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SERIES FOREWORD

The present time is un exciting period in the history of education.
We are reconceptualizing the nuture of forma! settings in which teaching
and tearming take place. In addition. we are developing alternative models
for teaching und learning. We have rediscovered the importance of the
honte. parents, and peers in the educational process. And. we are experi-
encing rapid change and continual advances in the technology of teaching
und in the definition of the goals. objectives. and products of education.

The broad concern with the process of educution has created new
audiences for education-related courses, a demand for new offerings, and
the need for increased flexibility in the format for courses. Furthermore.
colleges and schools of education are initiating new courses and curricula
that appedl to the broad range of undergraduates and that focus squarely
on current and relevant social and educational issues.

The Basic Concepts in Educational Psychology series is designed
ta provide flexibility for both the instructor and the student. The scope of
the series is broad. vet euch volume in the series is self-contained and may
be used us either a primary or a supplementary text. In addition, the topics
for the volumes in the series have been carefully chosen so that several
buoks in the series muy be adopted for use in introductory courses or in
courses with a more specialized focus. Furthermore, cach of the volumes is
suitable for use in classes operating on the semester or guarier system, or
for modular, in-service training. or workshop modes of instruction.

Lurry R, Gouler
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PREFACE

A child s not born into 4 social vacuum: neither is he unresponsive
to experience. Therefore, sociul and cultural factors affect whatever he is or
becomes. This buok is concerned with those sociul events, institutions. and
experiences that Gl up the psyehological space in which the child exists,
It is most puintedly concerned with how these social and cultural factors
shape his capacity and his will to achieve. Thus, the book is written for
those who have a broud and generul interest in education—for teacher
candidutes, administrators. teachers. and. hopefully, certain lay persons.

This book focuses on such questions as: How does social back-
ground affect imtellectund development? What social and cultural factors
condition achievement motivation? Why don't children from certain back-
grounds do well in school? Although such questions are discussed in under-
graduate courses in education. psychology. and sociology, few relevant
textual sources that relute to them are currently usvailable. A concerted
attempt has been made to deal with problem areas as the practitioner con-
fronts them ruther than as they are conceptualized by the schoiar. For this
reason, major attention is given to “motivational questions” and to ques-
tions of teacher influence and expectuncy, While a brief volume such as
this is necessarily limited in its scope and coverage, the reader should
nevertheless gain a clear picture of the problems and possibilities involved
in educating children of diverse sociocultural origins. That, at least, is my
fond hope.

Although writing is a lonely task, it is not pursued in complete
isolation. I am indebied in many ways to my friend and colleague Larry R.
Goulet of the University of Ilinois, who not only asked me to write this
book but also encouraged me to complete it. Professor Goulet, along with
William Stallings of Georgia State University, Douglas Sjogren of Colorado
State University, Paul Torrance of the University of Georgia, and Howard
Rollins of Emory University, provided criticism and suggestions that were
of major help.

It was in the context of my involvement with the University of

vil
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o Committee on Culture and Education thai muny of my ideas sbout
culture und human development were developed, tested, and improved.
AN the members of that group deserve my thanks, but T am purticelarly
gruteful to Professor Juequetta Burnett, who us an anthropologist., re-
pvatedly reminded me of my psychological bivs. Finally, 1 am ospecially
indebted (0 my students, whose enthusiasm encutraged me to believe that
this area ut study js indeed signiftcant, and to my wite, June, who reminded
me et writing books is not afl there is to life,

Murtin L. Maehr
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CHAPTER
ONE
INTRODUCTION

In 1954 the U.S. Supreme Court heard the case of Brown vs.
Buard of Education of Tupeha. The issue was whether educating the races
separately results in edocating them upegually. In making its ruling. the
votrt rejected the “separate but equal™ tradition and declared segregated
schooling unlawful. This decision led to more than a chunge in legal
opinion; it unleashed a powerful foree for socizl change throughout the
United States. Seme ot the most immsediate effects were felt in the schools.
With the integration of u Little Rock. Ark.. high school. the color and
possibly the charaeter of American education began to change slowly but
perceptibly. Blavks entered previously wlf-white schools, and officially segre-
gated school systents began to disappeur under court order. legistative en-
couragement. and government programs. The United States and its schools
bud started on a new ventare. Problems of severe cultural difference and
deprivation were to be confronted head-on and, hopefully, solved.

in 1964 Congress passed a civil rights act that involved further
restructuring of soviety to break down cultural barriers against minority
groups. With this legislation, provision was nide to evaluate the progress
made thus far. The result was one of the largest social-science research
projects in history. the Coleman Report (1966).1

The ucadentic progress of over 500.000 pupils was assessed and
related to information about their teachers, schools, and homes. Schools
from cach region of the country, students representing different sociud and
cultural contexts in the United States, and teuchers of varving competence.
experienice. and maturity were systematicully studied to determine what
*mude a difference™ in achievement. Of course. there was a special concern
tu see whether the gouls implicit in the 1954 court decision had in any
sense been realized.

VEhe eeport was submitled to the President as @ reporl on Eguafity of
Edvcutional Opportunity, Since o sociclogist by the name of Jumes Colentan headed
the research team Jhat prepured the report. the ducument is typically referred to as
the *Culemun Report.™

Q | 12
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The findings were not ondy interesting but downright provoeative.
To some they were disturhing. i not shocking. The report documented
what many had alrcady suspected—that s, that children from minurity
groups performed at a lower fevel than children from the white majority.
The typical bluck, Mexican. Pucrto Rican, or American Indian child began
school with o clear achievement disadvantage. That s he entered sehool
with tess preparation and. predictably enough. mitiuliy exhibited a poor
perfurmance patiern. Moreover, this clear difference in performance per-
sisted throughout the ehild’s whooling vxperivnee.

Initiad differences in swchool achievement were not altogether sur-
prisiag. After all. o raft of preschool programs had alecady been estublished
to do sonrething about this probivam. However. the fuct that such differences
persisted throughout the schouling experience was a disturbing diseovery.
Appareathy. the schools and education programs were not clasing the gap.
The belief that schools coubd be instruments of secial change received 2
wiere btow. Furthermuore, the ceport gave little or ao comfort to thuse who
asstunred that ending the <checls fatlure in this regard wos only a madter
uf improving the facilities. the guality of teachers. or the design of curricu-
lum. The Coleman Repost took spevific note of the fact that vasistions in
these educational inputs seemed to make tittle or no difference in the
quadity of vutputs, Fhe tinad hlow wis that schoul integration itself wus not
found to be o dynamic positive foree in equalizing achievement among
cuttural groups. The winning argument in Brows vs. Board of Education
ot Topcha seemed [ess persuusive in 1966 than it did in 1954, The Coleman
Report and ather Jdata indicated  that integration might help—sonewhat.
But there was au devisive evidenee on which to argue thut integration would
create equaltity of educational apportunity and close cultural gaps in achieve-
ment. Integration by itself wos defimiely ner the answer in solving the
riwe- and or culture-related problents of sehool wehievement, In faet, from
the Cuolemun Report, there seemied ta be po answer of major value asso-
cizted with the schools.

The mvth of the schools as instruments of social change was
severely shaken. but the importance of soviecultural factors in ereating and
coatrofling uchievement was highlighted. Certainly the eurly attempts to
wse the school to do awmy with so-called cultursdl deprivation or social dis-
advantage prontpled. at the very least, o recognition that soeial and cultaral
factors were important. The Coleman Report and the discussion that it
prompted [ Mosteller & Moynihan. [972: Jencks et ol 1972) may have
incicased our recognition of the nature and importance of cultural dif-
ferences. As it questioned whether vducutionad institutions could cffectively
deal with cultural differenves in aelicvenwnt. the report suggested that
economics. home biachground, peer experiences. and « host of other extra-
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school experienaces shoudd be the objects of focus. fn effect. it said that
education as it eecars naturadly and informalbly o variows ~ociab and cultural
groups st be considered if woe are to begin to understand the phenomenon
uf dclievement.

Today's duta may raise serious guestions about vesterday’s policies
and even shahe our beliefs in schoobing itself. However, the tortunus path
of educational change Yollowed by the whools sinee 1954 highlights an issuc
of persisting concern—namely, that education Jdoes not oceur in a sociul
and cuoltural viacuum aml that students cannot be viewed apart from the
context in which they were born aml riaised and in which they spend the
major partion of their tinwe.

Achicvement is rvlated to the sociocultural origin of the student
and to the soviocultural context in which he s educated. The plaintffs in
Briscu vy, Board of Edwcation of Topeha were obvioushy cognizamt of this
fact, The Coleman Report ducumented vn a grand scale just how important
and pervasive these ditferences are. It atso added one ather eritical insight.
By evhibiting the schoals” incapacity for ameliorating differences in achieve-
ment among soctl und cultural geonps. it culled attention to the wider social
and eulturel context in whivh waching und learnmg oceur. Teuchers cunnot
wnore the sociab und cutltural background of the child. The home is eritical
in the vducational process, and what happens ouiside the school grounds
s oeywally if not more impoertane than what happens within,

o short, the cvents of the 1930s and 1960s have made it necessary
for us o give wrious consideration to the sociocultural eriging of dehicve.
mear, And that, of course, is the topic ol this book. The book will nat solve
the problems that Bronwn vs. Bourd of Education of Topeka and the Coles
wan Report have eft unsolved. Neither will it answer the questions that
they have raised. What it will Ju, 1 hope, is nake educators poignantly
aware of cultural Jifferences—purticalarly of those differences that affect
teaching, bewrning, and awhicvement.

THE NATURE OF ACHIEVEMENT

But whut is gcfifevement? In the Coleman Report, as well as for
many educatars, achicvement is pramariby verbal achievement—that is. the
performance that can be readily assessed by means of siundardized tests.
Even when the detinition of achievement goes bevond verbal performance
to include such things ws mechanical, elerical, and problem-solving skills,
we haee a feeling of uncasiness. Certaindy. this is not aff that there is to
achicvement. What abunt the abilits to organize und fead denwnstrated by
a Cesar Chavez? What about the accomplishments of a4 Bob Gibson or
achievements of a1 Johany Carsen or Isuae Stern? Quite clearty, uny con-
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ception of achievement must encompass such activities us well us course
grades and scores on stundardized tests. Is there any conmon element in
all these activities thut might serve as an acceptable working definition of
achievement?

Achievement is commonly ussociated with some type of perfor-
mance. Something measurable his to be done or accomplished, Howewver,
the term “uchievement™ is not applied to every activity that is measurable.
Cracking your knuckles or scratching your ear is not usually considered an
achievement. Rather, the term is veserved tor thuse instunces in which some
standard of excellence is upplied to the situation. OF course., the judgment
of cxeellence may be in terms of the individual’s own accomplishments or
tn terrs of a group norm of some hind. But whatever the standurd. the
puint is that the guality of performance is or can be cvaluated,

Also jmplicit in the discussion thus far is the idea that achievement
involves some wncertainty it cutconte. When there is no doubt as to the
outeome of an activity, jt is typically thought of as habitual. We usually
reserve the term “achievement™ to refer to some sort of activity in which
the outcomwe is not habitual or inevitable,

Finallv. achievement js something donte Ay u person, not something
done for him. When a performance or an acecomplishment is atiributed to
an individuad—vhen he, personally. is responsible for the result—then, and
usuully only then. do we speak of achievement.

Thus, achievement may be apprapriately defined as (1) o measur-
able change in behavior (2) attributed to sume person as the causul agent
{3) that is or can be evaluated in terms of u standard of excellence and
(4) that typically involves some uncertainty as to the outeome or quality
of the wccomiplishment.

Although evervthing thut has been said obviously applies to school
achievement, it does not necessatily stop there. Achievement embraces
many fucets of life other than reading, writing. arithmetic. and other activi-
ties to which we tvpicaliy assign grades. It can. and indeed should, embrace
athletic accomplishments. musical performance. business enterprise, and
many other areas of activity. After all, achievement and learning do oceur
outside the clussroom.

SOCIOCULTURAL INFLUENCES ON
ACHIEVEMENT

This book is concerned with questions like the following: Why do
some people achieve more or at a higher level thun others? Why do some
situations prompt incrensed accomplishnients while others do not? How
can people be motivaled? How can achievement be increased? In unswering

15
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these questions, the book will Facus on social and cultural factors. How do
cufturcs. sackal groups, and situations mald achievement patterns?

SOCIAL EXPERIENCE AND HUMAN
DEVELOPMENT

in order to provide some context for answering such questions, we
will consider briefly the role of social experience in human development.

Let us begin #ear the beginning. At birth. the child scems scarcely
hwuan. He is hardly aware of his surroundings. Primarily strugeling for
existence. he s responsive only to his needs, wants. pleasures, and pains.
But as helpless and unresponsive as the newborn may seem. it soon be-
conws ubvious that an amazing potential is built into this littte package.
After u few wecks. the infant begins 1o exhibit a meusure of control over
some of his movements. Gradually, he seems to break out of his world and
show same surprising capucities. Not only does he begin to exhibit an ever-
increasing responsiveness ta others, but he begins to do things. to accom-
plish tssks, and to achieve.

At the basis of this development there are. of course. inherited
predispositions. Genetic inheritance determines or affects certain *physical”™
traits—the shape of the nose. the rate of growth. the size of the head. It
also appears to strongly influence so-culled psychological traits. For ex-
ample. intelligence. or the capacity to learn and benefit from cxperience,
is at beast in part a function of hereditary predispositions. Because he is
human, the child wifl cxhibit a specifiable course of intellectual develop-
ment: because he is the recipient of a certain genetic heritage. he will tikely
exhibit greater or lesser intellectual capacity.

But genetic predispositions alane do not determine the course of
development: neither is behavioral potential irrevocably set at conception.
To u considerable extent a person is what he is as the result of the experi-
ences he has had People Iearn to be what they are. This is particulurly true
in the case of soctally oriented behavior. or in those aspects of our lives
that seem most clearly fuman. Take, for example, the phenomenon of self-
regard. Each of us has developed some basic notions about what and who
we are, about what we can and cannot do. and about our goodness and
budness as persons. To think about ourselves in these ways is most thor-
oughly human. Perhaps it is even the prime distinguishing human character-
istic. as philosophical and theological discussions huve often implied. How
does this eritical aspect of our humanity emerge and evolve?

The capuacity to reflect in such ways seems quite clearly to be
genetic—that ic. a sheer function of being human. However, the wav we
come to think about ourselves is a function of experience-—~most particu-
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Larly of sucil experience. Thut is, It s formed by the responses of others
tu us. Thus, when parents approve, disupprave, encouruge, or vestrain, they
not only affeet the behavior of ihe moment but may also create in the child
weertain image of himselt that affects his continuing interests, aspirations,
ahd dusites, Teachers ntay wlso perform similar functions, and their in-
Hucove is. in many cases. o less pervasive, A seties of studies ( Huas &
Aluchr. 19651 Ludwig & Alachr, 1967 Machr, Nafzper, & Mensing, 1962)
on the deselopnient of selt-esteem has made this point inescapably clear.
I these studies, wdulescent buys were wshed to perform various physicad
tushy in the prosence of a “physical-development expert.”™ Following their
perfunnance. they were randoniy given either a pusitive or a negative
vvaloation—that is. they were told that they did or did not demonstrate
the phasical skill appropriate fur o person of their age. Althougly this en-
cuunter with o significant other was brief. its offeets were powerful. With
Ity or no apparent resistance. these bovs subsequently evaluated them-
selves as they bad been evaluated. Even mure surpristng—indeed, disturb-
ing—wius how readily this evaluation of one small aspect of their self
seemed toaffect nat only general self-esteem but also mwonvation. Sub-
soyuent Iests uf interest revealed that pusitive or pegative cvaluation was
directhy reluted to vontinued inclination to engage in physical or athletic
activities. Appuarentfy. even momentary social encounters can drastivally
infloence the childs view of himseil, Furthermore, as his sclf-image is
changed, su are the form and direction of his behavior. [rdividuals most
oiten dv not adtempi what they do not think they can do. When forced to
wurk in those areas in which they have low self-esteem. they are typicully
less than enthasiastic,

But all of this is not particalarly surprising. These studies oidy seem
to specitfy . clurity, and pechaps enhance what, in a general way, should be
ubviods to cach of us. Persons who ure important to us do uffect the way
we define vurselves. Think baeh on your life. and you can probubly verify
this. One teacher’s approval made vou “realize™ vou could become a poud
student. while an indecation of disapproval may have discouraged vour in-
terest i another arca. The Tact that vou are in cullege is not only 4 function
of your 1Q: it is ubo u product of the fact that parents. teachers. and puers
communicated {o vou that vou could wd should go to college. Probably
the soctal context in which you grew up defined vou as “college bound.”
and perhups vou have never questioned this definition of yourself.

The fact that this expericnee ts commonpliee and perhaps obvious
does not dintinish its importance. Furthermore, it is possible that certain
cvdluative responises may be inherent within particuluar sociul contexis in
which u child may be placed or may find himself. That is. the significant
uthers within these situativins may be predisposed to evaluate a child pose-

17
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tively or negatively ind thus increase or decrease his self-regard. Consider
the child who grows up as & member of o disadvantaged minority group.
His experience throwghout wwch of his life is similur 1o that of the dis-
approval group tin the experimental studics just reviewed, I he s black. o
15 possible that in a white-dominant society he comes o associate the very
cudor of Bis skin with badness, incompetence. and worthlessness, Not onby
dues bluchness wdentifs him with o minority grosp that is often rejected. but
it also serves as u stimulus te teachers. shophecpers, and policemen to tread
him in a4 aegative fashion (see Cuoates, 1972 Rubovits & Machr, 1971, in
preparation . 1 ks nat surprismmg, then, that the bluck child growing up in o
white society often rejects his ethnic identification and sonctines views his
very bluchoess negatively. In o clossic study Clark und Clark ( 19:17)
showed bluck and winte dolls 1o 7-veur-old black children and asked them
such quustions oy Uwinch dalb loohs rice? “which Joll tooks bad™ and
“which dail i o nice” color?™ Most of these bluck children indicated that
it was the white Jdoll that “looked nice™ and had a “nice color™ und the
bluck doll thit “lovked bad.™ More recent studies of this type (see Asher &
Allen, 196Y: Cules, 1963: Proshanshy & Newton, 1968, p. 186f.) have
renerally supported the notion that black children do evaduate themselves
and even ther color negatisely. However, there s at east some reason to
Iape that attempts to cmpliasize that Ubiack 1 beawtiful™ eventually will
chunge the situation 1 Eessing & Zagorin, 19724 F972b).

Whether or not o person is black, the tuct that be is from an im-
puverished stratum of socicty seens 0 place hind in a position in which his
attemipts to achivve are abmost inesitably met with failure. Lt is not that such
i person hasn’t fried. 10 not et e hos 1otally rejected the valoes of the
widvr culture. Rather, s Livhow (1967) paints out in his study of “strects
corner men.” such apersen has tried and repeatedly Falled. He experiences
this fideue in the world of work and again when he returns o a fomily
setting. His marriage s probably not @ sucvess, and bis faniily life does not
providue much support for his seltaesteent. Exeept in the compuny ot fellow
tailares, he experichoes hitthe selbapproval and little acknowledgawesy that
he has the competenee o sueceed at anything. His life s o seties of dis-
approsal espertences thet can onby resubt inopegative selt-esteeny and a
subspyguesnt tendeacy te gt g

What can and obviously dovs happen in the arca of seli-regard s o
prefound exampiv of how social eypericnees atfect the course of heian
devclopmient: There are. of courne, ether examples. As this book witl point
vut, sucal eyperience changes nat only beliets, aititudes, wnd thoughts but
perhips the very capaaty 1o think  To o osueprising degree, we are cach o
praduct of the soctal voatest ito which we were borp, in which we were
raised, ond i owhich s aow live,
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SOCIAL CONTEXT AND BEHAVIOR

‘Bach person has a social past as well as a social present. What
huppens niow » & product of both our several backgrounds and an imme-
diate sacial context.

An immediate sovial context may vary in a number of ways. Soctal
contexts muy contuin different kinds of people. A grouping of individuals
with similar buckgrounds will incvitably vary from one in which each indi-
vidual is from a different culture. That much is obvious. In addition, factors
such us Sroup size, wsigned tusk. aperational rules, and goals will inevitably
atfect a sociul vontext regurdless of the backgrounds of the participants.
Thus in one classraom, or lesming group, there may be multiple goals and
varied tasks, and the students may choose what they want to do when they
want to Jdo it. In another. a group task may be followed by individual
tushs—ult awsigned by a teacher. Obviously. a learning group. as well as any
social group. can be arranged in u variety of ways. Such arrangements
may create qualitatively ditferent psychologicul climates—climates that are
varioush characterized us open. free. humane. teacher-centered. repressive,
and so on.

That the effects of such climates may be broad and pervasive is
evident from & number of different studies of group climate. In one series
of studies, for example. it has been customary to distinguish between desno-
cratic and athoritarian climates. In the authoritariao climate. the leader or
teacher dominates the decision muking. In the democratic climate. group
memtbers purticipate actively in deciding on group goals and tasks. The
effects of the different climates are often profound. In the now-classic study
by White and Lippitt {1968}, an authoritarian climate bred dependence
on the leader. The behavior of the group members as well as the whole
pattern of group activity reflected this dependence. When the leader left the
room, the authoritanan group was much more fikely to break off work than
the democratic group was. In addition. boys moving from an authotitarian
to o muore permissive climate produced an outburst of ruucous activity.
Perhaps 1hey needed to “blow off steam™ after being oppressed for a while,
or perhaps they had not developed personal social controls. Whatever the
precise reason. it seems clear that the industrious behavior of authoritarian
groups was strongly tied to the presence of the leader.

However. while authoritarianism resulted in considerable produc-
tivity. there was a different spirit involved. The boys not only preferred the
democratic groups. but they seemed to work as efficiently and possibly more
creatively in them. Above all. the whole affective climate was quite different
in the two groups. There was more hostile and aggressive activity in the
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authoritarian groups than in the democratic groups. In general. the demo-
cratic groups were characterized by a spirit of cooperation und friendliness.

It is temipting to oversimplify and to say that a democratic cimate
hus a “good™ efeet and ap authoritaran climate has 2 "bad™ effect. How-
veer, another group climate was also considered by White and Lippitt: a
luisses fuire group. In this group, the leader allowed the students to do
whatever they wanted with little or no direction or intervention. This group
climate was the least effective and desirable from almost any perspective.
It waus really the “bad™ group.

The Lippitt and White study emphasizes the importance of the
immediate sucial context. Certainle, this and a host of other studies bave
indicated that we cannot ignore the present sociul scene. A person’s be-
havior of the moment is not just a product of his earlier experiences—that
ts, how he wus treated by pareats and what he was taught to think. believe.
and value; it is also a product of the contemporury and even immediate
sucial situation—that is, of the behavior of his teacher and peers: of his
apportunities to do, be, or become, and of rewards, punishments. and rules
he is given. Buth the past and the preseat are important. A teacher had
better hope that this is true!

PRESENT AND PAST SOCIAL EXPERIENCE

How do past and present interact? Tt is interesting und rewarding
to search out the effects of past experiences and present social context
separately. But it is especially intriguing to consider how persons from
different backgrounds may respond to varving secial contexts. It is more
than interesting and intriguing—it s critical! If you were to visit a class-
roem in Tran, vou would see children reciting or taking dictation, almost
always sitting or standing with face toward teacher, The teacher is in con-
trol. and the children accept the guidelines that he or she estublishes—make
no mistake about that. Moreover. the educational process seems to function
rather well despite an authoriturianism and rigidity that would be shunned
by the most domineering of American teachers. What would happen if these
samie children were placed in a highly flexible. open, free, and democratic
school environment? Would the background of these students, the culture
that is associated with Tranian village life, doom such un experiment to
failure? There is an example closer to home. Teachers in the inner city
contend that 1t is impossible to establish rules, manage a classroom, or
reward behavior in the same way there as i the suburbs. Perhaps they are
right. But in what way are they right? How might a learning environment
be structured to best match the predispositions of a child from this or that
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inner-city or suburban background? This question gets to the heart of the
matter and, in an importunt sense, to the heart of this book.

A LOOK AHEAD

This bovk is concerned with describing the social @nd cubtural fac-
tors that make 2 difference as fur as achievement is concerned. Although
the majority of readers will Jikely be most concerned with social and
cultural variations that they might experience in the United States, an
interest in the etfects of such variations often prompts us to look beyend
our own borders. If our only stundards for assessing the nature of family
life are those derived from predominant Anierican patterns, we may easily
view the ghetto family as disorganized. disintegrated, and a clear case of
deterioration from the ideal. A knowledge of family life in a broad range
of cultures. however, may at the very least cause us to be less rigid in our
judgments @s we revognize patterns that also exist elsewhere—and success-
fully so (see Valentine, 1968). In any case. don't be surprised when I
“take™ vou to [ran. Africa, or Russiu to provide perspective on @ situation
confronting the Anwrncan child or the American school. After all, we are
intevested in how sucial experiences. wherever they might exist, can affect
behavior,

But the book is quite obviously not only concerned with the niture
of social and ¢ultural variation. It is specificully and emphatically concerned
with how such vanation makes a difference as far as gchievement is con-
cerned. How does or how might the experience of living in a toyless, book-
less, and teacherless home affect one’s very capacity to learn? How does
being black in a white world or poor in an affluent society affect the will
to achieve? How does ond go about voping with children of diverse back-
grounds? How do the teacher’s social origins affect his behavior toward
students? These are the kinds of questions that prompted me to write this
baok. Not all of them will be answered to everyone’s sutisfaction. But
perhaps an occasional insight will be precipitated. a new perspective pro-
vided. or u productive line of questioning suggested.
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CHAPTER

TWO

CULTURE, CLASS, GROUP,
AND PERSON

world travelers as well as sixth-graders know that there is some-
thing different about people and their behavior in Alaska, Algeria. Aus-
tralia, and the Azores. Netther a sixth-grader nor a world traveler is neces-
sarily able to specify these differences—but they know they are there.
Similarly, the typical Headstart teacher knows that her charges do not fully
participate in the same social world that she does—even if she seems a bit
incoherent in describing either their world or her world. Tt is interesting
simply to survey the multiplicity of human differences that exist across
nations. societies. and groups. That. 1 suppose. is one reason why National
Geographic continues to be popular.

But the purpuse of this chapter is not to provide a catalog of cul-
tural and societal differences—indeed, that would be impossible. Rather,
its purpose is to define @ bit more precisely the nature of social contexts.
How might they be characterized? How are they likely to vary? How will
such variations make a difference in the person? Thus far. terms like “class”
and “culture™ huve been used in 2 rather general way to describe readily
recognizable and understandable situations. Now it is time to be a bit more
specific.

CULTURE

The concept “culture”™ is basic to our concern here, Having defined
it. we will have gone a significant distance in identifying those facets of
social experience that affect achievement. Before discussing culture, how-
ever, it is necessary to take note of a critical characteristic of man as a
social creature——that is, the tendency for individuals to conform to group
norts. Indeed. our understanding of culture is dependent upon an under-
standing of this apparent sine qua non of human nature.

11
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12 Chapter T

NORMS AND CONFORMITY

When people. be they children or adults, are placed in o situation
mn which they must behave with reference to one wnather. interesting things
happen. After a while, their behavior follows certain predictuble patterns.
Rules. regulations, custonrs, and styles emerge. und eversone is obliged to
give recognition if not subservience o them. In other words. soctal norms
ervolve. A st und busic principle of soctal interaction concerns the emer-
genee uf such stundards For behavior.

Whenever two ar more people behave it coneert, a standard of
behavior is cither implicitly or explicitly formulitted. and the behavior of
the individuals invalved temds increasingly o converge on this standard. [n
an carly und now-classic study on this point. Sherif (1935, 1936 provided
i clear exumple of the emergence of norms and normative behavior. His
studs exhibit, what happens at seme point in most social groups. It also
demansteates phenomiena that are basic to such complex entities uy soviul
institntions, sacieties, and cultures. Sherif arranged for groups of individuals
tu view wosmabll stationars sput of light in an otherwise completely durkened
room. When a light is viewed under these conditions. it uppeurs o move,
This movement illusivn is technically referred to ws the atokinetic effect.
Shertf was not, of course, interested in the illusion per se. Rather. his con-
cern revalved around the question of fow s/t movenient the subjects
wauld attribute to the spot of Hight.

Althaugh he expected a great deal of individuat variation to begin
with, he predicted that ceentually the judgnients made by the group mem-
bers would converge un samne standaed. That is. after some period of time.
the members would begin to agree on haw much the fight moved. Con-
vergence on u group stundand did occur. Although thete was presumably
no extenl pressure fo do s, the subjects eventually tended to exhibit
agreenient regarding this subjective experience. Furthermore, the subjects
apparently were quite unawire that they were estublishing a group standurd.
As far o> they were concerned, they were simply reporting events us they
oceurred. 18 3y espevially intere:ting to note that norms arrived at in this
manaer tepd to outlive the immediute context and to have continuing in-
Huences un the members of the group. Sherif found that. when a group
nweriber was later ashed to judge the movement of the light in tsolution
from the group, he reported movement that approximated the group norm.
The group provided “truth™ in an ambiguous situation: thit truth remained
as an abiding principle tor the individval even after the group no longer
existed.

The tuet that noris emerge 5 important. What is equally tmpor-
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tant. huwever, s the tendenes Fur groups o exact or to be granted con-
farmity oriee o nurm does arise. Shent found that subjects who had initiadly
made fudgments in bsobation chunged thew judgmients in aceard with un
estublished group numm when they subseguently joiaed an vagoing group.
That s, ceen though they had wlrcady established their own answers to the
problem of wandering Jights, thes nevertheless wdupted their answers to
group truth when they became members of the group.

The power of the group to mfluence the individual is nowhere more
clearly ilfustrated than in studies conducted by Asch (1952, 19583, His
gol was to determine whether o nat the standard of the group would be
sulffiviently posertul i senke cireumstatces to foree the indisidoal to deny
his own sensory experience. Asch arranged for cach individuat to make
various judgments regardimg the length of fines. From the judgments made
by u contral group, it was lear that this tash could be done with minimal
crior and cansiderabbe case However, vach of Asch’s experimental subjects
made their judgments as participanis in a group—a group in which the
vther niemtbers were confederates of the experimenter with the spevific
assignient of mabg erroncous judgments on certain tasks, What  hap-
pened i this situadien b oviremcls Tascinating 1o the social scientist, al-
though it was vather disconcerting to the maive subject, Euch naive subject
pluced in this situation evhibited some effects of group pressure. Most of
them conformed. denicd their senses, and went along with the group errar,
Sone appeared o conform with hittle or no insight inte what they were
Jdoing, vthers contormed verbally but later expressed reservations ubout
what they were doing Onby g few “called them as thes saw them,” and
ceen thes Jid <o with difficuby. That s, it seemied almost triumatic for the
subjects not to follow the group even when it wus “obvious™ that the group
Wids WEOny.

Groups create normis. and individuals, within limits. conform.
However, gorms often outlise the people and comditions that were initially
responsible fur thew evistenee An interesting capstone to both the Sherit
und the Asch studies is o study by Jacobs and Campbell (1961) in which
the deaclopment and transmission of noros over a number of “generations™
were obserwvd. A i the Shenf studies. sarfous groups viewed u stationary
hight tn o darkened room ond made judgments regarding the amount of
movement. Jacebs and Campbell, howeser, also borrowed o puge from
Aschs book and wranged ot so that at the first session a majurity of cach
viewing wrop were in fact confederstes. The tusk of these confederates
was o Crete ah urhitrary mosenaent norm by their responses. This arbi-
trary norm was desigied e be mone extremie than wis uswally found in
stdics on the autohinetiv effect. Thus, it was possible o determine if
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subjecty were confurming fo the imposed norm or if they Were simply ex-
pressing vther inclinations. ( There does seem to be o “natural runge™ within
which the pereeption of movenient iy tipicathy limited. )

In view of Aswh’s waoark, it is not surprising that Jacobs and Camp-
bell’s confederates were uble to establish u predetermined arbitracy norm
fur the minonty. What is most Gascinating is that this norm, once estab-
fished, vatfived the presence of the confederates. During the vourse of the
expertment. the confederates were ssstematically removed from each vicws
ing group and replaced with naive subjects. Thus, a1 mujurite of confeder-
ates became o minority. and, finally, the groups were entirely composed of
nuaive subjects. Itferestingls enough. the normy mitiadly established by the
confederates persisted. on the average, for foor or five generations bevond
the Last confederide Nuive subjects were passing along the normateve tradi-
Ban they had received mstead of responding independently and situationally
tu the immediate tash. In shore, the Jucobs and Camphbell study provides un
eawnple not only of conformity to a group w. om but abo of the tram-
mssion af o tradition and comdormits to it

The emergenee of nmorms, the presures for confurmits, and the
tramsmission of nurmative traditions are very tamiliar facets ot lite, All of
uy huse eaperienced sumething like the Shertt, Asch, and Jacubs and Camp-
bell situations—nly for real. To be human is to participate in groups, and
group participation inesitubdy mvolves comforntits e norms,

An obwious nd nigor reason For the variation 10 individual be-
haviar i~ group membership. Sam fram the ghetto and Johiuy from sub-
urbu are different becuase they partivipate in different groups and conform
te ditferent norme. Similarly, the behavior of people around the world s
extremiels varied simply because they hold membership in groups that huve
evolved separately and thus have produced their own traditions and stun-
durds of referenve. The behavior of any given individual » kargely explain-
able in terms of his attempt to conform to the groups that are significant
to hint Atter all, *f he does nat contornt, he can expect same kind of group
sunction. Bat theye b ubsa the Bt that, when eapericaced seality s am-
biguaus, social realits (the group’s proseription) nay be the best guide.

CULTURE AS A COMPLEX OF NORMS

To u considerable extent, o “culture™ consists of the norms. guide-
lines, and preseriptions that any given group of individuals holds in com-
mon. When we talk of the cultural origine of Sonny Suburb or Georpe
Ghettoo we are talhing about o complex of norms extant for un identifiable,
interdependent group in which that indiniduat holds membership, The wse
of the term “culture™ assames that such o group of individuals hias been
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functivning tn an interdependent tushion over o perid of time. Given such
conditions. thery will be normuative produocts. These normative products are
@ critical it nut the crital feature of a culture. Of course. in most natural-
istic settings. the norms will nat revalve primarily around wundering lights.
Fhey will be shured answers bu guestions that convern the group., snswers
to questivns regarding how life s o be lived. answers that outlive the
immediate context of their origins, and answers that. to 4 greater or lesser
degree. are imposed on iew mentbers as they join the group.

Mormatine Ouesticans

Savimg that culture Js @ set of nors or guidelines that characterizes
a group and inlldenves the individuals who helong to thut group is net
cnoggh. Inowidar to sec how cultsres can vary, we must consider the kind
of normetive questions that human experwnce Ferces s to ash and the
variets of ansaers thut can be gisen!

Structuring the world. There are several different kinds of normu-
tse questions that seem wy e anversal, although the answers vary widely
aciess graups. Among these unisersal uestions are those reluted to pro-
siding w structure for the warld that we expertence through our senses, You
dun't need o course in psschulogzy e Anew that there is often « big dif-
ferenuy between what £y and whag we we. Each person is confronted with a
Boewildermy array of stimulic and the sheer enormity and complexity of
stimulition furve i to stend to certain things and not to others. [n
addition, pattesns of stimulation are often vpen o a variets of pereeptual
enterpretativns. Two persons leoking at an inkblot rarely see the same
thing. Mans dus -to-das happenings are simdarly ambiguous and open to
different interpretations. Wthin groups, however, reguluritics emerge in
relation to thewe ambiguous perceptual phenamena. Thus, as will be dis-
cussed in Chapter Three. indivaduals whe have grown up in different so-
cictivs will probably 1allow different guidelines in selecting and interpreting
sensors eypericney. Tat s, thes will perecise different worlds.

Expluining events. There are alwy normative questions of cause
and cfect. In cach individual’s eapericnce. events oceur that demand expla-
retion, and, watlim vuch cultural group, there exists o preferred vxplanation.
Cunsider the cyample of o voung American child who suddenls becomes
serfoushs il He would be tihea e g hospital and seen by specialists who
speah vaguely of Sviruses™ of an o unknown source and nature, The shored

U bhe pormabve gueshicons adeantied here were develaped along fines sig-
pesled By Coocdenesggh 13983, 0 288 0 1970
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belief of buth purents und specialists is thit the cause is physicil. within
the realm of the natural, and ultimately controfluble by physical treatment.
Lo a primitise” of tess “advanged™ societs . child might also be brought to
a specialist, However, the belief system there. as well us much of the
behavior, would elearly be different. The talk might possibly be of demons
or uf migic spcdis and the treatment spirituil ruther than physical. In either
case, und in spite of the treatment perhaps. the child might recover, and,
thus, the belief systens would be reinforced. Two different cultures nuw
have two different ways of interpreting the same “fucts.” Cause und effect
oftent wre vonceptualized guite differently across cultures.

Chousing, striving, and aspiring.  Besides guidelines for pereeiving
and explaining, @ colture iy characterized by the way in which its members
organize, identify, and selfect purposes and preferences. In other words,
value syatents, an ideology, and life gouls are criticat features of uny culture.
In this regurd, it s helpful to turn to the work of Florence Kluckhohn
{Kluckhohn, 1961 Kluckhohn & Strodtbeck. 1961). She huy suggested
thut life style is significantly determiined by the answers that persons and
groups give to five basic questions.

. The first question is concerved with man's refationship 1o other
meyn. Is the relationship individualistic, with great stress placed on the indi-
vidual’s accomplishments, personid rights, and personal freedoms? Is the
relationship “colluteral.” with the extended family. the community. or the
tribe in a position of primacy? Or is it “lineal.” with the group. as it extends
through time and across generations. primary? Even a cursory review of
the anthropologicyl literature nakes it clear that the relationship of man to
man is subject to significant variation. Moreover. the nature of this relation-
ship will inevitably affect the nature of achievement valued by a group.
A classroom activity that involves the individual studeént in competition
witt. 115 fellow students may work well within a culture in which an indi-
vidualistic ethic is adbered to but may fuil miserably within another culture.
The Navajo child. in contrast (o the child from Shaker Heights. is not likely
to respond as favorably o motivational appeals associated with competitive-
grading procedures. He comes from u culiural background that does not
value individual achievenient as highly as it does o harmonious, cooperative
relationship among imembers.

2. A second question concerns time. Groups uand persons can be
differentiated by the emphusis they place on the present, past, and future.
The schuols that T attended were primarily futurc-oriented institutions:
places where students were prepared for life. For good or ill. most of what
was said and done was justified on the basis of future concerns, We learned
arithmetic because someday we would need to make change. compute
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income ix, design computers, or simply do the next level of math. Such
an emphusis on the future was shared by thase whe had a signiticant interest
in the shools, and | was in faet surrounded by people. institutions. wnd
events that tocused on tomorrow rather thun on today or yvesterday, How-
ever, not il people or cultural groups tie their lives so closely to the tutwre.
No one hus mude this point more adequately than Oscar Lews in Children
of Susrchez 119615 A tirst-person account of the Sanchez family. the book
puignantly describes beliet systems characteristic of many cultural groups.
In this Mexican family. the time potion was completely different from that
of futuristically inclined middie-cluss Americans. Either implicitly or ex-
plicitiy, the diulogue affirms that the significant time was the present. This
Family and their compatriots Jdid not tvpically save what little income they
received in order to purchase desitables sometime in the future. They did
not fuy up a store for future bad times. Their belief. continually reinforced
by cald Fact, was that depving onesell naw would have litile or po effect on
future happiness.

3. A third guestion that Kluckhohn suggests is “what is the valued
personality tvpe?” Different social groups value and promote different
modal patterns. Whereas spending the duy whittling wood may be un
acceptable mode for one group, contemplation wnd meditation may be
Jdesirable in o second group. uand 4 third group may espouse activity. or
“busy-ness.” even for it own sake. 1t is ditficult for many of us to under-
stund the importance placed on meditation and contemplation among
medicval monks ur ariental holy men. 1 am wold that American businessmen
scurryving about Rome, Tehran, or Delhi ure equally inscrutable.

4. Perbups our predilection for being, becoming, and doing is at
least partially reluted to o fourth question: “what is the relationship of man
to nutiee™ Is man subjected b nature? Is man seen as existing “in nature™?
Or is it mun “over nufure™? The Bible of Jews and Christians suggests
tGenesis 1:28) that man is to conquer and subdue the earth. Subsequently,
Woestern scienve und technology have proceeded to do just that—sometimes
with fearful side cffects. However. the typical Spanish-American sheep-
raiser of the Southwest was not, ut least u geueration or so ago. inclined to
believe that much could be done 1o protect his “business™ from natural
vittustrophes or to guard himsell from personal tragedy. Storms and illness
were solely matters of “God's will.”” and there was Httle point in trving to
prevent their vecurrence or vounteract their effects. The concept of man as
integrul within nature or actually dominated by nature is probably not
conduvive to the growth ot technology. However. it may be conducive to
the preservation of nuture and the conservation of natural resources. as is
evidenced by certuin American Indiun cultures.

5. Finally. cuch group must answer the question “what are the
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innute predispositions of mun™” Evil? Neither good nor bud? Good? In
any case, can these predispositions be changed? And if so. to what can
man be changed? We don have to compure “advaneed” with “primitive”
cuftures or Eust with West to be aware of the interesting variations that
oeenr. | have alwans been amused at the variety of opinions that T can find
on this point in niy own neighborhood. But of course, the issue here is that
cultaral groups do differ in buportant wavs regarding the predispositions of
man. The stund they take on this question is nevessarily 2 eritical foacer of
their culture.

Kluckhohn's work nicefy illustrates how snen and coltural groups
mayx vary with regard to life style. The variables that are idenrifiable in
terms of these tive questions, however, are not all-inclusive. Although they
adequately suminarize the wuys in which preferences are orgunized. they
pussibly slight the organization of purposes. These questions deal with what
might be called “instrumental values”—that iy, with preferred ways of
accomplishing things. People also differ in terms of “tenininal values™ or
life goals. Within our own socicty. sweh goals as salvation. freedom. and
justice ure rather clearly articelated. Moreover, whether we view salvation
as mure important than happiness of freedom as more important than
justice is cruciul to the style of life we exhibit. As children ure taught to do
things in certain ways or te be according to certain modes, they ave also
taught to work toward certain ends. What ends will be promoted is o
variable feature of cultural groups. Thus, Rokeach (1968, p. 170 f.) found
preference for certain terminal values to vary markedly among groups of
diverse backgrounds. While a group of unemploved blacks vated “equality™
first and “treedom™ tenth on a list of 12 terayinal values, other groups. such
as unemploved whites or students at a Calvinist college. exhibited drastically
different preferenves. Most intriguing is o comparison of unemployed blacks
with their oftimes antagonists from o counterculture, policemen. Preferences
of these two groups were in sharp vontrast on the terminal vilues of “free-
dom™ and “equality.™ The policemen runked “freedom™ first and “equality™
twelfth,

Duing.  Finallv. o culture consists significantly. and sometines
most obviously, uf a set of guidelines for “doing.™ Life has to be organized
in such a way that certain basic humun needs are met. The wuy in which a
group hos organized Hself to meet these needs and the recipes it has for
action are significant aspects of its culture. The necessity for food and
warmth is universal. but whar we eat and how we dress are matters of
cidtural determination as well as necessite. When a person is bovn into a
given social group, he is provided with a set of ready-made, tried, and
possibly trie answers to some of these busic questions of survival. Because
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a person is born inte a Musai tribe in Africa, he will cherish blood from a
living cow rather than steak from @ dewd one. Because he is born, raised,
and lives out his life in Suburbia, U.S. A., another person will prefer a
Hart, Sbhatfner, and Marx creation to a leincloth, at least for the working
hours,

Associated with such wuys of hundling basic needs are techniques
and a technology, There wre technigues that each group of people has
arrived at in endeavoring to make the survival task easier. Often there is
actually an tnvolved technology associated with gathering food, making
clothes, providing shelter, and so on. That is, there is 4 systematic and
caoncerted effort associated with gathering and transniitting the knowledge
of how these things cun be done. Recipes for action can und often do be-
come very sophisticated in today’s world. The fact that one group of people
has mechunized agriculture and supports agricultural research while another
stmply gathers food represents an obvious but critical difference between
their cultural worlds. It represents u difference in their way of doing as well
as a difference in their way of thinkiog about doing and of thinking about
life in general. We could hardly talk about the sociocultural influences on
behavior and development in the 20th century without mentioning TV,
computers, and antibiotics, neither could we ignore supersobic jets, autos,
and industrial poliution. Such products not only change ways of doiog
things—that is. provide us with new techniques, styles, and means—but
they also drustically alter the world. or the environmient, in which these
things arv done.

Cuonsider yet another example from a slightly different sphere of
hfe. Young mothers throughout the world experience some of the same
busic problems with their childrene—what to feed them, how to clothe them,
how and when to train them, und whether and how to teuch them. You
don’t have to read Margaret Mead, however, to know that mothers’ solutions
to these problems vary. But what is impoertant to us here is that it probubly
is not altogether the mather’s solution in any case. It is a solution that is
prominent within her soctal group and that has been transmitted to her
through a medium to which she is particularly sensitive. My wife derived
her child-rearing stvle partly from experienced elders {such as her ncigh-
bor) but mosth from recognized authorities {such as De. Spock). There
were available solutions for her, as there are for mothers across the world.
What those solutions are—that is. what style of child rearing is favored—
is also part and parcel of that complex of guidelioes called culture,

Summary. In brief, it may be said that each cultural group is
churacterized by guidelines for perceiving, explaining, judging. and doing,
But wlthough the same basic normative questions may be asked, groups
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differ because the answers to these questions will not be the same. When
we use the term “‘culture.” we are primarily referring to the complex of such
guidelines that exists for any interdependent group of people.

CLASS

In discussing the sociocultural origins of behavior. the term “social
class™ is often used interchangeably with the term “culture.” Indeed. there
is probably some overlap in the two terms. When we refer to a child from
the “middle class.” there is some implicit reference to a style of life or
cultural backpround. However. the concept of social class sugpests dimen-
sions of the social world that are not clearly designated by the term “cul-
ture.” It therefore deserves treatment in its own right.

STATUS AND POWER

The term “social class™ might best be reserved for referring to the
way in which a society is stratified uccording to status and power. Any
group of people is more than rules and roles. styles and preferences. Even
within the smallest and most ephemeral of groups, a status system of some
kind is bound to emerge. On university faculties there are professorial ranks
and special chairs—for example. full. associate. and assistant professors.
lecturers. *"TAs,™ the Harley Jones Professor of Social Science. and so on.
In my son’s third-grade class. one or two children are invariably chosen as
leaders and receive popular attention and group admiration: a group gener-
ally held in lower esteem and many other children falling somewhere be-
tween the two extremes coruplete the stutus ranking. Although I haven't
really checked this out. I strongly suspect that there are the beginnings of
such hierarchies in my daughter’s preschool group. for such status dif-
ferentiation begins at an early age. And of course, when vou consider
broader collectivities of persons. such as a community, there seem to be
those who have higher or lower status.

Stratification of members into a status hierarchy of some kind is
typical of group behavior. Sociul class, then. refers to a designated level of
status within a given society. In feudal Europe there were three major
classes or struta of society: the First Estate. consisting of the higher clergy;
the Second Estate. consisting of secular noblemen; and the Third Estate,
which comprised everyone else. In studies of contemporary American so-
ciety. it is common to refer to some socioeconomic divisions. such as upper
class. middle class, working class. and lower class.

The way in which status is attributed varies from society to society.
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Individuals in sonse groups are accorded status by virtue of birth, without
any reil achievement on their part—that is, status is ascribed to them. The
Queen of England and the tribal feader in Africa, for example, are what
they are by virtue of birth. Status und power have been ascribed to them
because of the order of their birth into certain faniifies.

In other cuses. achievement is ot the basis of status. The status
accorded a Nobel Prize winner is bused on what he has accomplished. Of
course. when status is accorded in this way. different types of achievement
will huve greater weight, Thus, within the United States, econontic success
seents to win o measure of statas. At various times and places, heroism in
war abo hus oreated at feast a moment of glory for individuals; sometimes
it wits sufficient to ensure continuing status. However, as the veteran of
Vietnuny knows. wur is not necessarily the way to fame and fortune. More
often than not. the veteran is confronted with hostifity rather than with
glory wpon bhis return. In certain adolescent societies. athletic prowess
assures status, but scholarship does not (see Coleman, 1961}.

When a group ascribes stutus on the basis of achievement, there
tends fo be gresfer movement in the status svstem. Thus, within highly
industriulized socicties. which depend heavily on technical competence and
achievement, we can reasonably expect individual achievement to take
precedence over birth. opening up possibilitics for rapid status changes.
When a tribai or agrariun society suddenly becomes industrialized. the
stutus system based on ascription receives a serious jolt. Industry needs
achicvers und accords them status, or at least the accouterments of status,
regardless of birth and family ties.

CLASS AND THE PERSON

Stratificativn appreciably affects the individual’s social world. Per-
~ons ab the upper level of anv status hierarchy typically command a dis-
prapartionate share of the group™ resources. They exert greater influences
on others ind, in generd, have greater aceess to the institutions, services,
and opportunities available within & group. Although high status is not
accessarily good s far as any specific individual is concerned (Durkheim,
19581, Tow status usually has negative effects. The ghetto child soon learns
that he exists at a different point on the status hierarchy than the suburban
child docs 1t is impossible for hin to command the same resources. and
he does not have access to the same groups. activities, and experiences.
Moreover, others may judge. respond. and relate to him in terms of his
class membership rather than in terms of who he is. Thus. birth origins may
affect the child's self-esteem as well as his behavior (Proshansky & Newton,
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1968). This uspect of status should be important to the teacher or to
anyone attempting to help individuals uctualize their putential.

Individuals at any level of the status hierarchy typically are physi-
cally und sociully isoluted from people at other levels. As a result, u dif-
ferent way of life or a different cultural pattern is likely to emerge. The
fower-class child, for example, will typically live in a neighborhood with
other lower-class children. These children will have a pattern of experience
that is different from the experience pattern of children in the upper classes.
[t is not surprising that they will exhibit styles und standards that Jiffer
from thuse of suburban children. Class is not equivalent to culture, but
insofur as it designates a pattern of interpersonal commumnication and inter-
action and specifies opportunities for experience, it does tend to be asso-
ciated with the development of distinct culturat patterns.

REFERENCE GROUPS

A busic assumption thus far has been that certain groups are
significant to each individual. Culture is o complex of nomuative guidelines
and styles that impinges on an individual as a member of a certain group.
Class, too, refers to a group of people that, in some sense, has an influence
on the person. In choosing, thinking. tulking, and simply being human.
person refers to and acts in terms of groups that are significant o him. A
society us a whole often is an important reference group. When traveling
outside their country, Americuns feel consciously American. Sociai class
and s cioecononiic or vocational groups also provide frumeworks for ac-
tion. Regurdless of my perception of independence, my life is ordered by
my role as “professor.” (My wife contends that I do not even communicate
well with nonprofessorial refatives—but then, who does communicate welk
with refatives?) My professional colleagues and I are not unique; everyone
is in sonie sense isolated within role and class categorivs. Either by circum-
stance or by choice, an individual also responds to smaller segments of a
larger society or class. Each of us has various specialized and limited
reference groups that conform in some way to general standards and guide-
lines of the society or class in which we hold membership. Thus, the culture
that is said to exist for a large group of persons always is translated in
idiosyncratic ways by smaller. more specific groups. What these small
groups are und how they function are critical in the determination of the
sociocultural origins of achievement,

The family is a first and pervasively important reference group.
Regardless of culture. humun beings are unconditionally dependent upon
others at birth. Almost invariably, some type of family unit exists to meet
the needs of an infant and, in the course of doing so. becomes the primary
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group for transmitting the norms that will be the culture for that person.
Fumilies vary in terms of the culture they present. and. in considering the
suciocultural origins of an individuals behavior, we cunnot igrore the cul-
ture transmitted within this primary socialization unit. Perbaps in our
attempts to better the lot of impoverished groups. we ought to be more con-
cerned with the tamily than with the schoul. Tt hus been repeatedly pointed
out that the family life of the urbun poor, although it often exemplifies a
creative adaptution to uppression and dire need, does not facilitate adapta-
tion to school. to job, or to vther segments of the wider colture { Rainwater,
1966). It may well be that significant fearning must begin and continue in
the home if the child is to actualize his potential in any area of achievement.

But the tamily is not the only group to which the individual refers
in muking his choices. developing his betiefs. and adapting his behavior.
Eurly in the course of development, children establish relationships with
other groups that may become important to them. The norms of these
groups may or may got agree with the torms extant in the fanuly. Thus. it
is very common for pluy and peer groups to emerge in childbood and o
become increasingly important in framing the ¢hilds bebavior. In all cul-
tures. peer groups play important roles. In Coming of Age in Samwoa.
Margaret Mead (1928} showed bow sex education in this more or less
exotic culture was conveniently, and apparently successfully. handled by
older peers. Despite the millions of dollars spent on the development of
formal sex education in U, S. schools, the peer group is still responsible for
inculcating knowledge about sex or at least for establishing behavioral
nurms, Similarfy. parents lecture about justice and altruism. but there is
some reason to believe that peer groups establish the norms in these areas.

We typicully become interested in peer groups when they espouse
behavior different from that espoused by unother reference group such as
the family. This oceurs frequently, purticulatly in societies such as our
uwn. Bronfenbrenner 1 1970)) . for example, hus pointed out that parents in
the United States tend to huve less interaction with their children than do
purents in other vountries such us the U. 5. 8. R. Because children are iso-
lated from adults, peer groups have grester significance for children and
are more likely to present discrepant cultural frameworks. The “'generation
gap” shues that the fumily s not the only reference group of significance.
Peer reference groups can be as eritical in determiining behavior and
uchievement s the fumily. the school, or even the child’s “aptitude.”
Parents und teachers may hope for scholarship. but a peer group that values
athletic accumplishment to the exclusion of scholarship wins out for many a
high sehuoaler {sev Coleman. 1961).

Face-to-face reference groups are not the only significam ones,
Mure remote groups are often important and may be remote oaly in a
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physical sense. For exumple, the life and behavior of a physician are to
some degree determined by other physicians, most of whom he has never
seen. Similarly. school superintendents look to other school superintendents
(perhaps known only in their wntings) for solutions to problems and for
advice on plaving their rofe. Individuals refer to those in the same social
pusition or vocational category for guidelines for action. Professional orga-
nizations, tabor unions. and church groups set stvles of behavior without
the necessity of face-to-fuce interaction. Muss media have led to a great
increase in the number and the influence of such remote or secondary
reference groeps.

THE PERSONAL EXPERIENCE GF
CULTURE

The discussion of reference groups makes it clear that many groeps
impinge on the individual. We can observe commonalities in behavioral
guidelines that exist for any designated group. These commonalities we
call a “culiure.” However, these guidelines are always translated for and
transmitted to individuals by smuller groups that vary in the degree to
which they share in that culture. Simply because we are brought up by
different persons. vach of us apprehends a different culture—only slightly
different, perhaps, but different nevertheless. The existence of various
reference groups with which a person may choose to identify further shows
that the sociocultural world of an individual is a very personal and subjec-
thve thing We can identifv groups that share similar answers to basic
normative questions. We can describe opportunities, alternatives, experi-
enves, and stvles that are objectively present in a given context. But finally,
the sociocultural world that exists for you, me, or anyone else is a highly
particularized and subjective one. The objective analysis of culture and
social environment is a desirable and necessary first step in understanding
the behavior of children. It should, however, not be the lust step in under-
standing a child.




CHAPTER

THREE

CULTURE AND THE
CAPACITY

TO ACHIEVE

That children of differing sociocultural origins also differ in pat-
terns of achievement is nearly undeniable. We did not need the Coleman
Report to discover that fact. Any teacher experienced in teaching children
from culturally diverse groups has discovered it many tmes over, In at-
tempting to clarify and explsin these differing patterns in achievement.
teachers as well as researchers have found it convenient to refer to two
major categories of immediate cause: “intellectual capacity” and “motiva-
tion.” Such a distinction between reason and will is probably comfortable
for most of us, products of a Western heritage as we are. Without claiming
that the distinction is valid—wonly that it is convenient—I will use it.
Chapters Four and Five deal with the motivation to achieve. while this
chapter is concerned with the intellectual capacity to achieve.s a2 id o oy

INTELLECTUAL CAPACITY

It is probably true that some sort of intellectual readiness is basic
to achievement in most areas. Certainly, when one considers the kind of
accomplishments that schools {in almost any cultural context) value and
promote. there can be little doubt that the acquisition and utilization of
knowledge of some kind are involved. As a matter of fact. the whole busi-
ness of school seems. in one sense or another. to be tied up with cognitive
growth. Indeed, whether one talks about achievement in school, athletics,
industry. or politics, the intellectual component can hardiy be ignored. This
15 all by way of suggesting that. in considering achievement. it is important
to consider the nature of intellect. And. of course. within the context of
this book. the overriding question is whether or how sociocultural factors
affect inteHect,

Although it is easy enough to assert that “intellectual capacity™ is
in some sense crucial to achievement. it is not at all easy to define “jntel-
lectual capacity.” Generally. it refers to a presumed potential for solving
problems, engaging in abstract reasoning. and benefiting from experience.
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Certain pevple just seem to be more prepared to do these things than others.
Some 6-year-olds read on the first day of school: others never acquire this
skill. Similarly. some adults readily design computers; others are unable to
punch a duta card correctly. Such variation in performance serves us a
basis for the inference that people differ in inteltectual capacity.

However we wish to define this capacity, there are at least three
facets to it that have special relevance—-especially when we consider the
problems of teaching children of diverse sociocultura) backgrounds. These
three fuvets of intellectual capacity are language. perception. and cognition.

CULTURE AND LANGUAGE

When we consider the reasons why disadvantaged children do not
achieve. language emerges as a factor of major importance. When a child
grows up as i member of an ethnic minority. his first language probably is
not the language spoken and used in school. This is not only true of the
manifestly bilingual Chicano child but also true of the black or Appalachian
child who speaks English—though not a standard version. It is not that his
cuttural background has deprived him of an effective language. It has given
him a useful and in many ways a verY colorful and interesting language—so
interesting and colorful in face that the language of the “impoverished
minority™ often finds its way into “standard English.” Thus. words and
concepts such as rapping and jiving are just oo good not to be given rather
general and wide usage. However. the language that a member of an im-
poverished minority receives as part of his cultural background is not the
language that he is expected to emplov in school-—and therein lies a major
problem.

Such a language discrepancy is likely to affect the minority-group
¢child's perception of school and his interaction with teachers, Having the
“wrong" language certainly will not make him feel at home in the school.
It is likely to cause him to view school and teachers as objects from another
world and. therefore. as strange or even hostile. This will affect the child’s
motivation to perform and will certainly inhibit his understanding of what
is expected of him. While this may be obvious to some. the sad fact is that
teachers are often unaware of the profound importance of the problem.
They do not always recognize that. in addition to an accent. the black,
Chicano. or Puerto Rican child. in a very real sense has his own language,
Even when bilingualism is recognized. as in the case of children from
Spanish-speaking families. there js still a perceptible tendency to denigrate
one language (and associated culture?) in order to impose another (Gum-
perz & Herndndez-Chavez. 1972).

That the teacher uses one language and the child another obviously
is a problem as far as social interaction is concerned. It is also a problem
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as far as teaching is concerned, but it is not just a matter of teacher and
pupil using different words or grammar. 1t is, more importantly. that. in
the use of such different words and grammar. teacher and student are in
effect apprehending Jdifferent worlds. A number of years ago. Benjamin Lee
Whorf (1956} proposed what hus come to be kpown as the linguistic-
relativity hypothesis. The busic and substantive point of this hypothesis is
that somehow our lunguage determines how we think and. in general. how
we perceive and comprehend the world. Thus. as the child learns a lan-
guage. he learns to see and to think as well as to speak.?

Curried to its extreme, this hypothesis probably is not tenable. Yet,
several things seem quite clear in this regard. A person dves tend to cate-
gorize his world in terms of the concepts provided by the language he
uses (Cole, 1972). To yse an example suggested by Brown (1965), the
Hunundo. a Filipino tribal group. have names for 92 varieties of rice. To
the typival American, rice is rice is rice. This differential category system
seems to have two impartant correlates. First. the typical American would
probably have difficulty recognizing and distinguishing more than a few
kinds of rice. Second. if he diJd recognize certain differences. he may well
have difficulty remembering them. for it seems that. in order to retain any
experience in memory. it is important that it be effectively translated into
one’s particalar category svstem. The point. of course. is that. as the child
learns a group’s lunguage. he also absorbs the thought pattern of the group.
He learns what is important among objects and things. He is provided with
a pereeptual selection system and a wuy of categorizing his thoughts.

Now consider once again our teacher and student from different
cultural origins. |t is not only that their words are mutually strange. and
social interuction is therefore affected. In & very real sense. they are per-
ceiving, conceptualizing. and tatking ubout different worlds. The teacher.
perhaps targely in an unconscious way. assumes that the child possesses the
same conceptual systemt that he or she does. even though the child ob-
viously uses a different grammar and some strange words. The teacher
then attempts to build on and to teuch with reference to such a presumed
shared conceptual system. No wonder the student responds with a blank
face or fimited achievement. Even more than that. the child simply cannot
tranglate many of the classroom experiences into his own language. As a
resglt. it is difficult if pot impossible for him to retain these experiences for
future use.

A major problem confronting the minority-group child is that he
pussesses the “wrong™ language or that he must cope with multiple lan-
guages (see Gumperz & Herndndez-Chavez, 1972). But is it also possible

t Far a eritical review of the Nierature refated to this hypothesis. see Miller
and McNeill 1 1968).

Q

RIC 38

Aruitoxt provided by Eic:




28 ChaPter Three

that he does not have enough skill at his own language to succeed in a
school situation? This is still 4 question of some debate., but it is an issue
that cannot be avoided.

On the one hund. students (such as Labov, 197U) of the tanguage
and dialects of various impoverished social groups have emphasized that
these languages are fullv sufficient—that is. thev can conve¥ whatever
thought is necessary or desired. The so-called disadvantaged child has not
been deprived of a vocabulary. Rather. he has simply acquired one in
accord with the “vocabulary pool™” of his speech community. Thus. those
who judge this child to be lacking in linguistic competence do so because
they measure the child in terms of o speech community with which the child
has had little interaction. Naturally. the child does not tvpically use or have
knowledge of words that are not common in his speech community. This
does not mean, however. that he possesses o meager vocabulary. Tt i further
argued that what is often judged to be a deficiency in grammar is only a
difference. In itself. the difference does not inhibit problem solving. learn-
ing. or the avquisition of skills. Tt simply impedes communication with those
who know and acvept only another style (Shuy. 1969: Goodmun. 1969).
Those who hold this view maintain that minority-group children do not
fail in school because of a language deficiency: instead. they fail becuuse
teachers don’t ullow them to utilize the potential of their first languoge—be
it Spanish. Cherckee, or a black dialect—us 2 means of acquiring basic
skills and as an instrument to learning the necessary second language. stan-
dard English (Baratz & Baratz, 1970; John. 1972). A major implication
of this, of course. is that carly-childhood programs or other programs that
are specifically geared to deal with language deprivation (see, for example,
Bereiter & Engelmann. 1966; Bereiter. 1968: Engelmann. 1970) are both
prejudicial and counternrnAuctive.

While not directly questioning the worth or sufficiency of the lin-
guage availuble or in yse within a particular impoverished community. we
still may question whether the typicul disadvantaged child has truly de-
veloped the linguistic competence nceessary for effective school perfor-
mance. It is difficult to deny that the language training experienced by the
child vories drastically with socioeconomic level {see Bernsiein, 1970:
Hunt. 1971, 1972, in preparation: Hunt & Kirk. 1971 Jensen. 1968).
Studies show that purents of lower secioecononic status (SES)Y spend less
time in verbal interaction with their children (Milner. 1951) and also differ
from upper-SES parents in the way in which they interact verbally with
their children.® While the impoverished child may get one-word replies.

2 We might logically wonder about the role of siblings and peers in verbal

training. To what extent. for evample. can they suppletnent or enhance purental
trainipg? Unfortunately. there ure no definitive stodies at this point.
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children from the upper clisses receive explanations. Children from the
upper vlasses are characteristically tavght how to use language, and they
regularly experience the power of fanguuge in providing guidelines for
solving problems (Hess & Shipman. 1967}, Developmental psychologists
such as Hunt {1969) find it ditficult to ignore these differences and tend to
suppuse that the typical disudvantaged child is somewhat deficient in Lan-
guige shills. Consequently. they contend that any attempt to deal with the
problem must begin with the home. Changing school practices alone will
not do the job. Basic language patterns important in school achievement
must be set in eurly childhood. In order to ensure that these patterns are
set, parents must be trained to be effective teachers of language and its
assockuted processes.

The urgument over the nature of the language problem may not be
su puinted as b have made it seem. Some have focused on the structure of
lunguage spuoken by a community and have found that it is adequate. There-
fore, they have encouraged educators to avcept the child’s linguistic patterns,
to build upon them. and to test in terms of them. Others, who focus on
Jifferentizl child-rearing practices. have questioned the sufficiency of the
typical disadvantaged childs funguage skills. These psychologists may ad-
vocate remedial lunguage training as a solution, but, more appropriately,
they recommend working on parental child-rearing practices. This may
seenl like a serious and irresulvable argument. but, acteally, both perspec-
tives iare probably necessary in attempting to deal effectively with the sitea-
tion. At any rate, the evidence does nat clearly and unequivocubly support
vither perspective.

CULTURE AND PERCEPTION

Peuple from different coltures not only speak ditferent languages
but also perceive ditferent worlds. Given the same array of objects, things,
amd events. different items and configurations will be selected and ignored
and different combinations of things and events will be related or disso-
ctated. In a very real sense. cultural origin shapes or determines the world
we think and talk about as well as the world we see, hear, touch, and smell.
It is refatively casy to demuonstrate that individuals from different cultures
select und differentiate in contrasting manners. Doubtless, language is one
medium for prompting or reinforcing such tendencies. Certain Eskimo
groups have words fur and clearly recognize three or more different kinds
of snow. 1t's a4 good guess that their discrimination among types of snow
is better than that of the Aztee. whose language employs one word for
thase phenomeni that most of us refer to sepurately as cold, ice. and snow
{ Whorf, 1940, 1956). Similarly. the Arabs have 6,000 words for camel,
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and they presumably recognize u special kind of beast commensurate 10
cach category (Thomas, 1937). To me and to those whom 1 know, there
can't be more than two kinds of camels: one-humped and two-humped.
But in defense of me gnd my friends. § would immediately add that we are
better than most camel herders in distinguishing automobiles. Somehow
differentiul cultural experiences have focused our perceptions in one way
or another.

Considerable cross-cultural reseurch has indicated that, in addition
to uffecting what we select to see or the fucility with which we can dif-
ferentiate, cultural expecences also atfect the manner in which we organize
our sensations. Individuals who grow up in a Western and “well-carpen-
tered™ world are subject to certain perceptual illusions. Let’s consider one.

Figure 3.1 presents a schematic drawing of the rod-and-frame
illusion that has entertiined and sometines educated many an introductory
psychology class. You may recall thut, when the frame rotates on a black
vehlvet background, it is seen as an oscillating recrangtlar window frame.
However, it is really trapetoidal, ynd it is rotating. not oscillating. But
since a rectangular window frame usually impinges itself on our eyes as a
trapezoid. it ts natural to assume that this is just ynother case of an actuully
rectangular window that just huppens to look trapezoidal from our angle.
After gll. whoever heard of a trapezoidal window frame? So that particular
perception will make sense, an illuston of oscillation is created. Of course,
none of us who have viewed this contraption has ever thought the matter
out in just this way. [t has all happened quite automaticaily. We have
simply constructed and organized events in 4 way that makes sense within
our experience. The task is commonplace, gnd that’s why it is done with
nary o thought. automatically—that is. automatically in our culture. It
appeirs. however. that in a less-curpentered culture—a culture in which
windows are not commonplace and rectangularity is not part and parcel
of evervone’s life—the illusion is not automatic. Allport and Pettigrew
(1957). for example. found that rural Zulus in Africa were less likely to
see i rectangle oscillating than were urban Zulus. Both groups were less
predisposed to the rectungle iilusion than were Europeans.

Other examples jilustrate that the experiences determined by a
culture can. ta a significant degree, atfect the world that is seen. A person’s
sociocultural origins predispose him to attend to some items and ignore
others. The experiences that may be available to this or that group will

¥ Segall. Campbbell. and Herskovitz (1966} are responsible for characterizing
environments a5 “carpentered.” This expression refers specifically to the tendency ol
objects in the envirunment to be charucterized by rectangles, straight lines. and right
angles. Westal'n environments most often lypify such *carpemeredness.”
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Figure 3.1. Illiusion ¢reated by rotating a trape2oidal window. The window
15 50 constructed that in Posthion 1 it looks ke a reclangular window with
the 1eit edge Gloser to the subject. Actually the (eft edge {a} and the right
edge (b) are equally distant from the observer. As the window rotates clock-
wise (as viewed from above), the left edge remains larger to the subject
than the nght edge. hence, il still seems nearer, even though it is moving
away (Position 2). Even when the window rotates compietsly—goes threugh
what would be twelve o'ctock on a clock and beging to come closer again
{Position 3)—a is shil seen as closer than b. The viewer then tends lo see
the window as waving back and forth rather than as going around. From
Higard, E R.. and Atkinson, R. C. Introduction lo Psychofogy, 4th ed.,
Harcourt Brace Jovanovich, 1967, adapled from A. Ames, Visual perception
and the rotaling trapezowdal window. Psychological Monographs, 1851,
85(324). Copynght 1951 by the American Psychological Association. Re-
panled by permssion of Harcourt Brace Jovanovich and the American
Psychotogical Association.
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provide different perceptual predispositions and ways of interpreting sen-
sory input. The role of learning and experience in affecting perception is
an important facet of human development. There are also instances in
which this jssue can become a very practical and relevant matter to the
teacher.

It is typically assumed that pictures gre effective teaching devices.
Presumably. children lacking in language. previous learning experiences, or
inclination toward abstractions can stil! apprehend the message of a picture.
After all, using a picture to say. show, or explain something is just like using
the reul thing. Or is it? Seldom do we stop to think that the effective use
of pictures may. in fact. depend on prior learning experiences. Yet, a series
of studies conducted in South Africa (Hudson. 1960. 1962: Mundy-Castle
& Nelson. 1962; Mundy-Castle. 1966). Sierra Leone {Dawson. 1963),
and the West Indies and England (Vernon, 1965) seems to indicate just
that. When children have little or no experience with the language of event
simulation that is employed in pictures. they are prone to misconstrue the
pictorial cues and gain little benefit from this presumed teaching aid. The
typical 10-year-old who has been exposed to picture books. TV, and movies
would describe the pictures in Figure 3.2 in such a way that it would be
obvious that the hunter is focusing on the antelope rather than on the
elephant. which is in the background and at a distance. This response
clearly takes certain depth cues into account. But the Ghanaian child with-
out such experience is likely to misinterpret these pictures completely.
Mundy-Castle {1966) found that such children were likely to report that
the spear was aimed at the elephant rather than ap the antelope in cards |
through 4 and that. in card 1. the man was unable to even see the antelope
because the hill was blocking his vision. The Ghanaian children were ap-
parently not employing the depth cues that the Westerner so readily em-
ploys. These studies also show that. after they attend school. African
children begin using depth cues. This finding reinforces the belief that their
“deficit” in pictorial depth perception is a result of early experiences estab-
lished by the children’s sociocultural origins. We cannot help but wonder
how typical visual aids will work out in cultures such as those studied by
Mundy-Castle. It is perhaps true that @ picture is worth a thousand words.
But what kind of picture? What kind of worth? And for what culture?
Pictures are not a universal language. How we represent things pictorially
i$ as much a part of our cultural heritage as the clothes we wear—though
perhaps more subtly so (see Cole, 1972).

Social experiences do, indeed. affect perception. Moreover. they
can affect it in ways that may be crucial as far as the acquisition of knowl-
edge and achievement in genera! are concermed. That is made quite clear
by research in cultures drastically different from our own. Such research
stimulates an important guestion: is it possible that such socially deter-
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Figure 3.2. Pictures used by Mundy-Castle. From Mundy-Castle. A. C.
Pictonial depth in Ghanaian chidren Iternational Journal ol PSychology.
1968, 1, 200-300). by permission of the International Union of Psychological
Seience and Dunod Edideur, Paris.

mined predispositions also play a significant role in the differential achieve-
ment among culturaily diverse groups within the United States?

Perhaps the poor child in the inner city of Chicago, every bit as
much as the Ghanaian child. has early perceptual experiences that are
critically different from those of the child raised in the “typical” home.
Perhaps these experiences do significantly inhibit his behavior in the class-
room. We would be surprised if the Ghanaian children described earlier
had no difficulty in adjusting to schooling experiences dependent on pic-
torial representation. Perhaps the differences in perceptuat-predisposition
of students within our own national borders are more subtle, yet they are
equally real and egually important.

A final answer to this line of guestioning cannot as yet be given.
However, current research indicates that Perceptual experience, particularly
in the early years, does vary among sociveconomic and cultural groups
within the United States. 1t also appears that this variation has some im-
portant effects as far as achievement in the standard American school is
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concerned. The poor child is likely to come from a home environment that
does not facilitate perceptual discrimination (Deutsch, 1964; Deutsch &
Brown, 1964), At least superficially, the home of the poor child seems
poorly designed for any type of focused perceptual training. It is crowded
and cluttered. it lacks toys and objects that guide perceptual learning. and
it is characterized by the kind of overwhelming sensory experience that is
likely to be counterproductive. Certainly, the perceptual experiences avail-
able in the home of the poor child do not seem to be especially beneficial
or preparatory to schooling. The home is devoid of pictures and books,
and. most importantly. it is lacking in adults who can or do devote effort to
assisting the child in learning to “read pictures.” label discriminations, and
attend to relationships. In terms of preparation for standard schooling, the
poor child scems to be deprived. That is, he apparently does not possess
the discrimination. categorizing, and attending skills that schoolchildren
are expected to have {Deutsch, 1968). Interestingly enough. research by
Sigel (1970) also indicates that the poor child is not unlike Ghanaman
children in his inability to interact with pictures as replacements for objects.
Tt is difficult not to suppose that these extraschool perceptual experiences
have had their effects and are in some sense at the base of the difficultes
in achievement that have been amply documented.

These apparent differences in early perceptual experiences may
also have pervasive and persistent effects on the child’s readiness to learn.
That is. his intellectual development is likely to be profoundly affected. The
research of White (1967; White & Held., 1966; White, Castie. & Held.
1964) and Hunt (1972) makes this hypothesis especially persuasive. Col-
lectively, their research has indicated that a limited sensory experience in
the early vears is likely fo inhibit intellectual development. Thus. children
in orphanages or foundling homes. who lie in cribs on white sheets without
the benefit of colorful mobiles and stabiles. show a retarded development,
at least in regard to the early-appearing sensory and motor competencies.
However, the development of thece children can be increased by providing
appropriate sensory experiences. As a matter of fact, White was able to
accelerate the development of infants in 2 New Jersey instition to a degree
that was not attained by the offspring of young faculty members and
graduate students studied by Hunt (1969, p. 134). Sensorimotor develop-
ment seems to be an important early stage in cognitive development.

CULTURE AND COGNITICN

Language and perceptual predispositions are basic to the capacity
to achieve: vel. we cannot conveniently fit all that is important in this regard
under these two rubrics. We have thus far virtvally ignored such matters
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as the development of patterns of processing information and of solving
problems. It is to these matters that we now turn.

Throughout the years, world travelers, anthropologists. and. more
recently. psvchologists have noticed some interesting Jdifferences in the
thought processes of Western Europeans and primitives—differences that
could not be readily attributed to language. perceptual bias, or belief sys-
tems. There just seemed to be many instances in which primitives processed
information. reflected on it. and solved problems with it in ways quite
different from Europeans.

Thus. for example. it has been repeatedly noted that primitives in
Africa possess a remarkable ability to remember certyin things and events
but a seeming inability to leam and remember in the more structured
fashion required in school. Bartlett {1932) relates that a Swazi cowherd
was able to repeat in the most intricate detail the features of a business
transaction that had occurred ;t least a year in the past. The cowherd had
been only peripherally involved in the transaction but nevertheless was able
to recall identifying marks of the cattle and the price paid in each instance
with only a few errors. And this is but one of many examples of the capacity
to accurately recall a considerable amount of information. Yet when it
comes to learning lists of items dissociated from an event context, this cow-
herd and his colleagues often seem woefully inadequate. There may be an
interest or motivational factor involved here. Cowherds find it in their
interest to remember a great deal about cows. My sons amaze me with
their recall of names and statistics associated with any sport that recejves
an airing on TV. More than interest may be involved, however. Michael
Cole {1972) has suggested that some type of culturally based “leaming to
iearn” is also importantly involved. The primitive develops an approach
to fearning and memory that is based on the structure and characteristics
implicit within a concrete event. In contrast. the European develops an
approach to learning based on an imposed. abstract structure. Thus. when
a European schoolboy is presented with a series of items fo commit to
memory, he will tend to group these according to semantic categories and
tater reproduce them in terms of these categories. The African schoolboy
soon learns to “‘cluster” in this way also, The unschooled primitive. how-
ever. has difficulty in such free recall unless the items are tied to concrete
events, Moreover. it seems that the more “natural™ way for the primitive to
recall items is in terms of the flow of events as they occur—for example, in
a narrative. Apparently. there is little reason to believe that the primitive
has a poor memery. These is reason to believe that his style of apprehend-
ing. retaining. and recalling items is different, Western culture and Western
schools are associated with memory strategies that impose abstract and
primarily semantic categories on events to be remembered. Many a Western
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preschooler absorbs this style before entering school. If not. it is likely that
he will {earn it in the course of schovling—with plenty of help from home,
According to Coles the typical unschooled primitive does not acquire this
style. and. thus, in Westero-style tests of memory. he performs poorly. It
is not that he cannot learn or that his memory is defictent, Rather. he has
not learned to fearn according to the rules of another culture.

There are other examples of how learning strategies can be affected
by early cultural experience. Collectively, all of them suggest that, within
each cultural context. early experience is provided in how to Iearn. It is
only a short step to conclude that the readiness to achieve in school is
significantly dependent on the learning strategies acquired by the child and
on the strategies required by the curriculum. There are. of course, many
facets o this issue that could be pursued furither—not the least of which is
the possibility that learning “deficits” of minority-group children are in fact
differences in acquired learning strategies rather than deficits in intellectual
development (Cole & Bruner. 1971). However, prolonging discussion on
this point might prevent us from raising a very basic question about the
nature of cognitive development. That basic question relates to the develop-
ment of togic. It is often implied and sometimes suggested directly that
cultures that are closely tied to direct and concrete experiences may well
inhibit the development of abstract thinking in the child. His cognitive
development muy be arrested a1 stage that prevents him from engaging
in the kinds of behavior that we associate with science making. for example,
That is a serious and disturbing assertion, for it implies that the nature of
science und the teaching of science will necessarily vary from culture to
culture,

To a considerable extent. the discussion on this point has revolved
around the work of Jean Piaget, his students, and his followers.? Piaget
has been concerned primarily with the question of what is essentially human
about human thought. That is to say. he js concerned with how the human
species in general acquires knowledge instead of with how people become
enculturated or acquire skills and thought patterns as a function of group
membership. In the course of studying children in Geneva. Switzerland, he
has formulated principles regarding the unfolding of thought that may well
characterize humans generally. According o Piaget. the child-person goes
through four sequential stages of cognitive development: (1) sensorimotor,
(2) preoperational thought. (3) concrete operations. and (4) formal oper-
ations.

The first or sensoritnotor stage is believed o span approximately

+ Piagets wrilings re extensive. and it is tbesefore helpful to refer the
interested student to intraduclory but thorough reviews such s those by Flavell
119631, Phillips 11969). apd Ginsburg and Opper (1969).
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the tinst 18 months of life. The major “task™ of the child during this period
is t achivve some kind of perveptual regutarity in his world. This stage is
usspmed  end when the child seems to be capable of imugery or of
representing things to hinself meatally. Consider for u moment the kinds
of problems that the infant must solve during this period. Earlier we saw
that early learning regarding the shapes of windows may, in unusual in-
stances, cuuse us tu make errors. Usually, however, such learning does not
mislead us. Indecd, it is o muost critical thing. regardless of culture, to learn
that an object looked wt from different perspectives is still the same object
cven though its shape. size, and perhaps color may be continually changing
as fur as uctuul stimulation on the visual receptors is concerned. As objects,
persons. and things moeve aboul in space, they leave physically different im-
pressions on our sensory organs. If our life is to have any order whatsoever,
we awst somehow readily and automatically account for these differences.
As adults, we typically do this. When 1 look at the textbook on my desk,
I sev o reetangular object. As 1 get up to streteh and light my pipe, that
buok is still a rectangular object. and I still see the same book. I doubt
whether | eould impress my [0-year-old son with that fact, but anyone
interested in humun behavior ought to be profoundly impressed. The reason
is this: in order for that book to be perceived as constant and to have a
stable identity, my bruin had to muke an important contribution. Tt had to
recunstruct the situation according to certain abiding assumptions about
the shape of buoks, the experiencing of booklike things on desks, and what
or who was moving in this situation. The constant and stable book is as
much a product of mwe as it is a function of the light waves that happen to
strike the retina of my eves,

Somehow the child invariably arrives at such ordered constructions
of the world. Cleardy he miust do this if he is to move about with minimai
distraction and with 2 measure of facility. When such imaging seems to be
present, the child is said to enter 2 second stage, referred to as the stage
of preoperational thought. It spans the years from 2 to 7 and is character-
ized by increased sophistication in handling the perceptual world. At the
sime time, however, the child still tends to be dominated by his perceptions
and by the “actual situation” that confronts him, The child’s mental func-
tioning during this period can best be shown by a series of experiments.
First, consider a demonstration of what has come to be called conservation.
The term “conservation”™ refers to the knowledge that a primary property
of something. such as its volume. will remain the same regurdless of its
purticulur shape. You and § knuw that a round chunk of clay does not
chunge in volunwe when we transform it into 2 snakelike shape. It is still
the sume hunk of clay. The child in the preoperationul-thought stage has
arrived al many basic constancies and identities, but he still has trouble
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with this one. To demonsirate this for yourself. try this problem first with o
d-vear-old and then with o 10-vear-old. Pour an cquad amount of milk.
witter. of Kood-aid into two glasses ©A and B). as illusteated in Figure 3.3,
Mahe sure the child agrees that there is the sume amount of liquid in each
glass. Then pour the dhguid from one of the glasses into the beuker (C).
Now sk the child whether B and C contain the same amount. The J-year-
old will typicatly say “no” and will maintain that C contains more. Even
it vou go back through the provess. showing him that A and B are equal.
he will continue to insist that C containg more. OF course, when you try
this with a [0-year-old. he will not only give vou the correct answer but
alse let vou know that he considers this line of questioming ridiculous.

Same Pour B into C Still same?

Figure 3.3, Nusirabon of the hguid conservation experiment Equal amounts
A qud are poured indo two glasses. and the child 1s asked to conlirm that
the glasses hold the same amount Then the hquid from one «f the glasses
s pasuned nto 2 dall. narrow beaker, and the child is asked o compare the
ameont of hgud 0 glass A with the amgount in beaker C Although older
chikdren raadily »rasp the fact that the change i the shape of the cantainer
dees not change the amount of hquid, younger children will say that the
teegher contams more hguid than the glass does—aeven when they have seen
lhe hgued bom the glass poured into the beaker

Piuget suggests thut such ditferent responses of 4- and 10-year-olds
are gssovisted with important differences i intellectual functioning, To the
d-vear-old, liguid in a beaker “looks™ bigger. That is, he fixates on the
dimension of height and is unable to alternately or simultancously consider
width. He is overwhelnwed by the salience of one perceptual dimension and
responds accordingly. without attemipting to mentally correet for the fact
that lovks may be deceiving.

This absorption of the younger child with u salient and limited
aspect of his perceptual workd is part of a geaeral tendency referred to as

.
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“veoeeptrism.” in this ease, egocentrism does pot mean seltish pride or
conceit, Rather, it refers to the child’s inability w remwove hinself mentally
frem imnwdiately expericneed events and to assume another perspective.
It is espuecially Fascinating to consider how this inability operates in social
behavior. When T ask my 3.year-old daughter how many brothers she has,
she will guickly respond “two.” proceed to pame them (“Martin™ and
“Michuel™ b, smile with a satisficd seaile of 4 job well done. When T ask
her how many sisters she has, she will sav “pone” aad again seemingly feul
guite pleased with herself. If. however. | ask her how many brothers or
sisters Martin ¢ her oldest brother) s, she becomes confused and cither
pruceeds to jubber away on ancther topie or makes a random. and almost
atwavs incorrect, guess. Perhaps she bus learned wertain relationships by
rote. Pioget's theory suggests that something more i involved. and T am
melined to believe him. T suspect that, in this cise, as in several others of
which | am aware. she simply is unable to take the perspective of anather.

After the age of 7. in the wonerete-operations stuee. the child will
not make the conceptual errors that I've just described. The beaker experi-
nent is no problem. He is now able to see things from the point of view of
another. By this time, he & engaging in complex sacial behucior and ere-
ating his own groups. seeietivs. and, if vou will, culture. However, full
conceptual development his not been reached.

The inal stage, the formal-operations stage, occurs after the age
of 12 and represents the final fruition of cognitive developient. In this
stage. the child begins to operate us a scientist. That is. he hus the ability
to wlve the problems of his perceptual world, has effective modes of
hundling things and events that he dircctly experiences, wnd has the capacity
te imagine possible. putentiul relationships wmong these objects. He can
munipulate, change, reform. and transform them mentally und predict the
result. That is. he can engage in the kind of hypothetical-deductive thinking
that choractenizes the scientist.

Let's consider an example of this type of reasoning. 1F Johany,
Y-veur-old student in vour class, can’t read, vou might begin to wark on
his problent by constracting a theory regurding why he can’t read. In con-
strueting this theory, vou prohably woold at least consider @ number of
different reasons that have been handed down to vou by your teachers, by
vour eolleapues, vr by Time magazine. Good teachers would probably con-
sider a variety of passibilities before actually making a judgment on Johnny
and prescribing a course of action. That is. they might engage in some
hypothetical experiments that wounld narrow Jdown the range of possible
causes of Juhnny's problem. For example, if Jobnny has recently come
from Btaly and can’t speab English. that would be reason enough for his
having ditfiealty in the typical Amwerican reading class. Eve weakness, a
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physical limitation, family discord. and general emotional instability are all
fuctors to be considered. Mental experiments—analytically imagining the
possible effect of one variable on another without actually manipulating
or ubserving anvthing—might take the following form:

Y occurs. X must be the cause.
Make plans to alleviate X.

{ Note that i hypothetical testing
of plans would precede the

If X were the cause, then Y. actual choice of a plan.)

Y doesn't gecur. X must not be
the cause. Search elsewhere.

Thus. you run through a number of such mental experiments before you
actually do something to test your thinking.

It is this hypothutical type of reasoning that is characteristic of the
forimal-operations stage. This kind of thought exemplifies the ultimate in
intellectual trunsaction with the world. According to Piaget. such thinking
vomes into being during adolescence. Indeed. in most Western societies,
we have come to expect this level of cognitive development from adoles-
cents. Tt is duting adolescence that the advantages and responsibilities of
curricula are weighed and that mental cxperimentation in school. work.
love, and courses of action is encouraged,

Especiully when we consider Piaget's description of the last stage,
it is impossible not to ask how general these stages are. Do all individuals,
regardless of culteral experience, inevitably evolve toward an abstract and
hypothetical-deductive mode of thought?

1t is relatively easy to believe that certain experiences necessary
to cognitive development will be present in every culture. The experiences
and environmental demands associated with the development of object
identity, for example, seem quite universal. Similarly, social living itself
would almost demand the development of the ability to take different
perspectives.

Those who have attempted to teach Western science in a non-
Western culture, however. might wonder whether there is a universal ten-
dency to develop toward a hypothetical-deductive mode of reasoning. The
teacher of disadvantaged children might also wonder whether some soctal
experiences prompt increased development in the abstract modes of thought
of the latter Piagetian stages, The child in an African classroom seems so
disinclined to hypothesize, experiment, or move from the given to the
“might be” (see Brown. in preparation). and the so-called disadvantaged
child in the United States seems so overwhelmingly predisposed to the con-
crete eather than to the abstract {Eisenberg, 1967).
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The evidence, while by no means final, provides some interesting
guidelines to vur thinking here. Whether it is beciuse the same basic experi-
ences are virtually aniversal or beeause human nature is relatively invariant
in this regard, the vbserved sequence of development described by Piaget
holds fairly well across caltural groups {see Goudnow, 1962). There are.
however, some important lines of evidence suggesting that the child's sovio-
cultural vrigins may well modify his progression through the stages. Green-
ficld und Bruner {1969: Greenfield, 1966). for example. have reported
evidence indicating that the school experience may be a major factor in
aceclerating this progression. Thus, in a study of conservation behavior
among urban and rural, schooled and unschogled children of an African
ethnocultural group tthe Wolof), differences between the schouled and
unschooled rural children were found to be greater than those between
urbun and rural children. Schoolchildren clearly achieved conservation at
an carlier ige thun children who did not have this experience. The general
cunclusion that Bruner and Greenfield reuched on the basis of this and
other studies was that this aceeleration of u mure abstraet mode of handling
things is a naturyl and probably inevitable outcome of schooling. In primi-
tive cultures, a person learns by imitation and through direct experience.
As a matter of fact, teaching, as we know it, may not really be a major part
of sociulization in x primitive society. However, as a society develops in
complexity, children are cut off from directly und immediately experiencing
adults” behavior in response to critical life events. The primitive child
participates in the hunt: the urban Ameri.an child must be fold how foud
gets to the table. The American child experiences adult behuvior largely
through the medium of fanguage and in 4 context quite different from the
vne in which the actual events occur. Such an emphasis on “indirect experi-
enving” is really an emiphasis on abstract thought. Thus, the whole idea of
school is really associated with the development of abstract thought, and
Bruner and Greenfield suggest that the institation of school, by itself, re-
gardless of the specilic curriculum, has a profound effect on cognitive
growth. Perhaps school may be responsible for whether or not formal
operations become muadal in o culture. In any case, there is evidence that
plunned intervention can change something about cognition as Piaget de-
scribes it

Bruner und Greenfield's research does seem to suggest that the
cultural conwext can affect the development of logical thought. Following
their evidence and associated reasoning, it does not seem likely that a
scientific way of thinking will readily develop in u cultural context in which
there is o lack of emphusis on treating events abstractly. Kohlberg (1969)
has alsu reported evidence that. even when individuals exhibit an abstract
mode of thinking, they may regress if the culture does not support such
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modes of logic. Tt may well be, then, that cultures and cultural contexts
cun deprive individuais of the modes of handling information that seem to
be critival for advanced technologicul, scientific thinking and for general
intellectual development. Before we accept this deprivation hypothesis,
however, we should consider the possibility that the fuct that abstract think-
ing is not used is a difference instead of a deprivation. Quite possibly. for
example, Greenfield's Wolof children—with or without school—would ex-
hibit abstriict modes of reasoning if the appropriate context or setting were
to be found. It is difficult not to believe that the standard Piagetiun inter-
view-—regardless of whether it is conducted in the native language or with
culturally familiar items—is not in sone sense culturally biased. Aside
from the problens in conducting such interviews with individuals who do
not share the interviewer’s culture (Kamura & Easley. in preparation),
there is also the fact that the eliciting of behavior is still on the researcher®s
terms. Conveivably, there are settings, situations, and contexts in which the
most scientific of thinking will be exhibited by the most primitive of
primitives.

A PROBLEMATIC POSTSCRIPT

There is o study that has always especially fascinated me when
I hive thought about socinl experience and the capacity to achieve. That
studs, conducted by Gerald Lesser and his colleagues (Lesser, Fifer, &
Clark. 1967; Stodulsky & Lesser, 1967), clearly lays before us the kinds of
observed differences in capacity that intrigue the scholur but often plague
the teacher. Lesser studied tour differenmt mental abilities ( verbal, reasoning,
number facility, and space conceptualization) among first-grude children
from four different ethnic groups (Chinese, Jews, blacks. and Puerto Ri-
cuns} in New York City. Within cach ethnic-group category, there were
children from both lower and middle classes. As one might expect, the
sociul-class level of the children was significantly related to their level of
performance. Thus, middle-cluss children scored higher than lower-cluss
subjects on all four tests. What was intriguing about the results was the
pattern of variition in the abilities for each ethnic group. On verbal ability,
for instance. Jewish children scored highest, blacks second, Chinese third,
and Puerto Ricans fourth. However, on reasoning, the Chinese ranked first,
the Jewish children second, blacks third, and Puerto Ricans last. In other
words, what Lesser and his associates seemed to find was evidence that,
within ethnic groups. there is o pattern of competence with regard to dif-
ferent areas of niental functioning.

In viewing these results, or any other results of this patune, there
are several explanatory hypotheses that are usually suggested. Thus far,
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I have repeatedly vmiphasized the role of experience in creating such dif-
ferences. That is. T have focused the discussion on cultural Jeprivation
und -or cultural Jifferences that may exphain Jifferential performance. Cer-
tainly. in considering the Lesser results, it seems reasonable to relate a
goadly share of this variation in pattern to the culturally provided opportu-
nities to learn, Quite possibly, there are Jifferent experiences available to
Chinese children that make them better at arithmetic—although we haven't
identiffed these experiences as yet. Quite possibly, there is also something
that Jewish familivs transfer to their children thut increases their verbal
competence, The Lesser resules wlso indicate i consistent Jdifference in lewel
of performance associated with SES level wcross ethnic groups. This, too.
niight be explained largely by social-experience factors—a bias implicit in
much of the preceding discussion. But the fact remains that, within a
number of yuarters, there is an unwillingness to uccept the secial-expericnee
cxplunation s being totally valid. The most notable exampk here is found
in the work of Arthur Jensen (1969).

Jensen has maintained that genctic or hereditary fuctors niust be
viewed as signpiticunt deterniinants, particularly in the case of black, dis-
advantaged children. Thus. it has been argued thut, through a “selective-
breeding”™ process, certain conipetencies have bevome prominent among
the blucks who live in the United States, but that these competencies are
not the same ones found more cotnmonly in white children. One of these
campetencivs that seems more typical for whites than for blucks is the
ability to handle abstract reusoning. It just so happens that, at this point
in time and in U. $. socivty, the capacity for abstract reasoning is highly
valued. and therefure status s uccorded to it. Other psyehologists have
used very simifar arguments with reference to impoverished or lower-SES
groups in general (Gottesnian.  1968; Humphreys, in preparation). It
should alse be stressed that neither these psyehologists nor Jensen holds
amy simplistic notion of race or of the assoviation of skin pigmentation
with intellectual eapacity Their point is simply that Jifferential gene pouls
unght vxist for distinguishable groups of persons and that une cannot ignore
the possible role of such tactors in affecting capucitics to learn.

The issue is a tricky vne. At this peint, it is not resolvable, but
there are things that van and must be said in this regard. First, such
heredity-vs.~environment guestions Jo not cxist only with reference to what
we have called the “caparity to achieve.” They exist with reference to all
behavior. However, it is probably fuir to sy that. notably because of the
cultursal milicy in which most of us exist, the role of heredity and environ-
ment v determining intellectual developnient is especially salient. The
heredity-vs.—enviconmient issug is alse sovially and politically sensitive. and
that fact probubly does not help in the solution of the problem. Second,
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as in the case of most issues of behavior, it would be a mistake fo look at
the problem in terms of heredity or environment. The behavior we observe
is always the result of un interaction of a certain hereditary potential within
a certain experiential context. Indeed, it seems nearly impossible to assert
that performance in any given case has been determined primarily by one
factor or the other. and it seems foolish to try. Even the research of Jensen
and others relates to trends among large groups and cleatly reveals wide
variability and overlap among these groups. Third, genetic theory would
suggest that heritability fuctors will have appreciable effects in the case of
identifiable groups when these groups exist within a stratified and open-
class system {Gottesman. 1968}. Thus. when factors other than heritable
tendencies toward some kind of valued competence affect mobility among
groups. the chances that a group’s performance is determined by genetic
factors are reduced. Slavery. discriminatory practices, and imposed eco-
nomic conditions clearly do not allow for such mobility among groups.
Finatly. T am personaily quite wary of inferring differences in competence
when [ see the cver-increasing amount of information that suggests the dif-
ferential opportunity to learn. Even more telling perhaps is the work of the
anthropologists whao. every day it seems., uncover a finding which suggests
that what we thought a child couldn’t do. he in fact can do—if the setting
and the context are right.

Is this heredity issue merely a racist thorn in the side of the body
politic or is it an esgoteric interest of an ivory-tower scholar here or there?
My answer to both of these questions is no. While it seems most important
to educators to give special consideration to the changeability of intellectual
capacity. there is also danger in this. Uncritical optimism can lead to dashed
hopes and extreme forms of reaction. There is some evidence of this in the
United States at the present time. as inordinate promises of social reform
through education have led to disillusionment with education in general.
Those who seriously consider the degree to which intellect can change and
the role of heritability factors in intelligence are not bigots or weird scien-
tists. It is clear that they have served as a check on our optimism. and.
insofar as unsupported optimism leads to disillusionment. they have played
& positive role in the continuing discussion of culture and the capacity to
achieve.




CHAPTER

FOUR

CULTURE AND
THE WILL TO ACHIEVE i~

Every teacher and every parent know that achievement is not just
a function of intellectual capacity. There are times when the worst student
does what we expect him to do. The child who can’t finish an arithmetic
assignment manages to make change and compute batting averages with
ease. We know—or at least we think we know——that often children don't
achieve simply because they don’t want to, because it's not worth it to
them. or because they have some “hang-up” about achievement. It is
sometimes suggested that learning would inevitably occur if we could only
get the child to attend to the task u. hand. But how do you get children
to attend to tasks? Why do some cuildren show a clear enthusiasm for
achieving situations while others avoid them?

These are interesting and important questions. Moreover, this line
of questioning takes on special significance since it seems quite clear that
“enthusiasm for achieving situations” has its origin in the child’s socio-
cultural background. Everyone knows that there is something wrong with
the inner-city school or with the behavior that typically occurs there.
Students are openly rebellious and seldom learn—that is, they seldom
learn the prescribed and formalized aspects of the curriculum. Teachers
despair, school boards organize investigations, and minority groups seethe
with anger. Amidst the flurry of argument, discussion, charge, and coun-
tercharge that characterizes any important social problem. there are occa-
stonal sober suggestions regarding the causes of the very obvious dilemma.
The suggestions, and probably also the causes, are many and varied.
Classroom teachers usually exhibit an awareness of the problem and often
have a profound appreciation of its complexity. They possess a special
existential knowledge of the fact that many factors have created the di-
lemma that is the ghetto school. However, one aspect of the 'situation
seems to be of special significance to teachers. Somehow there is some-
thing different about Sonny Suburb, who lives in a plush subdivision, and
George Ghetto, who lives in the inner city. It isn’t only that Sonny has
cleaner clothes than George does or that Sonny more nearly shases the
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teacher’s ways and words—although these differences are probably a sig-
nificunt part of the picture. The rewards and sanctions that seem to work
with Soany just don't seem to work with George. Somehow the carrot
and stick that succeed in suburbia fail in the city’s vore. Sonny und George
do not possess the samie ability to work on their own. the same inclina-
tion toward academic pursuits, or the sume mwotivation or will to achieve.

THE NATURE OF ACHIEVEMENT
MOTIVATION

In a moment of euphoric ivreality. T called this chapter “Culture
and the Will o Achieve.” To say.the very least, the phrase “the wili to
achieve”™ is open to a variety of interpretations. Obviously. jt reflects an
interest in motivation. But what is meant by “motivation”? Who has it
and how do we assess it? Where does it come from, and what does it do?
Does it even exist? Before launching into an extended discussion of mo-
tivation, it might be well to pause and clarify the nature of the concept
itself. Whaut do we really meun when we say that & person is motivated
to achieve?

When educators talk about motivation, we are often perplexed and
sometimes disturbed by what we hear. Take, for example, the case of
Sonny Suburb and George Ghetto. The conclusion that Sonny has a desire
to learn and that George is not motivated is really quite unclear. Cer-
tainly. 2 desire or a motive is not something that can be directly observed.
Perhaps one of the reasons why teachers and parents often disagree on
the motives of children is that they are observing different things in mak-
ing their judgments. Teachers and parents are not the only ones who differ
on the question of motives. There is litle unanimity among researchers
and theorists either (see Cofer & Appley, 1964). That's not surprising.
Even though man has probably always been interested in “motivational
questions,” the scientific study of these questions is of rather recent origin;
it is probably best viewed as beginning with Freud (see Boring. 1950).
Be that as it may. we have to begin somewhere, and we cun best begin
by looking at the aspects of behavior that prompt talk of motivation.
Here we approach unanimity of opinion. Three different aspects of be-
havior typically evoke motivational inferences: activity, direction. and per-
sistence.

Tre person concerned with understanding achievement is inter-
ested not so much in activity itself as in how that activity results in a
specifiable outcome. Individuals vary in their output from situation to
sitvation and place to pluce. W{Il?n this variation in output cannot be at-
J {
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tributed to other factors, such as changing competence, “motivation™ usu-
ally is assumed to be 1he cause.

A second source of motivational inference exists in what might be
termed the “direction” of behavior. In a classroom, while one student
works at the assigned task, another may be exhibiting an equivalent amount
of activity and output but of a different type and directed toward different
ends. In such a case, we usually assume that the first student is more
highly metivated.

However, either of these students may redirect his behavior at any
given tine. One way of conceptualizing this behavioral direction is to view
the student s making 2 series of choices among behavioral alternatives.
On the basis of the kinds of choices or decisions he mukes. we may infer
the motives that he possesses. Thus. the business of motivational theory
and research is to predict the kinds of choices any given person will make
among several alternatives.

In addition to the individual's preferred situation, behavioral pat-
terns, and uactivities, the degree of his persistence in these activities also
evokes o motivational explunation of his behavior. If a person continues
to work on a series of problems when he could easily pick up a book,
daydream. or converse with a classmate, we usually talk about his motiva-
tion toward the arithmetic task.

In general. acrivity or output level, direztion, and persistence seem
to be behavioral categories that elicit both formal and informal concern
with motivation. The subsequent and critical question is: “what determines
patterns of activity. direction. and persistence?” There are at least three
different answers to that question, although they are in no sense mutually
exclusive. These answers view the problem from the perspectives of per-
sonulity. situation. and interaction between personality and situation. To-
gether the three perspectives suggest a somewhat comprehensive picture,

PERSONALITY AND ACHIEVEMENT

The figst answer 1o the question “what determines patterns of ac-
tivity. direction. and persistence?” is diagramed as follows:

E _— P Achievement motivation
{early environment & {enduring & general {differential choice,
learning experiences) predispositions) persistence, and

performance)

Essentially what the diugram suggests is that certain formative experiences
may shape persons quite differently from the way other experiences do
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as far as orentations toward achievement are concerned. Sonny Suburb
and George Ghetto. for example, have been reared differently; they have
been subjected to different sanctions and rewards, and they have been ex-
posed o different ideologies, beliefs, and values. As a result, they have
developed profoundly different personality paiterns. If we ask why Sonny
shows enthusiasm for achieving while George does not. the answer lies
within the two individuals—what they ure now as the result of their pre-
vious learning experiences. If we want to increase George’s motivation,
we must change Aim, reversing a history of previous learning and experi-
ence. Incidentaily, that may be a bit difficult for a teacher to do!

SITUATION AND ACHIEVEMENT

Another possible answer to the question “what motivates?” resides
in the situation. That is, the focus is on how different contexts. circum-
stances, and evenis may have a controlling influence on persons at any
given moment. regardiess of who the persons are or what their backgrounds
might be. This answer is diagramed as follows:

S Achievement motivation
(situation (diiferential choice.
persistence. and
performance )

The emphasis here is not so much on previous background and enduring
personality patterns—rather, it is on the pervading influence of immediate
contexts. Achievement motivation or the lack of it depends on the situa-
tion. More or less implicit in this answer is the idea that anyone can be
motivated, regardless of background. if we can identify and arrange for
the appropriate conditions. More concretely, the whole matter of George's
being enthused about school is not so much a problem that resides in
him as it is a problem with the inner-city school, his teacher. or the
immediate social context of the ghetto.

PERSON. SITUATION. AND ACHIEVEMENT

A third answer emphasizes the importance of both situation and
person in analyzing the will to achieve. But there is more to it than that.
This answer suggests that there are certain situations that optimize motiva-
tion in certain persons. The situation that motivates someone like George
may have 1he exact opposite effect on Sonny. Motivation i5 a joint but inter-
active function of person and situation. To motivate, we must find the
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appropriate match between situation and person. We must assess the condi-
tions that work best with certain individuals. Again, we might express this
diagrammatically:

E —_ P $§ = Achievement motivation
(early environment & (enduring & general {situation}  (differential choice,
fearning predispositions) persistence, &
experiences) performance }

Note that the person and hjs previous background are not ignered. How-
ever, it is assumed that we can arrange for a situation that is most appro-
priate for each individual. Motivation is a matter of providing the proper
match between situation and person.

CULTURE, PERSONALITY, AND
ACHIEVEMENT

Certainly, the notion that achievement motivation is in seme sense
an enduring characteristic of the individual has validity. In the examples
of Sonny and George, it does appear that Sonny reacts differently than
George does in achieving situations because of experiences that have shaped
the two boys differently. Many researchers have pursued this line of thought.
but none have pursued it more tenaciously and productively than David
McClelland and his colleagues and students (McClelland, Atkinson, Clark,
& Lowell, 1953). Their work begins with an interest in assessment, con-
tinues with a dramatic example of cross-cultural research, znd prompts
most of the basic questions related to understanding the will to achieve.

DEVELOPMENT OF ASSESSMENT PROCEDURES

It was in the 1940s that David McClelland and his students became
fuscinated with the study of complex social motives. At the time, there
was ljttle systematic research on the kinds of motives that guide the behavior
of people in complex situations. As a result. there was little agreement as
to how motives should be defined. More important. there were few guide-
lines for measuring motives. Thus. at the cutset, McClelland and his col-
leagues set for themselves the task of developing an appropriate assessment
procedure. It does Jitile good to tatk about an achievement motive if it can’t
be measured. However. it is by no means an easy matter to translate some
of our complicated. abstract. or. perhaps, just vaguely defined motives into
operations that can be observed and indexed. How do we go about deter-
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mining whether an individual has more or less achievement motivation?
Obviously. that question is complex and multifaceted as well as important.
A full discussion need not be presented here. It is sufficient for our present
purposes to consider how McClelland and his colleagues dealt with the
problem. Their solution is intriguing.

Following Freud's theories, McClelland and his associates initially
assumed that motives exhibit themselves most reliably in a person’s fantasy
life. People's dreams. idle thoughts. and casual reflections on things and
events were considered to be the best indicators of motives. Perhaps in
these unguarded moments, a person’s true self emerges. Perhaps thoughts
that are very relevant to us and that have the greatest controlling influence
on our affairs will most likely be exhibited when external constraints on
our thinking are minimized. In any case. McClelland proceeded as if fantasy
were the key to assessing motives, and he developed a standardized sitoation
for eliciting fantasy samples from persons. Essentially. this procedure in-
volved presenting an ambiguous series of pictures to an individual and
asking him to make up stories describing what was going on. By design. the
pictures were open to a varicty of interpretations. What persons chose to
see in the pictures probably depended on who they were and on what wus
on their mind. In other words, it was assumed that the stories would reveal
something very basic about the persons writing them. Thus. if an individual
were strongly motivated by un achievement motive. he would probably
construct 2 story that would reflect this dominant theme in his life. If
achievement were rcally an integral part of his personality. wouldn't this
fact be revealed in an unguarded moment of fantasy? At least, we might
expect that the stories of the highly achicvement-oricnted person would be
measurably different from the stories of those who were minimally oriented
toward achievement.

So the argument of McClelland and his colleagues went. And it
does, I believe. make some sense. But how do we determine what kind of
language. content. and imagery reaily represents an achievement orienta-
tion? To be sure, we might initially uassume. on some sort of intuitive or
common-sense basis, that certain types of expression and language refiect an
achievement motive. but such common-sense assumptions are often wrong.
McClelland and his colleagues were sensitive to this problem and decided
not to depend entirely on what seenied to be achievement content. Rather,
they set out to determine achievement content systematically and empiri-
cally. Their approach followed the pattern of experimentation designed to
identify the nature and function of physiological drives, such as hunger.
When an experimenter wishes to observe the variable effects of the hunger
drive on behavior. he manipulates certain variables that presumably result
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in u hunger drive—that 1s, he usually places the organism on some type of
food-deprivatiun schedule, When the organism has been without food for,
suy. 20 hours. it seems logical to conclude that it should huve a stronger
hunger drive than an organism that has just eaten. Similarly, differeaces in
behavior in the two groups of organisis should be attributable to the
hunger drive. all other factors being equal.

Although this approach may be Juite acceptable in studying the
hunger drive. it seetns obvious that achievement is quite another matter.
There is probably little disagreement on the approach of varying food de-
privation in arder to estublish variation in the hunger drive. However. what
do we manipulate in order to obtain variation in an achievement drive? This
is indevd a perplexing problem. byt McClelland and his associates did not
shrink Eroin it. Their approach was neither illogicul nor unusual. Essentially.
they ashed subjects under different levels of achievement arousal to write
stories in response to ambiguous pictures. In order to arouse the subjects’
achievenmient motives. the researchers challenged them to do well at a task
of soutc import. It was assumed that. if subjects were told that a task was a
vafid and impertant measure of their competence, they would be aroused to
a greater degree than if the tasks were described as “experimental” and of
low validity.

Such methods obviously differ from food deprivation as a means of
producing a hunger drive. but it does scem likely that, if there is anything
like an achieventent motive. these routines should affect it. At least we
might expect. even on an intuitive basis. that subjects would write different
kinds of stortes following such variations in achievement instructions. More-
owver. it isn't difficult to agree with McClelland and his colleagues that any
s¥stemiatic differences in these stories are indicative of varying degrees of
something that might be culled an achievement motive. In any case. dif-
ferences of several types were observed. They were categorized and noted,
and procedures for scoriug them were developed.

Since the method of analyzing the content is rather complicated
and involved. it is difficult to describe it in detail here. The interested reader
may pursite the matter by consulting the scoring manual that was developed
{ Atkinson. [958). Suffice it to say that several criteria were considered in
judging the degree of achievement motivation exhibited in a story. Among
these criteria was the general theme of the story. Was it an achievement
story? Principally. achievement means competition with some standard of
excellence. but it also may involve a unique accomplishment or Jong-term
involvement with attaining an achievement goal. Were any of these elements
involved in the story? If they were involved, the evaluators noted the char-
acters” refationships to these elements. Was an expressed desire to achieve
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attributed to the characters? Did they anticipate the accomplishment of
some goal? Did the storyteiler reveal how the goal would be reached? Were
emwotional reactions regarding success ot fajlure in achievement attributed
to the protagonists? McClellund and his colleagues assumed that the more
clearly the storytellers expressed achievement themes and the more achieve-
ment elements they incorporated into their stories. the more they were likely
to be dominated by an achievement motive,

Once the criteria and scoring procedures were developed, the re-
searchers were prepured for the next significant step. If the tests were
administered under “neutral” conditions—that is. under conditivns in which
no attempt was made 0 manipulate achievement motivition or to arouse
an achievement orientation—individuals would doubtiess vary in the kinds
of fantasies they produced. According to the criteria for scoring achieve-
ment motivation. some would receive scores that were comparable to the
kinds of scores received by subjects in the “aroused™ condition of the experi-
ment. Others would receive scores that were more nearly comparable (o
those received by subjects in the low-arousal condition. Given this possi-
bility Cindeed, observed fact). what use can we make of it? McClelland and
his colleagues were quick to apswer this question by assuming that inci-
viduals who received scores comparable 1o those received by subjects is
the high-urousal condition possessed a more or less enduring personality
trait predisposing them to achievement. Conversely, those who scored as
the low-arousal subjects did were thought to be less achievement motivated.

If the pattern of assumptions and procedures followed by Mc-
Clelland and his associates is valid, then the problem of assessing uchieve-
ment motivation has been solved. We merely elicit fantasies from individuals
and compare them 1o the stories produced by persons who were aroused
for achievement and persons who were not. If the content, language. and
imagery of an individual’s fantasies more nearly approximate those of
aroused persons. then he is logically termed “high™ in achievement motiva-
tion. In shorthand fashion. he can be referred to as a “high-nAch person.”
where nAch is an abbreviation for seed (for) achievement. If a person’s
funtasies are similar to the low-arousal pattern. then he is appropriately
identified as “low" ia achievement motivation (“low nAch™).

McClelland's methods should ensure that this test has construct
validity~=that is, that it is related to achievement behavior. But perhaps
another check on this might be desirable. Fortunately, subsequent research
has provided a wealth of data designed to determine the construct validity
of the assessment procedure developed by McClelland and his associates.
Therefore, considerable information is also available on the characteristics
of the high-nAch person. There is no mystery to what he prefers. likes, and
typically does.
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THE HIGH-nACH PERSON

It is somewhat of a fallacy, of course, to think of persons who
are high or low in achievement motivation as separate personality types,
Achievement motivation is presuntably a continuous variable and any divi-
sion in terms uf high and low is arbitrary. Thus, instead of asking “what is
the high-nAch person like?" perhaps we should ask “with what other vari-
abley is achievement motivation correlated?” Be that as it may, much of
the research has followed the practice of distinguishing between high- and
tow-nAch persons and observing the differences in behavior exhibited by
groups of such individuals. Thus. in terms ot the distinction made in the
MeClelland studies, it makes some sense to talk about different personality
types. Besides. it s simpler to communicate what achievement motivation
dues by comparing clearly contrasting examples of the performance of
individuals who represent extremes on the motivational continuum.

Thus. realizing that we are engaging in a convenient fiction. let’s
return to the guestion “what is the high-nAch person like?" We have iden-
tified high und low achievers on the basis of their fantasy life. For some
persons., achivvement seems to be a preduminant response. an easily elicited
theme, or something that is uppermost in their minds. Given half a chunce,
they thiok and talk ubout achievenient. Fine and well, they dream great
dreams, but do they dv something? Once McClelland and his colleagues
had devised a methud for systemutically scoring achievement themes. they
proceeded to determine whether or not such dreaming was related to the
complex behavior that is called achievement. Early research indicated that
persuns who exhibited « high degree of achievement fantasy did indeed
shuw different uchievement behuvior than did those who showed little or no
achievement imagery in their stories. For example, the “fantasy achievers,”
when given a choice, exhibited a clear preference for achieving situations.
They seemed to welcome patting their vompetence on the line. “Fantusy
achievers™ ulyo seented to show un altogether different orientation toward
achieventent. They were likely to take a moderate risk in competitive and
gamelike situations, seemingly welcoming o challenge. They were more
likely to work o1 their own. with success at the task as the only reward.
And, in general, they seemed willing and able to delay gratification und to
wark energetically and independently in order to live up to a standard of
excellence. In short. they possessed the kinds of habits that would lead to
achievement s well us an overall proclivity toward attaining suvccess. In-
deed. even the mitial reseurch ctforts indicated quite clearly that the fantasy
achievers were more than dreamers. They were doets as well. The fantasy
measur - was apparently a fuirly guod device for identifying persons who
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not only wanted to achieve but actually did achieve {McClelland. 1961:
Heckhausen, 1967; Birney, 1968).

THE ACHIEVING SOCIETY

To have successfully identified a personality trait of relative sta-
bility and of some predictive value is no mean achievement. However. had
the research stopped there. we probubly would pay little attention to
McCleliand's accomplishment. Following the early preliminary work on
the nature and assessment of uchievement motivation, the research fook an
important new direction. A bold hypothesis was proposed that was con-
cerned with the role of achievement motivation in bringing about economic
growth.

ft is quite obvious that societies and cultural groups differ in
ecenomic growth and general productivity. Moreover, we need only open
4 history book to becomie aware of the fact that each society waxes and
wanes in this regard. Greece and Rome were mighty political, economic,
and cultucid forces at ene time. They are hardly that today. Similarly,
various societal groups, such as the southern Negro, the smail-town white.
of the suburban professional, exhibit differential degrees of drive and pro-
ductivity. Why is this?

Part of the explanation undoubtedly lies in the variable opportu-
nities presented to these groups as well as in their capacities to capitalize on
them. Intuitively. it would seem that part of the expianation would also lie
in the motivational realm. In The Achieving Society, McClelland (1961)
gave this intuition some basis in empirical fact. Basically, McClelland’s
hypothesis was that a society shows economic growth when it fosters the
development and the use of achievement-motivated persons.

fn actuality, McClelland was proposing a variant of an older hy-
pothesis originally suggested by the German sociologist Max Weber ( 1904},
In The Protestamt Ethic and the Spirit of Capitalism, Weber observed that
Romun Catholic and Protestant European countries tended to differ in
economic productivity and developnzent, and he attributed this difference
to the religious ethie espoused. Thus. he suggested that the “Protestant
cthic™ promoted self-reliance, denial of personal pleasure, and the evalua-
tion of work as good in itself. Moreover, the emphasis on predestination
presumably created some inclination for a person to establish himself as
successful in order to achieve concrete, here-and-now assurance that he
was indeed among “the elect.” In short, Weber argued that the Protestant
ideology led, if not inevitubly at leust rather directly, to cupitalism and,
more generally. 0 increased economic productivity.
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McClelland suggested mere specifically how ideology might result
in a changed economy as well as in changed persons. The essence of
McClelland’s suggestion follows.

Prolestant ethic Economic

\ productivity

Achievement-oriented Achievement-
vhild-rearing practices motivated persons

As can be seen from the diagram. this suggestion really consists of several
hypotheses. First. it is hypothesized that each ideclogy fosters a certain
characteristic pattern of child rearing and subsequently different kinds of
personalities. That is, the Protestant ethic particularly emphasizes self-
relianee, independent mastery, and individual competence. Assuming that
Protestant pasents indeed follow the avcepted ideclogy in rearing their
children. they should typically provide the ideal circumstances for creating
highly achievement-oriented children. Ay least, there is some evidence
(Winterbottom. 1953, 1958) that such achievement training is a precursor
to an achievement orientation. Although parents may talk about achieve-
ment a great deal and establish it as a value, the important factor seems to
be speciulized achievement training rather than verbal and direct communi-
cation of an ideology. That is. as & child accomplishes something success-
fully and on his own. he acquires an increased interest not only in con-
tinuing to do that something byt in attempting other tasks as well. There
is a certain amount of uncertyinty involved in atiempting to do something
you've pever done befose, to try a new thing, to master a new skill. Ap-
parently. child-rearing pructices can produce children who are oriented
toward such risks #s well as children who shrink from them. Thus, accord-
ing to McClelland. child-rearing practices that emphasize independence
triining and mastery lead to high-nAch persons.

The next major ussertion implicit in the McCleland theory is that,
when idevlogy ynd practice favor achievement-motivated individuals to any
important extent. a “spirit of capitalism™ will result. This will tend to
happen simply because there are more high-nAch persons contributing to
the society. But this spirit is most likely to occur when these highly moti-
vated persons are given the opportunity to fill leadership positions in the
society. It is. of vourse, always possible that gocietal leadership may be
vested in the hunds of 2 low-nAch minority that does not allow participation
from other than its own ranks. Thus, although there may be a sizable group
of high-nAch persons. they may be prevented, at least temporarily, from
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exercising any controlling influence. Sonichow. for a society to exhibit the
spirit of capitalism in the sense of economic growth and productivity. the
high-nAch persons must be allowed access to leadership positions.

This. in brief, is the hypothesis. It's intriguing to be sure, but does
it have an¥ basis in fuct? How can we determine that achievement-motivated
persons are the crucial element in a society’s growth? Following the original
analysis by Weber, we might categorize countries accarding to ideology
and then measure their growth in some way, But how can the ideology of
a culture be systematically identified. and how can growth be measured.
especially i a way that takes some account of the fact that the oppottunity
for growth may not be the same In each instance? How do we systematicatly
determine that achievement motivation plays an important role in this
regard?

We might simply determine whether productive socicties tend to
have more achievement-oriented pemsons. But there is a problem here, If
this relationship does exist. who is to say that there isn't really a third factor
that causes both greater numbers of achievement-oriented persons and
productivity’! In other words. achievement motivation and productivity
could be highly reluted without one necessarily causing the other. as illus-
trated here:

Achievement motivation
Causal factor <
e
Economic productivity
If we wish to establish that achievement motivation determines
economic productiviry, we should document achievement motivation in a
society befure econemic productivity occurs. We should also be able to
identify the relative n-nexistence of achievement motivation in countries
that continue to luck ecoromic productivity. Snppose that we could arrange
an experiment in which children in Germany. Japan. and Thailand would
receive the kind of training that would result in high-nAch personalities.
while children in Brazil. Ttaly. and Indonesia would not receive such train-
ing. Assuming that achievement motivation would exist only as the result
of our training and only when we wanted it to. we should then expect.
according to the McCleliand hypothesis. that children in Germany. Japan.
and Thailand would exhibit this particular personality trajt to a greater
extent than children in Brazil. Italy, and Indonesia. If achievement motiva-
tion is crucial for the economic growth of a nation. we should then also
expect that. when these children become adults and take over the leadership

of their countries. Germany. Japan, and Thailand would show greater
economic growth thun Brazil, Italy. and Indonesia.
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Quite obvivusly. such an experiment is impossible. Another way
to shuw that achievement motivation is a cause of economic growth is to
perform what might be called 2 “naturalistic experiment.” That is, instead
of nianipulating the causal variable directly. the researcher looks for in-
stances in which it varics naturadly. and he then atienipts to isolate the
effects. In the present case. it is conceivable that we could identify certain
countries where schievement treining is minimal and other countries where
it is stressed. We could then wait until the children who were subjected to
these different training experiences became adults and at that time conpare
the productivity of their nations. Few of us are patient enough to wait that
long to deternine whether our ideas have any merit. McClelland and his
colieitgues were no exceptions in this regard, and they introduced interesting
niethods that seem to adequately siniulate such sn expetiment.

A first step in their procedure was to identify an index of economic
productivity that somehow took account of the varying potential of the
country. After considering several possibilities, two indexes seemed to be
least objectionuble. First. o provedure for comparing “reasl income™ or pur-
chasing puwer of the citizenry was employed. Second, electrical output of
the country in kilowati-hours was considered. Neither of these measures
used sepatately is without faw, but using both of them is one way of re-
ducing error. However, even if these two measures do present a reasonably
accurate picture of cconomic growth, a significant problem remains. Some-
how. countries 4s well as people vary in their capacity to achieve. Certuinly.
in considering the econvinic growth of countries, we should not ignore the
fact that one has rich ore deposits and another has none. Just as @ teacher
should take account of the ability of studenis in assessing achievement. so
should the resources of nations be considered. And this is precisely what
MeClellund endeavored to do. On the basis of such information as coul
production und level of development. he made a determination of the
growth that could be expected of a nation. If a nation exceeded this predic-
tion. it was considered an “overuchiever™ if it fell below the predicted
growth rute. it ways considered an “underachiever.™

Having urrived at a fairly acceptable way of identifving economic
underachievement and overachievement, the next problem that had to be
fuced was one of assessing that all-important trait. achievement motivation.
Remember now that the assessnmient of achievement motivation concurrently
with the assessment of economic growth would not present a very con-
vincing case that this personulity trait or predisposition actually causes
cconomie growth and productivity. The hypothesis states that it is the child-
rearing practives experienced by the current industrial leaders that made
them what they are—that s, cither promoters or inhibitors of their country’s
¢conomic progress. Thus, @ primary cause of @ preseat-day economic boom
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ts the childhood experiences of the current keaders. [tis easy enough to see
how we could make an assessment of the evonamic productivity of @ nation
at any point in time. but how do we reach back into history to determine
the shaping expericnces that affected the leaders who are presunably re-
sponsible for this growth?

What McClelland did was to assume that the current leaders of
any given counttry had been snbjected to eritical achievenent training ap-
proximately 25 years earlier. He further assumed that the pature of this
trianing vould be most accurately indexed by considering the nature of
clissroom reading miterials used during that earlier period. Such reading
muterials are usuly available, for most highly developed societies at east,
and it is relatively eusy to anulyze their content for achievement imagery,
much as we would unalvze the content of themes written in response to
ambiguous pictures. Furthermore, it is probably not amiss to assume that
stories in vhildren's readers tend to reflect the behavior patterns that parents
want their children to acquire. Most of us know what would happen if «
book that was counter to parental wishes were to be made the required
reading material for grade-school students. Through these textual materials,
McClelland attempted to recapture the puast expericnces of the current
leaders and to determine whether achievement was a dominant theme in
their early training. He assumed that any corrclation between reading ma-
terials of 25 or 30U years ago and current achieveiment would be difficult to
attribute to a third fuctor, patticulurly if there were ittde or no correlation
between current reading material and level of achievement. In other words,
a naturalistic experiment with reasonable controls wus simulated. The prime
elemuents of this experiment appear in the following diagram.

INDEPENDENT OR CAUSAL DEPENDENT OR RESULTANT
VARIABLES VARIABLES

Child-rearing practives in 1925 Econunlic growth of country
tindexed by anadysis of reuding in 1950 V'
nlaterials) ’

T- - rd ‘

e - 7’
Presumed developinent of Presumed existence of a society
personality types = < = = =+ and socictal teaders reflecting the

ideology of the modal personality

An interesting feature of this simulated experiment is that there ure muny
reasons why a vorrelutioa between the significant variables would not
emerge. Wars, unusual climatic conditions, or discoverics of new resources,
tor exumple, could conceivabiy subvert any motivational tendencies created
in the populace. OQuly McClelland’s hypothesis, however, seems to explain
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why such a cortelation is found. In extensive resexrch, a positive relation-
ship between child-reuring practices und economic growth was found. just
as the hypothesis predicted. Furthermore, McClelland and his associates
have continued to find such u refationship not only among a linmvited set of
highly developed Western societies but among societies of ulmost every
clime and time. There does indeed seem to be something to the notion that
societies stand. falf, grow. or deieriorate as they aitend to their children—
that is. as they give them achievement training.

PERSONALITY AND ACHIEVEMENT:
SOME CONCLUSIONS

DEVELOPMENT OFf THE WILL TO ACHIEVE

From McCleltand’s work, it seems quite evident that personality
vitn play i mutjor role in achicvement. Apparently, some individuals develop
an uchieving orientation very early in life, probably us the result ol certain
kinds of training or learning expertences. Moreover, it seemns as if certain
cultures and hume environments provide these leurning experiences to a
high degree. while others de not { Adkins, Payne. & Bualliff. 1972: Rosen,
1959: Zigler. 1970). But what is the explanation that the McClelland ap-
pruach offers for the differentiul levels of achievement of Sonny Suburb
and George Ghetio? The thrust of the McClelland research is that these
two prototypes stein from different learning enviconments. Somehow Sonny
Suburb has learned to want to achieve, while George Ghetto has not. There
is, of course, consideruble evidence that middle-class and lower-class homes
tvpically differ in terms of favilitating the growth of uchieving orientations
(Proshunsky & Newton, 1968, First, the middle-class family tends to foster
vulues and an orientation toward life that direetly and inditectly encourage
achievement. In terms of the value dimensions discussed in Chapter Two,
the middle class, in contrast with the lower classes, fosters an orientation to
the future as opposed to the present or past and emphasizes doing as
upposed to being or becoming (Kluckhohn & Strodtbeck, 1961). Such a
future-doing orientation, along with direct and ever-present assertions that
achievement is good, is certainly in part responsible for higher achievement
tendencies in middle-class children,

Other fuctors are also likely to be involved. Sonny Suburb’s family
would also typically reinforce vertuin behavioral putterns that are instru-
mental to achievement. In uccord with u faturistic orientation, the middle-
clusy child, in contrast to his lower-class peer, typically learns to delay
imntediute gratification in order to guin larger future rewards. Therefore, he
seems more oriented to symbolic us opposed to concrete material rewards

70

Q

RIC

Aruitoxt provided by Eic:




80 Chapter Four

(Langer & Michael. 1963; Schneider & Lysgaard. 1953: Terrell. Durkin.
& Wiesley, 1959: Zigler & Kunzer, 1962). Those behavioral predilections
probably all play an important role in what the teacher comes 0 view us
motivation to achieve. In addition. family dynamics und the role relation-
ships of parents and children seem critical. Thus. the middie-class father is
a fiting mode! for achievement. and his role is one in which he does not
opptess the child’s attempts to achieve competence on his own. This free-
dom for some initiative seems basic to the development of achievement
motivation. A number of studies comparing child-rearing practices across
widely divergent cultural groups have indicated that parental dominance is
not likely to produce achievement-oriented children ( Heckhausen. 1967,
p. 150 f.: McCielland. 1961. p. 345 f1.).

According to McClelland. there i at least one other critical factor.
The child not only must be given an oppoertunity to learn basic achievement
routines. to observe the right models. and to test his competence: he must
atso learn to enjoy accomplishing things on his own. This probably means
that the child's independence should be encouraged at times and in situn-
tions when he is likely to succeed. Presumably. a child will learn to enjoy
accomplishing things on his own—to achieve—if he is given freedom to
attempt tasks that are not beyond his competence. This suggests that some-
one has to “program”™ the child's life in such a way that he is regularly
challenged, but not chailenged beyond his capucity w produce. That. of
course. seems to be a role that middie-class mothers often play.

Al im yil. then. it is pot too difficult to see how the personality-
motivation hypothesis works out in the case of Sunny Suburb and George
Ghetto. But. of course. the hypothesis is broader than these prototypes.
Presumably. all of us experience achievement-motivation training to varving
degrees. and we are accordingly more or lkess achievement motivated. As
has been repeatedly implied. each person experiences his own social-psycho-
logical environment. That holds also for the aspect of the environment that
is important in creating achieving orientations. Thus, Sonny Suburb’s cous-
ins or even his own siblings may not experience the same achievement
training that he does. Indeed. when we say that uchievement motivation is a
function of personality development. we are also stressing this possibility of
individual variation.

CHANGING ACHIEVEMENT PATTERNS

But what. if anything. can teachers and employers do about a will
to achieve shaped lurgely by fumily and child-rearing ¢xperiences? Must
they resign themselves to making the best of a bad situation in some cases
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and to being thunkful for good fortune in other cases? Assuming that we
want 1o increase an individual's motive to achieve. can we? In order to
develop achievement-motivation patterns in persons. two courses of action
are possible. We can attempt 1o do something about the early learning
cxperiences that are presumably basic to the development of uchieving
orientations. or we can attempt o reverse these experiences by providing
rentedial training of some sort.

In the first course of uction. then. child-rearing practices must be
altered. Drustic economic and social changes may encourage families to
change these practices. Thus. for example, if a father obtains an acceptable
job—one thaut captivates his enduring interest and provides his family with
basic subsistence peeds—the achievement climate surrounding the children
may ulso be ytered. There is now a better model of uchievement available
for them to imitate, Perhaps the mother will have a greater opportunity to
challenge her ¢hildren. und perhaps their level of aspiration will be raised as
the changing economic vonditions provide new hope. But the word “'per-
haps™ has to be stressed. Achievement models and appropriate aspirations
and values are all importunt for the development of an achieving orienta-
tion. However, they do not appear to be the sise gqua non. A specialized
achievement training that Fosters the successful confrontatiun of challenge
and warmly rewards the independent mastery of pasks is &t the busis of
achievement motivation—ai least us it has been studied by McClelland and
his colleagues. Wealth does not necessurity ensure that parents will engage
in this training. As a matter of fact, some studies indicate that the child-
rearing practices of the upper classes actually discourage the develop-
ment of achievement motivation (Strodtbeck, 1958; Rosen. 1962). Wealth
merely provides the opportunity for parents to reflect on the art of child
rearing. and it ¢un give them the necessary freedom to become effective
teachers of their offspring. Conceivably. social-intervention programs that
assist mathers in rearing children vould teach them how to motivate their
children to achieve-if that is what they want to teach their children.

Although one should not rule out the possibility of changing achiev-
ing orientations by changing child-rearing practices. the success of this
approuach is uncertain at present. In changing achieving orientations. the
second course of action—remedial training—has been primarily pursued.
As a matter of fuct, McClellund's more recent work hus been especially
devoted to this endeavor, Qne of the more fascinating projects that he
attempted was the development of achievement-motivation training pro-
grams for business personnel in the United States and abroad. Surprisingly
enough. the motivational pattern of relatively mature businessmen can be
chunged in such a manner that they become more productive and achieve-
ntent oriented ( McCletland. 19654, 1965b; McClelland & Winter, 1969).
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Basicully. the progrant focuses on getting achievement thoughts to
be dominant in the mind of the person. For example, one of the teaining
routines consists of writing achievement themes. There are also opporiu-
nities to explore how o behave as un achievement-motivated person and to
refiect un one’s own potential in this regard. In other words. the program
involves teaching as well us therapy. 1, for one. am inpressed with how the
prugrant participunt learns to play 2 new role. much as the medicul student
must start to play & new role when he begins walking the wards.

Having had some success in changing the motives of business
executives, McCletlund has proceeded fo operate on the assumption that
the way tu encourage the economic growth of a society is to select the
leaders. truin them in achievernent motivation, and turn them loose in the
appropriate positions. Perhaps the way to deal with underachievers in
school is to imtiate special extracurricular texining programs. Several re-
searchers huve exhibited suine success with such programs.

Emploving approaches very similar to those that MecClefiand used
with businessmen. Kolb {19653) ran a summer program directed toward
the develupment of achievement motivation in underachieving high school
boys. Again. the boys were taught what the high-nAch person was like.
They were also given some practice in “thinking achievement thoughts™
and in trving out the role of an achieving person—all in a reasonably
accepting attnosphere. As one reuds the description of what went on at the
sumnier camip, it's dithcult to refrain from suggesting that there was a good
deal of role plaving involved. That is. the boys were learning about and
adapting to new expectations for themselves and were finding out that they
could operate in this new way. At least in the case of boys from upper-
sociveconomic-stutus families. the specialized training had the desired ef-
fects. A follow-up after a year ynd a hulf reveated that those students
showed significant improvement in their grades. It is not ultogether clear
why lower-class students were not similarly affected. A reasonable guess.
however. is that the subcultures in which the students held membership
played critical rofes. When reference groups do not provide continuing re-
inforcement of or support fur the specialized training, its effects are ephem-
eral at best.

A FINAL STATEMENT

In sum. it does scem as if achievement motivation can be appro-
priately and productively viewed as a personality trait. Certainly, it makes
sense to believe thut something happens in childhood that may shape the
will to achieve in an endurable méanner. What is perhaps even more fasci-
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nating is that uny effects of such eurly experience may be reversible. Even
at u late age. humun beings seen mafleable with regard to basic character
attributes. Missionaries, salesmen. und teachers have always hoped this to
be true, Tt is reassuring to have empirical evidence that further justifies this
hope.
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CHAPTER

FIVE

PERSON, SITUATION, AND
ACHIEVEMENT

More often than not. discussions of motivation focus exclusively
on the person. Tt is assumed that there is something about or inside him or
her that inevitably and unconditionally determines behavior. When I join
my fellow faculty members for coffee. we sometimes talk about our col-
leagues—those who are absent, of course. From time to time, the conversa-
tion revolves around the accomplishments of this or that person and how he
does it. Interestingly enough, 1 find that. in sech informal conversations
about achicvement, behuviorul scientists und humanists tend to use about
the same cxplanations, if not the same language—that is, they say that
“persons achieve because they are driven by some enduring internal force.”
Certainly, achievement does seem to be an endering trait of individeals, and
sociocultural expericnces do seem to have 4 continuing influence on achieve-
ment, as emphasized in Chapter Four.

But the personality-achievement hypothesis cannot be the whole
story. At best, it is an oversimplification; at worst, it is downright false.
Complex human behavior is seldom if ever solely a function of the person.
Achievement is no exception; it does not occur exclusive of certain situa-
tions and contexts. These situations and contexts are critical in eliciting or
maximizing any predisposition to achieve, In some cases, situational factors
may be more important than personality factors in determining achieve-
ment. but. in any case, we would do well to pay heed to how siteations may
or may not elicit a person’s best efforts.

SITUATION AND ACHIEVEMENT

It is a general belief that certain teachers are “inspiring.” As charis-
matic souls, they seer to have, be, or do something that invariably “terns
students on.” Likewise, it ic thought that classroom or campus atmosphere
may influence the will to achieve. Certainly, situations do seem tv make a
difference in what a person does, but what, more precisely, is it about a
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sitvation that prompts achieverment? Apparently, there are many things—
most of which are too elusive to identify here. However. there are several
lines of inquiry that are especially intriguing in this regard.

GROUP MEMBERSHIP AND ACHIEVEMENT

Achievement does not occur in isclation from the individuals who
are significant (o us. As in the case of most behavior, in achievement, we
are responding to the norms, values, and expectations of the groups that
are significant in vur world at a given moment. Qur achievement therefore
changes as our group membership changes. Most teachers are aware of this
at a very functional level. During the middle grades. for example. the most
resolute scholar may suddenly reject the values of the classroom for the
glory of the ball field. Even if he continues to make good marks in the
classroom, he will loudly and --ociferously avow that he hates school, that
teachers ure dumb. and that schoolwork is not worth doing. The child who
earlier was operating under the achievement norms. values, and expecta-
tions of adults—particularly of his parents and teachers—has now attached
himself to another socially significant group, the peer group.

More often than not. the “lack of motivation™ on the part of the
ghetto child is a function of his membership in certain groups. It is the
expectations. rules. rewards, sanctions, and aspirations of his peers that are
critical in determining how he will approach achievement situations. Thus,
Pettigrew (1967) points put that integration js important precisely because
it establishes new and different social relationships and new groups with
which the student can compare himself. When the black child is moved to a
white suburban school, he is likely to confront a different normative struc-
ture as far as achievement is concerned. He is also likely to have a different
social busis for judging his behavior. In other words, he experiences a dif-
ferent and perhaps better school, but. more significantly, he is likely to be
forced into new social relationships. These new social relationships may be
more important in changing his achievement patterns than the quality of the
teaching or thuan anything eise that happens in school.

At a general level. this is all fairly obvicus. Yet the point is critical
and must b2 emphasized. Persons—including children—identify with vari-
ous groups. Groups of persons behaving together over a period of time
evolve their own normative structures—that is, their accepted and approved
ways of doing things. The more one group is isolated from another, the
higher the probability that different norms. values, and expectations wiil
evolve. That is fairly basic social science. It is also fairly important back-
ground to good teaching. In many cases, teacher and child are responding

76




Q

ERIC

Aruitoxt provided by Eic:

66  Chapter Five

to different significant others. they are participants in different sociul groups.
and their behavior is influenced by different norms. values, und expecta-
tions. As obvious as this may seem. it is interesting to observe that Ameri-
can educational systems typically ignore the role of peer geoups in con-
trolling behavior. More often than not. the classroom teacher assumes that
he or she must control the behavior. By contrast. Russizn educators are
apparently more aware of the role of peer groups. They have invested
considerable effort in developing procedures for effectively using the peer
group in achieving udult-espoused objectives ( Bronfenbrenner. 1970).

Achievement is a function of more or less ephemeral sociul expecta-
tions that are embodied in what we call norms. In a very real sense. a social
group tells & person what to strive for as well as how to attain this end. The
effect of such norms is clearly an important variable in any achieving situi-
tion. An exclustve interest in the person could make gs forget the social
constraints under which he operates. Perhaps the important und variuble
influence of social norms is best exhibited in a recent line of research on
role expectations and achieveiuent. Roles. as most soctul-science texts point
out. are particularized norms or systems of norms. They are the svstems of
eXpectations that any group holds for persons occupying certain positions
in a sociad system of some kind.

Before we get too bogged down in the abstract and perhaps trrele-
vant language of social science. let’s consider several examples. Within most
societies. there is a rather clearly designated role for “womun.” This role
varies from culture to culture. but norms are invariably associated with the
position-—that is. there is a way to be a woman. Interestingly enough. the
way to be a woman may include achievement behavior that is Quite different
from the achievement behavior expected of men. Thus. McClelland de-
scribes achievement behavior that. in middle-class America at least. would
typically be expected of men but probably not of women. The independent
striving for mastery. the risk taking. the competitive pattern. and so on arc
not part of the female role. This is not to say that women do not achieve or
exhibit these kinds of behavior: rather. it seems that the situations that elicit
these actions on the part of men and women may be quite different (Horner,
1968, 1971: Rubovits. in preparation).

Consider the more fluctuating role of leader. Leaders change from
day to day and sometimes from moment to moment. Zander and Forward
{1968) found that. regardless of personality charactertstics such as uchieve-
ment motivation. subjects in their study exhibited the basic patterns of
high-nAch persons when they were placed in a leadership role. Think of
that: the momentary shift from follower to leader apparently “motivated”
subjects to act like high-nAch persons. Perhaps achievement motivation is
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really just @ matter of Jearning this or that sociul role and playing it when
the sucid situation demands it.

Such an interpretation would pluce major weight on the role of
social situations in determining the will to achieve. Several studies of the
effects of social cole and status on achievement (see Klinger & McNelley,
1969} show that this interpretation cannot be lightly pushed aside. One of
the strong implications of this fine of research is that children from the
lower classes do not achieve at the rate of those from the upper classes
simply because they are not expected to do so—by teachers, by peers, or
even by their parcats. The importance of such expectancies in conditioning
achievement should not be underestimated. To a surprising extent. children
fulfill prophecies about themselves. They become what we expect them to
becomee, und they play the roks we assign to them.

TEACHER AMD SITUATION

Since situations do affect achieving patterns, is there any way that
the teucher cun ereate situations that will facilitate achievenent? That ques-
tiun is probably troubling vou, especially if you are, or are about to become,
a teacher,

In attempting to dewd with this question, Jet’s start where we left off
in disvussing situations and achicvement. An importunt part of any achieve-
ment environment must be the inplied or stated expectations thut exist for
those who participate in that environment. If a school or classroom is run
under the assumption that the students won't amount to much, chances are
they won't. Probably teachers can play some cole in manipulating the ex-
pectations that children hold for one another. Perhups they can nfiltrate
the peer group and effect change in the norms that students hold for them-
selves. Occastonally. an especially charismatic teacher may do this—how,
we're not at all sure. Furthermore, the teacher himself can hold different
expectations for students, and these expectations may indeed be a crucial
aspect of any classroom situation. This seems clear from a remarkable
serivs of studivs vn what his come to be called the Pygmalion effect.

Anyone who has seen or read about Ay Fair Lady, or the play by
Grorge Bernard Shaw on which it was based, knows something about the
Pypmalion cffect. Both the play und the musical involve & clear case of
one person chuanging anether by teaching and traming but. above all. by
expecting that person to change. Professor Higgins wagers that he can
make a gentile ludy out of an uncultured cockney lass and does. It is not
quite as amazing as the onginal myth, in which the sculptor Pygmalion falls
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in love with his statue and thereby brings the work of art to life. Yet in
both vases, expectations make a difference.

In Pygmalivn in the Classroom, Rosenthal and Jacobson (1968)
report un interesting study of the effecis of teucher expectations. The study
was s>imple enough in design and execution, but the results were nothing
short of astounding. At the beginning of the school year, students took o
test thas presumably identified those who were “intellectual bloomers™—
that is. those who were about to exhibit a spurt in inteflectual development.
The teachers were then told that they could expect substantial inteflectual
growth from particular students during the course of the wear. Thus,
teachers were given the expectation that certain students would show in-
creased achievement as the vear proceeded while others would not. Ian
actuality. of vourse, the test was only a standard intelligence test, and the
informativn given to the teachers was nut based on the test at all. Rather,
the researchers selected potential “bloomers™ on a purely random basis
regurdless of actual intellectuul potential. Nevertheless, the children labeled
as “hbloomers”™ exhibited the intellectaa) growth predicted of them: more
accurately, thev exhibited greater 1.Q. gains than their classmates did. It
sems that the prophecy wus fulfilled simply because it had been made.
When teachers were led to befieve that students would show increused in-
tellectual growth, the students did show such growth! Probably because the
results are so amazing. this study has been submitted to many and varied
criticisms ( Elashoff & Snow. 1970: Finn, 1972: Minor, 1970; Snow. 1969;
Thorndike, 1968, 1969). and the findings have not always been replicated
(see, for exampie, Claiborne, 1969). However, it does seem that Rosenthal
and facobson were on o something. After all, this is only one of many
studies that seemi to point in this direction {see, for example, Rosenthal,
1966).

But even if the existence of a Pvgmalion effect is granted, how dues
it oceur? How do the expectations of a teacher transfer to the child in such
a way that his behavior is changed? Studies by Rubovits and Maehr (1971,
1973, in preparation) suggest rather clearly that, when teachers expect
certain things from their students. they tend to behave toward them in ways
that are demonstrably different from the ways in which they behave toward
other students. That is, teachers show a qualitatively different treatment of
presumed “gifted” and “nongifted™ students: they engage in behavior that
one might expect would encourage or motivate those who are labeled as
“gifted.” They reward more, criticize less, and generally encourage the child
to Llive up to what they believe possible for him.

All in all, then, it is quite apparent that the beliefs of teachers—
their expectations for students—are- among the most crocial aspects of a
classroom environment. When a teagher believes that a child from the ghetto
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ot pueblo cun’t achieve. the teacher’s behavior seems to ensure that the
child won't achieve. When the teacher believes the child can achieve., a
totally different situation seems to exist. People are controlled by their
thoughts. Their interactions with others are controlled by how they view
these others, and that is basicaily what is involved here.

CLASSROOM ATMOSPHERE

Teachers® expectations for their students are an important aspect
of any achievenient situation. However, there are other aspects of the learo-
ing siteation that may be equally if not more important. One of these is
classroom atmosphere.

Ditferent classrooms are characterized by ditferent atmospheres:
they cven louk different to the casual observer. One is busy and noisy:
another is well ordered and guiet. In one, the teacher is obviously the
central figured in another. stedents seem to initiate much of the activity.
But what about these many and varied conditions? Are they good, bad. or
indiffercnt as far us achieveinent is concerned? That question has been hotly
debated over the vears with little real outcome. B has also been researched
to somie extent but with linde success in arriving at a viable conclusion.

Recently. there has been niuwch emphasis on creating a classroom
atmosphere in which the student has considerable autonomy. Of course. it
is fully recognized that the nature of the classroom environment must be
varied according to the age of the students. but the goal is to treat each
child humanely and, above all. with respect for his considerable potential.
That usually involves giving him what appears to be an increased amount
of freedom in the learning situation. External evaluation is minimized—
especially #» a motivator for performance—and it is typically assumed that
the child s, for the most part. intrinsically motivated to learn. Teuachers
are told tiot i they provide him with the right resources. the child will
learn in his own time and way—without the imposition of threats or
promises. Above all, teachers are instructed to tefrain from using group-
based stundards and norms as frames of reference for any aciueal or implied
threats or promises. The child is to be viewed on his own terms. Therewith.
he must also be given a chance to choose between alternatives and to select
what he will or will not do. If a choice of tasks is precluded, he must be
able to do the task in his own way. The essence of autonomy is choice or
the perveption that one has choice. The child must be thought of as the
determiner of his own behavior-—not as an object of instruction but as the
onv who is lesroing!

But how does such autonomy affect the motive to achieve? Al-
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though that is « difficalt question te unswer definitively. it is possible to
come up with bity and pieces from diverse projects that seem to yield un
aceeptable but tentative answer. Richard deChuarms (1968, 1972) hus
pursaed a provocative line of inquiry here.! Basically, deCharms has argued
that when o person feels that he is the vrigin of his behavior and the con-
troller of his fate. he acts quite differently than when he feels that he is
simply the pawsn of other persons, things. or events. Thus. deCharms re-
interprets uchievement maotivation in origin-pawn terms. suggesting that the
highly motivated person is une who pereeives himself as responsible for the
outconme in achieving situations and who views situations as under his
control. When an individual interprets a situation in such 1 manner, he
behaves quite differently thian when he views it usy bevond his control.
Specificaily, he appears more highly motivated, He works harder und more
eftectively and persists at tasks for longer periods.

There are severul lines of vvidence that provide support for the
basic origin-pawn notion. Among them is the Coleman Report { 1966).
which indicated that the best predictor of school suceess was a fate-control
variuble. Thus, if children felt they were in control of their worlds. they
were more likely to be successtul in school. But the Coleman Report really
only suggested that an individual's acceptance of personal responsibility for
his achievement or a person’s belief in his ability to control his world is at
the root of achieverent. It did not clearly rule out the possibility that thosz
who. for one reason or another. just happen to achieve also just happen to
feel they are responsible. It is at this point that deCharms’ work begins to
take on its fullest meaning. Basically, what deCharms did was to show that
certain kinds of conditions will not only lead to different perceptions of
personal control but will wlso significuntly change an individual’s perfor-
mance. Thus, it seems that when the individual is treated as the origin of
his behavior—-as ope who is engaging 1n an act on his own terms—he then
exhibits increased motivation. Therefore. clussrooms or other situations that
lead a person to believe that he is responsible for his perfornuunce should
increase motivation.

But what kinds of situations might prompt such a feeling of per-
sonul control, and. more precisely, how would motivation be affecied? At
least two kinds of situational factors would probably tend to increase the
origin feeling: (1) freedom from external evaluation and (2) freedom to
chowose among alternatives. Moreover, the maximization of freedom in these
ways increases perfornrance level. at least in certain situations and for
certain kinds of persons. Thus, Menz (1970) found that gifted and pre-
sumably highly motivated college students performed at a higher level when

1The iaterested reader may also wish to consider Weiner's (19721 inter-
pretation of achievement motivatton in terms of atiribation theory.
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they were given a choice of tasks than they did when they were assigned a
tunk.

Of equal if pot of greater interest is the effect of such freedom on
what might be called “continuing motivation.”™ What the student does in the
classroom is important, but perhaps of greater importance is what he does
outside the classroom. Thuos, in actuadity, it may be of prime interest that
the child sonichow be stimulated to continue classtoom-related activities
vutside the classroom. In my experienee. teachers point with speciat pride
to the student who spontaneously pursues a course of study that was merely
introduced in a classroom situation. That is supposedly real nwtivation and
4 highly valued educational outcomis. It is this tendency or predisposition to
vontinue working at a task or o attempt. on one’s own, new but related
tasks thit we refer to us “continuing motivation.™

In this regard. a preliminary study by Maehr and Stallings ¢ 1972)
is uf interest. In this experiment, subjects perfurated tasks under two dif-
ferent evaluation cenditions, The exterpal-evaluation condition simulated a
typical classroom situation in which subjects were led to believe that their
performunce would be evaluated and that the results would be made known
to their teachers as weil as to themselves—thut is, the tasks were described
as a kind of test. In the internal-evaluation condition. subjects were led to
believe that their Tevel of performunce was really “their own business.”
Although they were given feedback on the number of right and wrong solu-
tions to the vurious problems posed. it was emphasized that the experi-
menters were not interested in their performance per se, only in their
subsequent ruting of the interest value of the tasks. [t was also stressed that
teachers would not be informed of the results and that students should do
the tasks in a spirit of fun.

Contrary to what one might expect, external evaluation did not
necessarily motivate students to perforn1 at a higher level. Of special in-
terest. however. wus the way in which “continuing motivation™ was ap-
parently affected. Whereus external evaluation seemed to prompt students
to return to tasks on which they had been successful and to avoid tasks on
which they had failed, a difficrent tendency was noted under internal-
evaluation conditions, When students worked on tasks under the internal-
evaluation condition, they were likely to avoid returning to an easy task—
one on which they could be reasonably assured of continued success.
instewd, they exhibited a preference for reiurning to and working on a task
at which they had not succeeded. Thus, reduced external evaluation seemed
to stimulate. or at feast allow for, a tendency to confront challenge—to do
that which was difficult and for which the outcome was uncertain. However,
it is important to add that this tendency was most clearly evident in achieve-
ment-oriented students—in this case, students of junior-high age.

Along a similar line, Thornes (1971} conducted an experiment in
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which some subjects performed under relatively free conditions and others
under conditions of relative restraint. More specifically, the free subjects
were led to believe that they had some <hoice in what they would do and
that their level of performance was 2 matter of only theig.own concern, The
remaining subjects were assigned their task and were pointedly informed
that their performance would be evaluated by teachers as well as by the
researchers giving the “tests.” In u fashion somewhat paratlel to the Maehr-
Stallings study. high-achicvement-oriented students showed greater con-
tinzing motivation under the relatively free-performance conditions.

The evidence is just beginning to accumulate. but it does seem that
a learning environment that is characterized by relative autonomy may re-
sult in important desired outcomes, particularly for students who are in-
trinsically motivated to achieve. That, of course, is not a new message. and.
in one sense. it is a messuge that is being promoted by individuals concerned
with “opening up” the schools. However. these data seem to add at least a
nuance or two to the message. First. they suggest some ways in which we
might conceptualize openness and freedom in order to identify specific
¢fects on behavior. Quite frankly. it is my opinion that much of the talk
about openness and freedom in education has been excessively vague, Cer-
tainly. the propositions espoused by educational reformers arguing for
such openness have not been open to test by accepted scientific methods.
Seeondly, these stedies also seem to call attention to an oft-forgotten but
nevertheless critical educational outcome: continuing motivation. Most
studies of educational experiences focus on rather immediate performance
outeomes. Since individuuls rapidly forget much of what they fearn in or
through any educational cxperience. perhaps jt is well to emphasize the
development of a continuing interest on the part of students to recall, re-
view. and generally enhance their educational experiences—on their own.
In this regard. an open educationul environment may be of value because
it has important effects on conrinuing motivation to learn and to perform.

But in all of this. 2 nagging question remains. Such openness or
freedom as was evident in the cited studies seems to be the most effective
fur certain kinds of persons. Apparently. the effect of freedom (or perhaps
any other environment) on behavior is always specifically dependent on the
person. [t is o the question of how certain environments may have dif-
ferential effects on certain kinds of persons that we now turn.

INTERACTION OF PERSON AND SITUATION

It is difficult not to qualify each assertion sbout the effects of
situations on motivation with a reference 10 individual differences. Ap-
parently most situations affect persons differently as far as achievement is
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concerned. It also appears that this individual variation is significantly
affected by early social experiences, some of which are culturally deter-
mined. Although that greatly complicates educational planning. it is not
sumething that can be easily ignored. Therefore, we must give special con-
sideration to the interaction of person and situation when we attempt to
understand the sociocultural origins of motivation.

Wwithout doubt, anyone cun identify a great mauy situations that
seem to affect persons differently. But when we examine this long list,
several facets of situations seem to emerge as preeminent. These are (1) the
level of challenge presented by ti: situation. (2) the degree to which the
individual structures the situation for himself, and (3) the mode by which
suceess and fatlure are communicated.

INDIVIDUAL DIFFERENCES IN RESPONSE
TOC CHALLENGE

John W. Atkinson brought a number of different lines of thought
together and provided an initial but enduring statement on the interaction
of individual achievement orientations and different environments. There
are many intriguing aspects to this statement. several of which are es-
pecially important here. According to Atkinson. when & person confronts
an achievement situation. two competing tendencies are aroused in him to a
greater of lesser degree. He is attracted by the possibility of success. and.
simultaneously. he is fearful of the possibility of failure and is motivated
to avoid it. Think back for a moment on 4 career or curriculum choice that
you have made and consider whether or not fear and hope were both in-
volved as you puzzied over what to do.

For Atkinson. achievement is & function of these two ever-present
and competing tendencies, which seem to exist in individuals to a greater or
lesser degree as a kind of personality characteristic. One person might be
more dominated by the expectation of success and another by the fear of
failure. The relative strength and pervasiveness of these predispositions
seem to result from different socialization contexts. Thus. for example, it is
conceivable that parents may focus .pecial artention on a child when he fails
and may show little response when he succeeds. Conversely. they may
mollify the hurt of failure or choose to make little of it and may give
primary attention to the child when he succeeds. In short. some children
are blamed more for failing. while others are praised more for succeeding.
Many disadvantaged children seem bound to fail in vertain situations,
whereas other children seem “programmed for success.” This conflicting
orientation to achievement—whatever its precise origin——appears to be a
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personality variable similar to McClelland’s concept of nAch. Tt is @ pre-
disposition thut 2 person brings to any given situation.

But motivation. for Atkinson, does not stop with the person. It is
always a combination of both personality and situational factors. That is.
cach person will come to the achieving situation with a greater or lesser
tendency to sueceed or avoid failure. The relative strengths of these ten-
dencies viry with the individual. However, the simation will play a critical
role in determining how the tendencies are actualized in behavior. Tn con-
sidering the situgtion, Atkinson focuses primarily on the probability of
success or futlure. or what might more generally be termed the challenge of
the situation. Is the achicvement task easy, difficult. nearly impossible?
According to Atkinson, persons with varying achievement orientations will
respond guite differently to variations o challenge. Generally speaking. the
person who s oreented toward siccess will be most highly miotivated when
the task is challenging. When either success or failure js virtually assured.
the success-oriented person’s motivation is reduced. The reverse is true for
the failure-threatened person. He is most highly motivated when uncertainty
and challenge are reduced. Whether the outcome is success or failure. he
prefers it to be predictuble. Another way of stating this is to suggest that
the success-oriented person is typically interesied in testing his competence
and that he probably expects to enhance his seff-regard with a new accom-
plishnient. The failure-threatened person. however, resists any test or evalu-
ation of his competence, and therefore he will choose the predictuble. Even
predictable failure is preferred to challenge. After all. choosing to work at
an impossible task or at an easy one is one way of avoiding any serious
confrontation with one’s competence or luck of it.

The motivational patterns suggested by Atkinson®s formalation are
summadized and presented pictoriafly in Figure 5.1. As vou might guess,
behavior does not always pattern itself as neatly as Figure 5.1 indicates.
But the hypothesis cxpressed there has received substantial support { Atkin-
sont & Feather, 1966: Machr & Sjogren, 1971). This rather general *“chal-
lenge hypothesis™ provides 4 productive perspective on various educational
proeesses. Its applivation to the prablems of ability groups and of fearning
nuaterials and tasks will be presented here. A fuller discussion can be found
elsewhere (soe Machr & Sjogres. 19712 Weiner, 1967, 1970, 1972).

Ability Grouping

Ability grouping is found in sonme form in most classrooms. Even
in an ungraded-primary or onte-room school. similar-ability reading and
math groups are created. The real purpose of such arrangements may be to
ease the teacher's task. but, nevertheless, it is important to inguire into the
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Suceess-oriented persons
— ——— Failure-threatened persons

High

Low

Certain Fuilure  Maximum Uncertainty  Certain Success

Figure $1. Theorehcal mohvational patlterns of success-onented and
failure -threatened persons.

effects such grouping has on children. First of all. it is doubtful that ability
grouping by itsell necessarily has a positive effect on uchievement {see
Schafer & Olexa. 1971). Howcver, ability grouping may affect different
persons in different ways. Atkinson’s model suggests that this is indeed the
case. The mmudel has been used to make predictions about the performance
of persons with different achievement orientations in ability-grouped class-
rooms. ¥t seems likely that ability grouping will affect the Jeve! of challenge
that s typically presented to the child. Overall, in an ability-grouped class-
roont. 2ach child should be more realistically challenged—that is. each
child should have a beiter chunce of competing for whatever rewards may
be available. In a classtroom where there is 4 wide ability spread. however.
some children are inevitably doomed to failure and others are assuredly
destined for success.

if it is true that ability-grouped classrooms present a realistic level
of challenge for a greater number of students than do classes that are not
ability-grouped. then Atkinson’s model makes some rather specific predic-
tions about the situation. The model does not predict that ability groupin,
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itseif will have an overall effect on ali children. Ruther. it suggests that
motivation will be increased for those persons who are characterized by
relatively strong orjentations toward success. Conversely, individuals who
are dominated by a fear of failure will actually exhibit o reduction in moti-
vation. Chullenging situations are a matter of some discomfort to them. and.
if they cannot avoid these situations, they will perform ondy at a minimal
level. Thus. ability grouping may be u good wav to motivate students who
are ariented toward success. but it won't work for students who operate
primarily in response to a fear of fatlure.

Unfortunately. this intriguing hypothesis has had only minimal
testing. However. at least one major study (O'Connor. Atkinson. & Horner.
1966) has been concerned with this puint. The results of this study were
more or less in line with the hypothesis. Syccess-oriented students exhibited
gregter growth in gcademic achievement and more interest in schoolwork
when they were members of an ability-grouped class, While failure-threat-
ened students did not actually exhibit a difference in performance that was
attributable to class grouping. they nevertheless showed less interest in
schoolwork when they were placed in an abilitv-grouped class. In terms of
continuing motivation, the effects of grouping on the interest level of
success-oriented and failure-threatened students are perhaps the most in-
teresting fnding here. In any case. this major study. as well as some other
lines of evidence, suggests strongly that it is not amiss to consider achieve-
ment orientation as 4 critical variable in grouping students (see also Smith,
1969). Moreover, we can logically go beyond these results to hypothesize
that cultural groups that characterisiically exhibiy different achieving orien-
tations may be affected differently by grouping procedures. Thys. for ex-
umple. the middie-class child. who more characteristically exhibits a success
orientation than the disadvantaged child does. may be expected to benefit
more from ability grouping.

Learning Materials and Tasks

Atkinson’s model of motivation patterns can also be applied to the
selection of appropriate educational materials and tasks as well as to tech-
nigues in teaching. The model suggests that regular and consistent success
is not likely to motivate the success-oriented student. However. consistent
success may be precisely the situation that is most desirable for the failure-
threatened person. Thus, we might expect. for example. that programmed-
fearning materials, which are designed to ensure that the studenc seldom
fails to get the right answer, would be best suited for the failure-threatened
individual, Indeed. this expectation does seem to be warranted (Maebr &
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Sjogren. 1971}. But more generallv. it seems that learning materials and
technigues that are based on the principle that all children should receive
a maximum of success pre not automatically going to solve motivational
problems. As a matter of fact. it seems clear that the achievement-oriented
student may he niotivated by the verv possibility of failure. Whereas he is
bound to become bored by repeated success. failure or the probability of
failure is necessary to retain his attention and elicit his performance. Again.
it is possible that different cultural groups will rend to include persons with
different achieving orientations. Therefore. the teacher might expect “chal-
lenge™ and “assuriance” to be differentiafly effective with children from
diverse cultures,

INDIVIDUAL DIFFERENCES IN RESPONSE
TO FREEDOM

The Atkinson theory illustrates how challenge interacts with per-
sonality in determining motivation. Challenge. it may be agreed. is gt least
one readily identifiable gnd imiportant aspect of any achievement context.
Another crucial component is freedom. or the degree to which the person
is allowed to structure the achievement situation for himself and on his
own ternus. Earlier #t was noted that freedom and constraint variously char-
acterize any given classroom. It was also implied that such situational
conditions will have differential effects on individuals——that is, what freedom
will do for one person. it won't do for ancther. Thus. in the studies cited.
not only did the atmosphere of freedom have an important general effect
on achievement. but. to an important degree. it aiso had special effects
upon individuals characterized as high or low in achievement orientation.
Apparently. it is the highly motivated student who benefits most from
freedom. This suggests that the effectiveness of independent study. with
minimum emphasis on grades ynd maximum choice for the student. depends
significantly on the student's motivational oricntation, From a slightly dif-
ferent theoretical perspective. David Hunt (1971) has emphasized that
students vary in the degree to which they can structure situations for them-
selves and therefore vary in the degree to which they benefit from auton-
ony. Moreover, those working with Hunt on what has been termed con-
ceptual svstems theory have been able to identify individuals who will and
who will not respond positively to relatively unstructured environments.
Subsequently. they have experimented with grouping procedures that allow
each individual to benefit from the lemning environment most #ppropriate
for him.

Of course, ail of this is quite preliminary and experimental. How-
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ever, there is an intriguing possibility that reseurchers with a varety of
theoretical commitments may well be converging on one major issue: the
capacity for independence in leurning. We usually assume that the in-
tellectuadly gifted student should have freedom but that others would benetit
more from an imposed structure. However, motivationul orientation, not
intelligence, is probably the key to who will benetit most from leurming
environments that increase the responsibility of the student. This is the
message that can be derived from the research thus fur. Moreover, it is an
extremely relevant message i view of the current emphasis on openness in
American and British education. It is scarcely less relevant in considering
education in Ghana, Afghanistan, or Thailand. One of the perennial
problems in certain culiurid contexts is to get students involved. in an in-
Jdependent way, in learning. The converging interest in the independence-
dependence orjentation may well foree researchers to seek out the socio-
cultural origins of these learning modes with a view to changing them
and or to udapting education accordingly.

But this is sayving very litile zbout what is obviously an important
issue toduy in educution. The effectiveness of open classeooms, no-fail
systems, ind student-structured learning programs in some sense will prob-
ably depend on 2 fuller understanding of the motivational issues involved.,
and that fuller understanding is not to be had as yet. For now, we simply
have some suggestions and the promise of a line of reseurch.

INDIVIDUAL DIFFERENCES IN RESPONSE
TO FEEDBACK MODE

In any achievement situation, there are u variety of modes by which
success can be communicated. Success and achievement may be expressed
by a person and may be accompanied by varying degrees of warmth. The
task itself may indicate success—for example, success is indicated when a
puzzle is solved. And, there are Joubtless other possibilities. Moreover,
success can be communicated directly and without delay. or it may initially
appear in the form of a promise of greater things to come. These various
means of communicating success are not equally effective for each indi-
vidual, and research has suggested several interesting patterns of feedback
effectiveness.

Following up on the line of study injtiated by McCleflund and
Atkinson, researchers have obtained several findings of major interest. In
un early study conducted by French (1958}, it wus found that individuals
high in achievement motivation (nAch) and individuals high in affiliation
motivation {nAfi) responded differently to different expressions of success.
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Subjects in French's study worked in small teams on a tagk that required
group partivipation and cooperation to assemble a story from various
isolated phrases. The feedback was either achievement-oriented (“this teant
is working very efficiently™) or affiliation-vriented (“this team works .very
well together™). The teams whose members were characterized by high
achievement motivation worked best with achievement-oriented feedback,
while teams high in affiliation motivation worked best with affiliation-
oriented feedback. In brief, it seemed that maximum effort was elicited
fram subjects when the feedback matched their motivational orientations.
More generally. this and vther studies have indicated that the high-nAch
person is more oriented towurd feedback that is clearly tied to achieve-
ment—that is, he prefers being right or correct as opposed to gaining
approval or earing extrinsic rewards. He is interested in achievement for
its own sake gnd responds accordingly.

The satisfaction of being correct does not seem to be a sufficient
1ncentive to spur socially disaudvantaged children on to greater heights. But
even within the typically achievement-oriented middle class. different per-
sonality trends emerge. and 3 mode of feedback can have differing effects.
Cleurly, teachers must be discerning enough to apply differential reinforce-
ment-feedback patterns to elicit maximum efforts from their students. From
work reluted to achievement motivation as well .5 to other approaches (see
Stuempfig & Machr, 1970 Zigler. 1970). it is apparent that the person
from a lower sociveconomic stratum in our society responds more favorably
to the less abstract achievement feedback and works best for concrete re-
wurds. including the clear demonstration of approval by a significant other.
But how does a person’s “culture of origin” predispose him to differential
reward structures? This is a provocative question. and one for which only
a few sketchy answers have been offered.

PERSON AND ENVIRONMENT:
AN IMPORTANT AFTERTHOUGHT

What emerges from this discussion of situation and person is that
achievement environments can vary. and, ps they vary. they have differential
effects on individuals. The environment referred to. of course. is a4 psycho-
logical environment—an environment composed principally of social inter-
actions, personual contrul, perceived opportunities. and other aspects of
interpersonal relutivnships that typify all social and most educational situa-
tions. Clearly. this implies that effective teaching will involve matching the
right envitonment to the right person. But even if we had a complete
konowledge of environments and persons—which obviously we do not—
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there would still be a major problem in applying our knowledge. Tt is all
well und good to say that each child should be treated as an individual. It is
fine to say that some children should be challenged and others encouraged.
And indeed. it would be helpful to have a good means for determining more
specifically who should be treated in whut mannper. But the teacher is con-
fronting 30-plus students und is attempting to reach all of them more or
less simuftaneously. As a result, the teacher is most likely to ask what he or
she can do in managing the group or the classtoom environment that will
be most effective—if not for all at Jeast for most students. Is there uny way
that the teacher can effectively fit the environment to each person?

Perhaps this is in a very real sense an implicit plea for the indi-
vidualization of instruction. Recently developed self-instruction devices and
materials. some of which are adantable to mnuotivational differences as weil
as to intellectual differences. might be helpful. 1f many of the routine teach-
ing tasks could be left to autumated and/or self-instructional devices. the
teucher could be freed to be more of a clinician. to deul individually with
the learning problems of each student. ynd to bring the must effective in-
centives 1o bear in each cuse. That is u possibility and certuinly one worth
keeping in mind. 1t is probably a realistic possibility only for school systems
that have ample resources. After all, most instructional materials that relieve
the teacher of certain tusks do cust money if. indeed, they are even availuble
fur purchase. It would be totally ridiculous to encourage the typicul Edu-
cation Corps teacher in lran to individualize instruction tn this manner and
to advise him to play the role of the clinician. The materials for such
pedagogy would simply not be available, and such an approach would
probably not be an acceptable notion within the culture.

There may. of course, be gther ways of enabling the teacher to be
more Of a clinician. English schools are not characterized by low wacher-
student ratios. yet some very interesting styles of teaching have emerged
there that seem to allow fur a bit more individualization of instruction
without the aid of expensive automated-instruction devices. The classroom
hus been opened up. Children are given an autonomy to pursue a variety
of activities with minimal regimentation. more or less according to their
own schedule. Although the teacher may be in charge of as many as 40
children at a time, the students gre free to pursue a variety of interests on
their own. The role of the teacher as the person who imparts knowledge has
been minimized. Instead. the instructor sets the scene, serves as a con-
sultant. and. potentially. may individualize the level of challenge. There is
too littte known about these open schuols to really be sure that such a
clinical role on the part of the teacher is possible except in unusual cases.
However, this is indeed a possitility worth exploring further.

A more obvious or at least traditionul way of matching personality
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and environment might be to cmploy sonte variant of homogeneous group-
ing. As suggested previously, there may be some value in taking u per-
sunality trait such as achievement motivation. as well as intelligence, into
account in grouping students. The teacher could then behave rather con-
sistently and effectively on the ussumption that her students necd certain
Linds of learning eovitunaients, learning conditions, teacher responses. and
so on. In anyv case, it seems reasonable to consider differential achieving
orientations us well ay intelligence in grouping procedures.

When a teacher conducts a class, he or she not valy conupunicates
information but abo creates un achievement environment of one kind or
unother—a psyehological world for the student that may have differential
etfects op his motivation. Although we have just begun to explore the
Jdimenpsions of such psychological eovironments, we can at least fuirly
resdily determine some factors that encourage or discourage different kinds
of students. Sumie achievement envitonments stress achievement in and of
itself, allow for considerable independence, and regulurly present a chal-
lenge. Such environmenss are probubly most effective with certain kinds of
students. Sume achieventent environments may stress atfiliution, compati-
bility, and support and may reduce challenge, These enviropments are also
effective with some students but not others.

In summiary, them, we know i little bit about the kinds of person-
sitwition matches that allow maximal achievement—probably enough to
justify experimenting with assigning persons to differential teaching environ-
ments depending on their achievement orientation. But whether or not we
can Justify engineering these persop-enviconment matches, an important
puint remains. In the Gnal analysis, motpvation is a function of both person
and sitwtion. There are few universully effective wavs of notivating
children. Children who Jitfer in sociocultural background will likely differ
in respunse to the motiviators emploved in school. Sumehow the teacher
must it the situstion to the person in order to maxintze student effort—
and that is creative teaching!
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CHAPTER
SiX
A CONCLUDING CAVEAT

The typical middle-class teacher is often accused of racism. Perhaps
this charge has already been made against you. If not. it soon might be, The
accusation 15 @ most serious one—one that cannot be lightly dismissed.
However. it is difficult if not impossible to assess the validity of such an
accusation. Racism is a louded word that is difficult to define to everyone’s
satisfaction. Possibly. however. the typical teacher does behave in one way
with children who share his or her culture and in quite a different way with
those who do not. This would not be surprising. since that is how most
people tend to behave. But do teachers discriminate in such a way that they
tend to reduce the chances that children from cultural groups other than
their own will succeed?

With a view to answering this disturbing question, Pam Rubovits
and I (Rubovits & Maehr, 1973) pulled what can only be described as a
“dirty trick” on some prospective teachers, Our trick wus based on the work
on teacher-expectancy effects done by Rosenthal and Jacobson {see Chapter
Five) and was designed to carry this line of research a step or two further.
In addition to considering teacher-expectancy effects in a rather general
way, we were particularly interested in observing how teachers might re-
spond to children of cultural backgrounds different from their own.

As in a previous study {Rubovits & Maehr, 1971), we arranged
for students in an upper-level education class to participate in a micro-
teaching experience. Such an exercise fit nicely with the goals of the course
and seemed to be readily accepted by the students as a logical extension of
in-class activities. As a matter of fact, it soon became obvious that the
experience-starved students Jooked forward to this aspect of the course with
a great deal of enthusiasm. In other words, there was absolutely no reason
to believe that these prospective teachers suspected that they were doing
anything other than participating in a standardized micro-teaching experi-
ence. They did not suspect that, in actuality, they were subjects in a teacher-
expectancy study.,

Before participating in the micro-teaching situation, the student
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teachers were given a lesson plan to follow. They were also told that some
of their students were selected from the school’s gifted progrum and sonie
from regular classrooms in order o simulate & heterogencously grouped
clussroont. Student teachers were further provided with detailed information
about each child’s ability and were encouraged to study this information
thoroughly in order to prepare themselves for the teaching experience. As
vou may have suriiised, the information was contrived for our purposes.
The children were actually selected from the same tracks (o assure that they
would be of roughlty the sume ability. Whether a child was described as
“gifted™ or “averuge™ wus g muatter of rundom assignment. Although we
were interested in whether the student teachets would show favoritism in
termis of the fabels we assigned to the students, we were still more interested
in any differentiul responses to bluck and white students. In each class, one
“gilted™ student and one “pverage” student were black. and one “gifted™
student and one “average™ student were white. All the teachers were white
females, and. judging from our interview data, they were not bigoted but
were certaindy inexperienced with cultural diversity.

Admittedlv, we did perpetrate o Jirty trick on these unsuspecting
teacher candidutes. But the experiment vielded insights that were of value
to them as well as to us. In view of what we all learned, the experimental
deception was, 1 believe, fully justificd. Some clearly prejudicial behavior
patterns were revealed. In accord with the previously discussed Pygmalion
rexearch ¢ Rubowits & Maehr. 1971). the student teachers responded more
positively to “gifted”™ students than they did o “uverage™ students. Gener-
alkv. they acted in ways that would tend to fulfifl the implicit prophecy of
the labels—that is, if the student was white. Almost the opposite situation
existed. however. when the student was black. Overall, blucks were treated
less positively thun whites. but what was most disturbing to all of us in-
volved in this study wus that it was the gifted black child who was dis-
criminated against the most.

These resulis are indeed provocative. Perhaps sfocking s a better
word. Precisely because the results seem to be of such importance, a note
uf caution shuuld be added. The study was done with teacher candidates in
micro-teaching situations. Perhaps experienced teachers would have reacted
differently. especially if they had interacted with the students over the course
of a whole vear. Perhaps not. There is Hmited evidence (Meichenbaum,
Bowers, & Ross, 1969) that experienced teachers are no less susceptible to
expectancy effects than inexperivnced teachers and that interaction over a
longer perivd of time does not necessarily rule out expectancy effects.

These findings and the results of other studies on the Pygmalion
effect lead to un inevituble conclusion: teacher expectancy may result in
teacher behavior that facilitates or inhibits the learning and development of
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the shild. As true us that may be. it puts us in a peculiar ditemma at the
caonclusion of a book that bas repeatedly emphasized chat individuals must
be understood in terms of culture. society. and group. Generalized knowl-
edge of some sort seems to be a necessary preparation for teaching chitdren
of diverse culturul backgrounds. If we want to teach blacks in the inner
city. whites in suburbia, or primitives in New Guinea. some prior knowledge
about the life styles and thought patterns of these peoples is desirable. That
sume knowledge, however. can be used as little more than a collection of
stereotypes about 4 people—stereotypes that create expectancies that nlay
be fur from correct in any individual case.

The Rubovits-Machr results suggest a note of caution for those
who have Just read a book on the sociocultural origins of uchievement and
whu are preparsing to put this knowledge into practice. A little learning may
be a dangerous thing. For example. there s the danger that. in writing this
book. I have unwittingly caused some readers to discriminate against certain
students, much as the student teachers did. It is impossible to refrain from
cutegorizing in some way, and [ have repeatedly found it necessary to use
such labels as “disudvantaged children.” “impoverished groups.™ “middle
class.”™ “Chicano.” and a few others. A reader could—and some will—pick
up only a iabel. a stereotype. or a prejudice. Such lubels may create ex-
pectations that are inaceurate and unfortanate in any specific case. The
seriousness of that pousibility promipts a concluding caveat: generalized
knowledge about cultures, societies. and people can harm as well as help.

Where does that leave us? Hopefully, there is o perspective implicit
in what has been said thus far that reduces the chances of harm and in-
creases the possibilities of help. The teacher-expectancy studies contain an
important but very specialized warning about the dangers of limited knowl-
edge. but they certainly do not rule out the value of knowledge in itself.
Knowledge of the child must be viewed as a kind of first step to effective
teaching. It is probubly just as important to know something about the
child’s sociocultural background as it is to know something about his level
of reading. In both cases, a teacher ought to know more than u score on a
test. Indecd. what the teacher really ought to know is how to learn about
the child from the child. With regard to sociocultural origins. the teicher’s
knowledge of his or her students must consist of more than a stereotype—
that is, more than an inflexible belief. idea. or theory. What he vor she should
know is that student and teacher ulike are products of past as well as present
social conditions. This buok certainly has not provided a complete descrip-
tion of social buckgrounds. Ideally. however. it has provided perspectives
on the problem. forced the reader to ask a few questions on his own. und
effectively persuaded him to remain open to new information-—primarily to
that information which he derives from the child.

There is apother finding from the Pygmalion studies that may be
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of special interest. Although there is no strong reuson to believe that ex-
perience alone will keep the teacher from operating in terms of group
expectancies, not all teachers are equally dominated by such expectuncics
in dedling with an individual. Thus. one of the more interesting findings
of the Rubovits-Machr study was that the highly “dogmatic” teachers
{Rokench, 1960) showed the expectuncy effects to a greater extent thun
the others did. Dogmatism is & personality trait that seems to be related to
the degree to which individuuls are open to new inforination and to which
they vperate in terms of this information rather thun in terms of sets, pur-
ticularly those given by authorities. Thus, not all teachers may be similarly
susceptible to control by generalized expectancies. That is well to remember.
and it does put a more optimistic slant on things. Conceivably. training
teachers to overcome dugmatism-—that is, o be fiexible and open to new
information—-niay diminish expectancy effects. The results of the Rubovits-
Maehr study muy also suggest that teacher training ought to focus more on
the question of how to create such openness in teachers than on the guestion
of how to provide teachers with appropriate materials and techniques,

Remaining open to new informution—particularly to that informa-
tion we derive from individual children—is important in all teaching. In
teaching individuals with buchgrounds different from our own. we must
consider at least one other related point. There is a danger in stereotyping a
group and in behaving inflexibly to u person in terms of such a stereotype.
In addition, there is & danger thut we may not recognize that educational
institutions und methods are framed by o culture and inextricably entwined
with it. In attempting to improve science teuching in developing countries,
for example, there is a tendengy simply to provide a direct translation of
Awmcrican curricular materials. Thus. if the Education Ministry of Sierru
Leone wishes to Jevelop scientists, it is often encouraged to consider and
sclect one or another program sponsored by the U.S. National Science
Foundation, The program is then translated into what is presumably the
cultura] idiom by an exchange of phrases and by the addition of a few
vulturally specific examples. A curriculum specialist who hus worked exten-
sively with this problem { Brown, in preparation) points out that, in spite
of the mauterials, the teaching style actually does not change. While the
American materials ¢all fur extensive student participation in experiments,
the teacher in Sierra Leone may merely read aloud the contents of the
laboratory manual to the class and may provide no chance for the student
to engage in independent science making. Quite possibly, then. instead of
merely imposing Western muaterials and teaching styles. we ought to assist
dueveloping countries in cstablishing their own curricula and pedagogy.
urging them to look to their own culture for styles that are educationally
feasible,

In any case, u teacher must be open to new information about and
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from the student and his ¢ lture. It is foily to ussunte that, since we know
sontething about someone or some culturc, we have learned all.

A QUESTION OF VALUE

Thrattghout this book. it is tacitly assumed that achievement is and
shauld be a thing of value. In view of the typical commitments of American
education. it is not surprising that such an assumption would be made. Yet,
it might be well to ke cognizance of an inevitable if bothersome quesiion:
“should achievement be all that important?” Although this is not a question
that can be amswered with anyv degree of confidence hete. it is one that
should be raised.

The importunce of this question is perhaps most clearly evident
when we consider the attempts to transport Western industrial styles. busi-
ness procedures. and educationat programs to a developing country. We
have already raised questions about the effectiveness of imposing the
achievement styles of one culture on another. Now we ask “should we even
try to promote achievement?” In reading about the work of David McClel-
lund. you may have questioned whether it was in fact right to create high-
nAch persons in other societies. Shouldn't we “leave the natives alone™? In
many ways. their life seems to be better than ours. Will our achievement
styles bring them anvthing except uleers, coronary thromboses. and the
necessity for a psychiatric couch?

In al! fairness to MceClelland and his colleagues. it should be em-
phusized that they not only are aware of this “moral dilemma.” bui they
also have struggled to work out an adequate solution {see McClelland &
Winter, 1969, pp. 26 ff., 366 f1.}. They seem to have solved it to their own
satisfaction by allowing the person who is seeking achievement training to
make the value judgment. In other words. they have more or less assumed
the role of nonjudgmental counselors. M the client decides that he wants to
achieve certain ends. such as becoming achievement orieated. they will help
him reach his goals. That. of course. merely represents a variant of the age-
old approach of scholars and scieatists to questions of value, ends. and
purposes. Tt is also the approach of pragmatists in business and government.
In spite of the fact that there are those who suggest that the approach is
outmoded. it i5 not without its merit. Is it my business or anyone else’s to
tell the native of New Guinea that. in reality. his life is better than mine—
that. although my way of life may bring him TV, autos. heaith clinics. and
other things that he desires. his life is best? Is it not he who must make this
decision?

Let’s assume that the approach of letting the clieat decide is the
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fitting upproach. There s still a cleur responsibility for describing the ulter-
natives tu the clients us clearly as possible. It is obvious)y un error to siress
that the Western achievernent st¥le has lead only to TV. autos. heualth
clintes, and easy monev: it also has led to pollution. family instahilitv. and
increused crime rates. MeClelland and his colleagues have typically made a
direct attempt to deseribe the negative consequences of achievement motivu-
tion in as detaited and accurate a fashion as possible. As u result. they have
often lost o vlient who hus decided that this was not for him. Yet., we
probably du not know very much about what will reallv happen when we
merease achievement in wndustry or in school. We know o great deal about
same positive aspects. and we have a few stereotvpes ubout the negative
wspects, Clearly. the question for the future is “when a person is assisted in
actualizing his achievenient potential. what if anything is he forced to give
up?” That is. what values must he sucridee or what gouls must he de-
vmphasize?

That is 1 broad. global question with politicul and economic s well
s wducational vvertones. There is u reluted but mare specitic question that
nusy well be of more pressing interest to the educator or prospeciive teacher.
If it iy granted that. in some sense, achievement, the development of excel-
lence. and progress in understanding and technology are necessary or
Jdesirable. ts it the schools role to be primarily concerned with these issues?
Amonyg disudvantuged groups, there seems to be no question but that this
ts the schuol's business. The school is perhaps the onbv means through
which achievement goals cun be attuined. For the American middle class,
there are a variety of institutions, techniques, and passibilities available to
assist the child in achieving wnd actualizing his intellectual potential. With
increased availability of automated teaching devices, educational TV, and
“enrichment programs,” the child will have an ever-increasing possibility
of achieving an uccepted stundard of competence without the aid of the
schoul. In considering this situation, Coleman (1972) has suggested that
schools might well devate an increised amount of their astention to the
development of personal skills, such as social concern. persondl responsi-
bility. and altruism. Epigrammatically, schools might do well to focus dess
on the development of competence und mare on the development of con-
science. Though not without jis problems, that is indeed an intriguing and
thought-provoking suggestion.

A FINAL ANALYSIS
This book has had two focal points: the identification of an indi-

vidual in a sociocuitural context and the effects of this identification on
achicvement. Having repeatedly stressed the salience of these focal points,
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1 will conclude with a reminder thut un exclusive and nurrow concentration
vn gither point is not without its limitations, This is not a cvnical conclusion
to an otherwise optinustic discourse. It is simply a tacit reminder that. when
4 person completes @ leurning experience. he should have not only more
knowledge but wlso the imsight necessury to ask better questions. Most
emphaticaily. these questions do not relute solely to the quality of the
knowledye buse that has been presented or solely to the applicability of
theory to pructice: they also relate directly and immediately to the implica-
tions of that knowledge in determining the quality and direction of life.
In short. it is oot inappropriate to conclude by questioning the value of
achievement after huving been scientific und pragmatic. Although knowl-
vdge about educative processes is criticul. knowledge about education in-
evitably culminates in questions of value. That is a fitting reminder with
which to conclude a book that is Jargely dependent on scientific method
but deeply concerned with the values. purposes. und beliefs of persons.
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