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(From an actual interview with a gifted Chicano child as
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When we look back on past pé;iods of history, we are often

" confronted with inconsistencies and blind spots in human thinking;

which to us are so palpable that we are almost astonished out of
beriel. ‘We find it hard to credit the inescapable fact that they
remained, for decades or for centuries, completely invisiblé not
only to the generality of men but'also to the choicest and Wisest
spirits of the age. Such are the Athenian emphasis on liberty=--
with the system of-slavery accepted d% a matter of course; the notion
that the truth could be ascertained and justice done with the help
of trial by battle; the Calvinist doctrine of pre-election to )
eternal damnetion; the co-existence of a Christian ethic with an
economic doctrine of. ruthless laissez-faire;- and,no doubt there

are other and better examples. .

I believe that the blind spot which posterity will find most
startling in the last hundred years or so of Western civilization,is,
that it had, on the one hand, a religion which differed from all” '
others in its acceptance of tlme, and of a particular point in
time, as & cardinal element in its laithj that it had, oh the other
hand, a picture in its mind of the hlstory off the earth dpd man
&s an evolutionary process; and that it neither saw nor supposed
any connection whatever between the two,

’ , . (Barfield, Owen. Saving

the Appearances: A Study in Idolatry)
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"By encapsulated T meaf claiming to have the whole of truth
when one has only part of it. By encapsulated I mean look-
ing at life partlally and proceeding to make statements con-
_cérning the whole of life, and by encapsulated I mean living

~ ‘partially because cne's dally activities are based on a world-
view of philosophy of life which is meager next to the larger
meaning fpf existence.” ©

- ——

- -

(Joseph R. Royce, The Encapsulated Man)

e
- "It should first of all be evident that any examination of
~Black culture in Ametica 18" necessarily an exanination of
the relationship between Blagk and White Americane, This
relationgship, the images !'Black' “and "White" that Americans

hold of each other has shaped the cultural evolution of all.
Americans." .. ) . ’

¢ (Ben Sidran, Black Taik) -
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INTRODUCTION

Work began on this project one year ago, following the award of a grant
from the California State Department of Education, The purpose was to "refine
a selection process for the identification of gifted minority students." At
that time, the San Francisco Unified School District had recently begun to use

- & check list of characteristics designed to identify gifted ("creative")
o;udentl, which had beenr developed based on the work of Dr. Paul Torrance. -The
use’ of this-¢heck 1iat i1 _the San Francisco Public Schools had resulted in the
identification of an increased number of 'minority" group students., However, -
the San Francisco Unified School District Director of Gifted Programs and
merbers of his staff had expressed the feeling that many gifted "minority" group
otudents had.not been identified yet, even with the use of this check list as.a
pre-ocreeninn device,

¢

-y
K

. - Our work then began as an attempt to evaluate existing pre-screening pro-

, cedures and instrument to determine what modifications, if any, might be made
in order to identify gifted "minority" students who could then he assessed further
by the Tegular assessment processes,

In order to begin the task, an extenszive review of appropriate literature
was conducted, In addition, in depth intefviews with practicing professionals
who work with "minority” children directly on an on-going basis, vere condue ted
in order to get their evaluation of the existing pre-screening instrument as
well as their suggestions regarding procedures, techniques, and behavioral indi-
cators for identifyinn gifted "minority" "children,

It became clear early in the year, that the problem we faced was much more
complex than it had appeared to be, and that a simple revision of a pre-screening
instrument would be insufficient, Our review:of the literature indicated, as is

- generally knom, that there is no commonly accepted definition of intelligance,
and therefore no commonly accepted definition of a person with "superior intelli-
gence," or in other words, a "gifted person," 'As we proceeded to review the
literature and to interview practicing professionale it became even more obvious
that a fundamental problem exists when it comes to the assessment of different
cultural populations which could not be solved simply by changing from a stan-
‘dardized IQ test to a standard check 1list or observation scheme for looking at
. children ¢f color. Nor could any o these be adapted by any simple process,

The fundamental problem is that vir 11y all assessment procedures operate on'

‘f‘ s the inp&icit assumption of a model of a "universal" or "standard person." We

PR

infoﬁ’thio from the fact that no known assessment system takes into account either
the cultural history or the petsonal hisiory of these individuals whose "intelli-
gence” is being assessed. All known generally utilized assessment devices or
systems for the measurement of "intelligence" ignore basic cultural contributions
to patterns of human behavior, Our investigations fndicated that assessment
specialists could proceed in this way only by taking liberties with the truth,

Aty hope of having in one year's timé, from such a small study as this, an °
,instrument to ecelect "gifted minority students"” which is valid, reliable, has
< {nstructional utility, and which would remedy all the deficits of existing
intelleitual assessments, is inpossible to say. the leaot. Ve had assumed before *

- ‘
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the investigation bepan that cultural differences were of primary importance

in any assessment process, It became even more clear during the investigation
Just how important these cuitural differences were., Neither assessment nor
intelligence occurs in the abstract or in a vacuum. Both are situated in, and
derive their meaning from, a full cultural context, Consequently, only by the
explication of the specific manifestations of behavior within that culturgl
context, can the assessment of human behavior take on meaning. Thus, only in

this arena can "intellectual superiority" be truly evaluated, °

«l
In San Francisco alone, there are ‘more than twenty different languages

which are spoken as the primary language of its citizens., One could hardly
imagine how many different cultural groups there are, in addition within the

“eity, Certainly, if we take the nation as a whole, the number would be greatly

" expanded, Therefore, the\task of designing an assessment process which would
teke into account, ag is necessary, the varied cultural experiences of stqgents
to be assessed is overwhelming; yet, these varied cultural axperiences are the
raw 'materials through which mental ability .or aptitudes are expressed, However, .

A it is possible to-describe-and demonstrate an approach to the assessment of pupil

“behavior which does proceed from the assumption of both uniqueness and commonality
in cultural backgrounds, Therefore, the task here has been to describe an
approach to valid assessment which builds .upch and grows out of.a recognition of

" the only possible experience which children can have, which is, oddly enough,
their own experience, However, it is impossible here to illustrate this process
with every conceivable cultural group-~or evep with several of' the representative _ .
cultural groups in the San Francisco Bay Area, Tnerefore, because of the principal
author's own expertise -and cultural background, Afro~American, the predominant
or major attention and model for assessment will utilize this cultural experience
as the primary group:of reference,. Nonetheless, the general approach tan be

. applied to any cultural proup experiences,

a

In view of the current state of assessment in practice, it will be necessary
in this report to dwell in some detail upon relevant literatur- and a rationale
" for an approach tob the assessment of culturally different groups, It {is inpor-

. tant that certain documentation of the unique experience of a cultural group be
presented as a model, and that documentation of relevant assessment activities
associated with that cultural experience be presented, This will necessitate a
somewhat lengthy, ponderous, and multifaceted presentation of the results of the
study,

An instrument for use in pre-screening and identification of "gifted minority"
students has been developed, piloted, and refined as a part of this study, How~
ever, a major part of this study {s the treatment of the literature, the svnthesis
of data from interviews with practicing clinicians, and the .development of a
rationale., The pre-screenine "instrument" is merely a small-part of a much larger.
and more complex process, and is itself more of a guelde to observation than a

."test" in the traditional sense.




Chapter I

L e o

Cross Cultural:Assesgment in Historical Perspective

-

In 1921, Louis Terman of Stanford University, who became President of the
American Psychological Association, and who.is known as the "father of the
Stanford-Binet," expressed the following thoughts:

A low level of. intelligence is very, very common among Spanish-
Indian and Mexican families of the Southwest and also among '
Negroes, Their dullness seems to be racial, or at least inher-
ent from.the family stocks ‘from which they come.,,The whole"
> " question of racial differences in mental traits will have to be
taken. up anew and by  experimental methods, The writer predicts
that when this i{s done there will ‘be dioco?uiéi‘iﬁnrmg;;ly sig-
nificant racial differences in general intelligence, differences
" which cannot be wiped out by any scheme of mental éulture{ﬂ

Children of this group should be sepregated in special classes..,
They cannot master abstractions but they can often be made effi-
cient workers,,,There is nc possibility at the present in convinc-
ing society that they should not be allowed to reproduce, although
from a eugenic point of view they constitute a grave problen
because of their unusial prolific breeding,  (Kamin, 1974, p. 6)

Another noted scholar, Karl Brigham, ‘who was affiliated with Pffnceton
University, became the Chairman of the Galton Society--an association con=

cerned with eugenics=-~also had strong views on ethnicity and intelligence:

The Nordics are...rulers, organizers, and aristocrata...individu~
- alistic, self relfant, and jealous of their personal freedom, +,
( As a result, they are usualiy Protestants,,.The Alpine race in °
‘ alvays and everywhere a racs of peasants,,,The Alpine is the per-
- fect slave, the ideal serf,..the unstable temperament and lack of .
-+ coordinating and reasoning power so often found among the Irish,.,
W!’htve~no~separgte intelligence distribuation for the Jews.,.our
army sample of immigrants from Russia is at least one-half Jewigh,,,
our figures, then, would rather tend to: disprove the popular belief
that the Jew is intelligent,,,he has the head form, stature, and
color of his Slavic neighbors. He is an Alpine Slav,

. '(Kamin, 1974, p. 21)

Karl Brigham's views were important as he also served as a developer of
the Scholastic Aptitude Test and served on the College Entrance Examination
Board as Secretary, Kamin (1974) has done a masterful job of describing the

. context within which the development 4f intelligence tusting has taken place

ey




in the Uinited States of America. As historical information, Kamin's data and
perspective are critical’v ‘mportant, However, it must be kept in mind that the
question of '"race" and intelligence continues to he a topic of high interest

among Americans even todav, At the 1976 American Psycholopical Association
National Convention, University of California, Berkeley, Professor Arthur Jensen's
presentation (Jensen, 1975%) drew one of the larqest crowds of the Conventilon.

TT————
Tt 1s hard for one who reads the contempcrary mainstream of behavioral

sclence literature to realize that the opinions expressed above are relatively
new in human history, It is important, therefore, that some attention be pald
to historical opinions which differ widely frog those exnre:sed by some of the
nationallv known representatives of our scholarly establishment, Before the
advent of Europe's colonial period and the development of intelligence tests,
the ethnie or "racial" dullness of people of color which was noted by
Professor Terman, seems not to have existed, Tn the first recorded contacts
that Europeans had with people of different colors, the situation was just the
opposite in other parts of the world: -
V¢ may also take the example of Pvthagoras. Thia great philosopher,
Mile still a youth, if we may credit lamblichus, associated him-

self witk Thales of Miletus from whom he gained a considerable
knowledee of the Mysteries, Thales, beinpg at that time of great

age and infirm of body, aBblogized for his incomplete understanding
of the sacred doctrines and urved Pythagoras to visit Egypt, the
Motherland of Wisdom, Tamblichus wrote that Thales confessed that
his own reputation for wisdom was derived from the instruction of <
these priests; but that he was neither naturally nor by exercise
imbued with those excellent preropatives which are so visibly dis-
played in the person of Pythagoras, Thales, therefore, gladly
announced to Pythacoras; from all these circumstances, that he would
become the wisest and most divine of all men, if he associated with
« these Epyptian priests, Tamblichus then describes a journey which
Pythagoras made to Epvpt, how enroute he was initiated into the
mysteries of several nations, and at last arriving at his destina-
> tion, was received by the Egyptian priests with respect and affec-
tion. He associated with the Fevptian philosophers for some time

and ‘after demonstrating by his sincerity and concentration that he-
was\worthy to associate with the initiated, he was at last admitted
into the gsecrets of their ancient order,

\ ‘ - - g ?

*

He spent, therefore, observes Iamhlichis, two and twenty years in
Eeypt, in Advta of temples, astronomizing and ¢eometrizing, and was
initiated, not in an artificial or casual manner, in all mysteries

of the Gods., (Hall, 1971, p, 57) . -

George G, M. James (1954) also points out that the immigration of the Greeks
to Egypt for the purpose of their education began as a result of the Persian
invasion of 525 B.C, and continued until “reeks eained possession of that land
and access to the royal library through the conquest of Alexander the Great.,
James points out that Egvpt was the ereatest vacation center of the world and
that tt was visited extensivelv by the freeks. No -evidence of an assessment of
the Egyptians by the Greeks indicates any awareness of "genetic" or "intellectual
defieits," ".,,Réference must acain be made to Plato in the Timaeus who tells us

<
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that Greek aspirantsto\;i;dbn\;isited Egypt for initiation, and that the priests
of Sais used to refer to them a \échildren in the mysteries,'" (James, 1954)
There is in Epypt, said Critias, at the head. of the delta, where the
Nile divides, a district called the Saitic, The chief city of the
district, from which King Amasis came, is called Sais, The chief
roddess of the inhabitants is called in Egyptian, Neith, in Gfeek
(according to them) Athena; and they are very friendly to»the
Athenians and claim some relationship to them. Solon came there
on his travels and was highly honoured by them, and in the course
of making inquiries from-those priests who were most knowledgeable
on the subject found that both he and all his countrymen were aimost
entirely ignorant ahout antiquity, And wishing to lead them on to
talk about earlv times, he embarked on an account of the earliest
events knownﬂhere, telline them about Phoroneus, said to be the first
man, and Niobe, and how Deucalion and. Pyrrha survived the flood and
| who were their descendants, and trying by reckoning up the generations
to calculate how long ago the events in question had taken place, And
a very old priest said to him, 'Oh Solon, Solpn, you Greeks are all

\ children, and there's no such thing as an ‘0ld Greek,' 'What do you
i mean by that" inquired Solon. 'You are all young in mind,' came
iff’ the reply: 'you have no belief rooted in old tradition and no knowl-

edae hoary with age...But in our temples we have preserved from ear-
liest times a written record -of anv great or splendid achievement or
notable event which has come to our ears whether it occurred in your
part of the world or here or anywhere else; whereas with you and
others, writing and the other necessities.of civilization have only
Just been developed when the periodic scourge of the de¢luge descends, -
and spares none but the unlettered and uncultured, 80 that you have

. to begin apain like children, in complete ignorance of ~what happened
in our part of the world or in yours in early times,' °

C . - (Plato, 1965. p. 35)

It is important in light of contemporary arguments about "intelligence,"
"IQ" and genetics or "race," to note that the Egyptians and Ethiopians of' that
ancient world which was visited by early Greek scholars were Biack African
people. (Blavatsky, 1972), (Diop, 1974), 'KHiggins, 1836), (Jackson, 1974),
/f(Maatey, 1507), (Snowden, 1971) . .
/Tﬁe true verdict of history was announced by the ancients:

AN

. eo+The civilized Ethicpilans, however, according to Diodorus, were
) the first to hohor the gods whose favor they enjoyed, as evident
- by the fact that they had been free from foreign invasion, These
Ethiopians --ere not only pioneers in religions, Diodorus iaforms
us, but also originators of many customs practiced in Egypt, for
o the Egyptians were colonists of the Ethiopians., From these
Ethlopians; the Ecyptians derived, for example, beliefsiconcerning
their kings, burial practices, shapes of statues, and forms of
letters, Further in Diodorus' accounts of Ethiopians who lived.
near the NiJe, derived from Agatharchides, he may be recording a
ftolemaic description of the "pure" Negro. The majority of the
. Nile dwelling Ethiopians, according to Divdorus, were black, flat
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nosed and ulotrichous,,,The imare of just Ethloplans, belovad of
the eods, persists in the empire...,Luciin evokes, on several
occasions, the divine visits to the Ethiopians, obviously echoing
Homer, he says, 'the rods are away from home acrnss the acean no
doubt visitine ‘the blameless Fthioplans; the gods are accustomed
to feasting with\the Ethiopians continually, at times, even self
invited' ; and in c\gmmen:ino on the gods' practice of selling their
blessine, Luciapn notes that the Ethiopians are to be considered
fortunate 1f 7eus 1is\reallv compensatine for the hospitality which
.he and other gods reé ived when thev enjoyed a twelve day
Ethiopian feast.,.an aporopriate summary of the classical tradi-
tion of divine love -for the Ethiopians and of the ancient records
of Ethiopian justice appear in the words of a sixth century A.D.
prarmarian like Lactantius Placidus: 'Certainlv they (the
Ethiopians) are loved by the nods hecause of justice, This even
Homer indicates in’'the first book by the-fact that Jupiter fre-
quently leaves heaven and feasts with them because of their jus=~
tice and the equitv of their custoris for the Ethiopians are:said
to be the justest men and for that reason pods leave their abode
frequently to visit them,'

Chancellor Williams (1974) points out many of the sreat inventions of the
Feyptians and Ethiopians, For example, the invention of writins., All the ™
ancient historians agreed that Black Africa was a wonderful place, A fireek ‘
proverb which was preserved by AriStotle and Plinv poes as follows: "Africa - -
is always producine somethine new." '(Snowden, 1970) In fact, the plcture
which later Europeans were to paint of Black Africa and of other parts of the
world were so much at varfance with the truth and with historical records,

that in 1793, a famous European (French) of sreat conscience, Volney (1550), -
was - to write: T ¢ - :

) N » 2 u/} R

Therg, p‘pebple now forootten, discovered, while others were yet -

, barbarians, the eélements of the arts and sciences. A race of men

{qu rejected from societv for thelr sable skin and frizzled hair,

. ‘founded on the studv of the ldws of nature, those civil and reli=

rious systems which still mrovern the universe." (pp. 16=17)

E

. ; L i ' . H
The-situation was the same with the rest of the worldls peoélé. The orie~
insal. documents of the early trabelg of Furopeans indicate clearly.that they
reparded the people thev met with tespect, frequently even with awe. Marco Polo
met. civilizations intact., The preat Khan was not "primitive,". nor were his
people, Herodotus, Plinv, Pythagorus, ‘Aristotle, Plato, etc, met an Egyptian
and Ethiopian civilization intact, Re'spectively;iCortez and Captain Gook-met
an Inca civilization and a South Sea Fsland: ciilture intact. In all but Ehe
latter, :not only were there civilizations, but also high cultures complete
with libraries and outstarding systems of hicher education, In cases ¢f the'
South Sea cultures, althouch "non-literate" at the time, there were indigenous
systems of higher education which produceid, among. other things, navipators
(Lewis, 1972), (Goldson, 1972), (Kvseller and Bunton, 1969), These navigators
. had to hecome hichly skilled in oceanographv, astronomy, ofﬁitholoay, and
‘meteorology in order to travel, ~Moreover, thew accumulated their technical
knowledpe over thousands of° years and, obviouslv, were able ‘to, transmit and to
improve upon that knowledee. "Where are those books? Where {s ‘the kriowledge

i’ ,}
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compendium “of these ' savage and "primitive" people? How did the knowledge of L
the hieroglyphic writines of thése "primitive" people get"lost"?

The answers to these auestions are related to the problem of cross=-cultural
assessment today., If "hard data" has been ignored, lost, or destroyed in the
past, how can the present he seen as different? To a rreater extent than ever
before, an honest study of history will reveal that "underdeveloped" or "primi-
tive" man was as much a creation out of the imaginations of ethnocentric ob= . i
servers as out of true experience, |

What lLappened? How is it that, even in 1976, much behavioral research 1is
“eonducted apparentlv in total ignorance of historical perspectives on cross-
cultural beliefs about "antitude," or of the history of "primitive" or "under-
developed" people? How has so much schnlarlv work been done comparinr the non=
existent "races" of people?

By the end of the century, hardlv a scientist questioned the
necessity of doine so, The terms of reference then had been ,
accepted by even such educated Neproes as W. E, B, DuBois
(speakinn of the sectors of mankind), It would have taken a

man of exceptional innocence to ask "what were they classifying?"
Whoever wished to read could discover that readily enouch, The

- ” books described and even pictured the racial traits of Laplanders,
) Adagyars, and .Japanese, Tuton3d and Hotentots, Anylo-gaxons and
Slavs, 1n tables of impressive statistics carried te two or more
decimal places could be found exact measurement of these people's
soclal, physical and cultural qualities, All that was clearly
*and definitelv proved, ‘ .

}"

~
The question that was not asked was nonetheless significant,
What were they classifyine? Color? Nationality? Religion?
Lanpuage? thy in the United States, for example, should the
Negro have heen one category and the Jews another and the
Germans still another? If color set one proup apart, why did it
not unite the rest, or to put the same question in another form,
how did the classifier know that in the case of the Negro it was
color that was the distineuishing feature and in the case of the
Jew, religion, and in the case of the German, language?
(Handlin, 1957, p., 71)

o

)

. Europe, durine its colonial period, needed to develop-a justification for
conquest and exploitation (Rodney, 1974)., It was during these centuries, par-
ticularly during the eiphteenth century that the ideology of "race' and the
nyth of "race" was invented and the system of "racism' emerged (Biddis, 1970;
Stoddard, 1920), 1In spite of the fact that the concept o° "race" has been
thoroughly demolished by competent scholarship (Montapu, 1964; Montagu, 1974),
there still stand, virtually unquestioned in the literature of most behavioral

"science," "scholgrly" studies of differences between and among "races." Even
in 1976, a noted scholar such as Arthur Jensen conducts "scientific" studies

of the differences between '"Blacks" and "Whites," while having no scientific
definition of either "Black" or "White," How then does such an eminent scholar
identify his "races' or colors arnd-establish his sroups for comparison?




More scientific scholars of history were never fcoled into thinking falsely

or believinp in the myth, Tn peneral, these scholars were patient observers of

the people in whom they were iq&erested:

thoever berins «with the Mythns as a produczt of the 'savare' mind as
savares are known todav is fatallv in’ error...A race so degraded or
underdeveleped as the Bushmen have their hiddenwisdom, their macic,
with an esoteric interpretation of theilr dramatic dances and panto-
mime by which they more or less preserve and perpetuate the mythical
meanine of tielr relierious mysteries. What we dn really find is that
the inner-African and other aborigines still continue to taik and |

think their thourhts in the same fipures of speech that are made vis-~.

ible-bv—art; such as 1s yet extant amonp the Bushmen; that the
Fevptiang alsn preserved the primitive consclous torether with a
clue to the most ancient knowledee, with {ts symbolic methods of

‘communication and that they converted the livine tvpes into the later

lithoerams and hieroslvphics. (Massey, 1973, pp. 29-32)

"{assey's British countrymen did not always hear Yim. There are interest-
ine stories of 'experiments' beine:conducted in Enpland and in 'other parts-of

Europe to determine if Black peaple had the "capability of learning" as other
people did. European schiolarship was literally emerging from the Dark Apes.

There are manv stories of the success of these "experiments":

LR}

ot all Black people in Eneland in the eiphteenth century were
domestic servants, some vouths became apprentices. By 1731,<there
were so manv of them that the Lord iayor "and Alderman of London
paséed an ordinance makine it an offense to teach Blagis-a trade,..

There was alsn a belief durine the years of slaverv that Blacks
were not capable of absorbine the education of the White manj that

. .thev were his intellectual inferiors. Colonists were always quick

to compare slaves to apes, Tt was for this reason that a Jamaican,
Francis Williams, was chosen as a nruinea pig in a most unusual
experiment: to prove that a Plack man has the same intellectual
facilities as a Vhite man. The man who decided to try this experi-
ment was the Déke of ‘tonteu who lived in Jamaica in the very early
years of the eiebteenth centuri; lle chose Francis 1lilliams because
he noticed that the boy had a quick, lively inteiligcnce,

Francis Williams was born in Kinegston, Jamaica in 1702, the vyoungest
of three sons of John and Dorothy Williams who were free Blacks, °
The Duke. sent him to Eneland where he bepan hig etudies in private
schools, \Afterwards, he entered Cambridge University. There he
specialized in matuematics, literature, and. Latin, finally eradu~
atine with a bachelor's deerce, When Williams left Cambridre, he
went to London where he was accepted in the literary and fashiou-
abie Georgian society, hecominn quite famous, too, for a ballad
which he composed called, '‘'elcome, tJelcome Debtor,' It was so
much.in vogue in London that some minor composers, irritated at
seeing a Black do so well, attempted,without success, to claim 1t
as their own... . - . i
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The Fullah slave, Job Ben Solomon became one of the Arabic trans-
lators of his time. In the early 1730's, he worked in London in
close collshoration with Sir Hans Sloane, bustanist and doctor, One
of his scholastic feats wag to write three copies of the Koran from
memory., After he had finished working on the first copy, he did
not need to refer to it while writing the other two.
(ScobieT 1972, pp. 23, 27 and 32)

g

Still another’ example follows:

Francis Williams went on teaching in a Spanish town until his death
in 1772, at the age of 70, but he was not the only Black stholar
who, durzine the years of African slavery, showed that slaves could
master not only Enelish and Latin, but other difficult lanpuaces as
well, There was Anthony 1'illiam Amo who was bocn on the coast of
Guinea, He studied at the University. of whitenburg at Halle,
Saxony, and wrote and spoke fluent Greek,’ Latin, Hebrew, Dutch,
French, and German. He obtained his doctorate degree for a phil-
osopHical work called The Want of Fealing, The second book .by Amo..

: was published in 1794, It was also philosophical and dealt with the
: sensations which involved the mind and the organic workinzs of the
. body. e . . :

Another slave scholar, Jacohus Elija Capitein, studied at the
University of Leyden, earning a decree in philosophy in 1740,
He published two works: one a treatige on the calling of the
, Gentiles, de Vocatione Ethinocorum. which ran into three editions;
. and the other a book of sermons in Dutech, Juan Latino, a -Black,
was a professor of poetry .at the University of Grenada in Spain.
His rematkable Hook on Don.Juan of Austria at the Battle of
Le Panto, was published in Granada in 1573 and won his respect
as a scholar, Tt 1s one of the most prized rare books in the
world today., (Scobie, 1972, p, 31}
. —y - .
The history and treatment of African slaves in America, and the attitude
toward them, parallels that which emerced in Britain, Therefore, predictably,
"experiments” were tried.in the United States:

n' (
The Nearoes Stride toward literacy under the influence of special

education certainlv vindicated his confidence in the program (public
schools). . o

Less than half the South's Neerro population ten years of age and
over could read and write in 1890, But the literacy rate clifibed

. rapidly after that time and by 1930, slightly over four-fifths of
the Nezroes were literate, On the average, the Southern Negroes'
literacv increased 93.8%.over the forty year period, Vhen compared
with the 327 experienced by the repion's total population during
this time, the Vegroes “proaress was phenomenal,

(Bulleck, 1970, pp, 171, 172)

The nerformance 6 Afro-Americans ‘n the United States, when eiven the

opportunity to learn, never bare out the nesative predictinne of the racists
in nur histo-v,
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Since the statistics indicate an almost phenomenal rise in the
literacy rate of Negroes from 1870 to 1890 (it rose from 18.6%
in 1870 to 30Z in 1880 to 42.97 in 1890) and since-these statis-
tics are for Negroes in the nation as a whole, they reflect a
-probably greater rate of increase in the North than in the former
slave states., Since, however, 90.3% of all Negroes lived in the *w
South in 1890, the increase there must have been considerable,
- - How much of this was due to public éducation and how much to J
private schools would be difficult, if not impossible to ascer-
tain. This question is particularly pertinent when one recalls
that many of the teachers of the public schools were trained in |
|
|
!

private schools, - (Logan, 1954, p. 68)
Sometimes rapi& learning o?’X?ZIi::uslaves took place by accident,

A house servant learned through necessity how to distinguish among .
the different newspapers his master ordered him to select, and o
elaves who served as.‘foremen had to learn-enough to keep a daily

record, More generally, however, some slave children gained liter- "
acy ‘through the 'play schools' that grew out of the social relations
maintained with -their owner's children, Though starting in play,

these schools were often taken.sericusly by both 'teacher' and t
'pupil,' Such was the case on a Mississippi plantation when a e
planter’s son aspired to make scholars out of some of his father's :
v slaves, Five of these slaves learned to read so well that they

+ " became ministers. (Bullock, 1970, p. 10)

©

Many White teachers in the United States at the time knew the myth to be.false.

Tradition had set no sharp unfavorable image of the Negro in their
minds, Their faith in his educability was unaffected by his pre-
vious condition., With abundant qpél, they often wrote as did

Sarah G: Stanley, a teacher of the Anérican Missionary Association,

! The progress of the scholars is in all cases creditable -and in - -
some cases, remarkable,,.How richly God has endowed them and how
'begutifully their natures would have been -expanded under a tender

and gentle culture,' (Bullock, 1970, p. 24) .

In spite of these and many other similar experiences, the large majofity'of

White Americans either forgot or ignored what they knew or what.had already .
.been .demonstrated. .

]

. An examination of histo:;, therefore, reveals that the myth of the
"intellectual deficits" of Afro-Americans and other minorities: is a matter of
relatively recent belief in history, and further is-a concepfion which often
was not shared by those who hdd direct, empathic, open minded contact with
people of color. Consequently, it is apparent that these beliefs originated v
with the needs of the colonial period with its territorial expansion and
slavery. No understanding of our current problems in educational assessment
is possible until it is understood that these problems are situated in a his-
torical and cultural tradition. This tradition has included, among other
Televant things, the systematic destruction of information about people which
permits the myths of genetic inferiority to be fabricated. As recently as thg
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present century, some of our most outstanding scholars have besn actively

involved in the production of these myths., (Schragg and Divoky, 1975), ) .
(Kamin, 1974), (Ryan, 1971), (Thomas and Sillen, 1972), Even today, rem— <~ -
nants of the past remain to confuse and tc confound profeuioqal practica. ’ <
Only through a heightened awareness can rapeats of vast performances be

avoided today. Accuracy and realism in assessment demands an historical per-

spective, an interdisciplinary contemporary perspective, and a multiculturally
sophisticated perspective as well, .
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Vo ‘, CHAPTER II - '

- Classical Pailure and Success in-tha Assegsment of Pesgle of Color .

: " The history of ctou-cultuul assessment in the Unitod sutu has been

: one which has been notable for an inordinate procession of colossal blunders -

.- and a fair shure of incompetence to boot. What is before us is wore than just

‘ & matter of scholars disagreeing over the interpretation of dats; Particularly
incthe. area of cross-cultura) assessment, there frequently are no real data to
interpret, evin though pseudo-data may have that sppearance. It is important
to illustrate here in some detail the kinds of grose errors which coatinue to
characterize "rupcctablc" behavioral ruurch y opinion in crogs-cultoral

- uttinu. .. . , ’

Intcrutingly enough{ one of the esrliest ‘errors in cross-cultural sesess-
ment vas one ip which White Puropeans; among othcu, were misassessad by
Afrims and -Afro-Europeans,

The Moors, like the Greeks and' Romans, hid a very low opiaion of the
Whites to the North, Had they not beaten them often on the battle
. field with inferior numbers? Aristotle, Cicero, Caesar, Tacitus,
T Constentine the Great, and Saint-Jerome hadn't thought much of them
and they hadn't probably advanced as much in the ten centurias since,
(A . ‘Said of Andalusia (1029-1071) thought Nordics no higher than the primi-
s tive Blacks of the African interior. He wrote,'They are nearer animals
- © than men...they are by nature unthifiking and their manners crude. .
Their bellys protrude; their color is white and their hair is long. In
-sharpaess and delicacy of spirit and in intellectual perspicecity,
they are.nil, Iguorancc. lack of reasoning power, and boorishness are
common . smony them,'

of thc Central African Blacks, he wrote "they hava hot tupérs and |
excitabls manners; their skin is black and their hair wooly. Turbu-
lence, ctupidity; and ignorance areccomion among tham," )

Modern:vhite hictorim agree with this Moorish writer, Michaud and -
his Bist of the Crusades, which describes the Prussians of the .
. thirtesnth century as being just a few grades above savagery. _Draper
- says that-the palaces of the then rulers of Germany, France, and
‘. ’ hghnd vers, in comparison with those of the Moorish rulers of Spain,
. “scarcely better than the stablas™ of the Moors. Lancelot Hogben -
says, "Moorish scholars of Salato, Cordova, and Seville were vwriting
. ‘treatises on spherical trigomomatry whez the :mathematical syllabus
. . of the Nordi: University of Oxford stopped abruptly at the fifth prop-
Tee osition’ of the book of Ku€lid.".,.Proud white knights thcuaht Negroes
' . such worthy foes that they placed them in their family crests and
wclcoud those who became Chrictians as sliies and social equals., P
(Rogers, 1952, p. 60-61)

~
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Even among the ranks of scholars in our Nation, few are aware that many
people of color who are now considered "deprived," "underdeveloped,” “geneti-
cally inferior," or "primitive," have, at various points in history looked upon
Europeans in'the/game“way. >
The final undoing of the Dusky Moors was their underestimation of the
mensce of the fair barbarians to the North of the Pyrenees, A
Moslem historian in the eleventh century referred to these people as
barbarians with big bellies, ‘pale skin, long and lank hair, and
declared: ‘'They lack keenness of understanding and clarity of intelli-
b gence,, and sre overcome by ignorance and foolishness, blindness, and *

stupidity.' Another Moorish scholar, Said of Toledo, in the thirteenth

century, spoke of the same group of people in the following words:

'They are cold of temperament and never reach maturity, they are ot

great stature and of a white color hut they lack all shaipness of wit

and penetration of intellect,' (Jackson, 1972, p. 276)

In later times, we have examples wh.ch show clearly the connection between

. the awakened European's motivation for expansion and domination, and the subse-
quent assessment of subjects to be domincted as "inferiors." Sometimes the myth
makers proceeded with deliberate care to -produce "inferiority." -

What was the intellectual level of these slaves? The planters, hating
, them, called them by every opprobrious name, 'The N-groes' says a
memoir published in 1789, ‘are unjust, cyuel, barbarous, half-human,

- . treacherous, deceitful, thieves, drunkard$;-proud, lazy, unclean,
shameless, jealous to fury and cowards.' It was by sentiments such as l
these that they strove to justify the abnormal cruelties they practiced,
and it took’great pains that the Negro should remain the brute beast
they wanted him to-be., 'The safety of the wife demands that we keep
the Negroes in the most profound ignorance. I have reached the stage
of believing firmly that one must treat the Negroes as one treats

o beasts,’ Such is the opinion of the governor of Martinique in a
letter addressed to the minister and such was the opinion of all colon-

ists except for the Jews who spared no energy in making Israelites of

.their slaves; the majority of the colonists reliéiously kept all
instruction, religious or otherwise, away from the slaves,

, . . (James, 1963, p. 17)

A close review of history (Burgman, 1969), (Bulléck, 1970) shows clearly gross
instances of myth making tied to the self irterést of Bure-Americans as a long
term pattern. The problem was pervasive and included all people of color.

~
-

"Along with hostility came contempt and ﬁréjudiﬁe as exemplified by
o numerous viciously racist statements included in works about California
written during the period after 1849. Even the'mqre balanced writer
such as H. H. Bancroft could write in the 1880's that, 'We do not know
why the Digger Indians of California were so skabbily treated by nature;
vhy, with Such fair surroundings, they were made so much lower in the
scale.gf intelligence than their neighbors.” (Forbes, 1968, p. 59)

Recent studies in East Africa have unccvered some dramatic information
about the aptitude of Black African children and document the gross errors of

-
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assessors who see color and intelligence as related., However, very little
ettention is paild to these studies which run completely counter to the’
"scientific" hypotheses and concluoions of such scholars as Arthur Jensen and
Richard Hernstein, e

Extensive work on the physiblogical development of young children
has been done by Marcelle Gerber in East Africa, mainly among the
Baganda, while studying the effect of Kwashiorkor on infants,
Gerber.also collected data on a normal growth pattern of African
children, During this time she became aware of the fact that -
African infants were better developed physically than their European
counterparts, Her description of the African ehild is paraphrased:
'On the first day the African child is able to hold his head while .
in a sitting position and ic able to. focus his gaze., At four months
he sits without support and can lean forward and regain his balance.
: He stands upright on his own at eight months and is able to walk at
- : ten months, At eleven months the child can pick up a small object

. . using his thumb and index finger, At ‘fourteen months he can run.' *

i Gerber found that the African child not only exhibits rapid physical

development but is also able to communicate with others at a younger : .
age., He seems to have greater ability to adapt himself to the objects :

0 o around him and use them quicker. At the age of six months the African-

: child is two or three months ahead of his.European counterpart, by
, o < (Evans, 1968, pp., 29-30) N\
7 ) ) X , E

i . Other dramatic examples which do not follow the predictions for people of

: color and which are based upon assessments of intelligence, which are .derived
I from existing standardized IQ tests and biased behavioral science, are very
LR intercoting. They desetve our closer scrutiny,

~
v

: Lorenze Turner (1969}, for examsle; followed a numbar of "a expert linguisie"
~ in the study of the Gullah or Geschee dialect which is spoken by Af?o-Anericans
: and their descendants along the Atlantic -coast from Georgetown, South Carolina,
~. <. to the northern boundary of Florida, on both mainland and sea islands, The main
thrust of scholarly opinion, up to ‘the.time of Turner's study, was that the
Gullah dialect was simply the African's best effort to copy the "baby-talk" that
was used by Whité people during the early period of slavery to communicate with
‘slaves, To illustrate this view, Turner quoted Professor é?orge Krapp-of
Columbia University: ~

Very little of the dialect,.however, perhaps none of it, is derived
. from sources other than English, In vocabulary, in syntax and proaun-
‘. clation, practically all of the forms of Gullah can be explained on
: the basis of English and probably only a little deeper delving would .
be necessary to account for those characteristics that still seem )
strange and mysterious..,Generalizations are always dangerous,,.but
. it is reasonably safe to say that not a single detail of Negro pro-
- nunciation or Negro syntax can be proved to have any other than an
: English origin. (Turner, 1969, p. 6) .

y Turner also quoted A, F, Gonzales, editor of many volumes of Gullah. folktales,
f" as follows:
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£ ’ Slovenly and careless of speech, these Gullahs-seized upon the &
S ‘ peasant English used by some of the early gettlers and by white .
oo . servants of the wealthier colonists, wrapped their tongues about _
L it as well as they could, and, enriched with certain expressive f
if1~ . African words, it issued through their flat noses and thick lips _
S . as 8o workablé a form of speech, 'that it was gradually adopted by
r , the -other slaves and became, in time, the accepted Negro speech of
i the lower districts of South Carolina and Georgia. ) v

.+.The words, are, of course, not Africam, for the African brought :
. over or retained only a few words of his jungle tongue and- even -
Y - these few are by no means authenticated as part of the original |
v - " gcant baggage of the Negro slaves. - -

. ... What became of this jungle spe2ch, why so few words should-have .

L . ~ survived, is a mystery., For, even after freedom,.a few native

: | -~ ' Africans of the later importation were still living o the Czrnlina
Coast, and the old family servants often spoke, during and after the
war, of native Africans they had- known. For a while they repeated

g many tales that came by word of mouth from the Dark Contifent,...

i R they seemed to have picked from the mouths of their African brothers

- . not a single jungle word for the enrichment of their owm speech.,

: . (Turner, 1965, pp. 7-8)

-

. . None of Turner's predecessors. ("expert linguists") seemed to understand the

P simple necessity of -becoming acquainted with the African language spoken by the

- ' Africans brought to South Carolina and Georgia, nor with the speech of Africans
in.parts of the New World other than the United States. Yet they felt quite com-
petent ‘to write scholarly papers about the Gullah, There are perfect parallels
withjc;oss-cultursl assessors (psychometrists) today.

T
-

sAnother reason that Turner's predecessors were not abie to get true informa-
> tion about Gullah £7 that, . : .
. when talking to strangers, the Gullah Negro iz likely to use speech
- " that .8 essentially English in vocabulary...My first recordings of
: the speech of the Gullahs contain fewer African words by far than
those I made when I was no longer a stranger to them. .
' ) (Turner, 1969, p. 12)

A striking example of the superficial interactions of previous "scholars" with
: the Gullah Negroes is that although some of the early investigators believed H
S that, "they koew the Gullab intimately,” not one observed any African personal :
: names among the Gullah! Yet Turner found that:.

i These names are so numerous, both on the sea islands and on the main- ¥
! land nearby, that it is difficult for one to conceive of an investi-

@ A gator not observing them. It is true.that in almost all of their

* , dealings with “hite people the Gullahs used their English name, if
they had any. Many, however, had not been given an English name. At
school the children are not allowed to use their African name because
the téacher, who is usually not a native islander, supposed that they
are nonsense words and refuses ¢o record them. If the child has nc

- PR,
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English name, the teacher will give him one., If, thzrefore, a field - N
worker does not come in contact with these people in their homes, but

merely consults the class rolls of teachers or other records, he will

assume that they have only English names., (p. 12) A

Approximately 150 pages of Gullah personal names are listed in Turner's work!

Turner's s

triking success in getting at ‘the truth only uiiderscores the traditional

and continuing misassessment which occurs in cross~cultural settings., Arrogance

about one'

s own expertise in these settings and ignorance of the experience bage

of people who are assessed is the basis for gross error, *

' Another example of incorrect assessment based upon a biased viewpoint, was

the early

backward race in the region and "one of ‘the best examples of primitive savagery"

(Griaule,

vith a belief in their own superiority that inhibited their capacity to conduct -

competent

bizs, to gain the confidence of the village elders, and to obtain hard dats hagad
upcn listening, before he reached an opinion. The elders authorized-Ogotemmli,

& wise old man, a former hunter who had been blinded in an accident, to instruct
Griaule in the Dogon Geifef 8ystem, Griaule was smazed when: .

"In a series of gﬁforgettable conversations on thirty-three successive |

.In the praface to his book, the results of Griaule's batient observations

are descri

" .

The following are examples of the same thing here in the United States, How

easy it se

"~ A constitution which provided for court représentation, Jury trial, and

{

investigators of the Dogon of Mali, who characterized them as the most
1965, p. 1), The investigators apparently were unconsciously imbued

assessments, Griaule, however, was able to overcome this ethnocentric

days, he laid bare the framework of a world system, the knowledge of .
which will revolutionize all accepted ideas about mentality of -

Africans and of primitive people in general, (Griaule, 1965, p. 2)

bed as follows:

The Africans with whom wa have worked in the region of the

Upper Ni$er, have sygtems of signs which run into thousands, their

own systems- of astronomy and cylindrical messurements, methods of
calculation and an extensive anatomical and physiological knowledge,

as well as a systematic pharmacopoeia. The principles underlying their
social organization find expression in clasgsifications which embrace
many manifestations of nature, and these form a gystem in which, to
take examples, plants, insects, textiles, games and rites are dis-
tributed categories that can be further divided, numerically expressed,
and related to one another, It is on thege same principles that the
political and religious authority of the chiefs, the family system

and fudicial rights reflected notable in kinship and marriages, have
been established, Indeed, all the activities of the daily lives of
individuals are ultimately based upon them. (Griaule, 1965, p, XV)

ems to be to forget what was once known,

o

.

Cherokee education, past and present is one of the most remarkable
examples of adaptation and accomplishment by any Indian tribe in the
United States, Their record provides evidence of the kind of results
which ensue when Indians truly have the power of self-determination:

a right to vote,for all those over 18; a system of taxation which
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supported such services as education and rdad construction; an educa- .
tional system which produced a Cherokée population ninety percent liter=
ate in its native language and used bilingual matexials to such an extent
that Oklahoma Cherokees had a higher literacy rate than the White popula—
Y tion of either: Texas or Arkansas; a system of higher education which was n s

together with the Choctaw nation and had more than 200 schools and -
academies, and sent numercus graduates to Eastern colleges; the publica—
tion of a widely-read bilingual newspapeg--that was in the 1800's before

L. the Federal Government took control of tﬁ\\Cherokees- affairs.,

N The record of Cherokees today is proof of the tragic negelts of sixty

years of White control over ‘their affairs: HNinety percent of the o ,

Cherokee families of Adair County, Oklahoma are on welfare; ninety N

percent of the Choctaw Indian population in McCurtain County, Oklahoma’

live below the poverty line; forty percent of adult Cherokezas'are func-

tionally illiterate; and the-Cherokee dropout rate in public schools 1s

. as high as seventy-five percent. (United States Senate, 1968)

L Recent discoveries (Ainsworth, 1973), (Bayley, 1965), (Cole, 1974), (Klienfeld,
- 1973), (Labov, 1970), (Levi-Strauss, 1966), (Semna, 1973), (Whorf, 1956) regarding
the complexities of thinking and culture among peoples previously.thought to be
backward have revealed that the backwardness.most often has rested with the inves-
tigators who described them as backward rather than wit™ the subjects of the inves-
tigation, That competent crose-cultural studies are complex and difflcult has been
documented by many* anthropologipts. This cultural encapsulation and bilas of
scholars is a major impediment to the recognition of truth, A superficial approach

to cross-cultural researth 1s a sure guarantee that the truth will ndt be discovered,
‘ -7 .

Herskovitz (1966) iliustrated the error of unsophisticated and superficial
assessment in relation to Afro-Americans in America, Thirty years earlier when
. he was first attracted to qtudying them, he found that:

T . .+.Such hynotheses ss had heen developed concerning the nature and

’ functioning of New World Negro societies were based on assumptions
that denied any sigaificant role to one of the historically involved
components, the African,.,These biases, however, when made explicit,

o turned out to be /no more than a series of myths, albeit myths which
made up a systen/which functioned significantly to validate a sub-
stantial segment of thought concerned with the nature of racial and
cultural diffgfences,,.It 18 not necessary here to repeat the proofs
that destroy/the arguments:c of those who, scholars of repute, not only
accepted thém but also gave these myths the support of seemingly
tenable dofuméentation from analyses that were couched in the termi-
nology of [science, As with any system of this kind, the arguments
collapsed iwhen put to the test of fact,.,.(p. 125)

-~

Intelligent schelars should recognize immediately the gaping limitations of
all culturally constiucted perspectives and tools, particularly IQ tests, and
" culturally vusophistifated observers, )
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The real pity in our .thinking about "aptitude" is that we seem concin=- “1
ususly to ignore successful learning under optimum instructional conditions
‘as a source for validation of predictions. For example, our edudational
psychologists have shown almost no interest in one of the most dramatic demon-
strations of minority ability to date, Project SEED ha. been carried out with
phenomenal success in the United States and in foreign countries since 1970.

Everywherg¢;~the story is the same about Project SEED., Fifth and sixth
grade students, within a very short period of time, excitedly perform complex
mathematical operations -such as the-multiplication of large numbers in their
heads, workine logarithms and doing exponentiation. !lost often, these students
. are from povertv areas. They make up the population that has been described as -
"unable ‘to learn." llany are seen as "educationally handicapped" and, it has been
suggested, incapable of "level two reasonine," But, (cognitive level) like the
y bumblebee who, contrary to the laws of aerodynamics, is able to fly, these child-
ren, fortunately, are unaware’ that they cannot "fly," and théy have a multiethnic |
group of teachers who are also unaware that they cannot "fly," These teachers-do -
not "cop out" by claiming "nutritional deficits," "cultural difference," "eulture
of paverty," '"single-parent families," "low aptitude;" "bilingualiem " or "amntisnal

e —=——2s e 23R e

handicaps” as professional excuses. They consistently produce these extraordinary
results, ! . -

N

o v o

- . |
In an evaluation by the Northwest Reglonal Lahoratory,,Prbject SEED was shown
to be superior to the regular prog;amiin p#oducinz arithmetic gainsy Hut the .
remarkable part of this evaluation is'that,the arithmetic gains were ﬂimply a by-
product of the SEED program which concentrates on advanced mathematics, On
May 9, 1968, Dr, George E, Packus, Professor of Geophysics at the.Uniﬁersity of
California, San Diego, wrbte to the San Diégo Board of Education as fﬁllows:
On May 8 at the University of California, San Diego, I attended .
Mr, W, F. Jofintz' demonstration of the techniques he used te teach
algebra to second and *fifth grade students in his program of Special
Elementgfyagﬂucation for theDisahvantéged 'SEED' . He gimply taugnt
‘a fifth prade class from Lopan Elementery School for fifty minutes.
To say that I was impressed with the results is an understatement,
Child¥en with obvious language problems responded correctly and
. enthusfdstically and asked very shrewd, insightful questions. Today
I visited the Logan Elementary School and saw a second class, fourth
grade, do equallv well with equal enthusiasm in their regular classroom,

<

- «o.Mr, Johntz has undoubtedly described to you his success in Berkeley
where he says his mathematics progrh‘ has led children to greatly ~

. improve their performance in other ubjects, My only information about
these "side effects" comes from Ht.*déﬁn@z, but my direct observation
indicated clearly' that the'chﬂldre‘ do grasp concepts which some of my
undergraduate mathematics students{ht M,I.T. were vague about and that
the children show a genuine intellectual curiosity which I would be
glad to see more widespread agong}our eraduate students at the
University of California at Sag Diego, ‘

4 .

It would seem that when childrenlgnrn so dramatically, and when this is not
predicted by the results of standardized assessment processes or tests for intellie
gence, that the: faulty processes, faulty tests, and the faulty assessors themselves
would become the object of severest scrutiny. But, interestingly enough, the
general reception of Project SEED by our profession has been to ignore it!

1




It is not 2lways clear to users, decision makers, and the public in general,
that in the history of assessment we find that standardized tests have been employed
more often for political and economic reasons than for psychological reasons, All
that is necessary to demonstrate this fact is to review the origin of the demand for

e plychological and educational asaessnent. For exAmp1e°

Alfred Binet, an experimental psychologist, was also an activist against

) the unexamined pedagogy of his time, In 1899 he joined with teachers and
dthers in.forming a free society for the psychological study of children,
Binet’s group studied educational problems arising from the compulsory
school attendance law of 1881 which kept all children in schools, includ-
/i_g those unable ‘to respond to the standard curriculum and those from
' lower class backgrounds, . He advocated special classes for those unable
{ “to profit from the regular curriculum, and in 1904 was commissioned with
) . Theodore Simon to select children who would prove edu¢able under special
“?; o conditions. The large /number of children who failed and who were over .

age for their prade provided one natural criterion measure for the devel-

coment of the age scale in the R*net-qimon test.

differentiated children who did well inlschool from those who did poorly.
Many of the latter were working and loweér class children who were forced

into the schools by compulsory attendarce laws., (Levine, p. 230)
s [ Italics Mine]

In a very real sense one can follow the history of social issues in American educa=-
tion by following the history of standardized testing, For example, Levine points
out further that the grade level organization of school did not always exist in
America, The grade system was developed in response to the problems of educating

a growing population, In this c¢limate standardized tests were welcomed, School
superintendent William Harris- is credited with developing the modern grading system
which is organized by years and quarter years of work, with pupils moving through
on the basis of regular cxaminations. According to Lavznn, Harris' system was
formally endorsed by the Natirnal Educational Association's Department of School
Superintendents at its annual meeting in 1874. At about that time compulsory school
attendance laws were passed in many states (Levine, 1976, p. 231), According to
Levine,. at the turn of the century between 20 and 50 percent of the public school
children were two or more years behind grade placement. Students had to move
through the system in groups at the same time, A promotion system which required
an examination procedure emerged, The age-grade system had other effects as well,

e v / 3 ;\,
* The Binet tests were originally validateé by showing that their scores

Cahoon presents evidence that up to the early 1800's the educational
literature emphasized the problem of poor teaching, It was only after °
the emergence of the age-grade system that the concept of a learning
disability appéared, Teachers could think of children progressing at
individual paces before the emergence of formal age norms., After an
external step standard was established, children who did not meet it
were viewed as having a learning disability. Moreover, if the teacher
was evaluated by the number of children who met the standard, slow
learners became threats .o the teacher and needed to be removed from
the normal setting., Special classes adapted to solve these problems
soon led to atigmatization of children,

A
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. Practice of rctention in grade was a corsequence of the age grading
system, but research dating to 1911 showed that with its implications
of personal failure and disgrace, it was not helpful and was probably
harmful, (Levine, 1976, p. 231)

‘Levine documents the continuing interest of policy makers in examinations, He
indicated that in a quarter of a century before 1900 and for twenty years after
1900, schools and many communities were at the center of class and political con-
flicts. The native-born Protestant, both middle and upper class, failed .in their
attempts to eliminate corruption and to take politics out of the school, Their
opponents were the big city hosses where constituencies were,.according to Levine,
"Irish and Italian Catholic, and Eastern 'European Jewish lower class immigrants,
who had flooded the cities.”" The chief issue at stake wac the control of the
increasingly larger budgets for- salaries and buildings, and the appointments of
teachers, principals, and administrators.

b

During this time, tests of "intelligence" or "1Q" and “achievement" were also
being utilized throughout the world, An examination of the evolution of those
practices is instructive, For example: ) <

/ Interest in testing in England arose in a similar czlimate of political
conflict, At the time that formal tests were adopted (about 1924),
there was a substantial problem in admission to gsecondary schools,
because there were insufficient places or scholarshnips, Despité the
labor party policy of secondary a2ducation for all, the under supply
of places in school led to selection rather than to immediate expan-
sion, in the secondary schools, (Levine, 1976) [Italigs mine]

The interest in testing grew in England,. therefore, at the time when there was a

. serious political problem in the provision of education for all. 1In the history
of education, the widespread development of highly<specialized "remedial" school
programs, ran remarkably parallel to the development of population pressures on
the school and to efforts at school integration, For example, it would be impor-
tant to explore the relationship between the growth of special education and
standardized testing as school practice and the implementation of the 1954
Supreme Court decision outlawing school segrecgation, A similar question might be
asked regarding any likely connection between stepped up activity in school inte-
gration through busing and the emergence of the notion of "learning disabilities."
(Schragg and Divoky, 1975) It is certainly clear from visits to schools in most -
large urban areas that minority populaticns have been represented disproportion=
ately to their numbers in the general population in "lower tracks" and in special
classes for the "learping disabled" or "mentally retarded." The real clincher in
the argument about the test as a non-pedagogical device comes when we look at the
fact that professional literature is silent concerning the lack of positive gains
that accrue from the application of massive standardized testing to "learning dis-
abled" populations. There is no evidence to indicate that students get better as

- & consequence of "diagnoses and prescriptions" from the vast majority of standard-

ized testing which is conducted, It is critical that if assessment in education

is used, the first priority must be the improvement of instruction, and not the
rationalization of the lack of instruction. '

It can never be overlooked that the standardized testing of "aptitude" was
born in the womb of a period where the oppression of minorities was legitimated
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\ in law, religious and philosophical belief, social sanction, and in the profes-
sional practice of education, psychology and the other behavioral sciences as well,
(Thomas and Sillen, 1972) Leon Kamin, Chairman of the Department of Psychology at

| Princeton University has written?

o

The I test in Americé, and the way we think about it, has been

b . ‘- fostered by men committed to a particular social view, That view

includes the belief that ‘those on the bottom are «enetically inferior
victims of their own immutable defects, The consequence has been
that the IQ test has served as an instrument of oppression against

the poor--dressed in the trappings of science, rather than politics,
. . (Kamin, 1974)
In spite of this beginring, the assessment "baby" must not be thrown out with
the bath, It is very important that the process of agsessment be developed so that
_we have the fullest possible understanding of student behavior and how the inter-
-.action of school experience and student behavior affect each other, This means /
. thuat assessﬁ:px must be more than testing, 1t does not mean that standardized
_tests must be Ei;minateda But, it does mean that standardized tests must be built
'so that real differences are not obliterated and real similarities ave not
overlooked., The standardized test owes its greatest debt to the real world; not
to the maintenance of or conformity to the ruies of standardized tests or to :
support for the preferences of the designers of experiments,
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CHAPTER III

A
Fundamental Considerations for Cross Cultural Assessment

- . .
~  Any serious attention to cross-cultural assessment attempts will reveal
exactly ‘how complex and difficult this process is., In addition to many histor-
ical blunders as cited above, the results for a given cultural group change as
their environmental conditions change. For example, Ryan (1971) points out that
there are cases in which the performance of children fails to follow the theoret-
ical curve. He cites a study which was done in Harlem and Roxbury, New York, In
the second, third, and fourth grades, there were no significant differences found
between the so called "culturally deprived" children and others, A study in
Boston ghowed that the so called "culturally-deprived" children in the second
grade  actually read slightly better than the "middle class" children, although the

3differenees were not statistically significant, Later in Boston. however. in the

fifth and sixth grades, the expectations began to come true and the 'culturally-
deprived" children bepan to fall behind and by the eighth grade the differences
vere large and clear cut, By then as Ryan says, '"The performance o the children.
has finally been made to fit the theory.". Then Ryan points out the paradox in the
whole situation, 1In'the early grades when, presumably, the effect of the home
backgtound and the "cultural deprivation" or "advantage" are greatest, little or

no differences in reading performance betueen children in two different kinds of
schools appear, However, four or five years iater when the influence, of the school
has had & chance to take effect the "culturally-deprived" child shows his expected

reading deficits. Under such circumstances, is it the home or the school that
caus:zs the problem? . .

It is very 1nteres§ing that European and American scholars have evperienced
80 much interest in recent world history in the "innate ability" of bcth "primi-
tive" people and so called "disadvantaged people." Intense interaat haa been die-
played. especially in areas where colonization has been in effect, For example,
ir. the early 1900°s (Evans, 1970), work was done in South Africa in an attempt to
determine the educational "potential" of Africans. In 1915 and 1916 C. T. Loram
gave a series of mental tests to Africans, Asians, and Europeans in South Africa.
He -found that the African was "remarkably inferior" to both the Asian and, the
FEuropean, ‘While the Africans scored lower than the Asians, he ruled out languge
as having any significant effects, in view of the fact that English was_the second

'language for both the Asian and African, Loram felt that the "inferiority" could

be repaired by the utilization of "selective breeding." - By this means the educa-
tional potensial of the African could be raised, South Africa is a colonial
country that hds a stake in the maintenance of White minority rule, Such”rule has

been justified there, in part, on the basis of an alleged "inferiority" of the
African, : )

Even while there have been major and continuing abuses in the area of cross-
cultural assessment, many investigators have paid atterition to the confusing
results which are obtained when attempting to apply instruments for the assessment
of aptitude which were designed in one culture,to people from another culture.
For example, Bernard Notcutt (Evans, 1970) noted that when he administered the

.Rdven's Progressive Matrices Test to Zulus, the statistical distributions for
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Zulus and Europeans were quite different. The distribution for the Zulu wvas
positively skewed while for the European, it was negatively skewed; thus it -
was not possible statistically,using normal assumptions,to compare the scores
obtained across groups. Also in (Evans,"1970) G, C. Scott in the Sudan is

reported to have attempted to test Africans, with a foreign verbal test, and

found that the translations were invalid and unreliablie, whereupon he devised

his own test which he based upon two principles, First, the items used should

be wholly suited to the child's environment, and second, the presentation of

these items must suit the environment--in other wordd, the child must understand

-what he is asked to do. Other investigators such as D. R, Dent (Evans, 1970)

" found that the cultural characteristics of the Zulu had to be: takea into considera-
tion as tests are devised, For example, Zulus were found not to be time consclious
and did net work for speed, yet the results of many tests are partially interpreted
on the basis of how long the subject took to complete it, Also, the Zulus seem to
answer questions only when they are sure they know the answers rather than be will-
ing to make a guess, )

¢

-
[
)
|

Some interestine concraete evamples of how test questions take on Witaillng,
unique and.specific tc & given culture are cited in (Evans, 1970), 1In a study of
the effective language on‘color perception Verona Harris noted that the word '"red!
in the Zulu language is used to denote all colors, dark brown through yellow,

Then she asked the question, "does this indicate that Zulus are deficient in color
discrimination?" To test her hypothesis she used rural and urban Zulus and matched
them with Whites. She showed both proups color cards and asked them to identify
the colors,  Although the Zulus initially called all cards "red," when questioned
fur ther they were able to discriminate the colors by associlating the color with
something in the environment that they knew, for example, "This is the color of‘my
father's hut, or this is the color of my uncle's largest cow." It {s important to
note that the Zulus could make these distinctions although there were no words
present in the Zulu's lannuage for those colors. In fact, "Zulu chlldren showed

a finer discrimination ability from brown -to yellow and black to white than the
groups .of white children, The blue-preen series was discriminated egually vell by
both grouns," Rased unon these findinas, Harris concluded that the classification
of color is made accordinp to cultural demand and that these classifications are
accurate as long as thev relate to cultural-needs,

There is much more to be done according to Marie Knapan (Evans, 1970). No
psycholopist has yet investigated the claim which her African colleagues and stu-
dents often make regarding the perception of markings on domestic animals, birds,
leaves, plants and so forth that occur in very finé detail at a very early age,
Knapan also mentions a dance which she infers requires the highest level of cogni-
tive skill. The principal author has also played (poorly) and witnessed this dance
many times. Knapan°déscribes it as follows: Northern Nigeriar girls and girls in
Ghana who play the game in which the dance steps of the leader at the center of a
ring of girls are studied by those on the outside in an attempt o match them, It
becomes clear that i1f the leader has only ten variations, she has factorial ten
pbrmuﬁations of steps in which the player on the outside ring must perceive,
learn’and then predict. To the Western eye, unaided by a high speed camera, this
task is all but impossible, Yet the game is played by African girls of all ages,
Knapgﬁ also points out chat assessment of the whole area of affect may very well
be slighted by attempting to use a language of one culture in order to make

- -ag§éssments in another, Therefore, comparison will be limited to a restricted

* domain of "cognitive" behavior., Ome can only speculate about what .happens when
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sophisticated factorial or Scaling techniques are applied. to domains that are
restricted for one population but which may be global for. another., ’

Scholars who do cross-cultural assessment frequently appear to skip hura-
tiedly past the fundamental question of whether a given construct can_be thought-,
of havine universal applicability,’ For example, western psychological constructs
for intelligence may have no meaningful definition in another society, especially
since these constructs most often are products of the western mind and not of
observed behavior, Occasionally investigators seem not to deal with the people
involved at all, and deal primarily with constructs and second hand information
sbout people, Idowu (1975) takes Sigmund Freud to tdsk for his cross-cultural
assessment, or rather cross-cultural speculations in Totem and Taboo. Idowu
points out that Freud drew the most heavily hpon the "fantastic yams" of - .
Frazer's Golden Bough and on Robertson's myth, Religioh of the Semites which were
principal among his source books. Idowu ,/then asks, "Now what or who has been., .
psychoanalyzed--a theory, no doubx,,q;ﬁEé Freud and "primitive" men had never met,
and no "primitive" man had e&E{tsggSﬁea his eclinic.", (pp. 38-39)

\ ’

e A ; i
One of the major problems in cthgtzultural assessment in general, partic-

ularly in the cross-cultural assessment of "intelligence," 1s a fact reported in
study after study in the literature, and that is the variation among subjects in
motivation, interest; or willingnesd to participate freely in reséarch studies,
s0r example, (Evans, 1970) reports that one of .thé sreatest Jifficulties when
interviewing Africans is tﬁg "inability" of many of them to report their own  C
. impressions, feelings and even actiéns. They may be willing to provide informa-
tion but simply be unable to express thémselves through lack of practice in situa-
tions which resemble interviews, It may even be that feelings and. impressions are
thdught to be reportable verbally in any precise sense only in a Western, word~
dependent culture, In fact, it is anything but clear that "word-therapy" in
Western culture is as produétive in giving insight about feelings as might appear
to be the case, Bastide (1971) reports that the Margons of Jamaica are more secre-
tive and retiring with a tendency to conceal’fheir(dﬁc;al customs from the curiosity
of ethnographers, They are descended from the 4fricans who revolted at the time of
the island occupation by the English in 1739, "They /marry only themselves,,.and
refuse to receive visitors unless the latter are accompznied by their own peopie,"
Clearly, the willing partiéipation of all subjecss. c&nnot be assumed in any, inveg-
tigation of human behavior,

“

John Holt (1969) points out that even under the best of circumstances, with
close congruence between the cylture of the assessor and the person being assessed,

there 1s still a major communication problem between the assessor and the person
being assessed,

Thus, even if we all, includirg little children, knew our own thoughts
the testing situation would have two grave defects irremediably built
into it, The first stems' from the limitation of language, The tester
cdn never, even if he wants to, and he may not always want to, fully

- express in the words of his question, what it is he wants to find out;
while the answerer cannot wholly express his answers, or what he wants
to reply. The second defect arises from the fact that in almost any
‘questioning situation, there is an element of judgment and hence, of
threat, which must influence the thoughts and words of the two parties,
The questioner, depending upon what he wants, cannot help to some

*

L
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‘degree pushing the respondef either towards or away from the correct :
answer, The responder in turn cannot help wofder what the tester wants
“and again, aepending on the situation, deciding whether or nst to glve

it to him, Theré is no escape from this, if someone asks me a question,
one of the first thoughts of this that must pop into my head is, 'Why

is he asking me this?' what L do from then on may depend very heavily
upon what I think he is after, (Molt, 1969, p. 67)

How many- errors in assessment have been made simply because of the failure to v
take Into account the conditionsJohn Holt describes above.

* Even more furidamental than any 6f those things above is the need to develop_
much more sophistication in cross~cultural agsessment in the particular case .
where there 1s a history of oppression between two groups such as_that between_
mainstream Euro-American and Afro-American groups, <Under such circumstances, the
asséssor- from the dominant group becomes even more. of a major variable in the
assessment process. Perhaps no one has iliustratp& this better than Frantz Fanon,
His analysis %g,fstut?. , . e

‘The colonized perceives the doctor, the engineer, the school teacher,
the policeman, the rural constable, through the haze of an almost
s orsanic confusion, The compul$ory visit by the doctor to the douar,

. (clinic) is preceded by the assembling of the population through the
agency of the police authorities, The doctor:who arrives in -this
atmogphere. of seneral constraint is never a native doctor, but alwavs

> a docto; belonging -to the .dominant society and very often, to the army,
vveln a hoh-colonial soclety the attitude of a sick man in the presence ’
of’a medical practitioner is one of confidence, The patient ftrusts the

. doctor; he puts himself in-his Hands,-he yields himself to him, he
accepts the fact that pain may be. awakened or exacerbated by the physi-

cian, for the patient realizes that the intensifying of suffering in
the course of examination may pave the way to peace in hi's body. At no
- time in a non-colonial society does the patient mistrust his doctor.
®

\
t

The colonized persen who goes to see the-doctor 1s alwaysdiffident, he
always answers in uonosyllables, gives little in the way of explanation,
and soon arouses the doctor's impatience, This attitude is not, to be
confused with the kind of inhibiting fear that patients usually feel in ~
the dogtor's presence. We often hear said that a certain doctor has a
good bedside manner, that he puts his patients at easze, but it so hap=

\.pens in the colonial situatfon the personal approach, the ability to be
one's self, of establishing and maintaining a 'contact,' are not observ-
able. The colonial situation standardizes relations for it dichotomizes
the colonial socfety in a marked way, (Fanon, 1965, pps 121-126)

+ -

Fanon, an astite and skilled observer,
“helping professional," "A White man addres
adult with a child and starts smirking,
‘18 not one White man I .have

has also turned his attention to the
sing a Negro behaves exactly like an

whispering, patronizing, cozening, It

watcngd, but hundreds.” (Fanon, 1967, p, 31)

urce of data gives us strong evidence to demonstrate
characterized observers during the colonial

Another “Interesting so
perceptual distortion which
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and slavery perici., This was the general society of which the behavioral scientist
was an integral part,

For over half a century it (The Minstrel Show) remained the most A
popular entertainment form in the century, ’

With its images 5f Neproes shaped by white expectations and desires
and not by black realities, Minstrelsy and its latter-day successors,
like "Uncle Remus' and 'Amos and Andy,' deeply embedded earicatures
of Blacks into American popular, culture, (Toll, 1974, Preface)

. (Italics Mine]:

o

No better example could he giveﬁ'of migassessment than the permeating impact

of 'minstrelsy in our pclarized society, Significantly, the apparent need for .
nminstrelsy has never been studied in any systematic way. Yet it is a fact that

+ for many Whites, even in 1976, “he minority person that is "seen" is a fabrication, |
"J. J.," of, Goodtimes, Nipsey Russell, Flip Wilson, The Jeffersons, and
Fred Sanford are hardly the creations that would come from a free choice of -
Afro-Americdans for prime time television. The material which thiey do is mot beaged .
for by "khe'chetto.“ “There 1s another interesting example, A personal inscrip- l
tion in a book titled Enos Africanus about an old faithful slave was found in an o
old book by the author in a used bookstoge. It i{s very revealing, It illustrates
who such -material serves most, '

-~

'To Phil . As a little memento of Rotary meetings in
Los Angeles ca March 26th,..y thanks to you--

This little storv is a faivorite of mine--story.of the old, old <outh
that is no more-<You, too, will like old Enos for his love, loyalty .
and devotion to his "folks,"

|
}

The péint of these observations and quotations is that a genétal predisposition
to view minorities in a particular way. has been a part of the society for many
.Americans since its inception,* We have already shown that this°general malaise
has also i;}ected scholarly activity, and that scholarly activity is not indepen-

Many thanks to vou with best wishes from Bryan !

dent of thg socilety in which scholarship is developed, Some investigators or
assessorsafiave been able to overcome these limiting conditions. However, the
condition is too widespread to be ignored in* behavioral research on assessment,

In spite of the fact that oppression has been -a major force in fact, in
virtually all areas of the world where activity in the assessment of the intelli-
gence has been found, one looks in vain in the professional literature for any
attempt to treat the "colonizer" and the "colonized" and the intéraction of
their respective behavioral dynamics, while considering the results of cross
cultural assessment of "intelligence." The failure to do this constitutes a
gross error for the behavioral scientist, BRecause of this failure, frequent
errors are actually built ipto the process of assessment as indicated by the
examples cited of the attempt to assess the linguistic behavior of the Gullah
and the intelligence of the Dogon of Mali, The continuing inability of behavioral
scientists to see conditions of oppression which may exist overtly or subtly between
people, is a major factor in the ntinuing gross misassessment of peonle of color.

* As an example, Pettipfev (1964 points out a basic similarity ?etweén the
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N ! behavior of oppressed Jews in Germany and oppressed Afro-Americans, -
o The-profonnd personality change created by the Nazis and independently

reported by a number of psychologists and psychiatrists who survived,

was toward childishness and total acceptance of the S.S, guards as

father figures--a syndrome strikingly similar to the 'Sambo' character -

of the gsouthern slave. Nineteentl: century racists readily believed

that the 'Sambo' personality was a:éborn racial type. Yet no s

N
.

African anthropological data ever s ed any personality type resem;*
: " bling 'Sambo,’ 2nd¢ the concentratioW¥tamp molded-the equivalent person=
S, -ality pattern in a wide variety of Caucasian prisoners, nor was "Sambo"
merely a product .of ‘'slavery' in the abstract, for the less devastating
Latin American slave system never developed’ such a type. (pp. 13-14)
- ' ,
One thing that is important o note about Pettigrew's example is that behav- .
.1l.ral scientists who studied this phenomenon were themselves an integral part of
the system. Even when the system was functioning in its most oppressive form, so
« as to produce truly bizarre oppressor behavior, the behavioral-scientists were
unable to Tecognize such behavior as unnatural and the effects of that behavior on
assessment interactions. If they did recognize this factor, little has come to us
in the 1ites§ture to illustrate this point, Of equal importance is the fact that
a portrait is missing. This portrait was drawn by Albert Memmi (1965). The por-
trait is that of "colonizer" or the person who willingly or unwittingly benefits
from the oppressive system. Jaile this beneficlary was not mentioned by Pettigrew
(ab0ve), that person’ erhibits behavior which is eaqually systematic under conditions
of maximum oppression. That is to say, the S.S, guard could never be a "natural"
figure, ‘Nor could the southern slave owner behave in a "natural" way.. _This con-
dition affect's what the ohserver will "see" when they assess each other. Yo

.

Even though the gross expression of oppressive systems may no lonaer he evi-
dent, at the same time powerf 1 residuals remain even. in 1976. One nead oniy be
reminded that the legul remedy for a broadlv based segregation in the United States
by the Supreme Court is only a mere quarter of a century old. The moral remedy ‘
has yet to be found. Yet, novhere in cross—cultural assessment do we have a way

. of taking into account systematically the effects on the behavior of those psych~ .
ometrist assesscrs whe are a part of an ethnic group which benefits most from a ’
slven system, compared to those who benefit least from a given system as these
behaviors aftect the results of research and assessment, While it is clear that
the problem is extremelv difficult to solve, at the same time interpretations of

. "findines" and ecross-cultural research, therefore, can be made only with the most .

extreme caution, and not with the reckless abandon which still is a major part of
standardized assessment.

. *

- ) The social scientist must be concerned with thn question of objectivity in
cross-cultural assessments (Myrdal, 1969} However, this concern must be more -
than the simplistic rote recitation of a standard litany about objectivity. It .
is not enough simply to note that "all observers are biased," Systematic atten~
-9 tiorn to the problem must be given as an integral part of the assessment process,

]
At this point it is necessary to illustrate more precisely the reason why
systematic attention must be paid to the assessor's behavior and therefore, to the
: influence of the asgessor on the assessment situation, Since there tends to be'a .
v degre- of homogeneity among teachers, one might assume that among a subset of
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restrained, controlled, cautious, and acquiescent than non-teachers,

<

" teachers are those who are involved in the assessment of children; likewise among

a subset of psychologists or psychometrists similarly involved that even more homo-
, Beneity would he seen, At least we have examples from studies of teaching which
show that personal factors interact strongly with professional practice, Brenton

~

(1972) found the following to be characteristic of the teachers he studied, We
must keep assessors in mind as we consider the following.information about e
teachers: ‘ ’

<

The teacher's principal leisure time activities are again, like his
non~teaching counterparts, apt to be sedentary, Favorite pastimes
are watching television, visiting people, reading, writing corres-
pondence, attending religious services, dining out, going to parties,
listening to records (semi-classical, musical comedy, folk) and going
to the movies (historical films are best liked, but only about one~-

" fourth of the teachers attend the movie theater as often as once or
twice a month, 4

4
AN Few teachers like to do more active things like going out for teaching

sports, acting in dramatic groups, playing musical instruments, tinker-
ing with their cars, sketching ur painting, Favorite sports are foot-
ball, basketball, and baseball in that order, but only as spectators... '~
Teachers chose activities requiring minimal use of physical- energv;
teachers chose activities that made few mental demands; teachers aim
for escape from work-a-day life, a 1ife so m'ch more d‘:mandinc7 and com-
plicated. The net result for teachers, say London and Larson 'is a
somewhat listless, colorless, and subdued existence,’ (p. 119)

Norma Feshbach (1971) found that while flexibility 2nd independence are least valved
by student-teachers, they are even less acceptable when displayed by girls, Con~
versely, rigidity and dependence are more hichly valued in girls than in boys,

Feshbach also found that empirical data and sociological analyses bearing upon 2 -

teacher personality sugpest that teachers as a group te.d to be more conforming,
Once again,
Feshbach found that the data provides strong support for the primary hypothesis
of her study,"prospective teachers rate more favorably students exhibiting behavior
associated with control, caution, and conformity." (p. 78) One other bit of infor-
mation about teachers raises questions that might require consideration today,
especially of assessors who work with older students., Brenton (1972) found the
following: ‘

0

> At two year intervals from 1928 to 1932, two edutational researchers

‘conducted an‘ exhausti¥e study of over 45,000 high school and college .

" students in Pennsylvania, Thelr findings were startling, They learned
that among college students, education majors ranked at the bottom
scholastically in comparison with students in other categories, The

- median IQ scores for 26,000 high school students selected at random
was higher than the median for education students and those ready to
receive their degrees at several teacher colleges. Moreover, in -
comparing college senicre in education with unselected high school
seniors, the two researchers found that many of the htgh school seniors
had actually made better grades in the very subjects the education
majors were getting ready to teach, A
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In 1965, a USOFE study of praduate students' underpraduate achievement

" showed that only business and commerce majors did worse, that is, got
a lower percentage of A's and A-'s and a higher percentage of C's and
C~'s than ‘education majors. In 1952 education majors ranked lowest
of sixtegn professional categories on the Graduate Record Examination,
In 1963-64 they ranked lowest again, In 1968, they ranked lowest
once more, (p. 120) »

There have been many more studies over the years which deal with teacher back-
ground, behavior and preferences, It is not the point of ‘this s udy to describe
fully or dccurately a "profile of teachers," The main point here is to suggest
that among teachers (or assessors) highly potent dynamics are operating and that
the teacher or psychologist therefore becomes a major variable in the assessment
process. (Bess, 1973) We do not know enough at this time to know precisely what
the dyngmics are, what impact these dynamics will have upon children, or exactly
how these forces will affect g;seésment. However, there 1s evidence to indicate
that the impact is strone and, consequently will require systematic attention., For

‘example, in a furthii/deééiiption_by Feshbach (1971) she reminds the reader of her

finding that student teachers "prefer pupils whose behavior reflects ripgidity,

‘conformity, ahd-orderliness and dependence, passivity and acquiescence rather than

pup;}s whose behavior is indicative of flexibility, non-conformity and untidiness
or independence, activity and assertiveness," (p. 82) Yet, these very character-
igtics are said to describe "gifted children." (Hilliard, 1976), (Aiken, 1973)

What evidence do we have about the -Impact which such behavior must have when -

teachers or school psychologists teach or assess students, For example, Anthony
(1569), also presents a detailed description of’ the way in which the motivation
of a parent (analogous to teacher or assessor) affects the practice of punishment,
Under the healins of aspirational aspects (of punishment) Anthony shows how per-
sonal deficits may affect ‘the parents' punishing behavior,

The father has failed as a man and feeling emaciated and impotent:

"I have falled in accomplishiny anvthing in my life and now I-am

going to make sure that 1 fulfill my ambition through you, I failed

. once but I will not fail a second time, I am going o make certain
that you get somewhere I failed to reach, - I shall then at least be
aqu,po enjoy your successes as if they were my own, 7T don't want
to beat you and it hurts me to do it because it more than emphasizes
my impotence-~hitting kids 1s not a man's job but I have to hit you,
because I cannot risk being a total flop, '

Still other authors, Nordstrom, Friedenberg and Gold (1967) illustrate how diffi-
cult situations in the life of a teacher may have a direct bearing upon the
teacher's behavior in interactions with students in the classroom. A flavor of
the interaction from Nordstrom, Friedenberg and Gold's study can be gained from
the following:

Now let us return again to Gordon Hughes, certainly an intelligent,
imaginative Yyoung man, at one time a scientist in his dreams. TIf

we add a touch of resentment to the leaving of his high school life,
what happens then? The essential qualities of the creative student

as he is beginning to be defined in the literature is that his thought
is divergent, He doesn't arrive at "right" answers by deducing them
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from established premises but by an intuitive understanding of now
the problem he is -dealing with really works, of what actually poes
into it. lle works hard when the problem requires it and respects
facts as a part of reality~but, for the creative students, facts are

not simply right answers but tools and components for building oxigi-
nal colutions. [Italics Mine]

Faced with the potentially creative student with our hypothetical
Hughes, how will the secondary school teacher react? If he is a
high school teacher because the job gives him joy and if he 1s com-
petent intellectually, he will react with delight, But to the degree.
that he is resenting it, his action will be permeated with defensive
‘hostility. Consider, for example, the poor mathematician who some-
how manages to salvage enough math to become a high school teacher.
Such a teacher functions by knowing a set of answers and a conven-
tional procedure for arriving at them., He maintains his self esteem
by convincing himself that this is enpugh; the student like Hughes,
who confronts him and who really understands mathematics.puts him in
a dilemma, On the one hand,~a Hughes may show up his teacher as’ )
incompetent; on the othef/’the teacher may suspect the student of -
conning him and even “of laughing at him for being taken:in, Caught
in a biud,,the “teacher dares not commit himself to either intgrpre-
tation, - If he is authoritarian, he bullies the student into solving
the problem 'the way I show you as long as you are in my class.'
If he is 'philanthropic' he responds with studied tolerance and amuse-
ment to the 'attention getting behavior' of a Hughes. But in either
case, the teacher tries to make sure that Hughes doesn't embarrass
him again by actually getting up and doing mathematics in front of
the whole class. . (pp. 9-10)

The examples above should be sufficient to indicate (1) the high degree of
complexity and difficulty in applying assessment skills in different cultural
settings, (2) the fact that any assessor or instrument produced by that assessor
reflects an ethnocentric pattern of psycho-cultural dynamics, (3) that the
pattern of psycho-cultural dynamics of an assessor is a major variable in the
asgsessment process affecting the perception, interpretation and strategies which
" will be exhibited by that teacher, and (4) that politics and assessment have
been closely intertwined.

It is of more then passing interest here that materials of this kind,-

" though obviously important for valid assessment, is virtually absent from the
coursework, reading lists, and syllabi in the training programs for school
counselors and ‘school psychologists across the Nation., Myrdal (1969 and 1970)

is something of a model in raising the question of observer bias. While neither
Myrdal nor any other social-scientist or professional practioner can ever be free
of bias, it is possible to reduce some of the bias and some of the negative
effects of the bias, provided systematic attention is paid to iI. Falling that,

it is possible to approach the intérpretation of data with more caution and
tgaliag. ’




-t Chapter IV

.

Perspectives on Style: A Basic Foundation for an Alternative Approach to Assessment

.o

Your trouble is that you have tc explain everything to everybody
compulsively and at the same time you want to keep the freshness and
newness of what you do, Well, ‘since you can't be“excited in explaining
everything you have done, you lie in order to keép going.

(Castaneda, 1974, p. 16) :

.

The effectiveness of a person is greatly influenced by the way he looks
at life, his world-view, His point of view or his philosophy of 1ife
affects every aspect of his behavior, his attitude toward himself;
towards others, including his immediate associates and toward the world,
animate and inanimate things extending to every phase of the universe,
Nothing he says or does can escape his world-view. All flows cut of
and through and constantly reflects a person's philosophy of 1ife.,,
the world-view or outlook unich is so critical to man's behavior is .
based in large méasure on what he considers to be true and what he deems
important. True and important are not identical, A person may believe
a thing to be true but of little significance to his needs and purposes,
(Pullias, 1975, p. «vii)

There seems to be two fundamental questions which are asked by assessqrs
(or tests) and which symbolize two fundamentally different approaches to the
assessment of human behavior:

.1, DO YOU KNOW WHAT I KNOW?

TS

* 2, WHAT IS IT THAT YOU KNOW? - —

-
-
P

Virtually all staudardized tests of assessment and most oth?fﬁﬁpﬁroaches to the
assessment of human behavior to date have been associated with the first question,
The question, "Do you know what I know?" assumes that, in order to be judged pro&
ficient in some ‘category, the subject is permitted to provide a response only with-
in a rectricted range, The experiences and point of view of the examiner(s) are
used either in an interview or solidified into a standardized test, and assumed to
constitute some kind of "norm." Consequently, the language, vocabulary, gencral
experience pool, and basic approach to the solution of problems must coincide with
the experiences, the narrow experiences, of the person or persons who framed the

- questions. Even more problematical, however, is a second implicit assumption,

!ha; assumption is .that a person being assessed has no experience, language, or

v
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personal or cultural framework for approaching the problem other than that of
which the question askers are aware, In other words, "If a tree falls in the .
forest and I am not there, is there a sound?" Clearly, one of the major pro- N
fessional blunders in the assessment that takes place in cross-cultural settings
is that it has proceeded under the impetus from naive and culturally unsophisti-
cated assessors who were uncble to conceive that subjects can and do have idio-
syncratic or culturally specific and very rich experiences tnrough which "apti-
tude" can and must be expressed With standardized tests, voth the questions
and the answers are "frozen" in an "instrument," The same questions and answers
are applied to all comers regardless of their experiential background. Stan-
dardized assessment is totally inadequate when it comes to tne acceptance of
responses in a different language, different experiential pool, or different
approaches to problem solution. By definition, standardized assessment is -
"convergent" and thereforc is unable to deal with ''divergent" or novel thinking,
expression or problem solvine,

av

Breakthroughs in the Understanding of "Aptitude": Type Two Questionms

It i3 interesting to note that the major and dramatic breakthroughs in the
understanding of human behavior and the solution of pedagogical problems most
often have proceeded from nreciselv the opposite kind of assessment! That assess-
ment begins with the second question, "Wbat is it that you know," 1In this approach,
to the maximum extent possible, an assessor rids himself or herself of most struc-
turing limitations and positions himself or herself as an observer of what people
do, Patience, time and sophisticated ciinical perception are fundamental require-
ments in this approach, However, the rewards are ffequently of the highest order.
This approach is primarily "Darwinian® or ethnogcaphic. The armchair sveculation
of "pseudo-scientists" and the stale sumnarizing of journal articles has yilelded
little. by comparison. To be specific, the warks of Jean Piaget, tilchael Cole
(1974), Ray Rist, Dave Berliner, and William Tinkenoff (1975), Lorenzo Turner
(1949), Baratz and Baratz (1969), William Labov {1270), and many others ate typical
of what can result when the observer is led by real data rather than by precon-
ceived bias, armchair speculation or simplistic statistical studies., It is inter-
esting to note that in the "classical blunders' and cross-cultural research which
were cited earlier, in every case the investigator's basic failure was the failure
to brine an unfettered mind to the settins for observation, A second major failure
was that.the investisators failed to develop very simple, obvious, and basic cul=-
tural sophistication which was a prerequisite to understanding, The limitation, }
in other words, was not in the subject, but in the.investigator.

One of the exciting and interesting things which has emerged in recent years
when investigators have asked the "Type Two" question, is the discovery that the
belief system, world-views, and cognitive'or general behavioral styles conditionm,
and in a sense, predetermine the manner in which men and women approach their
world, Therefore, any behavioral assessment which proceeds in ignorance of, or
which fails to take into acrount the factors of world-view, belief system, and
behavioral style is doomed to confusion and error, It becomes important, here,
therefore, to present in more detall a basic approach to the understanding of
behavioral style, and a few examples of the manifestation of these styles.

y

In a review of the literature and in the interviews wita keen observers of .

human behavior, the authors have encountered repeztedly, evidence for the
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existence of basic behavioral styles, Differences in style appear not at all to
be Jifferences in "aptitude," Evidence for these stylistic differences occurs in
many difrferent areas in human experience and 1s reported by observers by many
different names, Yet, the characteristics which accompany the names tend to fall
into a basic pattern, Behavioral styles may be thought of as falling along a con-
tinuum, In fact, some investigators may mentiorn four" or more styles, However, -
for the purpose of this review and study, only two behavioral styles will be exam~
ined in detail, These two styles are conceived of as being on two ends of the
same continuum. Intermediate positions representing an overlapping of the styles
can be concelved,

Basic Behavioral Styles

In view of the fact that behavioral styles have been variously referred to
by different investigators, and with no intent deliberately to add to confusion
by the introduction of still another set of descriptors, it is necessary for this
study to offer labels for two polar styles and to relate the discussions of behav~
loral styles by other investigators to them.

Basic behavioral stvles may be thoupht of as "atomistic-objective'" or
"synthetic~personal," These styles represent two fundamentally opposite approaches
to the organization of human experience and to the use of one's environment., No
serious attempt will bz mdde here to speculate regarding the origins of these two

styles, lowever, the speculations of other investigators will be cited as appro-
priate, -

Atomistic-objective Style - Atomistic-objective behavioral style is one in
which habitual patterns of approach to experience involve an attempt to break down
the experience into components which can be understood. The observer who uses this
stvle tends to feel himself or herself to be separate from the phenomena being
observed. Among atomistic-objective style users 1s a decided preference for perma=-
nence, repularity, predictability, uniformitv, and environmental control, There is
a general distrust of feeling, a low tolerance for uncertainty, and the placement
of little or no value on matters of "meaning” or purpose in events. A more com-
plete description of this behavioral stylé will emerge tnrougnh the presentation of
the alternative perspectives. which follow,

Synthetic-personal Stvle - The users of this style tend to approach the world
in a way so as to brinp tozether divergent experiences and to distill tiem to dis-
cover theﬁessence of a matter without undue concern for the small pleces which go
to make up a given experience, These style users tend to percelve themselves as
an integral part of the phenomena wilch are beinz observed. Values tend to be
placed cn such things as divergent experimentation, expression, improvisation, and
harmonious interaction with the environment. A more detailed description of the
syntl.. _ic-personal behavioral style will emerge in the discussion which follows.

It can be shown that high level cognitive functioning is a property of both
of these behavioral styles and of other styles, including a combination of these
two. There 18 some evidence that sg{yles may be changed or expanded. While eth-
nicity seems to be agsociated with stylistic variations, all styles transcend
cultural groupings to some degree.
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David Shapiro (1965), a psych&‘gz}st;,has been interested in wnat he calits
"neurotic styles." The stvles which Shapiro describes as "neurotic” so closely
parallel the description ~iven by other investigators outside the area of patio-~
logical concerns in psychology that it sugrests a much more general relevance
for his formulations. It seems likely, for example, that the behaviors which
Dr. Shapiro sees in the extreme come to be called neurotic only because of their
extremity, At the same time, even his own data suggest tnat these styles are
found in the "ordinary" as well as in the "neurotic” behavior of the person,
By 'style' I mean a form or mode of functibning-the way or manner
of a given area of behavior-~that is identifiable, in an indiviinal,
through a ranee of his specific acts, By "neurotic styles" I mean
those modes of functloning that seem characteristic, respactively,
of the various neurotic conditions. I shall consider here, partic-
ularly, ways of thinking and perceiving, ways of experlencing emo-
tion, modes of subjective experience in reneral, and modes of activity
that ‘are associated with various pathologies., It is not my aim to be
~exhaustive or even systematic, and it is clear that there are many
aspects of style that cannot even be touched here.,.The simple fact
of human consistencv over broad areas of functioning-argues for suzh
a conceot, but this fact has'a more specific clinical manifestation.
Every reader with clinical experience and, for that matter, every
sensitive person, will know that symptoms are outstanding pathological
traits regularly appearine in contexts of attitudes, interest, intellesc=
tual inclinations and endowments, and even vocational aptitudes and
social affinities with wnich the piven symptom or trait seems to have
a certain consistency. We are not surprised, for instance, to hear
that a bookkeeper or scholar has developed an obsessional type of
neurosis or that a woman who comes to psychotherapv because of severe
emotional outbursts is an actress wao is a bright and vivid social
companion but is uninterested in and rather uninformed about the

sclence of mathematics, (pp. 1-3) [ Italics mine] .

Later Shapiro indicates that "it {s possible, in other words, to determine
that individuals possess relatively stable cognitive tendéncies that determine
the form of the influence that a motive or need exerts on tneir cognition, If
we can overcome tne clinical or patholosical associaticn of tae label "neurotic
style," David Shapiro offers fundamental insight into the operation of the ponles
of experience which were cited above., It is instructive, therefore, to spend a
bit more time with Shapiro's ideas than will be necessary with otner investigators.

Shapiro's Obsessive-compulsive Stylc - Once again it is f{mportant to keep
in mind that the characteristics mentioned beldi will appear in many places and
can be descriptive of people who function in the "normal rangé'"” of behavior,

The most conspicuous characteristic of the obsessive-compulsive's
attention is its intense, sharp focus. These people are not vague
in their attention,” They concentrate particularly on detail, This




is evident, for example, in Rorschach tests in their accumulation,
frequently of large numbers of small detailed responses and their
precise delineation of thenm, (Small profiles of faces all alonp

- the edees of ink blots and the like.,) And the same affinity is
easily observed in every day life, Thus, these people are often
to be found amonz technicians; they ere interested in and at home
with technical details, the same sharpness of attention is, of
course, also an aspect of .many obsessive-compulsive symptoms. They

will notice a bit of dust or worry over some insignificant inaccuracy

that, everything else aside, simply would not gain the attention of
another person, But the obsessive-~compulsive's attention, although
sharp, 18 in certain respects markedly!limited in both mobility and
range. These people not only concentrate, they seem always to be
concentrating and. some aspects of the world are simply not to be

apprehended by a sharply focused concentrated attention. Specifi-
cally this is a mode of attention which seems unequipped for the

casual or immediate impression that more passive and impressionistic

sor> of cognitive experience can include in its notice or allow one

to be 'struck’ by even that which is peripheral or incidental to its

original, intended focus of attention or that may even possess &
clear attention or sharp focus in the first place. These people
seem unable to allow their attention simply to wander or passively
permit it to be captured. Thus they rarely seem to get hunches and
they are rarely 'struck' or surprised by anything., It is not that
they do not look or listen, but they are looking or listening too
hard for something else, (pp. 27-28)}

’

Shapiro goes on to say that the obsessive-compulsive person in general will have

some, sharply defined interest and will stick to it, That the person will go

af ter and get the -facts and get them straight, but will very often miss aspects
of a situation which eive it flavor or its impact. Therefore, obsessive-compul-

sive people often seem quite insensitive to the tone of a social situation.

fact, such is the human capacity to make a virtue out of a necessity, that they

often refer with pride to their "singlemindedness" or "imperturbability,"

Shapiro has also indicated that a certain "rigidity" characterizes the
approach of the obsessive-compulsive person. -

- The term 'rigidity' 1is frequently used to describe various character-

istics of obsessive-compulsive people. It may refer, for example, to
~a stiff body posture, a stilted social manner, or a general tendency

to persist in a course of action that has become irrelevant or even
absurd. But above all, 'rigidity' describes a style of thinking..,
What is meant exactlv by 'rigidity?' Waat is meant exactly by

! 'rigidity' of thinkine? . Consider a commonplace example, the sort of

- - thinking one encounters in a discussion with a compulsive or rigid
person, the kind of person we also call 'dogmatic' or 'opinionated,'

Even casual conversation with such a person is often very frustrating,
and it 1s so, for a particular person. It is ndt that one meets with
unexpected opposition. On the contrary, such discussion is typically

frustrating just because one experiences neitner real disagreement

nor apreement; instead, there is no meeting of the minds at all, and

the impression is simply of not being heard, of not receiving any

)
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but perfunctory attention,..In this illustration, Al does not exactly
disagree with Kav. He does not actually object to or oppose Kay's.
argument and he cannot be called "négativistic,"” He simply does not
pay attention., This is active inattention; further, it has a special
quality. It 1is different, for instance, from the wandering attention
of a tired person; this inattention ‘seems somehow tc have an active,
as 1t were, unprincipled quality., It 1s just such inattention to new
facts or a different point of view that rigidity (or its more specific’
form, "dogmatism'") in the obsessive-compulsive person seems to manifest
itself, It is this inattention that makes us experience these people
as beinp so utterly uninfluenceable without identifying further for the
time being, Let me say, therefore, that some kind of special restriction
of attention seems to be one of the crucial features of obsessive-
compulgive intellectual ridigity, although not necessarily the only one.
(pp. 24=25)

. This condition is analogous to that of many assessors who seem unable to ask the

Type II question, "What is it that you know?"
Shapiro's Hysterical Style - At the opposite end of the continuum for Shapiro
ig the "hysterical" person, For Shapiro, the hysterical is a global person, Hys=
terical cognition in general is global, relatively diffuse, and lacking in sharp=-
ness, particularly sharp detail., According to Shapiro, it is impressionistic in
contrast to the active, intense and sharplv focused attention of the obsessive-
compulsive, Hysterical copnition seems relatively lacking in sharp focus of
atteation, In contrast to the compulsive's active and prolonged searching for
detail, the hysterical person tends cognitively to respond quickly and is highly
susceptible to what is immediately impressive, striking, or merely obviouss '

When a hysterical person is asked to describe someone else, the response
is likely to be something like 'he is so big,' 'she 1s wonderful,' 'I
hate him,' The quality of ‘these perceptions can be conveyed more sharply
by an imsginary comparisen with the factual, technically detailed. answers
that an obsessive-compulsive is likely to give to the same kind of

. question, For example, with a hysterical person, one is likely to get '
for an answer not facts, but impressions, Th2se impressions may be
interesting and communicative and they are very often vivid, but they
remain impressions--not detail, not quite anarply defined and certainly
not detailed, (pp. 111-112)

Shapiro also describes two other styles which will ngt claim our attention here,
In between the obsessive-compulsive and the hysterical styles are the "paranoid"
style and the "impulsive" style, In addition, there are variants of the impulsive
style, It would take little effort to become even more complex in view of the
fact that human behavior itself is complex, However, for the purpose of our dis-
cussion here, it will be necessary to focus only on the twec extfemes of the con=-
tinuum. Shapire's obsessive-compulsive style is equivalent to what has been pre-
sented as the atomistic-ohjective style,. Shapiro's hysterical style is equivalent
to what we have called synthetic-personal stvle,

A summary of the elements wilch describe Shapiro's two styles is presented
in the following tahle.

N

. 49




35

\\ Characteristics of the Obsessive-Compulsive Style
(Sumarized from David Shapiro)

A livine machine (Riech) .
Rigidity in thinking
Tense in activity
Driven
Perseveration even in irrelevant and

ahsurd activity
" " Doymatic *
Opinionated
Hard of "hearing" .
Does not pay attention to others
Uninfluenceable
Restriction of attention
Stimulus bound perception ‘
Inflexitle s
"Intense sharp focus s
Concentration- on detail
Precise delineation
Confortable with techrical details
Limited in mobility and range
Limited for casual or .immediate impression
Hunckzs are rare
Will miss tha flavor
Will not be captured by something
Will miss the tone of a situation
Volitional and controlled
Uncomfortable with aimlessncss
Fear of loss of czontrol
Difficult to make decision *

(something from his regular mode

of thinking)

Decision making.seen as a technical

3

-~

-

Active inattention to new influences

Affective experience ghrinks

Work oriented

Great quantity of work -

Absorption

Deliberate .

Exerts effort even in play

Self-itiposed deadlines

Thinks "I should"

Will powver

Role bound

Awareness (of special

Propriety

Aware of external criticism

External expectations

Awvare of authoritv, rules, conven=
tions, morals, duty

Unchosen responsibjlities

Hard to relax

Harsi super ego

Inadequately integrated ’

Non=work life shrinks

Less affect

Dry, mechanical, dull heaviness

Deliberdte in achievement o6f a
state r mind

Loss of the experience of conviction

Praocaupatf%n with technicdl details
to ine exclusion of actual peisons
or events

Narrow attention permits avo;dance
of new information

Misses proportions, shadings

¢

’

:le)

Technical factual memory

Accumulates impressions, not facts
Rare among sci:ntists and scholars

problem
‘ . Ritualistic
' Characteristics of the lysterical Style
(Compilad from David Shapiro)
Repressicon
Regression
Reaction-formation

Isolation of affect

Loss or forgetting of ideational content
General response

Impressionistic

Non=technical

Global

Dif fuse

Immediacy to striking or obvious .

No clear explanations of responses

Q

Ovzrlooking uncomfortable charged
facts

Pollyanna

Romantic

Sentimental

Nostalgic

. Notices the vivid, colorful and

emotionally charged

Emotionally provocative
Does not search

g
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Characteristics of the Hysfgaicfl Style, (Continued)

Originalvcognltiye leaves out detail Is m=t struck

Vagueness Tneatrical

Bareness of content Exaggerated

Incapacity for persistent or intense Fantastical

intellectual concentration Playing for fun

“Distractibility - Avoiding answers

Impreséionability Impetuous

Non-factual world Infatuations

Has hunches Labelle %ndifference

Inspirations ‘ Indefiniteness

Fads Outbursts

Current prejudices . T Mi1d mannered

Excitements . Inhibited

Attention easily captured N . Impulsive

Easily interrupted Explosive

Easiily surprised

Scattered thinking and expression

Deficienﬁ in factual knowledge .

~ N

It is\ipteresting to note that Rosalee Cohen (1971), while starting from an
entirely different perspective, that of an educational researcher, has described
stylistic variations which are essentially identical tc Shaniro's. Cohen also
posits four styles, the extreme two of which are labeled "analytical™ and
"relational," Her analvtical stvle is comparable to Shapiro's obsessiye-compul=-
sive style, Her relational style is comparable to Shapiro's hysterical style,

In addition, Rosalee Cohen has done a ereat deal of work in 3chools and has exam- .
ined schools from the perspective of the two styvles, in order to present a picture
not only of the stylistic tendencies of students in schools but the stylistic ten-
dencies of the schools themselves. She has speculated regardding the cayses of .
dissonance between the school and certain style users, Coh:ggs work 1s particu- '~
larly relevant where she has applied her understanding of bahhvieral styles to

the area of standardized tests. It hecomes quite clear when we review the follow- -
ing tables,

‘

Analytical Style
(Compiled from Rosalee Cohen)

Stimulus centered . Long concentration span

Par ts~specific Greater perceptual vigilance

Finds non=obvious attributes A reflective attitude and

Abstracts common or ‘generalizable relatively sedentary nature
principle of a stimulus . . Language style is gstandard English

Notices formal properties of a of controlled elaboration
stimulus that have relaiively Language depends upon relatively long
stabl. and long lasting meanings lastinz and stable meanings of

Igmores the idipsyncratic words

Extracts from embedded context Language depends upon formal -and

- Names extracted properties and gives stable rules of organization

them meaning in themselves
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Analytical Stzle;(Continued) L.

Reletionships tend to be iinear o Communications are intended to be o
Reletionehips which are noticed tend to understood in’ themselves, i.e.,
. be static and descriptive other without dependence upon non-
-t - than functional or inferential verbal cues or idiosyncratic . L
Reletionahigo seldom involve procees context o
or motivation as a basis for "parts of speech":-can readily be
relations seen in nonsenoe-scntEnces
Perception of conceptual distance Analytic speech characterized by
. between observers and ohserved . “hesitation phenomena," pauses
' “An objective attitude~-a belief that for verbal planning by controlled
' everything takes Place "out there" . vocal modulation and revision of
in the stimulus sentence organization to convey
Stimilus vieved as formal, long lasting ° specific meaning, since words
and relatively constant, therefore have formal meanings
. thére is opportunity to study it . View of self tends to be in terms of,
in Getail s - status-roles . '
Long attention span Sometimes view of self expressec as

an aspect of roles such as func-
tion to’ be performed

a -
‘ The lelatioual Style
\ (Compiled from Rosalee Cohen) ‘

2 . . “
Self=-centered . Easily angered by minor frustrations
Global \ B Immediacy of response
Fine descriptive characteristics Short attention span

. Identifies the unique Short concentration span
Ignores commonalities Gestalt learners-
Embedded for meaning Descriptive abstraction for word
Relevant concepts must have special or selection
personal relevance to observer Words must be embedded in specific
{leanings ‘are unique depending upon time bound context. for meaning
immediate context Few synonyms in language
Generzlizationa and linear n tions Lancuage dependent upon unique context
‘are penerally unused and. evalued and upon many interactional
Parts of the stimulus and itsinon- characteristics c¢f the communi-
obvious attributes are no iven sants on time and place, on inflece
names and appear to have nd.meaning . tion, muscular movements and other
i in themselves ) non-verbal cues .
Relationships tend to be functional Fluent spoken language
. and inferential . Strong colorful expressions
Since emphasis is placed on the unique Wide range of meaningful vocal intong~
* and. the specific, global and the discrete, tion and inflection
on notions of difference rather than Condensed conditions sensitivity to
on variation or common things, the search hardly perceptible variations of
. for mechanism to form abstract renetaliza— mood .and tone in other individuals
 tions is not stimilated " and in their surroundings
Responses tend to be af fective Pror response to timed, scheduled,
Parceived conceptual distance between preplanned activities winich ,-
the observer and the observed is narrow interfere with immediacy of )

N response




- The Relational Style, (Continued)

The field is perceived. as tespond;ng to Tends to ignore structure
the person Self descriptions tend to point
The field may have a life of its own to essence
Personification ¢f the inanimate >
Distractahle :
Fmotional

‘ .
Over involved Mn alrﬁhctivi%fEE

- 1

1t is obvious that’ a "stvlistic" bias 1s inherent in most standardized tests
of achievement: In fact, it i3 the. very standardization wnich tends to favor
analytic or obseasive-COmpulsive or atomistic-objective style users, It is for
this reason that attempts at the development of~"cultutally fair" assessment )
instruments have failed. These attempts tend simply to change the language of the
tests or to reduce the contextual clues to which users may refer, thus building
(as can be seen above) an even creater advantage for the atomistic-objective style
user’, In this case, the specific advantace is that. on tests such as the Miller
Analogies Test or tests involving the use of "nonsense sentences,' the style user
who 1is tolerant of the meaninelessness in the testing tasks will continue to be
motivated for a much loneer period than will the synthetic-personal style user.
Shapiro has pointed out that in the clinic, the "obsessive-compulsive" is character-
ized by this very willingness to persist in tasks which have .no meaning, Many
clinicians have noted that the synthetic-personal 3tiie*uset will become bored with
any detail, and especially‘ﬁetail which is taken out of its context. Rosalee Cohen
uses as an example the word pame topping or "capping,"' a game ot mutual insult
which is played by both childven and adults through ftee»association .of verbal link-
ages. This open~ended or "relational'™ game may L'e cohtrasted with an "analyticih"
game like "Scrabble," a wotd pame played by analytic style (atomistic-objective)
users- by forminp and reformine words from their parts., Still- further, kosalee Cohen
points out that flexible (synthetic-petsonali style users are chatactetized by the
writing of many qualifications on the margins of questionnaires to identify the
circumstances under which their statements may nold and frequent erasures on other
sub~routines from one kind of answer to another, Stories and.explanations exhibit
similar vacillation. Cohen points out that the approach to test items for a rela~
tional stVvle user is to treat the item plobally, wiereas the analytié style user
is more likely to focus on some particular small aopect of the item to the exclu-
sion of the total, Clearly this is similar to Shapiro's polar styles, Hilliard

(1973) has proposed a descripticn of the core AZzo=American cultural style. It is
as follows-

-

1, Afto-Ametican people tend to prefer to respond to.and witn ''gestalts"
rather than to or with atomistic thin»s. Enpuah particulars are toler-
ated to get a general sense of thinms, There is an impatience with
unnecessary specifics, Sometimes it seems that the predominant pattern
for mainstream America 1s the preoccupation with particulars along with
a concomitant loss of a sense of the whole, There is the belief that
anvthing can be divided and subdivided into minute pieces and that these
pleces add up to a w&ole. Therefore, dancine and music can be taught by
the numbers. Even art is sometimes taught this way. Tnis is why some

' people never léarn to dancg. They are too busy counting and analyzing,

“~
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2, Afro-American peopie tend to nrefer inferential reasoning to
deductive or inductive. This is related to Item 1, abiove.

3. Afro-American people tend' to prefer approximations over accuracy to
"fifty dedimal places." This is related to Item 1/ “above,

4, Afro-American people’ ténd to prefer a fecus on people and tieir activ-
ities. rather than ;hinns. “The choice by sc many students of tue help-
ing professions such as teachinp, psychology, social work, and so f{orth
cannot be explaired by job availability or ease of curriculum,

— -
.

5. Afro-American people have a keen sense of justice and are quick to
analyze and perceive injustice.

s - : . .
6, Afro-American people tend to lean toward altruism, a concern for one's
fellow man, .

- / \ -
+ 8
7, Afro-American people tend to prefer novelty and freedom. Witness théz

oeyelopment of improvisations in music, styles in clothing, and 30 forth."§

8, Afro-American people in general tend not to be "word" dependent. This
is to say, there is a tendency to favor non-verbal as’'well as verbal
communications, Words may be used as much to set a mood as to rey

specific data, . . {//(/

While no dekcriqtion was eiven at tae tice of other styles, it is instructive to
note the relationsnip between the njpothesized Afro-American cultukal style,
Conen's "relationai" style and Shapiro's "hysterical" style, and what we now term
"synthetic-personal,"” DNr, Naim Akbar has also proposed a description of the
Afro-American child. Tnat description follows:

' Hichly affective o

Lancuage requires wide use of coined interjections (sometimes profanity)
Considerable body lansuage

Words depend upon context for meaning and have litile meaning in themselves.

Multi-connotive expressions, that is, the same word has multiplc meanings.

Systematic uses of nuances of intonation and other body language, such
as eye movement and positioning, - -

Preference for oral-aural modalities for learning communication

Highly sensitive to others' non-verbal cues

High people orientation

Sociocentric .

Use of internal cues for problem solvineg

Highly empathic .

Spontaneity . .

Rapid adaptation to novel stimuli

i |
- -
3 A .

Clearly, Dr. Akbar is also describing the‘synthetic-personal style,

-~

Ornstein {(1972) corroborates eacih of the formulations which have been prer
sented before with the addition of his hypothesis as. to the cause of a choice of

styies,

- . R &
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Both the structure and the function of these two "half brains" and
sth part underlie the two modes of consciousness wnich aimultaneously Lo
co-exist within each one of us, Althoueh each hemisphere shares the - X3
potential for many functions and both sides participate in most activ-
ities in the normal person, the two hemispheres tend to.specialize, The
left hemisphere (connected to the right side of the body) is primarily
involved with analytic, logical thinking, especially in verbal and
‘matnematical functions, -Its mode of" operation 1s primarily linear,

Tais hemisphere seems to .process information sejuentially, This mode

of operation,of necessity,must underlie logical thougiit, since logic
depends on sequence and order., Language and mathematics, both left
hemispheric activities, also depend predominantly on linear time.

If the left hemisphere specializes for analysis, tae right hemisphere
(arain, remember, connected to the left side of tne body) seems special=-
ized for holistic mediation, Its laneuage ability is guite limited, i
Tnis nemisphere is primarily responsible for our orientation in space,
artistiec endeavor, crafts, hody imare, recosnition of faces. It pro=
cesses idformatior®>more diffusely than does the left hemisphere and 1its
responsibilities demand a ready integration of many inputs at once., If

the left hemisphere can be termed predominantlx analytic and sequential

in its operation, then the richt hemispnere 1§ nolistic in relation and
more simultaneoqus in its mode of operatiorn,

/ For Rosaiee Conen, analytic and relational cognitive styles seem to develop
o as a consequencé of primary group socialization., According to Cohen, the more
. structured the primary group (i,e., tne family), the more likely tt choice of
styles is to be analytical, The more unstructured the primary group experience,
e the more likely the choice of S8tyles is to be relational,

Warren‘TenHouten and Charles. Kaplan (13973) have presented extensive data in
support of Ornstein, Both Ornstein and TenHouten and Kaplan draw heavily on evi-
dence in a variety of fields., Carlos Castaneda (1968), (1971), (1972), (1974),
11kéwise has described the strugele between two polar styles whicih he refers to
as "ordinary" and "3eparate' reality, Cedric X, Phil McGer, Luther Weems

. (Naim Akbar), and' ,Wade Nobles (1975) have also hypotnesized a biological basis for
- * the origin of styles. Taey speculate about the evidence for the impact of
me lanin -on emotions and actions. No matter what the origin, styles do exist.

Perhaps no one has integrated the concept of cognitive style or learning
. : style better th;n’Galiwej.(1974). Gallwey speaks of two cells, One is analytic,
- and particylaristic and the other is nolistic and relational, Gallwey suggests
that harfony exists when the mind itself is quiet and that only when the mind is
still will one's peak performance in the pame of tennis be reached.

Ramirez and Castaneda (1975) have done an outstanding job in putting the
matter of style and assessment into proper perspective. Ramirez and Castamedas
use H. A, Witkia's "field-dependent" und "field-independent” categories in explain=-
ing the cognitive development of ‘Mexican Americans.

The Expression of~Style in Human Experience

Wnile differing in detail, these various presentations which describe cog-
nitive’ styles are essentially the same, Morveover, manifestations of these modal=-
ities abound in many areas of human experience, These are particularly crucial

Qo ’ . . 99
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for those who work in the area of assessment. It is the failure to consider
these /stylistic variations of iiuman experience as real, ever present, potent
forces that has led to so much confusion in cross—cultural assessment, For
exafiple, it seems' clear that the dominant cultural style in the United States

in 1976 is the atomistic-objective, analytical, obsessive~comuplaive style, The
tremendous success of our country in the industrial sector may be responsible for
the widespread use of the industrial mndel as an analogue for understanding human
behavior, In the industrial field there is a necessity for "mass production,"
for "interchangeability of parts," for "stability," "permanence," "uniformity,
"conformity," and in seneral, "standardization,”" These values or necassities ace
also reflected in our total educational system, The 115t below illustrates a
way of thinking about the existing schbo; system and an alternative to that,

The School

As 1t is in meneral As it could be
(Analvtica1,*ﬂbbsessive-compulsive") (Relational, "Hysterical)
Rules Freedom
Standardization Variation

Conformity ’ ' Creativity

Hemory for specific .facts Memory for essence
" Rerularity Novelty

Rigid order ’ Flexibility
"Normality" Uniqueness

Differences equal defiéits Sameness equals oppression
Preconceive ,mprovise

Precision Approximate

Lozical Psychological
Atomistic - - Global

Egocentric Sociocentric
Converrent . Divergent

Contyolled Expressilve

Meanings are universal Meanings are contextual
Direct Indirect

Cognitive Affective

Linear < Patterned

Mechanical Humanistic

Unison Individual in group
Hierarchical - ’ Democratic

Isolation Integration

Deductive - Inductive

Scheduled Targets of opportunity
Thing focused People focus

Constant - Evolving

Sipn oriented Meaning oriented

Duty ) - Loyalty

While no individual will exhiblt the characteristics of any one style totally,
there are modal personal orientations, and among groups, there are modal group
orientations, The school reflects the dominant mode of our American culture, The
school 1is essentially a reflection of the obsessive~compulsive or atomisfic-
objective style, j
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More important, however, is the fact that it is higher education witich pro-
duces those who develop assessment procedures. More particularly, it is psycholo~
glats within the field'of psychology itself which can be Eaid to reflect both an
"obsessive-compulsive" and an "hysterical" side; for example, "experimental psychol=-
ogy versus clinical ?sychology" in a gross semse. It is the experimentalist or the
obsessive-compulsives in psychology who have produced the "standardized" instruments
for assessment which are essentiallv obsegsive-compulsive in structure and which
appeal to that particular style of student, For example, test items are standard,
they require conformity in order to gain the "right" response. Items may be
thought of essentlally as interchangeable parts from one test:jorm to another and
it is adssumed that the test itself may be applied in any setting throughout the
nation., The tendency on standardized tests is to require a focugs on particulars
to the exclusion of wholes and to require the student to think in fragments rather
than to express themes in thnught. For example, in the area of personality testing
there 1s a clear distinction between the Minnesota Multiphasic Personality
Inventory (MMPI) and the Rorschach, The MMPI would be an example of an analytic or

obsessive~compulsive device, The Rorschach, on the other hand, which allows for
_ more free and dpen, creative, evocative, affective responses, would be more rela-
tional or hystevrical,

N

A special problem presents itself in that it generally is the statistician,
the hard-nosed experimentalist, the "behaviorist," who is personally or ego-
invested in the development and sustenance of the IQ test, Their commitment to
"pre-conception and "pre"=fabrication of the assessment material is an expression
of the style with which they are most comfortable, The nighly intense commitment
to the IQ test, especially paper and pencil standardized tests, can be understood
by reference to Rosalee Cohen and David Shapiro., The obsessive-compulsive style
is one in which the person is uncomfortable with loose ends, has a high need for
control of.the situation, is not particulariy people oriented,. etc. Under such
conditions, it is understandable that those who design assessment instruments would
find it difficult to véque the unique, idiosyncratic, synergistic behavior pattern
of the relational or ‘.ysterical style, Indeed, it would be hard for the obsessive=-
compulsive to accept that style as valid, if for no other reason than the simple
fact that the hysterical or relational person or people would be "out of control
or "unpredictable" and therefore "threatening" to the obsessive-compulsive, Con-
sequently, it would be hard to imagine the obsessive-compulsive assessor providing
a full assessment for the "hysterical student., :

It seems clear in everyday life that there are patterns which can be expli~
cated that describe interaction of obsessive-compulsive or hysterical style users”
and tasks which come from either area, .If the "obsessive~compulsive" is given a
"hysterical task," the obsessive-compulsive will translate that task into something '
more nearly resembling the obsessive~compulsive style and vice versa, For example,
1f the obS¥ssive~-compulsive is asked to learn an Afro-American dance such as "the
bump" or "the hustle," the obsessive-compulsive is very likely to draw feet on_the
floor and to break the dance down into what he or she perceives to be the compo~
nent parts, to number the steps and to try to learn the dance "piecemeal," It is
also likely that the obsessive-compulsive will establish a "standard" of perfor-
mance which becomes "right" or "not right." Similarly, if an wysterical is given
an obsessive-compulsive task, a comparable translation will take place. Details
are likely to be blurred, standards faintlv adhered to, or the dance itself might
be modifiéd with no resl concern for right or wrong so much as "fit" or "harmony,"
If it is a square dance, that dance is likely to be given rhythm or some other
expression of individual creativity. It is instructive to observe what happened
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to the rigid, orderly quadrille dance in the hands of Africans and Afro-Americans
in Liberia, It is barelv recognizahble as the same dance which thrilled the Sovthern.
United States for so lone, It has rhythm, freedom, improvisation and expression,

These '"translations" or "transformations” are analogous to what happens with any
task that is adopted, i.e., lanpuage, relipion, music, humor, art, rhetoric, etc, .

Assumptions About Behavioral Styles: Their Impact on Assessment Interactions

We believe that there is compelling evidence for the following assumptions
about human behavioral styles,

1. A behavioral stvle is the relatively stable disposition or approach of
any person to the interpretation and use of his or her experience,

2, There are several styles which can be described, Two of these are the
"atomistic-objective" and the "synthetic-perscral," They seem to be at
opposite extremes of a continuum along which other styles may be identified,

3. A person may, with some eystematic effort, chanee his or her basic style,
’ to a deoree, by learning and by inteerating elements or aspects from
other stvles,

4, Cince styles are the reflection of a person's basic approach to the per-
ception, interpretation and use of experience, the style is pervasive and
may be observed in any given person's expression, such as’ through their
world view, languare, music, religion, art, work, dance, problem solving,
%porgs, writine and any other area of human expression,

5. There is a stronr relationship between style and sociceconomic level,

6. There is a strong relationship between style and cultural or ethnic group

membership, especially where, for whatever reason, a given culture or
" ethnic 1s also located at a traditional point on the socioeconomic scale.

7. There is no evidence whatsoever for a relationship between basic "intelli-
gence" and style, Able people are found to the same degree among all
stvle users, Gross error is made when glven style users misunderstand
the expression of intelligence through style and define intelligence

- . myopicallv and solely in terms of their own stvles.

8. Every style is necessary, valuable and useful in hiuman experience if
‘soclety {s to function fully.

9. A "fifted" person is one "who has inteerated and harmonized tne polar dis-
positions within himself or herself,

10, At a eiven time,durinz a particular people's iistory, one or another style
comes to characterize a modal thrust for that people, UYnen that occurs
to an extreme, alternative style users will experience in direct propor-

tion to that extremity, a degree of oppression (i{,e., the requirement that
all people conform to one style),

11, It may be said that the "zifted" society is one wnich has narmonized and
inteerated its polar disposition and has them in balance,
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people who do testing, assessment and interpretation about others'

~  behavior are themselves expressina a style in their professional practice
and approach, It is the assessor,above all,who 1s responsible for the
“ay the neneral public comes to view stylistic variability, The misassess-
ment of intellirence in cross-cultural settinss is a case of "the pot call-
ine the kettle wnite." Practice of those who do assessment reflects
clearly a dominant style where the assessor frequently tuinks of his or
her assessment data as all there is to be assessed, since many, if not
most,assessors are "mono-stylistic." -

|
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12. Mot only do peonle vho are tested or assessed express a style, The

13. A given style user will take the behavior of another style user and will |
not experience it as that behavior actuvallv is, but will reinterpret that |
experlence in terms of her own experiential views or her own experiential o
framevork ("translation" or even "transformation"), thus frequently losing |
the essence of the experience of the person being observed. In some cases
the assessor can comprehend the experience of another style user only by
actually "changing" that person's experience. The assessor who occupies
an extreme position on the style continuum will be "blind" to things that |
actually exist in the behavior of the style.user at the other end of the
continuum, The user of an extreme style must do this in order to main-
tain his or her own personal<balance, An old example in the history of
assessment is the theoretical dictum, "everythine that exists exists in
some amount ard can be measured," This theoretical dictum wihich was
simply ¢ statement about experimental necessity has become for many inves=-
tigators an article of faith in a new religion which mignt be called
sclentific positivism (another expression of the "atomistic-objective"
position),

It should be clear that if one accepts the assumptions above, all traditional

activity in the area of "standardized" assessment must be examined in a new light,

For example. notions such as "nor " must be reconceived. In fact, there are many

"norms." In order for a norm to take on meaning, it must be viewed in terms of'a &
given social "context, Another example of needed reconceptualization is included

in the attempt to seek a "standardized view" of human experience. This approach

is not a "neutral" or "scientific" approach, It is, in reality, an attempt to

view reality -from a part of reality itself., In other words, tie "standard" for

viewing human- behavior (a standardized test), is itself not external to the pool

of things which are being obhserved. Users of standardized tests and assessment

procedures sometimes seem to view themselves as external "objective' observers

viewing human experience from Olympian heiphts. That may one day be possible,

In 1976, however, all efforts to view human experience betray the viewer's con~

tinuing participation in deeply rooted stylistic modes., :

It has been necessary.to utilize a sienificant part of this report for the
discussion of style, This is because we find style to be a central problem for
any approach to assessment, Those who have personal and/or financial investment
in standardized approaches to assessment cannot be expected to greet such an asser-
tion with happy expectation, The implications for ussessment are clear, While
it may be possible to think in standardized terms about themes in human behavior,
it 1is impossible to standardize the particulars of human experience which will
reveal the variety in themes, 'Jhat we have had heretofore in standardized tests
of intelligence has been the implicit requirement not only that~behavioral themes
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must be thought of or approached in standard fashion, the particular information
through which we learn about behavioral themes is also standardized, limited, or
restricted, Therefore, we have come to a point where "intelligence" can be
measured only through a specific language, and e¥en worse, within that specific
language only throush a highly specific standard vocabulary. Yet, that is not

the worst, That highly specific standard vocabulary must maintain its meaning
across generations of American citizens, Particular test problems and particular
responding modes on standardized tests are enshrined and become the portals through
which“all must pass, no matter what their shape, in order for their experience to
be validated, It can bé seen immediately that such an approach is highly suitable
to the requirements of the induscrial analogy. If everything is standardized and
uniform, then mass production, interchangeability of parts, economy, predicta-
bility, and familiarity are cuaranteed, If those are the ends of assegsment,

then we need to go no further, However, if the end of assessment ig to discover
thé truth about the dynamics of human behavior in all its complexity, then we

must leave room for information ahout all aspects of that behavior to be per-
ceived, It is necessary, therefore, to move beyond the superficial treatment of =
mono-stylistic approach to the assessment and interpretation of human experience
in order to approach the development of an alternative to existing tests of

intelligence for the discovery of the ability misassessed, be they people of color
or otherwisze,
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CHAPTER V

Anecdotal and Other Material to Illustrate the Expréssion of Behavioral Styie

It is necessary at thls point to offer examples of the application of the

principles which have been explicated throush the assumptions abhout style which

- vere listed in the previous chapter. In order to do this, three areas of commorn
human experience have been selected as examples, religionm, music, and language,
Many other areas could have been selected and treated in exactly the same fashion,
The intent in selecting these examples and in giving some detailed treatment 1is to
1llustrate the validity of the concept of style and the fact that "intelligence"
or "attitude" is a function which is independent of, or more precisely, which is
expressed through hehavioral style, ‘ )

The Expression of Behavioral Stng»in Religion

By usine Afro-American religions, practice and experience, and by contrasting
that general experience witn the general experience of Euro-Americans, the utility
of the construct of "style” as an analytical tool should become apparent, It should
also be clear that each tradition springs from a unique historical development ,and
can bhe understood only by reference to that history. Idowu (1975) and Mbiti {1969)
represent the most recent serious study of African religion, Both have been
trained in VWestern as well as in African theology and from that perspective offer
very helpful information, Idowu makes an early observation of the cultural encap~
sulation of Western theologians which prevent them from understandine religion in P
any full sense, "Unfortunately, by and large, the theologian of today 18 a very _
handicapped person. To herin with, he still lives with the age-o0ld erroneous notion
that only one religion, namely Christianity, has theology, wnich makes nonsense of -+
the lineuistic, connotational significance of the word., Recently the question of the
depree of the Noctor of Divinity, one of the hiphest deprees to be 'awarded in the
universities of Africa, arose and the demurrer was raised that the "D.D," had
always been awarded in connection with Christian theology; "that, therefore, it might
comprise a department vhose avowed position was that of religion as a comprehensive
discipline. The corollary to this is obvious: a Doctor of Divinity is incompatible
with Tsl'amic sEudies, and very much less so with a thinp like African traditional A
religion!" (p, 10) The opinions of external observers of African religious belief
and p;éctices not only reveal the misunderstanding and misjudgement of the African
belief system, more importantly, these opinions are classical illustrations of
observers establishing their own world-view as a "norm" and viewing other world-
views as "deviations" from that norm., Such an approach is similar to the approach
" 1in testing which we have called "Iype I Question," "Do you know what I know?" ‘
Other terms employed to describe African relizion include: animism, .
totemism, fetishism, and naturism, We need not go into them here.
~ ‘These and the previous terms show clearly how little the outside
world has understood African religion. Some of the terms are being
abandoned as more knowledge comes to light, 3ut the fact remains
that African religions and philosophy have been subjected to a great
deal of misinterpretation, misrepresentation and misunderstanding,
They have been despised, mocked, and dismissed as 'primitive' and
'snderdeveloped, ' One needs onlv to look at the earlier titles and ‘.
accounts to See derogatory language ‘used, prejudiced descriptions
glven and r‘alse judgement passed upon these religions. In missionary
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circles they have heen condemned as superstition, satanic, devilish,
‘and hellish, 1In spite of all these attacks, traditional religions have.
survived and they dominate the background of African people and must be
reckoned witn’ even in the middle of modern change, (p, 10)

Mbiti conducted an extensive study covering nearly tiree hundred pecople from all
over Africa outside the traditionally Christian and ifuslim communities. In all
these socleties,without a sinele exception, biti found that the people nave a
notion of God as the supreme being and that this was the most minimal and funda-
mental idea about God found in all African societies. Idowu (1975) found that in
Africa as a whole there are really five component elements that go into the making
of African traditional relipion. These components are:

1, Belief in God .

2. Belief in the divinity

3. Belief in spirits -

4, Belief in the ancestors . ‘ '

5. Belief in the practice of mapic and medicine ' >

We-have already indicated earlier (‘riaule, 1965) that a complex and highly devel-
oped world-view and relirious belief system was characteristic ~f the Dogon., The
same can be sald for other African tribes as well, Even a cursory review of the )
elements which go to make up an African belief 3ystem should snow that these systems
cannot he understood .solely from the framework of a European belief system, Tais -
brings us to the fundamental principle of cross-cultural assessment. That 1is why

the "Type Two Question," "What is it that you Know' must always Be asked if the

truth ahout "intelligence" or "aptitude" is to be discovered, .

In describing African religion further, Mbiti makes the following ﬁoin;:

No line is drawn between the spiritual and the panysical., ELven life in _ _ _|
the hereafter is conceived in the materialistic and physical terms. It
is neither paradise to he hoped. for nor nell ,to be feared. The zoul of
man does not long for spiritualdredemption, or for closer .contact with
od 1in .the next world. Tnis is an important element in traditional
relieion, and one that will help us understand tne concentration of
African reliriosity on earthly matters, with man at the center of this
reliriositv, Tt i3 here also that the question of the African concept
of time.1is so imnortant, Traditional religion and p..1losophy are con-
cerned with man in past and present time., God comes into the picture
as an explanation of man's contact with time, There is no messianic
or apocalvptic vision of God stepping, in at some future moment to ,
bring about a radical reversal of man's normal life. God 1is not pic-
tured as an ethical, spiritual relationship with man. ian's acts of
worship and turning to God are pragmatic and utilitarian rather than

+ spiritual or metaphysical, g

In short, accordine to “Mbiti, African traditional religion is not dualistic, and
permeates the totality of man's orientation to his environment, Mitchell (1975)

has expressed a contrasting view which comes from Western thousht, \
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) In the "estern view, man, the enemy of all things in tne natural
world, seeks constantly to control and to explnit both his environ-
- ment and his fellod human being. Even though 'sunny' African exis=
) tence requires hard work and is plagued by such things as tsetse flies,
the African had outward as well as inward reasons to be less apgressive
and more trustful_of the universe and its creator.

If Uestern relipious Leliefs can be described as one where tae believer sees him-
self or herself as distinct from other narts of the environrent, then we have one
of the defining characteristics of the atomistic-objective style, The observer
in this sense considers*himself or herself to be less a part of the environment
being observed., ‘!itchell (1975) points out that African religions have neither
"founders" nor "reformers" and that they have neither "authorized versions" or
"canonical scriptures,”"” Thelr relieions simply flow out of the life of the people.
Clearly this is a muca morec opensended approach to belief and would confdrm to
many of the characteristics ~hich we have listed as '"syntnetic-personal." Such
an orientation contrasts quite clearly with relipion waich 1s expressed as
"or thodox," "authorized,” "disciplined," and "formally ritualized." Idowu (1975)
agrees with ‘thiti that tie .frican situation is one in winlch 1life 1s not divided
cartificially into the =sacre! or the secular, Iastead, the african tends to see
reality as a wiole, in =iich tae thinps of tne earta ( \aterial tainss and man's
daily activities) have reanine only in heavenly (spiritual) terms, On the
matter of formalitv, Ido~u indicates that every cult has its set liturgy and
that the liturey consists of the pattern as well as the subject matter of the
worship service. These liturpies are, of course, unwritten. An interesting
point for our cansideration here is ti i  the participants in tihe liturgy are
asked to recite outside the context of actual worsanip, Idowu found that very ¥
often it is either inaccuratelv or stumblinply said. The world-view-perception
and activity in this synthetic-personal stvle is sucn that tiinps take on meam-
ing and feel natural only in a given context and not abstracted from that con-
»__text, Idowu contrasts this attitude toward religious experience with contem=-

porary atomistic-objective taeological analysis.

Worse still, the theoloeian of today considers uimself modern if he
adopts the laboratory methods ir the sense of researching and teach-
ing without beine personally and emotionally involved, Thus he has
- become more and more theoretical and abstract to tne detriment of
of truth which he is expected to te speaking and i-parting,
) (p, 10) [Italics mine]

Tre total integration of relipion with all other aspects of life in Africa
has been described even more fully by Mbiti, (1969) <
Africans are notoriously religious and each people nas its own
religious system with a set of beliefs and practices. Religion
permeates all the departments of life so fully that it is not easy
or possible alwavs to isolate it...Traditional religions are not
primarily for the individual but for his conmmupity wanich he is a
part.,,,A numbar of beliefs and practices are to be found in the
African society; these are not, however, formulated into a systen~
atic set of dosmas which a person is' expected to accept. People
simply assimilate whatever religiods ideas and practices are held
or ohserved by their families and communities...nere tne individual
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is, there 1s his relizion, for he is a religious being and-it is this
that makes Africd so religious; religion is in their whole system of
being...0One of the difficulties in studying African religion and phil-
osophies is that there are no sacred scriptures., Religion in African
society is written not on paper but in people's hLearts, minds, work
history, rituals, and religious personages, like the priest, rainmakers,
officiating elders and even kings,.,.so then belief and action in an .
African traditional society cannot be separated; they belong to a
single whole.,.traditional religions have no missionaries to propa=
gate them and one individual does not preach nis religion to another,.,
there 1s little if any concern with the distinctly spiritual welfare
of man apart from his paysical life; no line 1s drawm between the
spiritual and the physical, Even life in the hereafter is conceived
in materialistic and physical terms (pp. 1-5).

An approach or attitude such as that above 1s in clear contrast to a reli-
gion which requires proselytizing, written scriptures, permanent dogma, and iso-
lated relipious practice, Indeed, for people who experience religion only'in
such atomistic-objective fashion, it is virtually impossible to make sense of the
African religious experience, As ohbservers, tney will find it hard to "see" an .
alternative approach, since they will be umprepared to accept it as valid. .

The values of standardization, uniformity, precision, and codification of
belief are clearly derivatives of a European tradition and world-view. In
Africa, the expression of relinrious belief and practice was approximate, thematic,

and popular, - -

\

\

. 1
The matter of translation of this oral literature is problematical, |
There is no 'authorized' wversion of a tradition. any more than there . !
|

can be an official version of a Negro spiritual, I have seen in my
own sources as marny as three versions of the, same proberb in the
C— - uoriginal«tonyuev—wihisTvariety-of~versions—produces-a—varietz»oﬁ———————m_

interpretations in suhtle ways serving only to further complicate
the already confused implication, Compounding this difficulty is a
gap between Fnglish and the African language. Thus it becomes under-

. standable why such a survey of Black belief has not been attempted
by more Black scholars in America. And !biti is the only African

» scholar to attempt a religious view of African folk belief,
(Mitchell, 1975, pp, 64=65) [Italies mine]

|
1

The experience of many Afro-Americans in the United States in 1975 cannnt
be understood except through recourse to a studvy of historical roots in Africa
and a studv of African retentions in the Afro-Americans' experience in America,
(Herskovitz, 1941) It is also recosnized that in addition to African retentions
there is a new set of experiences which has been accommodated and integrated to
form the Afro-American core experience, Afro-Americans in the United States
. today differ in terms of the degree to which they participate i a "core"

Afro-American experience, ~This is due to the meny different sgcial environ-
mental factors., However, by tracine the dévelopmet.t of the Afro-American experi-

. ences and by cor.paring contemporary core Afro-American expeiiences witn world-
views and behavidrs on the African continent, an understanding of'contemporary
Afro-American behavior is possible, The same can be said of Chinese, dexican, &
French, Native American, Irish, or any other cultural group,
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The early slaves in America did not, as some history has taug&t, come as
empty vessels, The restricted experience of slavery -and later segregation, far
from eliminatine all elements of an African belief system, actually acted to
preserve many of those elements,

The earlv slave then was not an eaper animist without religious belief,
Rather in many ways he was already a 'Christian' believer and practi-
tioner. llis apparent openness to the Christian faith stemmed from his
desire to follow his strone religious bent in a manner more consistent
with his heritage,..Slaves, not masters. %fook the initiative to trans-
" £§ late their African beliefs into Englisi and into Christian terms.
They sorted throush the Christian Bible and selected the ideas useful
to them in the new slave experience!’ By the time the masters were
willlne to concede soulc to slaves, satisfied that the Curistian faith
could he used to enforce obedience and increase market value, the
slaves nad lonc since established an under?round version of the true
faith, and thev were well along .on their own 'invisible institution'
or underground church, (Mitchell, 1975, p. 10)

Not only did a unique Afro-American theoloey develop among many Afro-Americans,
it became the venicle throusi wihich the distinctly Afro-American behavioral
styles were expressed. Ytor example, it is ruite clear that tne predominant
preaciiny stvle of early Afro-American preachers and the preaching styles of

- Furo-American preachers were juite different, If any investigator doubts this,
it is very easy, even today, to demonstrate the difference simply by havine )
Euro-American and Afro-/merican preachers representing tihe two traditions exchange
pulpits,

i,

This independence is evidenced by the frequent appearance in the
slave narrative of a strons prefereance for Black preachers rather
. than Yhite., The ‘hites who were able to preach with any success -
at all noted that the response seemed to be to tonality, gesture,
emotion; as onvosed to what they considered acceptable conduct, In /
tileir Euro-American ignorance, they were unaware of the cultural sig-
nals by which they had inadvertently affirmed African identity. The
sounds and siens that’constituted a Black communication code, easily
understood by members of the largely independent slave culture, were
* mistaken by Whites for gullibility and dgnorance, whereas in fact,

slaves were really culturally almost self-sufficient and very intelli~
gent, That they were perfectly capable of reading Wnite faces and of
sorting out Biblical ideas, was proven more than once when they res=-
ponded with utter indifference,or even in foot-voting (walking out)

N - after an obnoxious pro-slavery sermon. (lidtchell, 1975, p. 33)

Henry Mitchell says that perhaps the most significant single overt indication of

Afro-American culture or style as it pertains to religion is the freedom of '

expression observed in the pulpit and in the congregation of any given Black

church. When an Afro-American congregation resists “hite style and conformity

and enrages in free expression, it imports high importance to the feelings of

the person. This valuing of improvisation and feeliny and resistance to confor- .

mity are characteristics of the synthetic~personal style that permeates all
aspects of the experience of the person who practices that stvle,
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It is instructive to examine the freedom in the orientation of some Afro-
Americans toward relipious scriptures and, by extrapolation, any written
material, , o
The Black preacher is more likely to tnink of the Bible as an inex-
haustible source of good preaching material than as an inert doctrinal
and ethical authority, He sees it as full of insights==warm and wise-
and relevant to the everyday problems of a Black man, It provides the
basis for unlimited creativity in telling of rich and interesting
stories, and these narrations commanded rapt attention while the
eternal truth is brougnt to bear on the Black experience and the
struggle for liberation. The Bible undergurds remembrance and gives
permanent relevance to whatever illuminates discernment.

The Black preacher does not merely use the Bible; at Lest, he lets the
Bible use him, His intuitive flexible approach to the Bible leads him
to ask, 'What is the Lord trying to tell me today in this passage of
the scripture,' or 'What answer for today's need does the whole sweep
of the New Testament eive,' and 'How may I see it and tell it in the °
languagpe of my. .people, ' The Black preacher is not addicted to pat:
legalistic or literalistic answers; they do not work for him,
The Black preacher avoids the dead, irrelevant formulations expressed
in the lannruave and the vision of the past, ‘lnen ue is caught using
such a crutch, he is probably desperate for material and plagiarizine;
or else he has lost some of nis 'Blackness' by studyinz in some White
schools of theology. At his natural best, the Black preacher is not
so concerned with historical 'objective' truth as witch what mignt be
called relirious truth, He has no intention of making the Bible a

- textbook in science, For one thing, when ne is preaching he is prob-
ably not interested in science, Rather ne is interested in the Bible

‘as a reliable index of God's will for man and in €iiS broad concern,

science finds its proper perspective as one aspect of a larger
reality, (litchell, 1970, pp. 113-114) [Italics mine]

Once asain it becomes clear that freedom, ;gprVisation, creativity, expres-
sion and flexibility are shown to be valued. Henry :iitchell illustrates thnis
ueuQ% further by tape recording Black preachers wno used manuscripts, He found
tha

when they use manuscripts well, nearly all of them engage in interludes of
completely spontaneous elaborations or illustrations, and that when this
happens, the messages were plainly more effective than wnen the passages Were
simply read. It is important to note as we pay attention to Mitchell's analysis
of 'Black preaching' and 'Black.belief,' that neither of these things is defined
as an 'incomplete European religious system.' Rather the Afro-American belief
and practice grows out of a special tradition and has its own integrity,
Another example from <4itchell will help to fill out the description of a domi-
nant Afro<American style. Q- \‘.j

The most certain statement one can make about Black preaching style
is that nothing 13 certain or fixed,,.tne first thing that must be
said about unusual mannerisms is that the Dlack congregation is very
permissive,- It accepts a considerable variety of benaviors unrelated
¢a the messace in order (consciously or unconsciously) to free
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preacﬁers to be themselves. One oreacher in wide demand by Blacks
and Whites pops his suspenders when he is feally cauciit up in his
messaze, Another unbuttons his collar and deems to dig his chin
into his chest. Another has proclaimed for years, 'Bless my bones';
still another starts his sermeon only after a long and unbelievably
intense, even stern;.elare at the concrepation. BRlack culture-
Christians tend to enjoy mannerism provided tiiey are natural and
they add interest and sipnal freedom and autiientic personhood in
walch the conzreration participates vicariously. The Black culture
preacher does not have to develop a striking mannerism or trade mark
in order te bhe counted valid, but it certainlv is not a handizap if
he haprmens to enpare in stranpe and colorful actien peculiar te him=-
self alone. Individualitv is celebrated and acceptance is communi-
cated by the congregation in a way enfoyed by all who have not bowed
to the Baal of hite conformity, (iditcihell, 1979, pp, 162-163)

The descriptions wiilc: iitchell has given can be observed in a great number of
Afro-American coacrerations in 1976. In the examples above, the follotring
specific values or aspects of behavioral stvle (synthetic-personal) can be

identified: . . } ;
.1. Improvisation - ‘
. 2, Expressiveness
' 3. Emotion
4, Flexibillity ’

It is-also well to note that many ot glese same ciiaracteristics would be stranee,

7+ Intuitiveness

6. Tmapination

7. People focus

g, "Individual” existine in the proup

9., Nevelty . -
10, Uniqueness
11. Thematic

- - - - oA

1f not intolerable, to monv worsalvers in churcnes walca follow Euro-American

relipious traditions, i.e., Cathnlic, Lut:eran, lsiacopalian,
and so forti,

>

Students of reli~i-n

.

participate in reli~ious traditiens as descrived by d1ccaell, They will also

note that some uro-inerican3 arpear-to follow a tralition juite similar to that
described by .itciell, In truta it must pe sald that waile etanic group member-

ship frejuently is assoctated with a slven pattern, beaavioral stvle, or reli-

glous hellef, clearlv tiere are overlapninz exceptions. to the rulé,

Afro-American 'lusic as an Ixpression of the Syntiietic-personal Style

4

D

Perhaps no hetter documented area of the variety of-auman experiences in
the United States exists taan tuat of music,

of this area will ie more detailed than the preceding area of religious belief

and practice,

At this point the descriptions of the "obsessive~compulsive' style and the
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Jdetaodist Eniscopal,

7111l nnte verv quickly tnat scize Afro-.mericans do not

As a consequence, our examination

As was tle case with religiouéuoellef and practice, we can exam=
ine the area of musical expression and find TIn 1t at least three different ways, o
evidence for the contrastine stvle of atomistic=objective and synthetic-personal,

/




"hysterical" stvle bv David Shapiro can be reviewed wi.h much benefit, The taree
thines which are important to note aré:]) The Euro-American has tended to per-
celve the Afro-American experience f'om the point of view of the Type One ques-
tica” (Do you know what T know?); 2) The traditional concept of "norm'" takes on
freah meaning when placed in a riven cultural context, and has little or no

meanine vnen interpreted from the "norm" of another cultu-e tradition; 3) The

. values expressed in the Afro-American musical tradition are almost total%y con-

. - sruent with the synthetic-personal style, Shapiro's mvsterical stvle, Cahen's ,

relational stvle, "illierd's Afro-American style, ”é;m's 3lack style, and
several other expressions of stvle, (Ornstein, 1974), (Tamirez and Castaneda,
1974), (witkin, 1947), (Tenlouten, 197°)

Jones, 1763) eives an interesStine view of the contrast between
can) and African (Afro-American) nusic:

While the w

Yole Furopean tradition tries for regularity of pitch of

of tine, of fimbre, and of “ibr=tn. tac African tradition strives for
the neratior’ of these elemeats. In lanruasze tne African tradition aims
at circumyocutions rather tian at the exact definition: The .direct
statement is considered crude and unimapinative; the veilfing of all
contents{in ever chaneins paraphrases 1s considered the criterion of.
excellenck nf personality. In music, tie same tendency toward oblig-
uity and ellipsis is noticeable; no note is attacked straight; the
volce or inst¥gment alwavs apprOﬂShcs it from above or below, plays
around the implidi pitch without ever remaining any’ length of time,

and denarts from it ¥{thout ever navine committed itself to a sinecle
meaning, The timhre i\veiled and Eéfaghrased’uy constantly chana-
ine, by vibratto, tremoly, and overtone effects, The timing aad * ]
accentuations finallv ard not stated, but implied or surpested, deny=
ine or withnoldine all sirn posts., (Jones citing Borneman, 1963,

p. 31) ([Italics'mine)

4

- Ren Sidran (1971 suppnrts Rarakq's description. e States, that the White aeéthe-
tic was summed up by Zenny Goodmdn“who said, “I am such a bug on accuracy and per-

formance about playing in tune Andl want {ust the proper note values...in the

AU , L.

written narts, I wanted it to sound as exactly as the tand c~uld possibly rake

it," On the other hand, Ben Sidran notes that Afro-Ametican musicians even in .

the bip band context develop idioms that relied on no written parts,

Count Basie's big band had up to 17 men nlaying ha-monically and, rythriically

. advanced music ‘7ithoaut an” vritten music! It is noted that.the Black player,
.even as’ he was beconine more involved with larmonic exprloration tended to use
his*"ear" rather than to read muslic. The Afro-American nusician piayed off-beat .
in order to avoid the starnant’ feel ¢f Goodman's on-the-beat. .The Black musician
chose to rely on increased vocalization or "tone impurity" to help to break .

tiarourh the nassare detatchment of big band work and to return to the.emotional
jazz {diom, ' :

“ ‘ A ‘

Id
4 White musicologist (analoeous to cross-cultural assessment of intélligence)

nave always had »reat difficulty in unders tandins and explaining or interpreting
Afro-Amgrican music., For example, Jones (1963% Eites Thite -misicolopists ‘of the
18ta and 19th centuries and even sname in the 20th centur wio spoke of thée "aberae
tion" of the diatonic scale in African music, Apparently the musicologists were

« unable to underspand that Africans “ere not usine a diatonic scale but an

R . * L
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African scale, a scale tiat would seem ludicrous vaen analvzed Ly .ormal methods
of batern ﬂuqxco]orz, Jones (1947) snovs that such nisoerceptlons by cross-
.cultural atgegoqra of )‘ro-American rusical tradition aave continued to the
nrcsent .decade. - . : foo .

*Tie, musicolotical analvsis of &2z waich has come into favor
recéntly is also as limited as -a means of jazz criticism as a
strict soclolorical approach. The notator of any jazz solo or
‘hlues has no chance of capturinsg what is in effect the nost
important eclements of music (most transcriptions of blues lyrics
- are just as frustrating)., A printed musical example of an .
Armstrons solo or of a Thelonious solo tells us almost nothing
except the fut{litv of formal musicology when dealing witnh jazz,
Jot only are the various jazz effects almost impossible to notate,
but each note means somethine quite in adjunct to musical nota- |,
. tion, The notes of a }jazz s0lo exist in the notation strictly '
for musical reasons, The notes of a jazz solo as tiey are coming
- into existence, exist as they do for reasons that are only concomi-
tantlv musical, Coleman's cries are not "musical" but they are
_iusic, and quite moving music., Ornette Coleman's screams and
. rants are onlv musical once one understands the music his emo-
tional attitude seeKs to create., This attitude-is real and per~
s+ haps the most sinrularlv important aspect of nis music,
Yississippi Joe Villiams, Snooks Eagalian, Ligihtning tionkins,
have different emotional attitudes than Ornette Coleman, But all .
of these attitudes-are continuous parts of the aistorical and
cultural bilography of the Neero as it nas existed and developed
: since there vas a Neero in America and a music that could be
associated with him that did not exist anywhere else in the
world. (pp. l4-15)

Once analyzed by Western standards the Western critic or listener accord-

inp to Jones, (1963), will then utilize his own “estern stardards as a "norm,"
For example, a Western listener will criticize atonal and timbral qualities

of an African or an Afro-American sinrer, whose sinping nas a completely alien
end as-a "standard of.excellence.”

The African singer or Z.fro-American blues singer may have a hoarse or
shrill quality, Amonc some critics this juality has oeen attributed to their,
"lack of proper vocal training," disresarding or in ignorance of the fact
tnat among Africans and Afro-Americans, tiis quality comes as a consequence of

‘a conscious desire whicii is dictated by tue culture and which i3 designed to

produce a calculated effect, Jones points out taat a traditional Afro~American
sinrer and a Wagnerian tenor cannot be compared to one anotaer in any way,

"They issue from cultures that almost nave notaing in common and the music

they make i3 ejqually alien td each otner," Jones says,"For a 'lesterner to say
that the Uapnerian tenor's voire is 'better' than the African singer's or *he
Afro*American blues sinrer, 1s analonous to a non-yesterner dlsparaging
Beethoven's Ninta Symphony because, 'it vasn't improvised.'" The Western con-
cept of tie "cultivatinn" of the voice is foreizn to African and to most
Afro-American music, In the West, "only tne artifact can be beautiful, Mere
expression cannot be thourht to be," (Jones, 1963, pp. 29-39)

<
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African*music was, accordins to Jones:

+ o opurely "funcﬁional" music whose sonps were used by young men 0
influence voung women, or they mizht be used by workers to make
their taslis easier, 1t mignt be used by older men to prepare tuz
adolescent boy for manhood and so fortn. OUn tne other hand, "serious"
Yestern music, except for the early religious music, has been gtrictly
an "art.," One wvould not, for example, think of any.particulay use
for Hayden's Symphony, except for perhaps "cultivation of the, soul,"

: ."Serious music" (a term that could only have extra-religious/mean-
ing in the West) aas never been an integral part of Western ;life: no
art has been since the renaissance...but in the Weat, the "triumph of
the economic mind over the imaginative," as Brooks ‘Adam said, made
possible tils dreadful split Letween life and art, (Jones; 1963,
pPP. 28-29) / )

It is particularlv relevant to our consideration of behavioral/style and
its relationship to cross~cultural assessment that we note the 'translation"
phenomenon, This was discussed in earlier cihapters when we descriﬁed the person
who uses the atomistic objective stvle. As ae or she encounters content or
tasks from the synthetic-personal domain, we may expect attempt to be made .
to "reconceive" and to "translate" the phenomenon or fask into a more familiar
framework and vice vérsa, For example, Lefol Jones gays that although .the
thite middle brow had known about Jepro music oaly fdr about three decades, ne
was already tryine to formalize and finally institutionalize it. ([Italics mine]
For Jones it was a hideous idea., Ben Sidran (1971) spoke of the reaction of the
White music critic (another example of "translation") when Blacks continued to
follow developmental lines rather than the "rules,” /

The Black nusician, in takine the process of cultural definition into ,
his own hands, infuriated a vast number of Whites, 1Iwo major trends
pointed to the srowiny hostility of Whites toward modern Black music.
The first was thc emersence of tine New Orleans 'revivalist's' move-
ment, which was spearheaded by “Wnite 'purists,' who sought to apply
both asthetic and economic pressure to hold back the .growing wave of

, 'modernisn’.,,the debate became so fanatic that the influential critic
Hugues Panassie went so far as to refer to bop as "heresy.’ Panassie's
attitude, not uncommon among White critics in the f& 's, was: signifi-
cant for several reasons, First, it indicated the extent to‘waich
some Whites nad become committed to Black music, for{to refer to an
idiom of Black expression as a 'heresy' is to imply,ﬁhat alternative
idioms of Rlack expression had been accepted as 'gospel,'

(Sidran, 1971, p. 97)

~

13

The 3ituation pot so had that musical criticism was only able to redeem itzelf
many vears later. Jones (1963) points out that the characteristic criti~ism
of "be-hop" in jazz fan magazines like Down Beat was so bad that they only
recently had to re-review the classical be-bop 12cords by such greats as
Charlie Parker and Taelonious “onk, Then, at this late date, they have given
them wild acclaim, because the first reviews seemed to be so wrong-headed,
Typical of the early comments are those cited by Jones whica were expressed by
Jazz critic Rudy Blesh in the Herald Tribune:

-
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. "imitation," "conformit,,
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-

The irrelevances of be=bop are exactly wnat they seemj they add up
to no unity, to capricious and neurotically rhapsodic sequences of
effects for their own sake, Re-vop comes precariously close to com-
plete nonsense as a musical expression.,.far from a culmination of
jazz,be-bop i3 not iazz at all, but an ultimately depenerated form
of swing exploiting the most fantastic rhytams and unrelated harmony
that it would scem possible to conceive. (Jones, 1963, pp, 189-199)

Nuite clearlv this critic vas not simpiv expressine criticisi, but a whole value
system that was totallv antithetical to tanat w.ilcn has been described here as
synthetic-nersonal, This critic apparently srucat "order," '"permanence,"

" "repularity,” and so forta., It is also important to
note not onlv that thesc vere apparert vilueb of the critic, but that this
critic sourht to impose those values on rusicians whose expressions came from

a totally different experiential frame of refercnce. They were unable to under=-

stand that there could he more than one 'norm," Once again, this is analagous

ERI

to the rorl of psycaometric or other asiessments which are made cross—culturally.

Cutiibert Simpkins (1275), in speakins of anotner jazz critic, summarized

the basic problem in cross-cultural musical assessment:

Hentoff's statement ngvéals at least three common failings of the
critics of Black'mﬁsic, possivly music of any culture, He exhibits
the arroeance wihlch blinds him to the fact that he has not mastered
the saxophone and therefore is incompetent to make statements like
"Coletrane,,.continues to improve." Secondly, he confuses inability
with honest differences, writinp,".,.Coletrane's tone is often
strident at the edres and rarely appears able to sustain lepatto soft-
ness as Getz can,”" Hentoff seems not to have considered the possi-
hility that each -nusician may nave nis particular sound because he
likes it, not hecause he can't produce a particular sound; thirdly,
there is bias, Ulentoff would like to hear certain types of "softness"
in the record. This is & value judement which indicates shallow
thinking not unique to lientoff, He states that gentle sounds are

more complexbto do,...that the "power™ in Coletrane's playing as
spontaneouq emotion" is less complex. Wio could say that power is
simpler than pentleness, Hentoff seems to have one standard to which
he would like every musician to adhere, (Simpkins, 1975, pp. 63 -64)

[Italics mine]

What has been revealed in this examinatior of musical criticism is more the
critic's personal preference or attitude toward what music is "supposed" to be
than a description of what jazz is, The critic's criteria are applied not only
to Black music but to all American music as well, However, these criteria are
simply one alternative from amons many for tihinking about music. Clearly'the
Afro-fmerican, in peneral, has come from a tradition quite different from that
of the Furopean, Ben Sidran has captured a part yf the essence of the Afro-
American aesthetic, ‘e shows that the ability to experience and to communicate
"emoticnal” content on a broad level is a sallent cnaragterlstic of the Afro-
American rusical tradition, He points to "oral man's" fallure to "detatch
intellectually"” from experience, and his unwlllxngnesa to "caterorize," "special-
ize," or "analvze" expericnce, Ultimately, tiiis has been a strong point in the
survival of Afro-American rusic In American culture, dote that this criticism

k4 .
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is reallvy a reflection of atomistic—opiective values,

. Afro~American music can he described in its ovm rigiht, without unduerefer-
ence to the furo-American cultural stream, Jones (1963) shows that melodic
. diversitv in African rusic came not only from the actual arranrement of notes,
but from the sineer's unique vocal "interpretation.” 1In the African tradition,
the meanine of a word misht be chansed simply by alterin~ the pitch of a word
or chan~ine {ts stre-s. Tais slgnal system carried over into musical expression,
It has already heen pointed out that African music is "'functional." It is
"improvised," "spontaneous," "social," "free," "emotional," "flexible," "expres-
. sive," and "intnitive." These characteristics are very close to the description
that we nave made of the svnthetic-personal style.

Taylor (1975) .as summarized the contrast between YWestern and Non-lestera
(African music) usine rharles Keel's prapa, Tnis contrast is also very close
to our contrast of the atomistic~objective and synthetic-personal styles,

Characteristics European/Western African/Non-Hestern
. lode of construction composed improvised
y Jode of presentation _repeated performance single performance
‘lode of understandine syntactic processual
B Jode of response * mental motor
. Guiding principles architectonic "visual drive"
‘ (retentive) (cumulative)
Technical empaasis harmonv~melody- pulse~meter-rhythm-
embellishment=-vertical horjizontal
Basic units "sound terr'" (phrase) resture (phrasing)
Communication analorues Jinruistic para-linguistic
Gratification deferred immediate
Relevant criteria coherence spontaneity

In the Afro-American musical tradition the "solo" is rare (0Oliver, 1979),
As has been mentioned hefore, the "writing" or "phrasing" of much Afro-American
music transforms it into somethine else, For ezample, Janet Robinson-lfurphy

complained about how inadequate the sone bnoks twvere for the Jubilee Singers,
She mentioned:

There was nothine in the sonp books to snow the singer that he must
make his voice exceedinsly nasal and undulating, that around every
prominent note he must place a variety of small notes called "trill-
inp" and tnat he must sine notes not found in our scale; that he
must on no account leave one note until he has the next one well
under control. lie mipght be tempted...to take breaths whenever he
came to the end of a line or verse, but he should carry over his
hreath from line to line and from verse to verse, even at the risk
of hurstine a blood vessel, :ie must often drop from a high note to
a very low one, ile must be very careful to divide many of his mono-
syllabic words into two syllables...He 'must intersperse his singing
with peculiar hummine sounds=-="um=m=mem," (0liver, 1970, p. 66)

©
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Another intecral asrect of the traditional Afro-American style in rusic
is "plaving by ear." Locke (1569) pointed out that the Afro-American musician
had a whole chain of tmsical expertise. lle had to have a musical "ear" and an
"{nstinctive" feelinp for h: ony as well as the '"courage" and pift to "impro-
vise" and "interpolate."” Finally, ue had to have an uncannv 3ense for "total
effect." Vhen musicians are required to read music in order to play, the domi-
nant value whicn is expressed is "pre-conception,' wiereas, wihen a musician
masters the art of "nlavine by ear,” the dominant value is "creative conception.”
At its best, as in the rusic of Ornette Loleman or otaer improvisings soloists
such as fharley Parkter, their purelv extemporaneous statements cannot be repro-
duced by anv notation (Jones, 1963), Indeed, to do so would be a fundamental
violation of the value system of their behavieral stvle. Traditionally, the
jazz musician's music 13 heen created out of tne interaction hetween the combo
and tie audience. leedhack from the audicnce n1as played a major role in that
creativitv, Taere sirplv i35 no wrar to notate feedback, to reproduce it or to
sre-conceive it. 7he values expressed 1n eltner 3tyle are aopropriate to that
stvle, To judre one »* the standards o° tuz otuer is pure insanity. )

Early Afro-smerican’music, like even earlier African rusic, vas also pri-
nar{lv "cormnunal." -

Primitive jarz, like most Afro-American rusic that preceded 1it, was
a comnunal collective music., Famous »rinitive ensemble stvles of
earlv jazz allowed "off<hreak=" or small suolo like statements by -
individual plavers, but the formal intent of these breaks yas still
dominated bv the formal intent nf tne enqcnh1e' .tney were uoually
just auasi-meclodic nunctuations; at the end of tine ensemble chords.,
Jazz, even at the time of Nliver's Creole Band, was still a matter of
collective improvisation, thoueh the Creole Band did bring a smoother
and more polvohonic technijue 'to-the ensenhle style,

(Jones, 1953, opp. 155-156)

One of the most time-honored aspects of Afro-aAmerican music 1s "freedom"
and "improvisation." Tie traditional Afro-American rusician detests cliches,
They stronsly resist confinement,

He (John Coltrane) didn't wear sociks and hadn't worn underwear since
he vas eizhteen, He disliked anything tnat was restrictive, from
music to the cloties he wore. uUnce asked about utilizing Shoenberg's
twelve tone system in nis improvisations, his answer was 'damn the
rules; it's the feeline tnat counts; you play all twelve notes in

your solo anvway," Around the house ne would flop around in old,

soft saoes with the back of 1is snirt half-way cut in a comfortable
carefree manner, ‘hen in Philadelpnia he once bought some new stylisi
shoes, but they were uncomfortable and ne wore taem only long enourn
to show his mother, (Simpkins, 1975, p. 107)

Not only did Coletrane resist conformity in music, .e refuscd to impose conform—
ity on others,

Looﬁrnan, I can't tell anyoodv how to play their instrument, I caﬁ
just about play the saxaphene. 1'm busy workine on that. I can't,
tell anybody how to play their instrument, so don't ask me, Just

music is the subject matter, this is wnat we're doirf¥, .

~;(”// i (Simpkins, 1975, p. 127) r
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An interesting variation, and approach to improvisation,:occurs often in |
many Afro~American churches, Fauste (1744) has observed that often there is ‘
ouly a plano to accompanv the aineine iu churca, and that an interesting thine
about the plaver of the plano is that he usually picks up the melody according l
to the key of the ainger., This reverses tae practice in ortnodox churciies where '
the Instrumentalist first pives the kev to the sincer and the singer follows, It
should bhe clear that tae value of spontaneity is served to a greater desree for
the 3inecer L{f the sin~er has the "freeaom" to initiate the desired key, In
another musical tradition tiis mipht be intolerable, It's a matter of style!

Ben Sidran reports on an anecdote that is both corica’ and instructive
ahout Afro-American and Furo-american rusicians. - .
Kine Oliver -“io ultimately vrousut Armstrong up from the South and
with him Armstronsr's first recording, nad an elaborate system of
signals workad out with his man to keep his improvizational tech-
niques a secret from others; he would use tuese signals, for example,
after his plavine when the ‘aillieators' would take out their pens and
pencils and copv down nis rmsic on napkins, table cloths, ané even
shirt cuffs. This professional jealousy had a verv subtle effect on
> Black seccialization, “n the one aand it seemed to stimulate and
increase tae importance of innovation, or at least of individuation
within a normallv prour-oriented society, 9n the other hand, the
ot stress on the individual tended to altar slirhtly tne warm, "extended
familv" nattern of socialization in the Souta and to replace tnis
freater eroup interrelation -rith small musical 'in proups' or 'clars.'
This ‘in-ecrounine' 1is perhaps a central cause of the exoticism of
Plack music in the urban rhetto, as each ‘clan' attempted to out-
perform and surpass rival eroups with even bolder innovations,
[t can he scen throur: such examples,that the .~frican and early Afro—Anerican

stvles are evolutionarv, are modified mv and modify any musical tradition that
it touches,

Tt was mentioned earlier that "writing" traditional Afro-American wusic
operated as a constraint on the perforrers w.o came from an expressive tradi-
ticen, It has bHeen noted hv some, that tne advent of recordinps produced the
same restrictive effect. As %en Sidran has {ndicated, not only did recordings
"freeze" music and allor critical "distance" and "preconception’ to develop,
but because of the taree minute time limit of the early electronic recordings,
the extended imProvisations of the Afro-American were curtailed., The musicians
were forced to encapsulate their ideas, to pre-structure their "imnrovisations"
in order to fit the record ‘{oreover, tnﬁy nad to aim their music at a "tech-
nolorical" rather than a "human source" of feedback, Tuis forced /fro~American

musicians to accommodate by aeveloplnr a sense of abstraction and a new
sional distance from their music.

R .

profes-

AY

A word should be sald about improvisation. Occasionally it seems to tihe
Unstprn ohserver tihat improvisations are totally free and that tnere are no

"rules," 1In improvisation, however, tne theme structures the performance,
An example from Africa is cited b 011ver‘

The ¢rossin~ of the beat must be established after that is done,
Additional Ardms may be added with main beats of the bar coinciding
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with one or otacr of those already veating, rather Jones aas” explained,
but with a dif ferent rhvtam; or ir tae case of tine master drum, once the
first two drum: 1ave establisued a cross riiytam, ne nay do just -hat he
likes, UFe usuall; creates a series of rhythm prtterns wihose main beat
crosses at least one of tae otner drums. FProfessor ° ketia pointed out
that the rhytams are concelved eitacr unilinearly with the pattern
'assirned to ore drum or a pair of drums nlayed by one man or to many
drums played by different men. In the latter case, a number of the
same types of drums or different drums may be playing a particular set
of rhytims tozether;' or multi-linearly where 'a number of rhythm pat-
terns or adopting different sequences of patterns in such a way as to
off-set some beats of their respective patterns,’ Against these may be
plaved hand claps, often by two or three individuals or groups of peopnle
vhose clapped riwythms are also played against each other while the 'ponc’
or clapperless tells establish a metronomic time "'siznal, The sugpes-
tion that the master drummer may .'co just wnat he likes' is rather mis-
leadinn, for the lenpth ‘and character of the rhythm parases are deter-
mined by the function, the nature of the dance, and the 'piece' that is
being performed, Improvisation is,in fact, very strictly controlled.
As Nakasha has pointed out in the paper on the music of the Gah people,
'The drummers of an ensemble cannot just drum what catches their fancy,
w they have to know what is required of them in respect to rhythm and
tone, they nave to know the basic parts assigned to each drum and how
they are intended to be combined; for although the res~urces of the
drums are limited, they can be arranred in different ways so as to pro-
. duce drum pieces which can be clearly distinguished from eacn other.
(0liver, 1970, pp. 35-36)
A final word needs to be said repardine the matter of "emotionality" in
Afro-American music, The nower and emotion of Afro-American music is illustrated
by LeRoi Jones (19A7) by recourse to the imagination, Anyone who is familiar with
popular rhythm and blues orchestra leader and singer James Rrown can try the
followine exercise, Imanine James Brown in the lobby of a huge bank singing his
million seller "‘foney Won't Change You, but Time Vill Take You Out," As Jones
says, "If this is plaved in a bank, the total environment is chansed. Not only
the sardonic comment of the lvrics but the total emotional placement of the
rhythm, instrumentation, and Sound releases an energy«n the bank that summons ~
images that take the bank and everybody in it on a trip, that is, they visit
another place, a place wkeve the Afro-American lives," )
Once again it can be seen throusn an additicnal dimension of numan experience
that the core behavioral stvle of a people causes experiences to be constructed
around that specific eroup's cultural norm, It should also be seen that no real
understanding' of an "event' or "hehavior" is vossible apart from a consideration
of that event or behavior situated in its cultural context,

The Expression of Behavioral Stvle Througi Laniguage

Lancuare is far from an incidental matter. ..o discussion of “intelligpence,™
wiffch 1s known almost totalle throu~h lancuace, can be intelligible apart from a
full appreciation of this culturall- situated and emi edded process nakelgeare
Ccaliban and Prospero offers us an excellent model for consideration.
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Caliban and 'rospero: 1+ J, ‘annoni and teorge Lammine (born 1027) ¢
“ave pointed out, the relationsain between tiese tio characters in

Te Tempest can he interpreted as similar to tne relationsnlp of the

two opposine <ides {n a colonialist soclety. This 135 not, of course,
to drap Shakesveare into modern controversies or credit him witn ideas
some way ahead of his time! But tne parallel drawn strikes me as
Aighlv illuminatin~, and I belleve can be followed up further than

has been done by .lannonl and iLamming.

Prospero has ziven Caliban Languape; and with it an unstated history

of consequences, an unknown history of future intentions, This gift

of lancuase meant not Englisa, in partizular,.-but speech and concept

as a way, a nethod, a necessary avenue tovards areas of the self which
could not be reached in any other way, It is this way, entirely
Frospero's enterprise, which makes Calivan aware of possibilities,
Therafore, all of Caliban's future--for future is the very name<for
nossibilities--rust derive from Prospero's experinent, which is also
his risk, .
Provided there is no extraordinary departure wiiich explodes all of
Prospero's jrerises, then Caliban and his future now belon~ to
Prospero,.,,.”rosvero lives in the ahbsolute certainty that Languare, which
15 his eift to Caliban, is the very prison in which Callbaﬂ acnieve-
ments will be realized and festricted... .
Lanminr is richtg if Caliban 15 no more than a part of nature, ne will
,never he able to hreak out of tie prison of Prospero's language: all
tnu culture H2 can obtain, as 15 Prospero's intention, must then derive
from Prospero's lancuase and mentality; and everythinp Caliban does
will be' derlvativc. Rut suppose Caliban is also part of a culture, a
different culture unfamiliar to Prospero, Caliban remembers this but
can erasp it onlv in imares, not words; he is imprisoned in Prospero's
1annua~e and his own servility,

\
+

Once Cd}tban a3 recoenized the limits ani roots of Prospero's power,

he may try some further unsuccessful revolts, but_if his urge to free-
dom remains u-~broken, the idea Is bound to occur to him in the end--
helped by the education Prospero 2as given him, however defective,

that his mkxher s povers, the voices, the fnstruments and the riches

that drop in dreams, all helong togetiner: that thev form a culture,

but one very‘different from Prospero's book culture, He, Caliban, must
at last wrenck. this from dreams into reality, in other words, consciously
recognize Lt. "lle does tnis throuegnh lansuare, Prospero's 'language, for

ne possesses no other,

So he captures, in his oun and Prospero's language, a culture Prospero
did not create and cannot control, which ue, taliban, has recognized

as his ov fut in tihe process the lanruage is transformed, acquirine
different meanian which Prospero never expected. Caliban becomes
"bilinpual."” That laneuare he shares with Prospero and the- lanpuage he
has minted frem it are no lonrer identical. Caliban breaks out of the
prison of Prospero's lanruace, 'Thié provides 4 new point of departure,

LN
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Prospero’s lessons cannot pe unlearned, so Caliban will continue to
- understand Prosrerc's.lansuare. Rut Prospero will unave only a partial
prasp of tie lanenare waici 's anw Calioan's own, so lonp as he retains
| his old attltwiss, Hr i3 heund to miss cssential parts, nuances and
R references, eversthinse that relates to that different cultural bacik~
| rpround, and s¢ 12 11111 misunderstaad Galivan's new lanruase, A

]

s rut frospero c11 have hinseif initiated into tne new lancuare, wnich

‘ A 1as been extended by Cadiban to take in nev iields of experience., Tnhe
A . ) > -

| condition for tils, hiecrever, {3 that Crospero as«s Calitan questions,

|

|

|

tiint he is +illinp to bevinstructed, and is instructed, In fact he
miust. abandon !4 colonialist arrorance,. sned ais claim to he the
| master race, an! consort witn Calican on the same level, Thus Caliban's
- liberation rivrs Prospero too a rreat opnortunity: the chance of turn-
| inr from a tvraat into a humane person.. (Janneinz, 1969, pp. 239-243)

\ A .
| If it takes two points to make a lire, a third point -rill heip to verify the
’ line. Havinr looked at relinion and music, weé will ncw turn to a third and final ,
detailed example of nov an understandine of benavioral style is required for anv
° meanineful internretation of human experience, {lthougii there can be many other -
points alonp the line which 've have been followinr, laneuage is a partictlarly
» importarit point to consider, especiallv wnen it comes to the assessment of "apti-
tude." Tt is important 'acause lanpuage is the nrimarv tool through which we have
' attempted to obtain information abouf the '‘intelligence"” or "aptitude" of othar
. 1individuals, Anv lack of séphistfcation in understandinge 2ow language works will
' preclude the possibility for rational analysis and assessment in cross-cultural
settinge, Virtu. .v all "I"" tests depend upon lanpuase., Yet, there is no indi-
cation that anv I test 15 neen developed so as to take into Account the varia-
tlons in vocabhularv, syntax, »ara-lansuape, or otaer aspects of lanruage for which
major cultural alternatives or stvles exist.. Tae psyvchometrist's insistence and
dependence upon'standardization' scems to require an assumption of a common
vocabularv, a common svntax, commen Para-linsruistic features and a common cultural
situation. For It is onl" b makine tie erroncous assumptions that differences in
per formance can be compared in a "stanlard" w.y tarouea "standardized tests." .Yet,
even a suverficial exarination, with 4 lirnited knowled~e of linpuistics, and socio~ -
linguisties in particular, reveals taat it is a £ross error toc proceed in that. We
may not know all that Is nceded to remedv ooor assessment, However, we can see
clearly -mere major prohlems exist, ’

In education as witi: manv other areas in tne penavioral sciences, the primarv
tool for accomplisiaing nrnfessional tasxzs 1s the tool of language, It is remark—
able indeed that so fev educators or behavioral science .ielping professionals nave
studied this tool srsterucizally, Fewer still have developed the expertise to
apply it skillfully, Understandinz lancuare and .aow it works is not the same
thine as beins able to sreak a laneuare. The failure to understand this sirnle

s principle {s at the root of much of tne malpractice wilch occurs in the area of
cross-cultural as-essment, There have reen sensitive and sop:isticated observers
of the dynamics ~f hvman Interaction. Frantz ranon (1947), an /leerian psvchia-
trist, was amony the bion cervers of aumin oeiavier vao truly understood the
dvnamics of lancuace and the effect tiat lan~uage 13d on communlcation and under-
standinn,
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To speak means to be f{n z position to use a certain syntax, to grasp

tiie morpholory of this or that lanpuare, Wnat it means albove all {is

to assume a culture, to support the weigsiit of a-civilization...A man

who has a languace, consequently possesses a world expressed and

implied by that lancuare. ‘'hat we are pettine at becomes plain,

lastery of lanruage affords remarkable power, Paul Valery kneéw this,

for he called Janeuage, 'The God gone astray ia tae flesh.' (pp.. 17-18)

L]

Some “uman service professional practicioners geem to nave understood the
problem somewhat, For example,  attorneys at law have understood the critical
need to master specific techniques of conmunication, For them it is not simply .
a matter of speakinr rood Fnelish, althouen that is important, Tue successful -
practice of law actuallv depends upon the skillful manipulation of English, °
either written or oral.in order to create mind set, to structure relations, or
to piapoint meanings, ‘‘are than that, aj/4 part of tne law curriculum itself, .o
attornevs study the techinique of asxkincAuestions in order to utilize courtroom
or interview Jinteractions, to maximum.£ffect (4illiard, 1974), It has been but
recently- that educators aave semin to pay systematic attention to their primary
tool: Studies of gquestioninr strateries are now aquite common. However, there z
is a ceneral ignorance in our field, of tne knowledge and insights possessed by #%

he sociolinauist, Those who function in tne area of psychological test*-.e, have
paid a tremendous cost for tnis ienorance, However, t.ae cnildren yho nave been °
mis assessed have paid a8 cost which is reometrically higher than thac,

*

The understandirne of sociolinzuistic principles would nave eliminated decades
of misassessnent of the intelligence of "primitive" peoples, It was
Benjamin itharf (1956) ‘in 1927 and for several vears following wiho understood the
connection between languace, culture, vorld-view and tninking. For ‘example,
Whorf indicated that Indo~-European languaces can be rougaly calibrated Enelish, _
French, German, Russian, Latin, Greek and the restj but when it comes to Chinese,
Mathmia, and Hopi, calibration, says 'horf, is structurally difficult, if not
impossible, Speakers of Chinese dissect nature and tue universe differently from
Western speakers, A still different dissection 1s made by various groups of
ansrican Indians, Africans and the speakers of other lanpuages, Waorf and nis
analysis also put to rest the mvthology about "superior" and *'inferior" languapes
and tninking, For example, e noted that amons the Hopi, events alvays iaclude
"space" and "time," since neither is found alone in the !llopi world view, There-~
fore, his lancuare ret§ alone adequatelv without tenses for its verb, and permits
the Hopi to think habitually in terms of "space-time.” * iaorf goes on to indicate
that to properly understand Einstein's relativity theory, a Yesterner must abandon
nis spoken tongue and take to the language of calculus. ‘owever, a Hopi has a sort
of calculus built into him., 'horf indicates that Hopl is a better language for
sclentific ‘Investipation than are the European lanpuages,

v 3=

Relativelv few lanpruasges of the cultures nave attained to modern civili-
zations and promised to overspread the globe and cause the-.extinction of
hundreds of diverse exotic linguistic species, but it is idle to pretend
that they represent.any superiority of type. On the contrary, it takes
but little real scientific study of pre-litarate languages, especially
those of America, to snow how rwuch more precise and finely elaborated
the system of relationships in many such tongues than 13 ours, By com=
parison with many American lancuages, tie formal systematization of
1deas in Enplisn, %Serman, French or Italian seems poor and jejune, Why,
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for instance, do we not, like tae Ilopi, use a différent way of express-
inp the relation of cnannel of senzation (seeing) to result in conscious-
ness, as between 'l see that it is red,’ and 'l see that it is new,' e
fuse the two nite different tynes of relationsaips into 2 varue sort of
- connection expressed by 'that,' :Mereas, the idopl indicates that the first
AN case prasents the sensation ‘red' and in the seeond, 'seelns' presents
" unsnecified evidence from which 1s drawn the inference of newness...
-Does the Uopl lancuape show aere a hipner plane of thinking, a more
rational analvsis of sitvations, than our ELnelisa, of cour e it does.
In this field and Lr various otaers, En~lish compared to Hopi is like a
o0 1ludreon comoared to a rapler. ‘e even aave to taing and bogele cver
t1e ~fiestion ‘or some time dr aave it explained to us vefora we can sce
« tne difference 1n the .relatinnsiips exoressed bv 'tiat' in the abhove
cyample"' «1ereas, tne Honi discriminates his relationsiips with effort-
1es case, for tae forms of ais speeca aave accustomed nim to doing so.
. = (Viorf, 1950, n, 85)

N T

. - '

Whorf ~oes on to sav t.at man’ Anefican Jndian and &frican lancuasec abound in finely
wroueht, beautifullv lorical Jiscriminations avout causatinsn, action, result, dynamic
ot enersetic juality, directness,of experience, ete,, all natters of the functiong

of thinkinr, indeed tae 1uintcssence of tike rational., According to taorf, in tais
respect, Hopli far out-distances the buronean lancuages, Waorf takes issue with

guch words as prc-literate. lie indicates taiat, far from being sub-rational,

* "pre-literate' or "prinitive" communities may snow human minds functionino on a
higher and ‘more complex plane of rationality tnaw amonc tae so-called civilized man.
Whnor f indicates that we do not.know that civilization is synonvmous with rationality,

o -
Stewart Chase wrote tae foreword to “fiorf's ook, In taat foreword he pre-
sented an excellent set nf principles which .ave Immediate practical relevance’ for
assessments which depend uvson tue use of lanruarse:

1. There i3'no one metapnysical pool of universal human thougut,
2, Tue ‘speakers of different lappuages see the cosros differently,
evaluate it differantlv, sometines not by ruen, aﬁmetimes widely,
. 3, Tninkine is relative to the'lancuage learned, Tnere are no primi- . e

tive lanruares., A

4., Resegrch is needed to discover tnc world-view of many unexplored
langua ses, some now in danper of extinction,

5., Somewnere along the line it mav be vossible to develop a real
international lanruare, Some day all peoples will use language at
capr~ity, and tnink ruch straighter than ve do now,

(norf, 1956, . ) h )

.

such pore cu.  said reeardine the principles o¥ sociolinguistics wnich have
developed to a hieh derrece since the tire of Fenjamin “Waorf, Such writers as
Roger Shuy, Rudv Troike, Jrlando Tavlor (1975), hkarrison (1972), Andrews (1974)
Birdwhistle (1971),5cheflen (1974), Goffman (1969), risner (1974), Farb (1973),,
Hall (1959), etc, have aelred us to understand how lanruage works, It is tae
height of professional follv to proceed in the developyrent and use of tests of
"intelligence,' which deoend upon languene, witnout an appr2ciation of messapes
of linpuists., This is must know in‘ormation, not simply nice to know,

. .
Once we understand -that coenitive and beanavioral stvles are reflected in the
lanruape wilchh 1s snoken by, tae cnild, and by tne nrofessional as ~ell, we can

S < L4
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heein to use that information in order to structure assessment processes, OUne of
the reasons that we liave been Sc nhacwward 3in tne lanited States in understandiny
now lanfruage works, is taat the traditional approacnes to linsuistic study have
beentlarrely from the persoective of tne "itomistic-objective" style user.
Vyrotsky (1962) piclel up this trend vears aro between 1924 and 1918,

e atomistic and functional modes of analvsis pravalent during the
last decade treated psvenic processcs in isolation. “iethods of
rescarch were Jeveloped and perfected with a view to studying senaw-
rate functions,wnile their Interdependence and tneir orpanization
in the structure of consciousness as a waole remained outside tad

. field of investiration., (o, 1) .

Vepotske folt that it was nossible to trace the idea of identitv of tnnught and
speech fron the speculations of the psvcholonical lincuists of 1ls time, tnat
"thouznt 1is speech minus tae sound,” to the tacories of wodern American psvchol-
otists and reflevolorists wao came in conslder tnouzat as a reflex inhibited in
1ts motor vrart, ., Vyrotsks 3av that in all these tneories, the rfuestion of the
relationship betwaen thnurht and speech lest its meanine., If they were one and
the same thin~, no relationsaip “etween tnem could arise. Vvrpotsky took a criti=
cal swipé at the metho! of analwsis -shien was adopted by wost linguistic investi-
rators. The methads wnich Vvaotsky criticized were congruent to tie one taat we
have called atoristic-objective,

Tae first metiod analyzes complex psycinlorical wuoles into elements.
It may be compared to the chemical analvsis of water into hydrogen and
oxvren, neither of wiich possesses the propoerties of tne waole and each
of which possesses nroperties not present in the 'niole, The student
applyin~ these met.ods in lookine for tihe explanation of some property
of water--vhv it extinruishes fire, for example--would find to his
surprise that ivdroren burns and ox7zer sustains fire. These dis.over-
fes will not “elp him much in solving the problem. Psychology wirds
up in the same tind of dead-end -¢hien it analyzes verbal thoughts
into it3 components, thourht and word, and-studied taem in isolation
from each other. In the course of analysis,. tne original properties
of verbal thoueiit have diSappeared, notninp is left to tiec investigator
but to search out the mechanlcal interaction of the two eclements in the
~hope of reconstructing, in a purelyv speculative vay, the vanished
propertfes of the vhole, (n, 3) [Italiecs mine] , ’

»

Vypotsky preferred an alternative to that approaca, He thought that che right
course to follow,was to usc a method of analvsis waich ae called "analysis into
units,” By unit he meant a product of analysis, wnich unlike elements, retain
the basic properties of the whole and which cannot pe further divided without
losing them. ©Not the chemical composition of vater, but its molecules and their
bekavior are the key to the understandine of the properties of water., The true
unit of biological analvsis vould be the livin~ cell, since it possesses the basic’
“properties of the living orranisn, "hen it comes to verpal tnoupnt, Vygotsky
believes that the unit of analysis should he '"word ‘wmeaning." The importance of
Vygotsky's approach is that like 'morf, Y1e recognized the complexities of the
comnunications process, and tiat it could not yield to the kind of atomistic
analysis that would permit e development of tne kinds of assumptions which
underlie contemporary standardized tests of intelligence. Tae implicit assump=-
tions are that world-views mav be ienored, unique experiential pools may be

. f
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Isnnred, and that meanla~ =it in the Y- tract, unconnected te an* cultuxal
sottine, It Ls hard te '« lieve 1w apsone wio understeood tae nrinci~les of lin-
rulstics, sociolinguistics in particular  cotid 1o0ld suca 2 position, P

T™is “ria~s us to’'t o uee of’lancuage i{n contenparary wssessment processes.
/. close exanination o t .~ {ntellirence testine moverent will reveal taiat vittually:
all the .sfeciolinguistic insishts aave bheen overlooxed, uJre of t.ue consequences of
such an unsophisticated loox at t.c assessment process 1s taat rany colldren vho
actually have high abilitw are nisjssessed and are labelled as aaving low ability.
Put, an even more startline conscsience to mauv educators, i{s the fact seldom .con-
5ldered, that 1is,tnat c.afldren '#ho are measured as aaving nigh "aptitude" or -
"intellirence" frequentl- aave achiigved taat ratine onlv because they resemble the
gultuce of the person wio asned the questions and tney frejuently ha¥e less
ability tnan has been indicated. 7hev are "false positives:" for example, Cohen
(1972) has describedethe ;ituation as follows: . I
0\ .
Mildren of educated families all too often use words to conceal their”
- icnorance, bhecause thav jnave learned that words please their parents, :
. and the desire to nlease comes to outweign tne desire to know, or they f/
will use words ro conceal their feellngs, since some ‘parents make it .
clear that strono early childhood feeling is not appropriate in a aouse~
hold of controlled adults, or they will ask questions, sometimes the '
same ones. over and over, not as an 1onest searcii for énformation but
a5 a means of encacine an adult whose generosity in respondineg to a

cnild is likelv to occur in the co<nitive areas. (p. $8)
Id . ~

‘One of the '.avs to l.ecep from making errors in assessment 1Is to ﬂoply the
understandinr of behavioral stvlc to tnc area of language, ..iany investipators have
noted such relatlonshlp . "ithout lodkin~ too hard, one can find the same values
and elements reflected in lancuare strsles that aave oeen Gescrioed earlier in | p
relieion and music. Theca stvles are reflections of basic polar personality styles, -
and the intermediate stvles ':nicn were discussed carlier, tor example, the dominant -
atomistic-objective stvle reflected in lanzusze in America calls for an approaci ‘to
language "shich emphasizes tﬁi%?ermanéng" meaning of words, . confornltv in vocabu~ .
lary, "conformitv" in lin-~uislbrc structurg, "narroving tac focus" in lanruage to . .

+ exclude "para-linruistic" features, "standardizine" tac lamruace, and vieving

languace as "abstfact" anl "Jisconnected" from a particular cultural context, Tne

. cvxdcncc that these assumrtions are worklnc is found in the aigh and growing
commitment amons public schools and aipher education for "literacv requirements,"

» Discussions apout the ''literacy requirements' usually carry tae assumption, not- '

oan that there I{s a stanlard lanruare of conveniencc, but that there is a . . .
"standard" lancuare, meanins ‘a *qrertor lanruare, to wiaich all citlzens nust con-

form, %“hen a atudcnt'dnn not démonstrate a fanlliarit/ wita the "standard lan-

~uaoe,“ the prevailine aisunntion atout tar student is not tnat tiue student na% .
"anothe~ lancuare and crreriencc but taat the stydent is un11te111g°nt. Nne

i5 reminded .ere of thic narro.eld percentual ran~g of. tae obocsatvo-aompulsivo and

the obSeosivc-compul iv\ 5 inability to feel comfertatle z:itn novel éxperlence.

"Literacv tests" tien are {requentlv usei tQols 57 assessors <10 express a parthcu~

lar behavioral stele, 1t can be shan Pere tarouca lanpuare, thaty if the imtent

i3 to discover "intelll~oncg” and not communicative conformit *, tue assessor will

be compelled to expand thiw-arproach to include usinz anv experience waich any

student has! TFor examvnle, "‘illiams (1775) wa}.opo&ﬂn of tne discrepsancy vetween’

evidence for 1nteliérencc in school and evidence for intelli~enoe expreand tirrougi

thé child's normal experience. H ’
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"1. Gettenm over like a fat rat in a cheese factory.

. 8. Jim, he was makine {t and makinz it.

Tae Black child who 1s ar home with the metaphors presented above, but who has no
opportunity to use his or “er understanditie of tnose metapnors in order to express
his "intelligence," is not "deprived" but is being deprived by someone of an oppor= -
tunity to dem-~nstrate intelligrence which exists. The Further example of a part of
the rich experience of jome Afro-American younesters follows, Dr, Ernie Smith

(Williams', 1975) rives a poifmant, detailed description of his coming of ace "in
the streets,"

Rlack parents and teacaers have lon2 noted and expressed beuilderment *
over the strinine difference in flucncy between zcaolastic and non=-
scholastic verkal behavior in Black children, Tals difference can

be accounted for bv the students' free cholce of lanpuage once removed
from the ridi~itv of the classroom. Tuils freedom assumes the farm of
ethnotropism ~sidelvy uszed in Black culture. Q\

\ .

2, That ain't nothine, man, ice it!.

4, Higher than nine kites on a breezy day,

4, ilan ‘that dude was reallv strokinn,

9. Just as cool as she wanted to bve, >
6. 1 don't know, what pase you on,

-

7« You on the wrony channel, tune in!

9. I'm gonna hut your hip boots on,
1), Lay out till vou .eet wired up.
11. Lavige on the cut till I'm anip.”
12, Freeze that shit and-space,

letaphor is the most imaeinative agd’ creative device of language,
‘{fetaphos is the supremevethnotronh. 1t saows a caéacity for a .
developes sense of the beautv and 'ethnotropisc of language, -
detaphrr 1is a hirh level of abstract symbolization, of logical

analogy, describine whatever its meaninz symbolizes,,.the

essential ambiruity of metaphor is usually resolved by contextual

clues, converrent concepts, and knowledge and expectations of the
members of the culture. In conventional standard usage, one is.

taucht to avoid unambiguous retaphors, for tney obscure literal

meaninp. (9. 87) “

3
£y

Walter N., a fellow who T consider to be a top-notch piayer and a man,
first taupht me the »impine pame, Scitool Boy, wiich was Walter's moniker
or nick-name in the fast life, taugit me all of tne psycholinguistics of
survival within and outside the street culture. He especially emphasized
thie necessity of my developinpg an ability to linguistically code switch
in 'proper' .Enerlish, Unlike stuff playine and slum austlin, which are
hustles vhich require a proficient and skillful use of linguistic, para-
linpuistic, and semantic clues conveying an ignorant personality, sweet
mouthin', rapoin', and especially mackin™, Teauired a compicte reversal
in roles, School Bnv not only taurht me the nuances of the fast 1ife, lJe
persistantlv urced tinat T ~ursue, and stronely influenced my having con-
tinued to completion, a post-secondary education, (n. §1)
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At onc pnint in ori "sveat-rrnie" Smith's life ae sas resarded by the school
staff as "mentallv retarded.” Ve could onlv aave oeen reparded so by a psycholo-
“pigt or otner assessor sac had A lirited,nersonal experiential pool and, tnerefore,
falled to understand enou~h of Dr, Smith's expericnce as a real world axperience.

A 3killéd psychologist or other assessor would know aow to let Ernie use 1is own

experience as a. vehicle ta permit revelation of his cornitive skills,

v
.

S‘dran (1971) has said taat one can easilv understand iay Wilte or Western
istorians nave tended to minimize or omit the study of "orality," since they are
"yriters” by cultural tradition, a tradition which places noé value whatever on the

absence of "literacv," and as such, they nave little, if anv expzrience of the

_ orality. Also, Sidran clearlv perceives, as did Benjamin 'norf many years ago, the
"fact that laneuage and world-view are intimately tied together, and that world-

view and lanruage reflect the way individuals structure and participate in their

world. For example, in the .fro-American world viev, Sidran (1971) indicates that

the Afro-American oral man stores information throueh pihysical assimilation,

He becohep the information, this preocess has similarities to physical
.intercourse on a .very:; general level, 'Tiereas, Western “communication
: theory based on the notion that speech contains much that is redundant
] ] to intellipence and tncrefore, wasteful of intelligence, makine it
’ ) . possible for cybernetics to reduce communication to.digital yes/no
o systems, Black communication maintains tne integrity of the individual
3 3 and his 'personal’ voice ih the context of-group-activity, thus the
. notion that voice tones are suverfluous to communication is absurd,
.within the framework of oral culture, This.truth can be applied to
" instrumental music as well, whereas Western musicians were recoruized
‘ for their ability to conforn to ard master, traditional techniques,
R Black musicians are hicnlv rerarded for their ability to invent personal
techniques and to project nerqonaL\'ounds, the personal tecnnlque being
a meaas whereby tae Dersonél sounds’ are accomplisned (pp., 9-134)

" . 4hat we have here rhen 1s not onlv a différent vocadtilary and a different
arammatical structure, waen we look at two different cultures, but a different

ecperience of reality itself., frequently it is difficult; if not imndssible,

to translate the experience from one world-view or beiavioral style to another,

- . Lxperiences can easily pe overlooked bv an assessor who Knows only one world-

‘ view wnile observing + persen who narticipates in another world-vie®, Tor examﬁ]e,

Ken Joinmson at the University of California at Beriieley ooints >ut taat it 15

> impossible to 'sienifv" in standard Enclisn, Signifyine:is, & part of the Afro-
American oral experience ' tich takes on .its meaniny witain a particular linguistic
saclal context, Lven if t! Afro-Armerican speiker is oi-dialectical, signifvine
can only occur in the Afré=Arerican dlalect, Furtyer, no one who is not steeved
"in the Afro-American tradit.on can sirnify! mile 1t may be true that signifving

- is not valued in a schoul settine, and mav not provide tHe student the opportunity

e

- to rain school credit, -~lepifvine has to he of interest to any lonest psvchologist-
» or assessor, Lf the nhinctive 1s tc deterrine the student's "ahilits” to function

. coéhitivelv or at a 1iea irntellectual plane, o :
» _( 0 ° *

A”';." IhPx* are m&nv uni~rge assects to the Afro=americdn lincuistic ewperience.

.

These,distinet dspects -ust be nrilized in anv assessment of ”4nte11ihence. Tor
. _examnle, 1n the Afrc—ﬁ“orican lincuistic expcricnce, 3peaking i5s more "social" and

Tksa "Lndividual tat is to sav, "interaction" is expeCted in communication,
. . - ‘e . ° v 2 “ - .
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cven at the level of f{orral sneeca raking, iayers (Yilliams, 1975) notes that,
in Black onrations, the closer the nerson is to the Afro-fmerican core experience
the more likely there 7111 he the expectation of the "call:.and response" socio-
linruistic intera'tinng The Afro-American sncaKer expects to aear 'back-talk,"
words of encourarement, or sirhals of acreement, sucan as "Amen," Tnis is an elab=-
orated lin~uistic code. favers says that the non-Black apéaker would verv likely
feel interrupted hv such a response, should that speaker be unlikely enouga to
receive it in the first place, The Afro~American speacer, on the other hand,
would be encourared and rejuvenated by it, In'addition to the expectation for
greater audience participation in the speal.ing encounter, anong Afro~American

f speaxers hiph value i placed on the use of creativity in vogabularj and communica=-

tion, TParticular word meanings do not have to maintain tnemselves over time, in
fact, to be "9}p"'is to be orecisely the opposite, to “e nqvel, For example,

Fven the adiective funky which once meant, to many YNerroes, merely a

stink (usuall‘r associated with sex) was used to certify Afro-American

fmusic as meanincful (tne word became fasnionable and is now almost

/useless), 1he social implication then was that here was the old stereo-

type of a distinctive "Neero smell," a stereotyna to which White®America

subscribed, which could be turned arainst Vhite America. This smell now,

real or not, was made a valuable characteristic of '"Negro-ness' by the

/ fifties, and for many ‘leerroes (and iMlites) was tune only strength left /

f to American culture, (Jones, 1763, pp. 219-229) //

/ Some of this creativit vas tied to a simple enjoyment of the use of languase. In
other wavs Rlack creativitv in speech comes as a consequence of oppression, The

/ , use of indirection, obliquity, inference, and illusion i5 related to the need to

/ * be calculating and conscious in social exposure. For example,

/ [

When Blacks came fnto contact with "hites tiiey often found it useful to
nmaintain a 'low profile.,' etaphor provides a convenient cover when
thev wished to do so-talkine in riddles, as it were, For example, when
metapaors arc used bv “hites to promote negative values ahout Blacks,
Blacks turn the metapiors back on tie users by assigning taem tne same
nerative values., At the same time thev assign to tnemselves the posi~
, tive values in the metdpior; thus, metaphor serves well -he .function of
‘ deliberate amhisuity for Blacks, %aen Waites make mistakes in pronuncia=- !
tion, Rlacks sav clumsy liprs, on the other nand,.Blacks may say clumsy
lips and mean by that a man who s ‘really rappine,’ Similarlv, fuzzv
! mind or child-li:¢ mind may mean 2ither a muddled tninker, or a 'deep
mind' thinker. The subtlety of this way of thinkinz typifies Black
Talk, (Turrer, 1949, p. 89)

Takine irto arcount the u3e of lan~uare as indicated in tu= discussion above,

it becomes quite c.ca, that tw. seoarate value systenms are operatine, It also

' ) snould be apparent tiat . {5 useless, 18\t1€ intent is to discover the ability

’ of a person to function and to apply i35 or ner intellicence to an environment,
to insist that tne b13'c lan~uace and information pool for thaat demopnstraticn come
from a totallv alien environrert, Ihere iz absolutel- net™ines in tae current
practice of standardizg! testina ‘or infellirence waich fives evidence that anv
of our information about stsle, es~eciall: as exsressed tarousa lansuage, is ;/
either understood or a-rlied. "uite naturallv, any zood pusiness nerson o con=
templates what is imnliei b» an accentance of the principle peing discussed here, .

;
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. would recoenize immediately the cost involved in taking such knowledge into
account. Quite clearlv, the mass produced standardized test 1s cheap. On the
other hand, we have seen that the mass produced standardized test can function
only by doine vidience/to tiie truth, when in fact, the expression of intelligence
in human beinps takes place through their own learned language and culture, This
condit;o:;9émands mg}tiple bases for assessment.

-

Additional Areas for the Expression of Stvle

/}e have utilized only three examples of areas where information regarding the
expzession of bghavioral style can be found: religion, music, and language. The
number of areag walch could be examined is unlimited, For example, there are clear
distinctions in the approach to humor by the atomistic-objective style user as con-
trasted with, the synthetic-personal style user. In the first case, frequently the
humor in a joke 1s in the plav on words. Stand-up comedians with "one-liners" are
the best examples of atomistic-objective style humor, The anecdote is abrupt. It
is discogﬁécted from any particular context. The joke can be delivered easily in
a varlety of contexts, and,therefore, can be considered something of a "standard-
ized" version. On the other hand, among Afro-American humor, frequently the jokes
told wduld be considered evea funny by many Euro-Americans. For example, instead
of the use of "puns" or "one-liners," very often the Afro-American joke is deliv-
ered, as an involved description of a social situation, and frequently uses mater-
ial’in the context where the joke ls told. The people who are listening frequently
will be the subject of attention. The person who is delivering the joke may
sfimply spin a long and detailed description of some misfortune. In the old barber
éhop routime, a joke may be told once, and then several more times within a few
/moments. FEach time it is told there may be a different emphasis, milking from the
joke all possible nuances, The participation of the audience is expected, New
endings to the joke may be provided, Someone, tne initial joke teller or anyone,
mey actually build on the joke to the point where,a new joke is created, In such
cases the humor is in the created situation rather than carried strictly in the
meaninss of words, The tctal situation is funny rather thai the "logic'" or the
"{1logic" nf the connections among words. These differences are so' real that it
would almost take a bliud, and deaf person to be unable to recognize the distinc~
tion betwben Euro-American and Afro-American liumor as is the case with any other
are. of human experience, Yet a "universal" question on the Stanford Binet has
been a question about "absurdities," For example, "Bill Jones' feet are so big
that he has to put his pants on over his head." The style user who likes to
listen to word play has an advantage here., The real absurdity is that psycho-
metricians or ftest makers cannot detect the culture specific nature of this
%uestion. \

It has been Important to take this time with detailed illustrations of
expression of coenitive style in a variety of areas, primarily because of the
impiicit assumption among those who place high value on standardized test results
that there is no need to considet stylistic variations among users. Having
developed these points in a general fashion, it is now possible to progress to the
research on the development of an approach to an alternative to an IQ test for
identifying gifted minority students.
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The "Who" and the "0": Contextually Situated Vehicles

for the .ssessment of Pupil Potential

°

Revision of Pre~Screening Checklist and Procedures for Administration

. A complete description of the identification process which has been used to
select gtudents for the fifted Program in the San Francisco Unified School District
is included in the Appendix, It can be noted here that the utilization of
Paul Torrance's items in the checklist for creativity was a significant step for-
ward for the San Francisco Unified School District. When this device was adopted,
it signaled recognition that a broad tange of behdviors must be considered in any
identification program, and that information not normally included on standard
assessment procedures must be considered as well, Paul Torrance has done pioneer
work in the assessment of intelligence based upon actual observations of children.
It became clear to him very early that traditional definitions of antelligence
were unnaturally limitine. As a result, he found it both more realistic and practi-
cal to speak of "creativity" than to think of high level mental “.uctioning as an
expanded definition of "intelligence." The checklist which summarizes character-
istics that Paul Torrance has identified and has associated with "creative behavior,"
is shown in the Appendix. This checklist is fine as far as it goes, However,
Paul Torrance has failed to make the next fundamenta] refihement which observations
of human behavior would dictate., That refinement is'to deal with the matter of
style. Essentially the implicit assumption in the use of the Torrance checklist
18 similar to the assumption in the use of standardized tests, that being that
one "norm" can be used in thinking of all children. There is little or nothing
in Paul Torrance's formulations to account for cultural and stylistic variations
in any systematic way. In a sense, to move from traditional standardized variables
to those characteristics which Paul Torrance has identified, repregsents an embry-
onic move to come to terms with or to face the matter of style, Torrance does
this throush an argument over the definition of "intelligence," Wit him, it is
as 1f the onlv problem in assessment of intelligence is that the ranpge of behav~
iors which constitute the "norm" of cofnitive functioning is not broad enough to
encompass some of the behaviors which students in a standard culture exhibit.
Any in-depth study of tae cultural roots and expressions of specific groups will
illustrate clearlv, as has been shown in preceding chapters that a person's
experience is situated in a cultural milieu which exists with its own integrity,
and that this may or may not overlap the cultural milieu of others,

Qur revision of the exlsting pre~-screening check list and the revision of
procedures for administration 1s designed to integrate what we know about the
origin and expression of ben9vioral stvle and the difficulty which an observer
‘will have seeing stylistic differences in behavior. The following important
points deseribe the revised basic check list: ’

1, The revised, check 1list 1s notlLo be used as a complete assessment for
the identification of "g‘fted" children, It is to be considered only
as a rough screening device which seems to identify talented students
who are missed by traditional assessment practices,

‘
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" items, and by enlarging the number and kinds of child behaviors which
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No attempt has been made here to specify the character of the remainder
of the assessment process for the ident’ “‘cation of gifted children, nov
has there been any attempt here to specify procedures or principles
related to the articulation of this assessment procedure with later final
assessment procedures,

Tne revised check liat contains items which have been designed to be more
characteristi¢ of the synthetic-pe nal" style. Several of the items
are quite similar tc those on Torrance's check list for creativity,
However, it should be pointed out that the use of this particular check
list requires a more global conceptualization of "pre-screening" than

was the case with the Torrance checklist, To be specific, not only are

. the specific items important, it is also important who does the rating

using the items,

N

It can be notéd by looking at the Paul Toxrance creativity check list
(San Francisco Unified School District, AppendixM ) items six, seven,
eight, nine, twelve, thirteen, fourteen, sixteen, seventeen, nineteen,
and twenty-two either directly or indirectly appear ‘tb overlap those on
the "WHO" and the "Q" However, additional items from our research
have been added. Both the overlapping items and the new items are -
believed to be items which are weiphted in favor of the synthetic-
personal style user, For example, item number four on the "WHO" and
the "G" "has a quick cemper,” seemed to he related to "impulsivity,"
"explosiveness," and/or "expressiveness," as discussed by Shapiro,
Cohen, Hilliard, Weems, and otners, Similarily, item number c¢leven, *
"is very impatient," seemed to be a common characteristic cited by those
who described styles similar to the synthetic-personal, Item number '
seventeen, ''can make quick decisions,” and item number eighteen, "is
pood at puessing,” are both items which have been antithetical to the
"obsessive~compulsive" or "amalytic" style users. For example, Shapiro
indicates that the obsessive-compulsive has great difficulty making
decisions because of the psychological need to be certain, They prefer
not to guess, Another clear example of the stylistic fit of the items
in the WHO/O is item number twenty-one, 'seems to know how other people
feel," Repeatedly, investipators seem to associate "empathy" with a
personal focus or with styles that resemble the synthet{c~personal
stvle,

Q

)

Once apain it is important to_remember that it is. not only tne items
but the judeement of a pupil's behavior using the items as a way to
structure observations and recollentions tnat counts. Therefore, it
was felt that the cpportunity fo identify more svnthefic-personal

style users was gredtly enhancea, both by changing the character of the

were to be observed,

The checklist l.as been revised so as to depend upon several assessments
of the same child from different points of view, A single teacher may
or may not have enough information about a given child to be able to
rate what that child actualiv does. Furthermore, a single teacher has
his or her own hehavioral strle which will condition how the behavior
of a child is perceived. Therefore, multi-views of a single c¢hild

must be garnered,
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- 5, The check list as now administered provides an opportunity to minimize
poténtial misperceptions in cross-style assessments by a single observer
by including peer assessment, self assessment, and parental assegsment,
The more sophisticated extension of this primciple would be to include
the ratines of other individuals, particularly those who had extensive
information about the experiences of the studexit being rated. \

6. The check list calls for observations on -"thematic" behaviors with the
specific content cited or used being free to vary. The assessment uses
the child's experience in a variety of settings but with a special oppor=
tunitv to include behavior in natural settinps. These behaviors, most
likely, are to be observed by parents and peers. The more sophisticated
extension of this principle would include the use of relatives, peers,
in addition to those in .ne same classroom, and other adults who are
familiar with the experience of a given child. Foy example, on the item
"ig very funny sometimes," what we expect is the observer's impression

. of the behavior of the observee, without spelling out specific jokes or
even joking behavior as an index of funainess. The intent here is to
determine if, in the eyes of the observer, the student appears to be
funny, not if the person who develops a standardized test thinks a par-
ticular joke in a test would characterize a student as being funny.

7. The check list can be applied in any setting where the raters are
familiar wi.h the ratee., The most sophisticated use of the check list,

- therefore, would call for the raters to indicate the level of familiar-
ity they felt with the ratee. Furtaner research would have to be con-
ducted in otder to determine the weightings of items or to determine how
to take into account the rater's degree of familiarity with the subject
in some systematic way. A

In general, it is important to keep in miné that the list is not an "{nstru-
ment" in the sense that some investigators seem:to accept traditional standardized
tests. It is instead, an instrument to "structure observations or recollections"
which does not utilize preconceived content, but wnich does utilize preconceived
themes. The list represents our expression of the fact that in the assessment of
human behavior, the state of he art is such that the most dependabie observations
come from skilled observers with cross-cultural sophistication and demonstrated
familiarity with the subject being observed, when these observers use the experi~
ences which cue child has and analyzes those meanings in order to make a deter-
mination atout ability and style. ’

How fhe CReck List lias Developgd

- The items on the "WHO" and the "0" check 1ist were developed based: upon an

in depth review of the literature on the assessment of intelligzence, cognitive

and behavioral style, culture, and world=view., In addition to this review, in
depth interviews were conducted with "experts': teacthers, psychologists, soci-
ologists, social workers, linguists and others who have had on going, incensive
contact with children in tbeir daily practice, primarily Afro-American children.
Experts were also selected according to their ability to articulate their observa-
tions about their clinical practice, Ve would have preferred to be more broad-
rangine and have more structured in depth involvement with an even broader range
of expert clinicians, utilizing structured observations to corroborate their
clinical assegsments, hLowever, the' limitations of the scope of this investigation
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precluded such an arproacn. In interviews, cae clinical experts were advised

tnat we were interested in the development of alternative procedures for the
identification of pifted minorityv children. Specific inquiries were focused to
elicit from these experts their articulation of how gifted behavior was expressed,
utilizing as much anecdotal material as possible. Lxpert opinion on the condi~
tions under‘which accurate observations could be made were also sought,

In addition to the ahove,’key project staff were selected based upon their s
own brcad range of experiences in workine with children at a variety of levels,
The project staff were used to assist the princlpal investipator to analyze
literature and interview material in order to identify charactéristics to be inves=
tigated,

Finally, a small group of consultants were iﬁterviéwed and appropriate liter=-

" ature reviewed in order to refine the theoretical framework on behavioral style

and assessment procedures. The data which were svnthesized from interviews and
literature, as well as from our own observations, were then examined to determine
‘thedr fir with the hypothesized catepories of "atomistic-objective™ and "synthetic~
personal," Tor example, Dr. Buford Gibson, child psychiatrist, provided vivid
anecdotal information about the behgvior of /.ro-American children who were
referred to his clinic for treatment. pr. Gibson noted that many of -the Black
chlldren who were referred to iim as "learnitw problems and later proved to have
nigh ahility,“often were characterizec as having a "macure playfulness"' "They
would have a joke for me every time they came to the clinic"; "They would build
humorous situations ou* of mutual experiences that we had in the interview";”
"They sometimes hide their talents"; "They ¥now tuey are gifted and will tel1 vou
if you os! them"; "Tt i5 necessary; to .aave a rapport before information will be
revealed"; "Tue injquirer nust be perceived Hy the student as 'smart' enoupu(to
understand in order for ti2 student or sifted child to 1eveal important informa-
tion," .'r., Rudy Smith, ‘1rector of the Crisis Clinic at lfount Zion Hospital -
emphasized that the internretation of behavior as rifted must include the evalua-
tion of tnat behavior as "appropriate" tc a given situation, ‘ir, Smith-added an
additional dimension which was also highlirhted by Dr. Orlando Taylor, a linpuist,
They both spoke’of "code switching" which ve later saw as "bi-stvlistlc" behavior,
or what Ramierez and Castaneda have called "bi-cognitive development.'" That is
to say, the truly gifted child is able to function under a variety of conditdions,
including baing able to functien with peonle who have more than one style and who
can, themselves, function in more ‘than one style, This is an ipportant considera-
tion in the definition of pifted behavior, in that many childfen nov labelled as
gifred are really nothing more than highly practiced '"nono-stylistic" people and,
consequently, may, be°presumed to be inappropriztely assessed as '"gifted."

Once the behavioral indicators of style were identified, che indicators were
extracted which seemed to be congruent with the syntnetic-personal style, and,
therefore, with many:of the "m;ssiny" gifted students, ° ’

Hlow as the Cbeck List Administered?

1. The check list vas first administered in the usual way, that is, the
teacher was asked to identify students w:o mignt be pifted and then
was asked to fill out the "0." See Appendix .,




Y . 7
Pilot Process for Check List Development s

Three third grade and three sixth grade classes were selected in the

San Francisco Unified School District during the middle of the second semester

of 1976, The follo~ing procedures for the administration of the check list were

ag follows: -

) 1, The teachers were asked to identify children in their classes whoégihey
thought might be gifted, and for further evaluation, They were “then
instructed te fill out the "O" form of the new check iist on those
students.

2, Followin5 the completion of that task, teachers were then asked to think
of the entire class and to fill out *he "WHO" form, Teachers were advised
that a student might be named more than one time or that on a given {tem
it would be possiblé that only one would be named,

3. The "0" forms were passed out to students in the class and each student
"was asked to check those items which the student felt were descriptive
of himself or hersplf. . B v

4, TFollowing that, the students were then asked to think of the entire class
and to name the individuals in the class who seemed to fit the descrip-
tion on the "WHO" form, Students were advised that any student could be
named more than one time, or that there might be items for which the
student would have no nominee, Students wWere not told that their ratings
were associated in any way with selection for a gifted prog*am.

S, Parents were surveyed by mail to determine if they would. permit their
children to be involved in the study and also if they would be willing
to £111 out the "0" form on their own child. Parents were advisad that
the information would be used.in order to assist school personnel 'in
idenzifying children for the gifted prog»am, Only one parent, either
parent, for a given child, was asked to respond.

In view of the fact that not all paren“s responded to the questionnaire, it
was decided to give primary weight to peer r..tings as a basis for identifying
students to be assessed further, The ten students with the highest peer ratings
were then selected and evaluated by the District'' normal processes which are
described in Appendix N, Based upon that description, three children were identi-
flied as gifted. ‘

The check list was factor analyzed., Since there were too few teachers to
provide a meaningful factor analysis, three sets of responses to the instrument
were factcred: The child's self ratings, the child's peer ratings, and the
parent's ratings. 5ee Tables I through V and also Appendixes A through I,
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TABLE IV

-
Totul Ratings o Students Receiving a Peer Rating of 10 or Less

» -
(Note: A sero in the parent's column indicates that no parent rating was ubtained)

AN .
Student Self Peer Teacher Teacher Parent
(Whole Cl§§s) (™mination) . (Whole Class) (Own Child)
1. 16. 10. 0. 0. 0.
2. L. 16, 0. 1. 0.
3. 13. - 10. 0. 0. 3.
4. 23. 3. . . O. 0. 18.
5. ZA3. 9. 0. i. 0.
5. 14, 9. 0. . 0. 0.
7. 1. 9. o0, 9 1. : 0.
. -8. . 47. 8. " 0. 0. 0.
9. To32. 8. - 0. 0. 0.
. 14, 8. 0. 0. 0.
16. 7. 0. 1. a 0.
23. < 7. ., 0. v. 0. '
. b, 7. . 0. 0. 0.
15. 7. 0. 0. 0.
15. 7. 0. ¢ 0. 21.
~ 27. 6. 0. 0., . 25.
2k, 5., - 0. . 0. 0.
21. L. 0. 0. 2.
15. 5. 0. _ 0. 0.
7. 5. 0. 0. 0.
15. 5. 0. 0. 9.
13. . 0. 0. . 0.
8. i o. . 0. 17.
) 22. 3. 0. 0. 0.
14, 3. 0. 0. - 0.
10. 3. 0 0. 0. 11.
9. 3. 0. 0. 0.
&, 10. 2. 0. 0. 0.
13. 2. 0. 0. 0.
b4, 0. 0. 0. ilb.
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’ ' > ] TABLE V - £0
> ’ Total Ratings .n Students Receiving 2 Peer Ratimfyy of 30 or More .
(Notes A zero in the ; wrent's column indicates that no parent ruting was obtained)
- . - Py
Student aelf Peer . . " Teacher ) o Teuch;n\ Parent/
: (Wholé Class) * (Nomination) . (Whole ‘Class) (Own Child)
S Yol 12, 0. g 5. 0.
2. _al : T1. . ‘o. i 0.
2 T ol.. 0. . 1. 11.
PR ' 5. - ol. ~ 18, 13. 0.
5 2k 60.. ¥ 0. 7. 2o.
6. 15 59 0. 1. 19.
v, I, 57 . 0. ‘ 1. \ w—20.
8. 37 53, 0. 3 «/ 0.
9. 17. 5k 0. , 5. 25.
10. 11. 50. - 32, TR 8. - 0.
- LlL. “ 23. by ~J. 0. 4, 23.
12. 16. Ly. <y 0. M- TR 11.
13 16. 47: *oo. 0. ’ s 0.
. Lk 13. 47, .o 0. 0. I3
15, i3. 45 J. . 1. 0.
I 16} 21 42 0. la 0.
17 20. _,42 O. lu - O'
.8 18 42, s 0. g. . 0.
19 L. 42 0. . e 2" 0.
20 19. 41 0. - - 2. 18.
21 8. 41, 0. AE . 6.’ 8.
223 20. 3 o) " 0. y 0. 19.
23 17. ud. 0. 0. 0.
2l 20. 39 " 0. . 3. 0.
<25 21. 38 0. . 10. 22.
26 18. 38 0 0. 7.
27.. 17. 38 0. 2. ) Y17,
28 .19. 37 19.. 10, . 0.
29. 0. 3. ¢ 18. L. 0.
- 30. . 220, 5\36. -0 0. , ~ . 0.
31. 16., %6) 0. 2. O
) 32. 15 3 0. 0. 23. |
33, ° 11. 3€. . 0. 0. 0..
} 3k, 2h. 35.. 0. 0. 0.
35. , 5. 39. - * 0. . 0. 0.
36.. 27. 35 0. 2. 0.
37. © 21, 314} 0. 2. 20.
38. 1L, 34, 0. 2. 0.
39. Y 28. .33 0. 1. 0.
40. + 20. . 33 0. 1. 21.
bi. 6. ' 33 0. . 3. 23.
42. 27. , 32, 0. 1. 0.
t 43, 1L 32. 0. 0. 1.
ST 27 3L, ) 0.. . 1. 0.
b5, " 2], 31. 0. 0. 0.
46 29. 30 22, 12. 0.
b7 ) 23. - 30 0. 1. 0.
L. T M 30. . 0. b 19.
49, 3 16. . 30. S 0. 0. 13.
58 13. <* 30. 0: 2. 25.
51 9,7 30 . 0. 3. 11.

95.
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It should ‘be noted in the precedin" tables tinat all factor loadings less
than .49 have héen excluded from the summary, although the loadings do appear in .
the Appendix, It should also be noted that the §actor "loadings after the rotation
tend to be reqpectablv hizh. While we have no test re-test reliability for the
instrument, bath the hich factor loadinps and expert Judpement by staff and consul-
tants of the inteinal consistency and face validity of the factors seem to indicate
that .the fagtors {dentified are substantive. ‘To the extent that reliability does
exist or can be acceptéd, it is interestinn to note that one of our major points
is supported, That i~ that the !'instrument" {s really not the check l4st but the
observer, For example, then taking an ihternal <slew, eleven factors emerge in our
sample (self-ratings). Fowever, with the same instrument when taking a view of
peers, twelve factors emerpe, but sznnificantly, twelve different factors with some
overlanpine, Finallv, when parents used the same instrument, only six factors
emerged, and once arain, the six factdrs are différent from either the eleven or .’
. the tyelve. Tnis séems to suggest a hypothesis that the check list serves a )
slightly different function depending uvon who is looking, ard what is being looked
at! ’ “

-~

Results - Suggested . Issues ‘ < 7 i

g ' -~

This studv has been larecely exploratory, It would be presumptuous indeed to
suggest, on the basis of the pilot of ttis instrument, that '"results" in any final
sense have been obtained, It would be more appropriate to say that strong evidence
suggestine basic questions to be investigated has been discove*ed The results,
therefore, seem to be that the following hypotheses are highly worthy of further
investigation:

-

.

1. Factor analyses seem to show that the "instrument" is the person doing the
" observat’ . ) '

2. There ma be a relationship betwezn the grade level of the student and Ehe
average . :ore obtained on the instrument, \

3. There may be relationships betveen ethnic groﬁp membuership and the scores
obtained, over-all,.on the check-lisz, .

4, There may be sinnificant geographical differences . .esults when this
check list is used.

5. Teachers dia not nominate any child as gifted whose pears rated him or
her at ten or lower.

Yo child wita ten or lower peer scores got more than one teacher rating
on the "Wi!0," Tierefore, teachers'judgments on the low end of the scale
seem to coincide with those of a student's peers,

6. There may be a hiph relationship between the teacher's rating and a child's
self-rating,

7. There may be a low relationship between tie teacher's rating and the !
peers’' rating. . '

>
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8, The very hiphest peer ratincs seem to be of students who are "overlooked"
by teachers, Teachers may tend to overlook the most pifted synthetic-
personal students, .

9. There pavy be a moderate poéitive relationsaip between the parent's
ratine of the ciiild and the ciild's self rating.

a . -

Conc]usions and Recommendations

7
ST S,

Tae followine tentntive concluaxnns .Seem to be warranted from our investiya-

tion. T - «l T e T :- T o T ““%

1, The use of the "0 and the "0," employing tue procedures wilch have been

described, will identify wreviouslv overlooied students, o, with the
_regular post-screenine procedure, will be identified as "gifted,”
o E .

2. Awonr the students so identified will be previously excluded minorities,

¢ 3, Some of the students so identified will be previously excluded White

students, . o
a ~ . .
4, o sinple pre-scréeninz ratine of a student wiil be sufficient to insure
that larne cfoups 3f talented students are not overloo‘ed.

. 5, This total assessment approach is more valid than previously utilized
assessment precedures for any cultural sroup, ilowever, in view of the
fact that the "M0" and the "'0" check list have been designed deliber-
ately to emphasize synthetic-personal stylistic characteristics, and ”
in view of the fact that .such characteristics are thought to be associ-
ated with particular ethnic, economic or cultural groups, it is
necessarv that other investipations be carried out with other ethnic
groups in order to determine if the stylistié variations wnich have
been identified are sufficient to account for the range of behavior in
a given cultu-al sroup, ar if further explications of stylistic behavior
are required.

6., One thine that becomes abundantly:clear is tihat while it may be possible
to identifv oreviously excliided o. overlooked students who have hich
"ability," "talent," "aptitude," or "intelligence," such identification
would be virtuallv useless if thé instructional program of the school
remains taillored so that only a narrow atomistic-objective style is
reflected in the school program, Style in behavior is real, No partic-
ular style is bettet.of‘worse than another, The zchools have an obliga-
tion as a service institution for the public to provide an appropriate
education for every child, Therefore, it would seem imperative that
existing school curricula be examined from the point of view of the
wvarious behavioral styles that exist, that the training of assessment
personnel reflects what is known about style, and that extensive train-
ing of teachers is required to utilize data wvhich comes from an examina-
tion of the interaction of behavioral styles in educational settines,
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Further Studv : ’ ) :

; ‘ucn further studv is needed! The surface barely ias been scratched in this
: vital arca, It seems clear from recent activity in the area of standardized test
. development and recent criticisms of standardized tests, that the public will
demand much greater sophistication, equity, reality, and accountability in all
,assessment procedures. From what we have learned, that process can be aided by
- further studv of the following:

1,

__settings 1s required, = * .

2,

4.

5.

.
3 .
; 7o

8.

9,

3,

60'

~

Further in-depth study of behavioral style as manifested in school

Further in-depth studyv of the potential for cross-cultural assessment of
student behavior which takes into account tie impact of the assessor as

a style user as well as the impact of student style in educational activ=-
ities is required,

Further {nvestication is needed to determine the impact on students'
ratings of their avareness of the purposes for the ratinps that they
make of themselves and other students,

.

An in-depth studr of the "second level of aa%eaement," after students
have been identified by a check list such as tne "WHO" or the."0," is
required, For examnle, what 1s knowm about behavioral style must be
reflectedVin the use of existins standardized tests, s

The curriculum for studen”s must be examined systematically to determine
the extent to wiaich one stvle may be favored over another, dtherwise, :
there is no roint in identifying the range of stylistic behavior amonp - -
students, )
There is a need to investicate the relationship between the behavioral e
styles of out-of-school minority students and those who remain in school. .
There is a stron» possibility that many drop-outs and many students who :
are suspended or expelled for "behavior problems" may be so situated ;
because of the school’s failure to accommodate to basic stvlistic differ- ' .
ences, v .
+ Theve 13 a need for extensive investigation of the interaction between
assessor style and punil style {n assasswment setting, .
There is a need to investipate the relationship of style and learning
for specific content areas, For cxample, both analytic-objective and -
synthetic-personal style users can learn mathematics., Both can also
learn art, however, both approach these subjects in different ways.,
fore precision is required in order to understand now tnis happens,
There is a need for an in-depth inveqtigation of the impact that the
assessor's dexree of knowledge about or familiarity with a given child
has on the accuracy of the assessment of that child's<”inte11igence."
, .
There is a need For a large scale atudy, with sufficient sample slze to )
determine the impact of ethnic and sex differences on assessor judge- ;
ments and,Student-benavior. 3
PR 1 -~
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‘ Our investigations have shown, that far fror beinp a simple and easy process,

i . the assessment of student "ability" is a hichly complex nrocess which required ¢

) highly prepared observers. Tne assessment processes must be built by a multi=-

: disciplinary wroup/of assessors who have a demonstrated cross~cultural sophistica=-

: tion, The assessnent process must acéount for stylistic differences among ‘observ-
ers, The assessmént process must account for stylistic differences among children.
. The agsessment process must utilize a variety of levels of information and must

. utilize informatfon from many sources external to the classroom, as well as includ=
ing behavior in/the classroom., Finaliv, the asses3ment process must utilize informa-

D tion about the/Ehild over ‘time, -

] -
The conel sion seems clear. Traditional g4pproaches to the assessment. of
“intelligence' ‘have proceeded as if the dynamic behaviors whicih we have described

... _do not exist./ We feel that the evidence is compelling that these dvnamics do o

exist and that to proceed in ignorancg of them is equivalent to ignoring the wind 3

.on a rifle ranpe, the weather, and movement of heavenly bodies on a missile range, f

. .or temperature, heart heat, and pulse rate in a phaysical examination, A sophisti- }

cated aasessment model-requires that every conceivable influential variable be ° C
accounted for to the eXtent that it is possible to- do so. Our approach is far from
complete, fe do not know everything about children from these data. But we do know

Pthat there /1is much more of vital‘importance to know. . "

)
~ '

“"t{e do not recard stvle as in any way equivalent to I\ or "intelligence."

Ye simplv recard stvle as the veiicle throush whicu intellipence is 0
j expressed. o :
. Ve do not posit the notion of strle as an excuse to explain why some

children do not learn some subjects. In fact, ve believe that there is
- .evidence to indicate~that any content may be learned by any style user,

The question is simplv one ef how 2 ‘ziven style user will approaci the
task and whether the anproach that a eiven style user uses is compatible
w7ith that of the teacher or the in,titutiqn wi{ch provides sinstruction.
3. Finally, it i3 our opinion that the evidence indicates that style 33. ,
However, there is no intent “here to take sides in any debate over whether .
styvle should or should not exist. Tuat would be a separate discussien :
and would he resolved in terms of the aims of society and education..

~3

°

. The accentance of the notinn of style in benavior 'sould, of necessity, affect
as#gsspent«practice, educational priorities, teaching stratepies, and counseline
activity, These areas must take into account tae individual and groun differences

l“ among students, Tne simple industrial model may be nerfect for industry. However, :

' foE schools, it is a disaster, ''Standardized assessment" as traditionally conceived -

|

|

© will do violence to the human spirit. ’ 99 . ‘e
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s ) " TABLE VI
. MGLTIPLE TALENT SCORES OF 26 SECOND GRADE STUDENTS i o
. ‘ T ; - Fore-  Decdision =~
Students - "Academic Creativity Planning Communicating casting . ‘Making <
. 1 ++ B - v 0 0 0 -
2 +t . - 0 - -
. 3 ++ - 0 ‘ + - - n
4 + . - 0 e 0 0 0=",
5 ++ - - R 0 0 0
6 . . &+ < < ~ 0 0 0
7 k. s O .. 0. -
1 : N - ~ N - .
. 8 . + ++ + ++ + 0
_— 9 + o + + 0 0 .
10 + 0 ++ 0 + + -
1L + + + ++ 0 0 ,
é 12 +° + 0 0 +, ++
13 + ++ 0 + (0% 0
1 + - - - 0 -
15 0 + - -+ - 0 ,
Lo. 0 16 0 4+ + o . 0
; “1.7 0 - - ++ 0 0
T . ~d ) . - SN
' 1.8 . - . ++ ‘+ + . ° 0 . 0 ’
19 oo ¥+, 0 0 0 -
. 20 - g+ - . 0 - 0 0
i 21 C - b E - . 0 - -
oo 22 . -, + bE 0 g 0 -
f 23 - . Co- . - 0 ++ 0 0
DL 24 - 0 0 - + ++ :
: 25 - . < 0 + +r :
; 26 - - - - - +4 -
-, Iy S

;;xp,,LEGEND: ++=Higest; -+=Above Average; O=Average; -=Below Average

.~ -
S o

.
PE—

'p .
Frem Beverly Lloyd's project for a master's degree

‘\\(c;teiégg)pr. Harold Hodgkinson, Director, National Institute of Educatioﬁ, wa;hington, D&Cf




CHAPTER VII ’ \ g ¢

°

The !Gifted" Child and the School's~Implications of Beaavioral Style

.. » > -
» F\”/- .
- s

Some time apo th2 'lew York School for the Performine Arts‘ngplizﬂbd its
- artist's criteria. Those criteria were as follows: :

Tooca b 0 Moy

1. The work shows a frg?h‘v}ewpoiqt or insight, ’ s
*""‘ © T2, The technique shows Individuality and Initiative s —
| : 3. Petsistence is shoun i; 3olvine problems in detail or broad patsérq. ' ‘
i;m_” o 4, The work isvnot imitative but shows a fresi sénsitiyity to bos§ibiiities. m:

) . /

. ; A
5. The work shows more tHan patient practice and conformity to aigiven model,

: . 6. There is some sien. of pretest against custom, S ]
v - . \ . /
7. The work would have been done without ekXternal motivation. ;| ’

/

8. The artist has the capacity for self-criticism, selfuevaluation, and . :
subsequent independent improvement, / '

When theqe criteria are juxtaposed to existine standardized measures of. "intelli-
gence" it becomes clear almost immediately that manv of the aspects of "gifted
behavior" as seen bv the MNew York School for ‘the Performing Arts, are not only
measured in existine standardized tests but frequently appear to be antithetical
to those" ‘things which are being measured (Cohen,—1971), For example, on existing
standardized tests of IN the 1nte11ectual potential of a student to do work which
is not "imitative" and work which shows "a fregn sensitivity" to possibilities is
not measured at all, nor ean it be by those means, Clearly, sucjran assessment
cannot be made with preconceived questions and preconceived ansyersy The pity nere
is that when eiven these criteria, most public sciiool teachers, {n principal
author's experience, :sould .choose them as their poals, {et, the Criteria for the

" selection of students to participate in their courses for tne gifted more frequently
tend to be the antithetical criteria represented in standardized IQ tests, Ffor
example, the research of Beverly Lloyd (See Takle VI) saowed a low correlation
betveen acadenic rrades and other important variables, - !

. It is also well to note that the school, in reneral, tends to provide for

+w.., only one of the manv st-les for learnins, ror example, on Page 41, the two lists

3 of scheol characteristics may be contrasted. 1In one case, cuaracteriatics are pre-
sented which seem to describé the dominant pattern of 3chool activity,




An examination of that list will indicate that it is mest cdnerient uidﬂ the
atonistic-ob{Ective strle,/ An ”xamination of tne seccond list will indicate that
. . it 4s most congruent n1t17the tvnthetic-persoval style, ‘'nat seems to nave nanpened
in manv cases in tne ocoratinp of our schools, with tne exception of a fev alter-
. natives is that the sciiools nave fallen into a pattern of empaasizing the atomistic=- .
objective style in the curriculum, ‘Therefore, it satisfies one style of behavior -
amons students, to the damage and detriment of thousands of others,

We have concluded that the eifted cnild is not uni-dimensional, as seems to be
suprested by traditional approaches to the assessment of riftedness., It would
appear from this that thousands of children apparently labeled as gifted, are
simplv conformists or rliL. J§ our view,. the gifted cnild is poly~<dimensional,
can intérfate the ovposinz polarities of style-within nimself; and can perform. R
appropriatelv in terms of the requirements of a variety of educational and social
situations., ’ . ! :

r,.‘

The guidanc naterial supplied by one sucn group cautions that teachers ‘
tend to err in identifying pifted cnildren becavse they gqver-estimate: . -—-
the intellieence oQ glib, docile, attractive cnildren, confuse confor- o
. mity with ziftedness, fail to take into account the child's background - -,
) . and mistake a child who has beep coached, ousned and pressured by his -
. ’ oaients,for a child wio is naturally creative and mentally alert, They ‘f
: - also caution that some pupils wio nave potential ability maygynave failed
iy > to develop it for such»reasons as getting off to a poor start din the
: ) : early gprades due to absences, frequent changes in residence, or
: boring books; cdncealins ability to avoid being called a "brain" or an
"egg head"; various kinds of cultural, physical or social deprivation,
) . (Torrance, l965, p. 24)

P . -

v ’ . Y .
- va LY

Gallwey (1974) a tennis professional, nas written a short book, The “Inner .
Game of Tennis wnich contains some of the best educational philosopny and; peda~- - )
gogy which has been written, even-thoueh the book was written about the teaching
; of  tennis,,. Specificall it eives excellent examples of the intenration of, polar,
. stylistic dispositions as a more«effective w3y to learn. and act, Gallwey supgested
; a basic approach td testigg. . ’ .
|
|
l
\
\
|
!
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I am beginnina to learn vnat all nros and eood students of tefnis must .~
¢ learn; “that imades- are better than words, showing bétter taan telling, N
too much instruction worse than jpone, and..that conscious trainiug often
produces nerative results. (o, 19) ‘ ‘ TINLT S 'é
. . - PR . .
; ) Callwey describes, in detail,,the dancers and. dysfunction of a “nyper-coenitive" *
: focus on teaching and- learning. . . i . . 5= 3
t . ~ ’ 8
Clearly, to olay unconsciously does not mean to, play without conscious- L
- ness.—. That would be quite difficult! In fact, someone playin? "out of ’
his mind" is more aware of the ball, the court, and when necessary, his
: : opponent, that he is not aware of giving himself a lot of instructions, 5
X thinkine ghout how to hit the ball; how to correot past mistakes, or How ¥
. - to repeat what he just did, He is conscious, but not thinkinr, not over-
: _ Lrying, A plaver in this state knows wnare ie wants the ‘ball to go; but .

’ he doesti't "have -to ey nard to_send it there, It just seems’ to happen'%

”°

» and oﬁten with more accuracv than he could have noped -for, The,player_ .
. , 2, ) ; ;
L5 . b . - 4
. ® s,
- A 102 ~ A
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vet results in areater pover and accuracy., Tae ' nox streak" usuallv

. corntinues until he starts thinkine about it and tries to . maintain it;
. and so, 1~ a2 attempts to exercise control, he lnsc" it.
) _‘

to tegt tuls theory Ls a simnle matter Lf yvou don't n?nd a little
underitinded ~amesmensaln, Thie next time vour opnonent iy having a
"hot streai:,"
are vou doin~ so differently tnat's mariny vour forenand 30 .7ood today?"

" TF he takes rthe bait--and ninety-five jercent -ill--and sepins ta think

3

- .ahout_how pe =wines, tellinr rou -iny le's reallxﬁmeEtinr tne ball out in /'E

front, keepin~ ais urist firm and Eollnzinc ;niouwn uetter, uls streak
illkinyariahly end, he +will logg\yia tinmv~ and._fluidity as he will try

Soegieos gt

. -

Ko

%

to renest wviaat he has just told ygu ge‘was doinz so well., (p\ 27)
Jor ‘,‘*
One canrot help but reflect unon the current mania about explicating in great
detail all of ‘the "objectives" that apnear to constitute the teaching or| learning
processes, Do all tne .small piéces..add. up to. .a wnole? That mst be._devated,

Ernie Smith, (1977), now a professor at the University of Cali‘orniq, Irvine,
and who had once been labvel~d a verbal cripple by his teachers in elementary school,
later was able to write about his experiences in develop*ng "bi-etylistic language

'facilitv. - . o ) “

* Dr, Buford Gibson, of' “Pacific Psychotiierapy Associates and lr, Rudy Smith,
Directar of the “ount 7ion Hoqpital Crisis Clinic in"San Francisco, both empha-
size thé "appropriatc" use of behavior as the key element in identifying 9ifted
benavior, Dr, Orlando Taylor, 1inouist witi the Center for the Study of Applied .
‘Linpuistics, 3imilarly emphasizes the "code switching" and ' appropriateness
criteria, Significantly, the key criteriay, waica are identified oy skilled’
observers of human behavior, can receive no score on existing standardized tests
of intellig~nce'ﬂ:4}" if7tnat problem isn't had cnough, freguently, gifted behav-

lor is rejected in the school settin~! This was alluded to in an éarlier chapter .

‘on cross-~cultural assessment principles. Sometimes taes very behavier wiich iden~
\ tifies the student as gifted gets iim or her into grave difficulty,
Sy . . ©’ ' x

i

-\!ﬁlsf Gifted Children be Separated into Speeial Classes? \
It is almost a tru19m among educators that allichildren should be responded .

‘to in tetms of their own special needs and capabilities. "Gifted" children should

be no:exception to this 4ule. The traditional resporise to the discovery of

. “ "‘33‘ “"L
!

éhildren are plYaced, ‘e wisn to take no issue here or\to take sides on the main
question at this time. However, <in Tight of our findings about " 4fted" behavior,
certain basic questions must be asxed, In the first place, the primary criterion
for selection into the gifted program is that a student Score in the top two per- Q
“cent on the standardized test of intelligence. otandard\ﬂed tests of intelligernce
o, differ widely« Consequently, it cannot be assured that the same measured dimen-
siong would*be responsible for a child's placement as 'we move from one tesi to

- ayother. Eurther, rnost tests measure very few behavioral functions., Consequently,
once a group of "gifted" children is identified, there is no assurance whatsoever
that the curriculum of fered will be designed for the use of{ the abilities which

~ e
have been tapped. Further, as our investigations indicate,] there is both a very RN
. :
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. seems to he enmesued in a:flow of action waich rcquires his enerﬁy,

simplv ask him as you switeh courts, "say George, “fuat :




T%BLE Vil .
Item Analysis of Results Compiled from ‘Baccelli Study
- 1971 - 72
San Francisco Unified School District
Hentally Gifted Minozr Prescreening Checklist

\ N = 517 (Nominated Students)
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Is an avid rea?er .

* (e
Has received an award in science, art,
literatire. - o
¥y 7
Has avld interest in science or literature,
& . /
Very alert, rapid answers,

\\

o

Is outstanding ip math,

Has a wide range of‘interests.-

Is very securé en\otionally.

Is venturesome, anxious to do new things.

Tends to dominate |peers or situationms.

10, Readily makes money on various projects
or activities--is rn entrepreneur.

11, Individualistic--l%kes to work by self;~

;12. /1s sensitive to feélings of others--
f { of to situations. ' ,

/
13.1 Has confidence in self.

14, YNeeds little outside control--
disciplines self,
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T TR 7115, Adept at visual aft expression = o+ - .
. R . E
;e 16. Resourceful--can solve problems by ) :
L - ingenious methods : . - + - )" '
¥ pZ *
- x _ 17. Creative in thoughts, new ideas, seeing . - +° . :
Do associations, innovations, etc. :
s o (not artistically) . . : I
_ 18, Body or facilal gestures very expressive, +
s -2 -1 - ‘ .
; 19. Impatient--quick to anger or anxious + - :
* to complete a task.
s
x 20. Great desire to excel even .to the +
point of cheating. '
.- x 21. Clolorful verbal expressiomns + -
. . . : S L} -
P 22, Tells very imaginative stories. .
. ? 4
23. Frequently interrupts others when they
- are talking, . + -
24, Frank in appraisal of adults. . - - ?
x 25. Has mature sense of humor (puns, + - - J . ) ;
associations, ete.) '
e ° o~ o T N
: x 26. 1Is inquisitive, . ) i + :
3 27. Takes a close look at things -
: 28. 1Is eager to tell others about + e
L ) discoveries. v :
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' 29. Can show relationships among apparently +
L . unrelated ideas. . | :
3 30. Shows excitement in voire about ; _+
. discoveries, ' ] . .
'IE"
' x 31. Has a tendency to lose awareness of time. _ “ -
: Ty . . ‘ .
b}
" . s v . )
’ - oIy,
. ‘,' - ‘
| ;
: 1, 4 . N ; - =
. , Note: 1. Six out of te. itews which arezassociated with a decision
. to label_a ctdld as gifted, are items where -the Afro-
. . American child 1is rated as low.
.0 . ‘.;
' 2. Three out of sik of the‘itEms;which were not associated )
“ . -with a decision to label the child as gifted, were items
) where Afro-American children were high, .compared to other
- 0 White.gifted. 'While these three items.are considerad by
Lt Paul Torrance to bte evidence jof gifted "creative" behavior,
Co they appear to be judged by teachars as negative behavinrs
. . when exhibited by Afro-American children.
. . 3. Only on two out of seven items on which Chinese pupils
‘ - were rated highest, were those items associated with the
: . . decision to labeli the child/as gifted.
3, -
: 4,  Spanish surnamed “thildren w@:e rated nighest on chree items.
Ly Two of, the three may suggest negative values, \
: /
. 5, Other White children seemed to be named most Sften

also to be described by the most ”socially desirable" items.
¢
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. - wide range of untapped ability which should be assessed and which s important: :
-to the school and there is also the key point that gifted behavior must include Vs

the harmonizing bf.gﬁc dispositions which each individual possesses, .that is to
say,"affective" and "cognitive" appear as a whole. The attempt to separatg

cognitive out of context may well not yield gifted benavior at all, but simply
conforming behavior. This would explain.the frequently discovered lcw correlation
between tests of intelligence and tests of creativity. (See Table VII presented '
earlicr) = e L 'R

. educational experience can té provided for a "gifted" child in a regular class-
' . room setting. Clearly such a suggestion is threatening to-many people who work
in programs for the gifted, for it seems that the support for tne program.ls depen- .
dent upon the allocation of categorical aid, That is, a calld must be identified
o by some means ag gifted in order for external support to be received, This, "how-
' ever, is a political rdther: than a pedapopical problem. The pedagogical questions
—— -~ Y€l What are 'thHe“services to be provided to "gifted" children? Are giftede .~ .-
cPildten "gifted” all the time? In every subject? and so forth,
It would seem that it is possible to respond to the multiple talents which
students display and to define new roles for "teachers" of the gifted. It seems
clear that there are a variety of supporting roles for wiich a gifted specialist .
might- play in support of the educational programs in the school, whether or not

children are sorted into special classes. Some of these might be as follows:
v

|
|
. .
_Because of this" corfusion, the question arises as to whether an appropriate ‘ 1
|
|

s -

-

. * \ L3
. 1. Counseling gifted children in groups or as individuals on the basis of
the gpecial problems that they facex .

2. Counseling regular classroom teachers on what to expect from gifted
students, particularly their behavioral style which.sometimes becomes ‘
challenging tq. teachers, '

. - -

’ 3. Consultation to teachers on special teaching strategies for individual-
1zing their instructional program ,and mainstream . .classroom. '

4. Consultation to éeachers, parents, and administrators on the meaning of
behavibr style and its variations in a schqol setting,

i 3
5. Consultation on tke vatiety of grouping ﬁoé;ibilities within regular ’

' classrooms from one subject to another. ) 2 R
4 . i -
6. Counseling other children regarding their interaction with gifted
childrén, : e
! . - .
. 7. Counseling parents Qf gifted children~regarding their special needs.

PN

8. - Consultation to teachers and instructional personnel regarding specific
R curricular resources to augment the'lr program for gifted. students,
1 . s

9. Consultation to admin{strators on special arrangements and requirements
for serving the needs of gifted cuildren.

L. J
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Quite clearly, categorical funds. are needed to support the work of gpecial-
ists*who are thoroughly grounded in all aspects of serving children with ‘special

" talents in regular classrooms, It is also quite clear that this role of a float-

ing resource specialist is in keeping with the contemporary thrust toward main-
streaming in education. This discussion is, therefore, an attempt simply to keep

-open the question of how highly. talented children fay be served in the regular
classroom. .

Testing should be c¢nly a small part of assessment, if assessment is con-
ducted properly, However, testing represents as muéh as 9J)% of the activity in
public schools which takes place under tie heading df assessment, Clearly, some-
thing more is required if real-assessment is to take plece.

If assessment is to be done for pedagogical reasons, we have no alternative
to the use of dbservation and listening by a variety of cbservers who know and
understand the child intimately, Anything less is unworthy of a true profes~
sional's time and is a disservice to the prime client, the child.

”

[
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. . 4 4 needs but halﬁ.an—eye’to See in these latter days of science,
3 -',«—che ‘G¥and Revelator of !fodern Yestern Culture, has reached,
‘“S . _\without hav¥ing intended to, a frontier. Either it must bury
.+ its.dead, close. its-ranks, and go forward into a landscape of
incteasing _strangérniess, replete with things sihocking to a
¢ultirz - trammeled understanding or it must become, in
Claude—Houghton s -expressive phtaSe,“the plagiarist of its own
past., The frontler was forseen in principle very long ago, and
given a name that has descended to our day clouded with myth,
That name was Babel. For science's long and heroic effort to
- be strictlzgfgcfﬂﬂ' has at last brought it into to entangleient

with:the unBuspected facts of the,linguistic nrder. These facts

the: ‘older classical-science had never admitted, confronted or
nunderstood as facts. Instead they nad entered.-1ts nouseé by the
back door -and_had been taken for the substance of Reason itself,

N

i\ e Ehet we call "scientific thought! is a specialization of the
Western Indo-European type of language, which has developed not
Y ¢ only a set of different dia¥ectics, but actually a set of differ~
" ﬁ . . ent dialects, THESE DIALECTS ARE HOV BECOMING dUTUALLY
..+ .- UNINTELLIGIBLE. . .

o b,

— % ve.hnd my task-1§ to explain an idea to all those who, "if "

- 'estern culture survives the present welter of barbarism, may

.be pushed by events to leadership in.reorganizing the wiiole

s i :numan future...

3 Y ~ N .

ok 3 We must find out more about language! Already we know enough

e ) about it to know that it is not what the great majority of men,

S 1ady or scientific, think it is, The fact that %e ‘talk almost

. effortlessly, unaware of the exceedingly complex mechanism we

. are using, creates an illusion. We think we know how it is
done, that' there is no mystery;~we have all the answers, Alas,
what wrong-answers! It is like the way. a man s uncorrected

o sense impressi zs give him a picture of the universe that 1s
\ simple, sens and satisfying, but very wide of the truth.
. (Whorf, 1956, pp. 246-247, 250)
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i ) Total Self Ratings by Zthnic Group and by Sex

£ v -\

s (= 171)

V(', o .

e *

SU¥ ME N STD DEV VARI-ICS i
3 &

2994 .00 17.51 . 6.79 43.3
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A BLACK 186,00 17,73 7.25 . 52,

_GIRL ERRPSC I

T \
. BoY 321.00 : 15,25 7Ty ). & 2l ‘

OTHER WHITE 1053, L5.0U 5.4y 2. { 50) °
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. _GIRL_.. .. 155,00 15,138 D o~ \
BOY 588.00 ,- 12,33 7.22 - B2 2- ( 32)

OTHER NON-WHTITE 349.00 19.39 ' 5.00 3% (  13)

, A
iy GIRL ] 185.00 20.67 3.77 1425 {g)
-7 Boy 163.00 . 1Bl 6.97 " jya.ﬁ_- (9
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GIRL 127.00 14,131 4.78 22.8¢
'—-t. BOY 198,00 14,30 7
CHINESE 40.00 . - - 10.
GIRL ‘ 21.00 - 10. 50" ik : .50
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FACTOR 3

40
11
.02
2
.05
-8
.00
.06
.33
.07
48
19"
. .28
.15
.33
.22
.1k
.ol
.15
.25
.03
.03
.13
.11
.39
.05
.16
1k
.35
.01
42

FACTOR 4

-k

-.55

Self Ratings:

-.16

.12

“<=-.34

Y-
-3

Appendix B/

Pr1nc1pal Factor No Interatlons
“(N=171)

FACTOR 6

-3 =713
. .26

.10
.39
.18,
.05
.10

FACTOR 9

FACTOR 10

1l

FACTOR 8 FACTOR 11

-.10 .05 .16 ~.08
11 -.05 .00 .22
olll -.20 .11 -.12
.19 -.09 .05 -.20
.11 .54 -.01 -.0h
.21 .17 .19 - -.27

-.01 -.11 .20 .ok
.01 .01 -.02 -.05
.16 -.17 -.21 .00
.06 -.24 .02 -.42
.28 .27 .12 -.01
.22 .21 -.40 .10
.36 .09 .32 .03
.13 -.13 .00 A2
.03 .06 -.25 -.24
.00 -.05 .15 .16
.30 .22 -.05 -.03
42 -.31 .15 -.06
07 -.33 .07 b
.03 -.05 -.24 .39
.13 .13 -48 -.21
.03 -.0L" -.09 .15
.10 -.11 -.01 -.07
.26 .13 .25 -.10
L -.07 -.03 -.10
.2k -1 -.09 -.04
.26 -.07 2L .06
.18 15 -;03 .02
.ok -.01 -.01 -.0k
.03 -.19 -.26 .12
.02 .07 12 .07
42 .00 .06 -.09
.10 .33 .23

-.03 - -9"“

.29
P14 ¢




! ~ Appendix C ° " -
[ Self Ratings After Rotation witn Kaiser Normali zatlon, Varimax M
~ N Rotated Factor Matrix . ) .
R (¥=172) B
: H : ‘ - ~ L “
*FACTOR FACTOR 2 FACTOR 3 FACTOR 4 FACTOR 5 FACTOR 6 FACTOR 7 FACTOR8 FACTOR 9 F~CTOR 10  FACTOR 1l
1 .18 .52 .OL -.07 -.01 $3: .00 .35 .28 - I3 .0
e 21 -.04 -.02 T4 17 .00 .16 .00 .00 .01 -.06
3 . .6 .0k .35 % -1k .20 -.0¢ .51 -.19 2 =0 11
¥y .00 .76 -.08 .=.05 .10 .20 .20 -.06 o702 N .14
S5 .3 -.20 31 ¥..20 27 RE -.01 .52 4,05 - 3 -.29
;o .10 -.01 ol .20 .23 A2 .03 ST .10 ISR o
7 24 -1l . 48 =025 -.12 iz .07 i3 .09 el T 07, .
-8 .05 .33 -.11 .00 -.02 I8 bo T Rl3TT L02 I =20~
-9 .15 W13 .10 -.11 17 .33 .07 .18 .29 L2323 o .20
10 .27 .05 -.06 .34 -.05 -0z .03 3% . -.04 .:3 .52
L1l .04 .78 b -.01 .06 .00 -;06 -.04 .09 e -.22
- 12 .18 .11 -.02 .05 12 oy .00 .00 -.01 S ~.08
13 .02 21 .80 .19 .10 .02 .05 .16 -.07 -.02 .00
i 10 -.20 1 1,25 .38 .29 .05 .0l A5k -2 . =07
15 -.0k . .0Y .09 .07 .68 .00 .23 .23 10 i3 .20
6  -.10 -.08 .21 .62 -.04 ig -.12 .33 .06 .09 .08
- 17 U5 .06 47 .02 .18 Nele) 12 -.05 -.08 L300~ -.14
.18 b3 .05 21 .26 .27 -.02 -.06 .00 .15 -.24 bl ~
13 .G5 -.07 - .45 .04 -.18 .33 .19 -.03 .15 R .15
.20 .1k ©.07 "2 .06 .19 .53 -.02 .05 | .00 .00 -.10
.21 .12 -.02 .02 .07 .13 i Jdl .06 .ol .30 .04 _
22 .17 L1l -.11 .0k .20 .35 .27 .10 < =31 -.=3 -.08 -
: 23 ¥ .03 .02 .36 .07 .19 .15 .66 -.01 -.02 o) .02
- 24 .13 .12 .15 .10 A2 .13 .48 A7 -.10 -3 t-.11
25 .63 -.02 .06 -.09 .16 -.02 .33 -.13 .02 -.03 .0l
26 .30 .05 -.03 11 -.01 .35 by .19 -.10 o 0s .05 -
—-27 .13 L2 -.06 -.02 .00 .00 1 .ob .76 .06 -.06
28 .51 13 .26 .17 -.02 33 .02 %10 -.09 .28 -.09
29 .72 -.08 .16 -.02 .10 .1E .20 11 .05 .07 ol
30 .28 .24 -.C2 .29 -.10 43 .22 -.16 -.11 .23 k .04
31 .78 -.01 . =.09 . .17 .03 .08 ok .16 17 -.03 -.08
"32 .25 .00 -.09 .03 -.03 .04 .65 .10 - .i8 2 -.1h
- 33 .21 .20 -.06 .27 -.06 -.0% .23 .00 , .15 - -.0= -.56
34 - .75 .08 .03 ,,.0b -.01 IT) .05 .08 .07 0= .05
* b 3
]:KC[..].S o - 116 e
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A%pendix D ) ‘ ‘:f
- . Total Ratings/ of Peers By Ethnic Group .
- (M=171) :
o S suM /mm¢ " smoDEV VARIANCE B .
- . 199.00 | s 2.15 i.68 . ( 17: ;
. BLACK 48.00 . : L 3:99 ©1.91 3.97 ( sb) |
. GIRL 14.00 .61 .89 CLT9 ( 23) L
: BOY 34.90 1.92 2.54 5.45 ( 21) .
OTHER WHITE 88.00 1.57 2.62 6.37 ( 56). . |
GIRL o 30.90 - 2.50 ST (- 24 ‘ |
BOY 58.00 N 2.58 L Q= |
OTHER NON- 19.00 , RS 2.41 .82 ( 18) |
WHITE : .
GIRL - 15.00 1.5% ' 3.24 19.50 ( 9
- \
BOY .4.00 i S 1oy ¢ 1.03 ¢ 9 |
FILIPINO 20.00 .07 +.03 1.06 ( 308 . J
. GIRL . 14.00 L.82 1.1 1.4 ( ) |
. BOY . 6.00 . .40 .78 .60 ( 13) |
SPANISH SUR-  23.00 - 1.2: 2.46 ) 6.06 : ( 19) |
NAME . _
-GIRL 1.00 S .33 : A1 ( 9
BOY 22.00 2.20 : 2.12 ' 9.73 ( 10)
CHINESE 1.00 .25 .50 .25 ( )
_GIRL ' R (  2)
BOY - 1.00 . .50 - . LT , .50 ( 2)
’ \ 8 . ..
.
TOTAL CASES = - 17k C - ‘ o
MISSING. CASES = 3 OR 1.7 ECT. . ‘ : ~ o
vy . : . ’ 118 X
11 - . , s
- - ] . 3 :
N . - Y ‘e - et . L ‘ .
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: Appendix E
: . Peer Ratings: Principal Factor No Iterations
: < (N=174)
. s
FACTOR 1 FACTOR 2 FACTOR 3 FACTOR % FACTOR 5 FACTOR 6 FACTOR 7 FACTOR 8 FACTOR 9 FACTOR 10 FACTOR i1 FACTOR 12
£l .26 .26 .08 ° .26 46 .38 .10 © ":,03 -.29 .02 .09 -.01
.2 .33 .30 -.0k4 .21 .13 -.09 -.13 .11 -.46 .25 36 .16
S35 24 - =26 -.39 -.22 -.16 .3k .0k .05 11 -.24 .08
b 030 R 1 .39 -.26 .10 -.06 * -.10 .18 -.15 .02 -.05
2 .50 .54 -.17 ~-.0b -.11 .25 -.0L =15 -.08 .10 .17 o=l -y
L 6 .50 -.51 -.20 .05 -.08 .20 .10 .01 .06 .0k .21 .10 ;
;7 .50 =17 - A1 -3 .13 -.25 -.29 -.08 -.09 .06 -.19 -.14
. 8 .26 .48 -.37 -.12 -.02- .2 -.09 .20 .29 -.17 -.24 -.14
“ 9 .23 =16 .36 -.20 - .15 .19 -.18 -.12 .28 -.14 .28 . .26 -
—310-——29— =20 -1 22 —— =38 =;20————02 00 <43 25— 01 :
11 .25 . .36 1 48 .20 .09 -.11 «13 -.05 Al . =24 .19
12 .33 .25 47 -.21 -.09 .04 -.32 .32. -.04 18 .11 .07
413 .33 .21 A1 .32 .20 -.16 .00 =-.30 S .18 L -.51
14 .45 -.06 .07 -.48 ,+23 -.17 - .09 -.21 -.05 -.25 -.08 -.07
15 .24 -.05 46 -.23 -.10 .34 .02 -1 .13 J1lb -.34 -.10
16 .19.... -6, -.19 MR-} | -2 p o -.16 -.10 .50 .01 .06 .07 -.09
17 L9 -.34 24 06 -.13°° . .18 .03 -.15 -.03" -.02 -.15 -.19
18- .31 <.12 .28 .12 .18 .00 .13 . .39 .31 -1 . .)0 .12
¥ 46 20 24 <.23 .29 -.23 -.31 .09 .04 .03 .03 -.13
' 20 .50, -3 -.29 -.01 -7 ¢ 17 -.20 .08 -.17 -.04 .05 -.16-"
2L - .25 -.28? .00 .00 J1 -.11 b7 -.14 - .15 49 -.07 _ 20
-7 .38 10 105 -.01 .03 .24 RICY .39 -7 .03 .00 -.33
23. .38 31 .08 .19 -.46 -.03 .06 -.27 -1 . .08 .32 .06
2h  ..h7 25 =09 .33 -.17 -.05 <.20 -25 .12 -.04 - .07 .01
25 RIS 20, .08 -.15 -.27 -.30 .20 23 T W2 | =25 .20 -.21 -
26. .35 02 " 45 -.06 -.26. .35 .05 -.03 .17 .08 -.06 .10,
27 .33 23 -.43 -.18 .35 - .20 -.28 -.10 .34 .06 .12 .01
28 .57 -2y 7 o-22 .0k -.03 -.02 -.22 -.06 -.12 -.25 -.19 .10
29 .39 12 Y .30 .35 .10 -.03 ~.18 .03 -.27 -.22 -.21 . .10
© 30 . .30° -.16 .00 .20 .25 -.28 .28 A1 .43 -.02 .19 .05 )
.31 .33 " -05 . .04 -.0k .35 -.23 31 -.28 -.18 -.32 ..o .00 “
32 .50 RIT) -1 -.19 -.30 ~.20 .07 -.02 -.02 - .1!4_ T =037 .26
33 .30 A7 . -.52 -.08 .26 RN .12 .05 7 -.06 .03 -.06 -1k
3+ ".bo -.32 .03 2 s -.15 -.16 .07 -.02 -.24 ~413 032
- ‘ -120 4
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4 PeerfRatings Varimax Rotated Factor Matr

* With Kaiser Normalization
(N—l7hl

’

\

\

2 /

o gAcmon 1 FACTOR 2 FACTOR 3 FACTOR l+ FACTOR 5 FACTOR 6 FACTOR 7 FACTOR 8 FACTOR 9 R
s, e ~, - \
5 G 30 .10 .30 .os 16 -.08 .25 -.01 .so‘\

2 *.06 - 2% .08. ¢ 1l -.13 q11 .07 ] -.11 .09
=3 1.06 <78 %, .08 [ i .18 .08 ° .17 .05 - .06 \
b Lo2/.' /6 % .-.68 .20 .01 -.12 ..05- .23

C 5 S 7 ealc "-.,»*»08 .08 .16 .09 .0k - .16
6 -7l 0 -0L 37.06 .10 .08 - .05 -1 - .06
T 30 .08 _'-.._ -.01 -.01 15 .24 .57 .06
.8 =07 437 % 16 , <56 .00 .09 .09 .06
9 -i40 -.23 %.00 R 43 .22 ..10 - 2
110 .21 .09 501 i=.03, ~.1k4 -.15 .62 .17
J11 %13 ~.02 2L i .16 .05 -.16 .16 .69
F12 =506 12" .03 - =06 LR =5 T 20T .08 -
“13 § -i09 -.27 -.5F %.09 .02 .15 .48 - 02

14 a5 .22 -.09 %11 .18 67 .21 a2
~157 .02 . 405 -.08 - -.00 -.76 .o .12 oL

6 .52 .05 -.15 & -.16 ~.2h -.32 .18 .01
: 1T .h’{;‘“‘- -.0k A2 4 e =130, R A7 <17 .08
- 18  =.08 -.00 -.07 .00 . .18 .01, <00 .18

19 =08~ L0717 on .15 .18. .25 52 /. .03
20, .79% .ol .C3 .09 L -.02 ‘11 / .05
21 .10% .15 -.04 -.02 0 .08 .08 . .00

22 15 3 .18 -.01 05 114 .ob - 08 . 17
‘23 a0 w17 .72 =17 .10’ .01 Y. ) .02
b’ | .15 .10 .64 .13 .03 ,05 .12 . 17
:25 08 "2 .28 -.19 ~-.01 .20 ‘-/ou/ - .14
i26 .10 .08 .18 -.05 .69 -. 10 .09
2 .08 .01 b .81 ~:02 206 .15 -1
;28 .60 .19 .08 .13 Q1 /.2l+ .19 .23
F29-. .07 .05 .16 -.20 A1 .28" . ob ,63
.30 .06 .00 .13 .06 -.13 .15 c12 - .02
“31 .07 .02 .05 - -.02 -.12 .73 . 0L - .17
£33 -.01 67 38 .12 .06 .06, .05 - .08
"33 .21 A7 -.0b .67 -.09 .06 -.19 - .21
3k 7 .12 .0% =17 .0l .09 .08 w32

. : \ v,
121 , -
<+ - ’
. ,

.06

- .03
. .27
. .13
.09

.13
.07

3

.14
0L
.03
-.06
.17
-.33

Y

-~

.05
.19 .
.20 .03
.21 .08
.26 .02
.04 * «.06
.34 WY
olo -.31
.32 -.12

© .02 -.00
5227 -~ mrmnn 2 Qe e
L1 - .31
.05 .03
.05 .09
.03 .10
.07 L1k
.01 .08
.20 .02
.09 .10
.78 .05
.Cl .75
.08 © 201
a -.09-
.26 .30
.05 .02 -
.02 -.10
J1h -.17
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ACKT - ‘ 12700 : vl o o 6.8 - - b6.36 ——(7.9)

8100 0 . AT S5 w0 C p
mmz 518007 ...i7.86. 16197 " 38.3k - 29)
S 6.55 k2ol

A

s

. - . .296.00 . 18.50 . 6.02 < 36.27 )

. omm-mon-mfs 107.00* T ir8s 6.08 - 36.97 -
‘ © 8.0 - - -20.67. Y . 10.33

e 39.00 ‘ : 13.00 3.6 - 12.00

251.00 . 17.93 7 5.8 B X A

. - " ". IS \..
° a - o Lo

E\‘Y .. 157.00 T * 19.63 5.04 '/7‘““
5 Y ) ‘ »oe ‘. . 6',

»

3o GIRL, o] . 44,00 . T 14,67 10, 69 ' 11¥.33 " -
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v - ‘Parent Ratings: 'Princz‘g'.pgl’ Factor, No Int\é.rati‘ons\\ / - .
P o N=68) N L ~ ™~
- . 7 :! ] N . \\/i.._._ ~ — \\i ‘ .
: : —-— : ST , .. ~o
;o ITEM FACTOR 1 FACTOR 2 FA(;:TOR 3~ 'FACTOR 4 FACTOR 5 FACTOR 6 /.
X .79 -.01 S -.32 -.08 . .08 |
o 2 7 .70 .19 * 1419 -.02 W11 -.11 |
L 3 .55 43 L.10 " 07 12 15 . ,
-k .61 Al Pk -.09 -.34 -.28
P 5. .75 =10 © -.03 .29 .08 -.02 :
: 6 70 R o TP P 11 -.04 .08 . .
s @ 7 .88 B -.04 .06 -.01 -.06 -.09 1
s 8 .29 .63 =17 -1k .23 -.11 ! :
9 .58 ©-.16 46, -.17 .30 .25 \ ‘
. 10 .72 -.12 .ogﬂ, ©o.0ok -.12 -.33 ,
. 11 .54 " 1 -.20 -.3 .12 s
¢ 12 - .Sk -.22 7 -.20 .22 .02 1
C 13 .85 « -.12 -.11 -.02 .07 -.06 \
14 .85 -.01 .05 Nolt -.03 .08 00
: 15 17 -.11 .16 -.09 .11 -2k -
‘ 16 .76 . =.10 ¢ -.13 -.23 .28 -.15
N o .64 -.16 - -.03 -.05 -.08 -.20
18— .gs -.07 -.00 -.03 -.12 -.2é
<0 19 - .82 -.0l -.04 01 -.0 .0
‘ 20 T~ .80 0L - -.08 A1 ST -.11
21 2 -.08 -.38 -.20 .02 .10
{ 22 91 ™ 02 . =.05 -.01 - -.09 -.05
23 .66 \y 731 -.15 -.13 -.10
2k .64 - h\ .06 13 -.39 .21
25 .66 -6 T -.05 .36 ., .21 .00 \
26 .78 -.22 507 .06 .0k 17
27 47 .57 26 .13 -.07 2k
28 ° .69 -1k - 22 .10 12 .20 .
: 29 .75 .t -.06 -0k .20 .03 -.09
- 30 .5k N -.10 -1k \01 -2k .56 2
31 . .87 .09 AL Q] .10
.32 °® 1o 21 .17 -.01
33. RIS 48 -.25 .20
34 .76 -.27 .07 .09
= 125
~ \ ’ b
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Total Pa.rent Ratings After Va.rimax Rotated Factor Ma.‘brlx

l\
2')‘
3.
4
2
6
7

r 8
9

-

FACTOR 2

RS
37
.02,

' .’03-" .
- .21
v‘jo7

.33
-.0k
.80

B 1

Wlth_Kalsen_Nozmallzat1on
o (me68) T
FACTOR 3 ’ FACTOR 4 . FACTOR 5 FACTOR 6
.17 .36 .29 -.09
. .28 .34 .01 24 »
» b9 .32 -,01 27
.19 .Th -.07 .08
11 07 .23 46
.33 .13 40 .22
.13 .30 .20 " 20 -
.70 .30 -.10 05 .
.09 .08 .19 11 "
o6 .20 -.01 A7
.21 = .75 .23 -.03 -~
-.02, .10 .01 .05
.20 .10 2k 17 ‘
15 .28 .33 .25 \
.12 .18 -.03 4 -
.36 -.02 .08 .00
.01 A4 .08 .06 -
.05 . .27 10 11
. .15 ¢ .ok .36 19
.1k .27 21 .26
. .33 .02 L2 -.08 .
’ .20 .33 .27 . .19
.12 .07 .26 -.08
-.13 ..o 47 .20
1 -.09 .21 .51
5 0L .09 ¢ .39 24
.33 .61 .22 .35
.22 -.06 .45 .23
.12 1k 17 .36
“.01 .16 .76 .05
.29 .30 .29 .26
> .08 .16 .03 .35
81 ".06 .19 .04
.00 11 .33 .05 ¢
| 5
g 126
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<

Instruments

A .
The testing procedure involves two.instruments, for con-

venience labeled 0 and Who. These two instruménts are inven@ories

of’characterispfﬁg of gifted children. The O test is an '

Samptn

inventory of characteristics for an individual child., In taking

1
the test, the teacher, child or parent marks only those statements

whichxfit a sgpcﬁfied child. ' Thé reference population for the

- -
e~ ——

Who tésﬁwis all of the students in a specified classroom. The answer
© j _ . . ) R

‘to each item is the name of one (enly one) child in the classroom.

-Any child's name may-be used on awny number of items, but only

one child per item. If the teacher or child taking the Who test

cannot think of anyone for a given question, that item should be
'

¢

left blank.

>

‘The atmOSphﬁﬁé_for the testing should be a comfortable, relaxed

one. Words appearing in parentheses at the end of some items may

-
-

be used by the teachers to explain the meaning of the questions

or items. It is essential that the students comprehend the meanings

v [

"of the items, thus, other clarification of item meaning should be

+

offered by teachers as deemed nécessary without fear of confounding

results. . \

-




- - Testing Seéquence

» .

A} .
. - \ ] <0 s
hl

Following the exact procedure for testing sequence outlined

.

; - : a
- .

N '

.below is crucial.
. 1. Each teacher tekes the 0 test on.a partxcular child It is =~
essential, that he/she knhows nothing. about the Who test which N

. is to be taken by each teacher after completion of the 0 teat:‘

N zZ. Each teacher takes the Who test for his/her classroom. It °

is essential that the teachers do’ not know at thxs time that

N 2

-
-

the1r students will be takxng the Who and O tests.

3+ Each student takes the Who test, using "his own classroom as *

3 J

-~ the reference group. ‘Students “should not be told about the -« °

. s . . . . .
.

: . 0 test'before_ they complete the Who test. ‘

4. Each}student.takes the 0 test selectink the items which fit

v - ~
"

himself. Students should not be told that their parents will "
: * X}
P ' '

be completlng the same inventory on them. k o

'5. Each parent takes the 0 test using his/her child as the referénce,

point.

~
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Name * - Age i Grade
H;I;-‘m ] Female )

T

Mark‘qgch one which fits. .
1.. Is always getting excited about new things.
2. 1Is really funny sometimes.

AY

3. Is good at fooiing people (shining people gn):

»
x

4. Has a quick temper.

5. Can maké stories really interesting. T
St - o
6. Can make up good stories. , }

- —t

7. Has lots -of different ideas. - Co.

*sS

l
\

8. Can tell some of the biggest fibs, (lies). T

9. Always tries new styles of clothes.

» ©®

10.. Likes to use different or new words. *
9 . “oe 7

" 11, Is very impatient.

e =

12. Can really dance. i A

v0

13. Can talk to grown-ups easily (is not afraid to'tglk to grown-ups).

14. 1Is good at making things up like games, dances, j@kes, music, and

|
i
{
- ~16., Sets.along well with all different kind of peopléw .

17. “Can make. quick decisions. c Y |

-
?

~
.

. L ‘" «
15. Knows.thc words to lots of songs.

- 18, 1Is good at guessing.

19. Does 16ts.of differerit kinds of things. g -

20. Always ésks=the best questicns (interesting, different).

. . , / ‘
21. Seems to know how other people feel. /

. . oA !
22. Seems to notice everything. °

L
- 23, Can get children to 'do things. \\ !

4

Can gst .grown-ups to do things.

R
-

pictures,
¢




¢ ~ ¢ . “ =ee F T - e
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, ! et ‘ _ 110
; | ™
25, Is really hard to con (to shine, t?_. fool, to hype). , 'i
Cd b B B R
TTi 265 I "RIPY, (feally knows what is goihg on). b o
ol ) . ‘.
- 727, 1s always bragging about different things. . . 1
_, T / .
= * 28. Can talk more than one way (can reall§y talk proper, everyday talk, talk to .
.. different groups). . "
»i:J ‘ N gl ¢ : . : \\ o
' © 29. . Really knows what they want to «do (makes up their own mind).
B0. Seems to know what I am thinkiin'g:»g..'c{ ‘- i
: € A - nge:
_ « % : . A C
) 31. 'Remembers a lot about T.V. programs}. - ' _ T AN
: >

32. 'Who knows how_to put people down real fast (call down, insult). - s
. . ) . w
33. Who is too nosey (always in everybod}}'s business‘» 3

L}
«
\

.34. Can alWays find something to do. -

8
. . CSDESFUSD/BEHSESU .
7. AGHIT6 . :
Jd}—' .
-
/
* ¢
* I
< 3 )
See . !

. .




Male - Female

f .
- . A3

*

.'
- You can name someone more ‘than once,

1. Who is always getting excited -about new things?
Bl * Y . ’ - .
2. Who is reakly funny sometimes? .

R

- 3. Who is/good at foéliﬁg people, (''shining people on'")?

4. Who hﬂ% a‘qJ}ck temper? ' _' i
’ .5. Who cin make storie; really intérgscing?
6. Who can mare up good §torie£? , —'?‘%k,
. 7. Who Has 16ts of diffefené iéeas?’ . _. .

8. Who fan tell some of the biggest fibs (lies)?

s 9. " Who plways tries new styles of clothes?
‘ ‘ : -
10. Who [likes. to use different or new ‘words?
11. Who is very impatient? .

- . -
S * \

12. Who can really dance?

.

14, Who gs good at making things up like: games, dances, jokes, music, and pictures?'

.

}5. Who knows’ the words to lots of songs?

. 3 4 «

: \
- 16. Who gets along well with 41l different kinds of people?

17.. Who can make quick,décfsiongﬁ

-

- " a8, Who'ig good at guessing? \

19. Who does lots of different kinds of thingsL

" 20. Who élyays asks the best questions (interesting, different)?

-

21. Who seems to know/how gther people feel?

& "+ Who seems to notice everything?

C133 e -

You can use the words in parentheses eoqexplaﬂm the test taker.

Ay

~ You do not have to mark if you can not think of anyone for a givgn‘question.

-~

- ..« 13. Who can talk to grown-ups easily (is not afraid to talk to grown-ups§)?

'

[

et

P




oo

32, Who knows 'how to put people down real fast (call down, insult)?

.~

33 Who is-too hosey (always in everybody's business)?

"34. "Who can dMways find something to do? o
. ) . a / )
CSDESFUSD/BEHSFSU :
AGHJ76
{ T
/ E . -
- s N
4+ . , .
’ .. i ) -
s ) o , . ;
[ [
N . t
2’

, - . 5
.‘ - " ~‘
v 1127/““”}
L ¢ - N 2‘3
- ’ . V‘
23. 'Who can get‘ch11dren to do things?’ o
24, Who can get grown- ups to do thingq’ i
25. Who is really hard to con (to shine, to fog}, to hype)?
26, _ Who is “hip" (really knows what 'is going on)%,
...‘ . i ! - ) ¢ - '
" 27. Who is always bragging about different chirﬁ B
hN . -
28/ Who can calk more than one way (really talk pipper, everyday -talk, talk to
different groups)? pe -
29, Who reallj knows whauqshey want to do (makes up their own mind)? ¢
" 30. Who seems to know what T am thinking? ”\\ -
X > .
3l. Who xedembers a lot about T.V. programs? . )
. . .
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Student’s Name =~ . -t * School .- i OGrade * Room {
“{I‘me‘é;chef!s,fﬂar.ne-
'To the 'Tg"aclliers:, . - ‘@

)

. b€ a 1ot smarter than their. test scores indicate. The following 1list of characteris-
i -ties; while by no means all inclusive,. represents traits found in gifted and creative
-childreén, If any student in jour class is described by at least twelve (12) of the
items: on ‘this 1ist, you may want. to watch him more carefully for possible. inclusion .
n-thegifted program. Those items which are most, aprlicable should be-double - g
ichecked, Will you help us by responding to. thmlloﬁi_ng ‘chéck 1ist for the top ;

‘students-in‘your class. This thecklist should be sent to th

‘We need: your help. We're lqoking -for children in your classrcom who you feel might -

des wr VA e

Y

- §
e Building Principal who .2

3. 'Has.avid :l_ntSrest in science .or literature.

‘will thén forward it to the Gifted Program Office. Suppofting information and
ommetits should be written ofi the back of this form. :
S , ' ™~ 5
. e 1. "Is an avid reader.
2w Has:received an award in gcience, art, literature. :'
v “""_’,‘_..«v,_v.._' ~. - . N . - « O i %

l;‘:’v Very alert, rapid answers. . o

“5 Is outstanding in math.

:_,:__: 6 ‘IHéS a wide range of interests. i
Nt’-"-;'—‘a’l ie ‘I's; very Secur? emotionally, | ) ’
B 8, If vén};ﬁfesome; anxious to do new things. i
v, ""I.‘e’ndé to dominate peers or situations. ) , « . ) )

‘ .:10’. Reaéii_l:,{ makes ;noney on various projects or activities -- is an entrepreneur. - \

171, Indi\ri;iual:[étic -- likes to work by self, ) ,\{,; LS

?2,. _Is sensitive to feelings of others -- or to sit;a ions.ﬂ :

___q }3,- Has confidence in" self. | / . “
TR, : . . : e

Pt ik, Nesds 1ittle outside control -- disciplines self.

Adept at visual art expression., . .
el 16, . Ras_gﬁi'ceful <~ can solve problems by ingenious methods.
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19,

20,
2.,
.22,
2.

Zho

¢
-

2.

26.

27.
28,

29,

3.

1.

ot
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(not artistically). -
‘Bbdy or tqci’al gestures very oxprbgsiy‘e. ; .
Impatient -;.quipk to anger or anxious toigompioto a task.
.Great éq;ife to‘oxqél even to the point of cheating., '
CbibrfﬁlHVBrbal expre;sions; -

Tells- vory ‘imaginative: stones.

&
Froquently interrupts othors whet thoy are talking.
Frank in appraisal of adults. i "
Has maturo sense of humor (puns, associations, etc,)
1s ihquisitive. - - '
Takes a close look at things. i
Is eager to tell others about discoveries.
Can show relationships among apparently unrelated ideas:
Shows excitement in voice abolt discoveries. A
Has a tendahcy to‘lose awareness of time,
P B
L 136
b . A
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Creative in thoughts, new idns, aning uaociations y inuoutiona, otc.
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SECTION. L. 'INTRODUCTION

Iy

U FFEREN E - »NTALLY

@

2%er Information completed- on-~

Recommendat1on by Pr1nc1pals . Teachers, Ceunse]ors “
Pr1me Workers, Parents

| B . ) .‘ "
Student Scréened . o

.. L
- -

éermiési&n To Test Obtained (Form'MGM-SE, C, SS &/ovr 5 Sec)

s
. -

,. - ‘. \v“g

Test Administered ' ) .

A . i 6,

P

. Results to School Identification & Placement Committee ,

Recommendations td Ideht1f1cat1on & Py acement Committee,
Programs for the Gifted ‘

K

TJ :or 3827 Secondary Review

Ident1f1cat1on Report Form (MGM-]) ' Form (MGM-2)

-

[ ‘ 1.

Y

Identification & Placenent Committee
Notifies School of Fipal Decision

4

If identified as 2%er, TJ oM 3822:

~ (Ve
Identification Report Form (MGM-1) ) Placed in
Parental Permission to Place in Program (MGM-4) ) Cum Folder
Record of Participation Form (MGM-3) )

e

One copy of Identification Report Form to Programs for the Gifted
Cum Folder marked 2% in Red
~ Name of Student added to School Report (MGM-7)

139

E. SCHEMATIC OF PROCEDURES FOR IDENTIFYING MENTALLY GIFTED MINORS (Z%erg), TEACHER’ »%



S | SECTION I:. INTRODUCTION \FRRE
. . K . . | ‘\\ . | \ .
© F. SCHEMATIC IDENTIFICATION PROCEDURES - ELEMENTARY . \

Recommendation from Principal; Teacgzk, Parent
S, : Y
: - Classroom Teacher Fills Qut Teachers Check List Form (MGM-6)
) R A
Elementary Teacher Specialist Screens & Places Name iq&Rank Order

y
Permission To Test Obtained by'School From Parent (MeM-5€, C, SS)

Pupil Interviewed and Tested by Psyéhometrist/Psychologist

~

T ' .
Results & Other Data to Identification & Placement Committee,
- Programs fO{ the Gifted

IDENTIFIED ' N ) NOT IDENTIFIED - )
Letter sent to Parent & School (MGM-16) Letter sent to Parent &

- " .Identification Report Form Prepared by " School (MGM-17 op MGM-14)
' Programs for the Gifted (MGM-1) ' . :
Permission. for Placement Letter Sent’
to Parent by Prggramsyfor the Gifted (MGM-16)

‘Copy of ldentification Report Form in Students Cum Folder (MGM-1)
Parental Permission Letter in.Students Cum Folder (MGM-16)
Cum Folder Marked 2% in Red ’ -
Name Added to School Roster EDP . .

Record of Participation (MGM-3) ,

'\ y »
‘ .
.




SECTIdN II: SfﬁTE CRITERIA FOR IDENTIFICATION

A. MENTALLY GIFTED MINCR - Other than Cu]tura]ly Different and Under-
Achieving (Section 199.10)

The items studied by the committee shall in¢lude evidence descr1bed
in Section 1 or 2 below:

1. INDIVIDUAL TESTS

For students K-12 a Score is required at/or above the 98th
percentile on a full scale individual intelligence test

such as the Revised Stanford Binet, Form L-M or the Weschsler
Intelligence Scale Rev1sed (WISC- R)

2. GROUP TESTS

For pupils in grades 7 thrcugh 12, a score is required at/or

above the 98th percentiie in each of two tests administered

. while the pupil was enrolled in grade 7 or above and within ?
24 months of the date.of 1dent1f1cat1on

e * The two required tests aré:

. a. A standardized-full scale group test of mental ability.
b. A standardized test of one of the following: C
1. Reading Achievement .
2. Arithmetic Achievement
3. Science Achiévement
N ) 4, Social Science Achievement

Yeha 3. "APPROVED GROUP TESTS

The fo]]ow1ng list of standardized grohp tests are approved .

for use in identifying mentally gifted minors as authorized v

- in Section 199.11 (b) of Title 5, California Administrative )
" Code. The most recent test and appropr1ate norm should be

used: Any subtest of the following achievement test ser1es

may be used where appropriate.

u. .Standarized full-scale group tests of mental ab1l1ty
1. California Tests of Mental Maturity
2. Henman-Nelson Tests of Mental Ability, Revised
3. Lorge-Thorndike Intelligence Tests, Full- Scale
4., SRA Tests of Educational Abildty -
5
a

-
.

3.

\"/,'

School and College Ability Tests-
b. Standardized achievement test batteries:
1. fCalifornia Achievement Tests, 1957 Edition
2. Sequential Tests of Educational Progress
3. Iowa Tests of Basic Skills
4. Stanford Achievement Tests
2. SRA Achievement Tests
7
8
9

Iowa Tests of Educational Development
Cooperative English Tests, 1960 '
Metropolitan Achievement Tests

Tests of Academic Progress




SECTION II: STATE CRITERIA FOR IDENTIFICATION

3. APPROVED GROUP TEST CORT.

The aforementioned 1ist of tests will
instruments are reviewed and appi oved

The full-scale version of each test or subtest shall he
administered. Reading, arithmetic, science, or social
science-achievement may be measured by any of the afore- “
mentioned instruments. \ -~ .

be changed as other

TEACHER JUDGMENT - TJ (Section 199.10) - :

The judgments made by teachers, psycholegists, and administrators who
are familiar with the démonstrated ability or potential of a pupil
can be used to identify gifted pupils.” The evidence used by the school
committee should be forwarded to the Identification and Placement

Commi ttee of Programs” for the Gifted for final review.

Supportive evidence shou]d include achievement test scores and accomplish-
ments which indicate that the student-is a mentally gifted minor when
making TJ referrals {Form MGM-2) to the Identification and Placement
Committee of -Programs for the Gifted.

The state 1imits the numbéer of Teacher Judgments to not more than five
percent (5%) of the pup1]s 1dent1f1ed as 2% Menta]]y Gifted Minors. —

¥

CULTURALLY DIFFERENT, UNDERACHIEVINC (Section 199.11% Paragraph 3822)

1. A culturally different, underachieving mentally gifted minor
shall-be 1dent1f1ed by the committee-as follows:

a. ’ULTURALLY.DIFFERENI - Pupils are identified through a
study of all avaitabie—amd pertinent evidence of-a child's
language, through economic or environmental handicaps
that have interfered with success in school, restricted
the development of his intellectual and creative ability,
and have prevent°U full development of his potential.

The report of the committee shall specify the differences
to which the pupil is subject.

b. -SCHOLASTICALLY UNDERACHIEVING - Pup1]s are identified by
comparing their general intellectual capacity with achieve-
ment.

(1) The judgment of the committee, all concurring,
that the pupil «could achieve at the upper 2%
“level were it not for his cultural differences.

(2) Test scores revealing discrepancies between
general intellectual ability and achievement.

(3) A1 pertinent school records.

2. *The pupils who meet the criteria of aand b shall be identified
as "culturally different mentally gifted" on the basis of the
judgment of the committee that they may be expected within a

-reasonable time and with appropriate curricular modifications
to perform in school at a level equivalent to that of a mentally
-gifted minor.

. 3 -7514123

4

Consideration should b& given to each of the following:

us:-




¢ c.

*SECTION II: STATE CRITERA FOR IDENTIFICATION .
- / ] ‘

-

CULTURALLY DIFFERENT, UNDERACHIEVING CONT. -

The judgment shall be baséd upon cne or more of the following:
"a. Precocious develppment in pre-school or primary period-

or outstanding scholastic accomplishment at any point
in ;he student's school career.

b. Unusual resourcefulness in coping with- respons1b111t1es,
opportunities, deprivations, proh]ems, obstacles, lack
* of structure and direction, or overly structured settings.

Outstanding achievements, skills o creative products.

d. Scores at or above 98th percentile on intelligence non-
verbal. {performance) scores of individual tests.

LIMITATIONS - ] .

The number of pupils identified under this section is limited.
to two percent (2%) of the culturally different pupils within
the school district. A1l nominations for identification under
this section must be forwarded to the Identification and
Placement Committee of Programs for the Gifted.

.
<,
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SECTION III: PROCEDURES FOR IDENT-IFICATION AND PLACEMENT l

INITIAL NOMINATION . S

A, A pupii may be nbm1ndted'by administrators, counsefors, classroom
teachers, and parents for 1dent1f1cat1on as a mentally g1fted
minor. A pupil may be nom1rated for the reasons descr1bed in .

e

[P AT

Sectlon 1, 2, or 3 below:

1. A pupil whose achievement test scores and academic _ ’
performances are superior.

2. A pupil who, were it not for a cultural ditference,
could ach1eve at the upper 2% level,

. 3. Talent (1eadersh1p, art, music, dance, drama, c.)

B. Screening - Request for Testing — - S
1. E]ementary Level

Whether recommended by, the principal, teacher or parent, )
the/classroom teacher fills out the-Teacher . Checklist -
of Character1st1cs of gifted and talented children. (MGM-6)

The " checklist and any other pertinent 1nformat1on which

the teacher and-the principal feel will be useful in the

identification process are placed into the student's cum .
" folder, . .

The principal then prepares a list Qf students recommended
for testing for the Teacher Specialist from Programs for
“the Gifted,

"The Teacher Spectalist frem Programs for the Gifted seeks
. further data, such as, achievement test scores, grades
and anecdotal records on each student. He then puts the
Tist in rank order and informs the principal when parental
;~ permission should be obtained for testing:

2. Secondary Level . . N

A pupil may be recommended for identification as g1fted

by an administrator, classroom teagher, counselor, or

parent. The counselor or codrdinator of gifted programs

screens the cum folder and any other pertinent informafion
, concern1ng the pupil's progress and achievements. Parental
. permission must be obtained if additional iptelligence

testing is-required. . This data is then presented to the

S¢hool Ident1f1cat1on and P]acemeng’Comn1ttee for consrderat on,

’
\

C. Parental Perm1ss1on for Testing

Parental permission must be obtained before an intelligence test is
administered to a pupil. Sampﬂe letters are available from Programs -
for the Gifted and are printed in English, Span1sh and Chinese. The
signed. letter should be placed in the student s cum folder.

(Forms MGM-SE, 5C, 55, and 5 Sec.) ’

144
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