll the chil-

dren bein: in ciasses for after-school remedial reading, becausse thixy Wire IT0S
one to four years below grade level in their school work, Tae reward systen
consisted of tallies made by each child on 2 card coataining numberced squares.

Petrad o

Thenever a child made a correct response or showced some other signm of lezrning,
the teacher praised him and asked him to circle the next number on his caxd wita
a special colored pencil that he was to use only for this purpose. The cards
were collected at the end of the class period. No other rewards were given
for the points gained,

Teachers of nine remedial classes were instructed to give praise rewards
"so that even the very slow ones would get several in a session, Afier sixz
sessions of this sort, five of the nine teachers were selected at ranaGon,
and confidentially asked to double or triple the rumber of rewards they zave,
while the 4 control group teachers were told to "keep up the good work.”

As a result, the experimental groups got many more tally numbers,
while the control groups reméined at the early levels. After 5 weeks a read-

ing test was given, and the experimental groups exceeded the controls by &

substantially and statistically significant amount.

4, An effective reward system in a compleX changing society wmust ba

based on a strong Ego,

This crucial step in the reward-punishment theory being developed hare
conceives the ego as a source of revard-punishment, as well as the executive
and planning function of the personality. To develop this set of ideas wz .

may turn o a recent article by Bruno Bettciheim, entitled “Psychoanciysis
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and Education."” Bettelheim starts with the conventional dynam

theory of learning by young children through rewards given first by the Ié {the

1

’
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hysiclogzical appetites) aud then by toc superege {the internalize

-

and ticming voice of the parents). Taerciore learning based on the pleicare

principie is supplemcnted by iearning based on the superego, wiich caTtries a

chiid from loarring for fun to learning even 1f it is hard work baceuse his super-

ego rewards him for this kind of learning and punishes him for failing to learn,

el

HWe all recognize that much necessary learning is hard work, and will not take

pilace under the pressure of the id,

Pe;naps this last sentence is not quite accurate. There are a aumber of

that the way to teach children successfully (whether they are socially disad-

vantaged or socially advantaged) is to get the id behind their learaing exjeri

o

ence, at is, to give their "natural drive to learn," their "native curicsity,’

free plav., and to count oa their learning Ycreatively" in this way throsgucut
3

their school expexrience,

For example, Herbert Xohl, in his book 30 Chiidren, describes how he

worked for a year with a class of 36 Hegro slum children who were below average
in academic skills., He did get results. There is no reason to doubt this. Iiis
method of encouraging them to write about their fears, their hates, and their

likes, about the bad and good things they expcrzcﬁce in their homes and streets,

loosened their pens and their tongues, added to their vocabulary, and got them

nterested in school., It seems that Xohl was helping them marshal the forces of

$ode

the id on behalf of learning. But how far can this go? How far can a slum chil
(or a middle-class child) go toward mastery of arithmetic, of English scaten

style, of knowledge of science and history, if he is motivated only by his érive

[N
[
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to express his feelings, or possibly also by his desire to please his friend

and permissive teacher?

.
~rn,
lise

¥e do not know how far this kind of reward will carry a child's lecarn




ile mishc guess that it would carry children up to about the 7th grade izvel,

Therefore, we should ask Koil and others of this school of thought to prove
that their methods will carry childreh to the 8th grade level. XHo such claiss

anpear to have been substantiated, except im the case of gocially edvantared
PP » 54 o
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children, such as those attending A. S. Neill's school at Summerhill, Zrnzland,
And some observers of this school argue that it can only work with children
who have a strong British middle-class superego, and can profit froa teazing
their somewhat starved id with the superego in the pursuit of learning.

Betielneim argues that the main furction of education is to help the ezo
4
: /

develop so that with the aid of the superego it controls the id, but at the

>

same time it balances the superego by allowing reasonable satisfaction of the

Ja,-.

id, "The goal of education ought to be 2 well-balanced persomality where both

id and supcrego are subordinated to reality, to the ego.” (p.83). ‘'Hothing

automatically assures ego growth, neither punishment nor reward, The only

L

thing that assures it is having the right experiznces to stimulate andé fostex
growth at the right time, in the right sequence, and in the %3 ight awount.” (p.8%4.)
Thus the ego becomes a source of reward and punishment through eaabiing
¢he child to promise himself realistically a future reward fox doing something
unpleasant at the moment, and through making the child take the blam
future consequences of his mistakes of judgment or his nistakes of se

gence,

5. A srrongly developed ego aives a sense of personal conty c§a)

-

al responsibillty for jmportant events in onds life,

The ego can only become an effective reward and punishment giver if

social environment is orderly encugh to pewxmit the ego to operate on the Lasis

”~

of a rational study of reality. This is substantially the casc with the fanily

and the community environment of the middle class and the stable working-class




in Amarica. But the disadvantaged groups we have beea considering do not crperi-
ence this kind of orderliness in their eavironment, and do not tranzmii to

their children a sense of confidence in an orderly cenviroament.
Consider, foi example, a chiid of a stzble working-class home vhere the
family have supper at a regular time, the children have a time to play alier
supper, and a time to go to bed.. A four-year-old child in this family has
learned a routine for the cvening. He finishes his supper and carries 2is cGishes
to the place where they will be washed. He then plays witn toys & uvhile, and

. - .

‘then goes to his bedroom, puts on his pajamas, and goes o his mother ac has

H\
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shed the supper dishes. He says, "I'm ready for bed. TWow let's recé.
Eis mother gets out a picture book and tiey "read" together for & waiie, he
nestled against his mother's body. 7Then she says, YBed-time," and they go o
his bed, where she kisses him goodnight, This is an orderly enviroament, in
which the child’s ego is developing so that it can promise him satisfaction if
ne does his share to bring it about.

Now consider a chiid of a3 mother of 6 children receiving welZare paymanis
to care for her children, since she has no husband at home, Rarely is there
much order in this home. Hardly can this child count on starting & train oI

cvents by doing some houscnold chore which eventuully brings him into his

f\-
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mother's lap to read with her. She is just too busy, too preoccupicd
hundred worries and a few desires, she may not be able to read beyond the
third grade ievel and she may dislike reading. And she is not likely o lave
learned about the necessity of her children having regular rewards and punisa

ments given consistently by her as a means of teaching them.

A good deal of research has been done on the acquisition by children of a

: sense of control of rewards, Rotter has studied the "'sensc of personal coatrc:
- of the environment." Crandall studied a child's feelings about whcther his ouwa




efforts determine the rewards he gets from school and from important people

or whether this is a matter of luck or the whims of important pecople. BDattle

]

and Rotter found that middle ciass and vhite skin color teaded to be asscce:
T
and punishments. Coleman in the National Survey of Educational Opportunity
asked students to agree or disagree with threc statements such as "Cood lucik

is more important than hard work for success.” HNegro students had a greater

belief in luck as the disposer. Coleman says, "it appears that childrea from

advantaged groups assume the environment will respond if they are able to

affect it; children from disadvantaged groups do not make this assumption,
but in many cases assume that nothing they will do can affect the enviropment--
it will give benefits oxr withhold them but not as a comsequence of their own
action." (p.321). Negro children who answered 'haxd work" scored higher on 2
test of verbal performance than did white pupils who chose the firood Iuck”
response,

William Hall studied 3 group of young Caucasian and Negro men aged 13 to
20, all from working-class fimilies in a big city. ie divided these young men

into three categories according to their work adjustment~-one group who had a

record of stable employment or went back to school and succeeded there; one
group called "rolling stones” who had a recent history of frequent job changes
or of going back to school and dr0pping out again; and a third group whon

ne called '"lookers who Just loafed around, neither working nor going to school,
Hé used with them a questionnaire aimed to measure their sense of control of

é the environment through thelr efforts. There was & clear difference of score
between the three groups, the "stable performers' havipg the most belief in
their ability to control their cnvironment,

'y

From these studies it can be inferred that the ego is a less powerful source




of weuard, and the epo is itsclf weaker, in the socially disadvancajea [¥Laps.
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6. People lcarn o omerate at all the scvexal levels of wewarc, 07 &

dolescence: and the level at which they cperate wavics wiin
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This proposition directs our attention to an important set of facts that
are indicated on the right-~hand column of Table 1. It is possible for a per-
son at ndolescence and latexr to operate in terms of physiological appetite
rewards in one area of action, im terms of praise-blame from peers in another
area, in terms of ego reward or punishment in yet another action-area.

For example, arl7~-year-old boy may seek id-rewards or satisfacrion of
physiological appetite in his relations with the opposite sox. e 2iso may
seek the id-rewards of excitement in doing perilous things such as driving &

fast car, diving from a high diving board, rock-climbing in the wmountains, sanz-~
fighting, stealing cars., Some of these things he may do zlone, thus cutting
off rewards from others, and it is hard to see how one can get ego-rewards
from doing dangerous things for no purpose other than the thriil cr from
matching one's wits against nature.

This same boy may play a good game of tennis or basket-ball partiy to g2t
the reward of approval from his peers. And he may work long hours at nis

a2 high schoél course in calculus for advanced standing in college, primo

ily because his ego tells him he will be rewaxrded in the future by a success-
ful occupational carcer.

Probably a social-class and ethnic sub-culture teaches a pexson Lo chooce
cortain areas for certain kinds of rewards. For instance, some American Iadian

cultures may teach their children to rely on praise-biame from pcer for much

of their school behavior. A big-city Hegro lower working-class culture may

‘
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teach boys to leara to fight, to play basket~ball, to throw rocks a2t sciool

EA)

windcws and to smole "pot" through id-rewards and peer group rewards, wiile

~
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it teaches them to expect punishment from teachers for their behovior and

lack of achievement in school,
But a particular Negro boy may become sO accurate &t Yshooting baskets”

on the park playground that he no longexr gats much feeling of reward from

Code o

[ L)

being the best in his neighborhood. He may happen on an older high school

-

athlete wao rewards him by playing with him, or a man in the neighborhood uno
tells him that he might become a second Cazzie Russell, if he keeps on. At

this point his ego may become effective as a promiser of future reward if

stays in school and makes his grades and then makes the school basket-ball

tean,

34

The study by Horris Gross of "Learming Readiness in Two Jewish Groups

provides a striking iliustration of action areas appareatly selected by the

1. < . =
Prookiyn Sewisn

minority group sub-culture for differential rewards. Ninety

£

boys agcd about 6 years and all middle class were given a set of tests o

families (immigrants from Europe). The mothers were all native born, and

£n

é English was the household language. The boys with Eurcpean family background

Oriental family backgrounds, There was a l7-point 1IQ difference on the Pecabody

Picture Vocabulary Test. Yet the parents were all midiiae-class Jews 1i

in the same big city. Intensive study of the family training and background

experience of the two groups of boys revealed little difference except in the

mothers® attitudes toward wealth, Twice as many Ashkenazic (European) mothers

3 that earnings were "unimportant" ia their desires for their children, and

SaLG
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three times ss many Sepharic mothers said they wanted their sons to be "wozlily.
[
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Onz moy infor from this study that the reward systems in the fwe Jrudps
cf families (which were very similar 2ccording o the sopais

used to study them) were directed toward difiexent arcas of actica.

Conclusica: The Educaticn of Disadvantaced Minority CGrouns

‘enables them £o learn and to predict their own learning in relation o hein

What caon we say from this partially confirmed theoxry about the educaiion

Lr
[
-

of disadvantaged minority gzoups

First, we can say that teachers would teach bettexr 1iZ they had a systens

DYI

tic theory of the working of reward and punishment im the learning cf ch

-

and they put this theory into practice. Their theory should include th2 con-
cept of a hiezarchy of rcward levels, and they should uaderstand vhat loviis of
reward are operating in their classes.

Second, we can assume that most socially disadvantaged caildren are ioue
on the cvolutionary reward scaie, at a givea age, than gre the advyantaged caili-
dren. Therefore the teachers of these children should reward children with 2

cat deal of prakse, and perhaps with a point system that procuces materia

Third, a major goal of all teachers at all levels should be tu halp the

vy TS o

child strengthen his ego as a coantroller and rewardex of his behavior. Iais

-
i Lpepenee
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mezns that the teacher cannot be content with tsing praise and other Ior=s

1 5

sternal reward, although these should be used when they are needed. Tae

o

0O

toacher should help the child move up the reward scale,

.

Progress toward strengthening the ego can only be made in school by puttinj

order znd consistency into the school situation, so that the chiidé can lcarn

how to congrol is environmenf on the basis of the reality primciple. Tais

can be done for individual children partly by individuazlized instruction wilca
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offort to iearn. This can be doae for a sciwool class by an orderiy progren in

vhich studeats know vwhat their responsidilitie
Ss.

sions abcut their work, and get accurate information onr tineir progre

Since the family of the disadvantaged child so oftem fails to periorn

school teachers and administrators with the situatioa, and critics will blame
sometimes the school and sometimes the family sub-culture. Probably the

SLars

educator will have to spend much of his energy working with parents ard 1le
in the local sub-culture, helping them and receiving help from
an environment in the home and neighborhood which supports the

ence of the child and directs it along socially desirable lines.
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