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ABSTRACT

Social scientists have adopted two different views on
the influence of the community and home on academic achievement of
lower-class and minority students. The first is the deficit
perspective, or the failure-of-socialization hypothesis. The second
is the difference perspective, or the
cultural-discontinuity/failure-of-communication hypothesis. Both
deficit and difference perspectives on oppressed minorities reflect
external definitions of community and home influences on ghetto
children's school learning. In contrast, an ecological perspective
enables ‘he specification of important community and home influences
affecting the ability of young members of caste-like minority groups
to benefit from schooling. Various responses black people have made
to the job ceiling and inferior education historically imposed on
them affect their children's ability to learn in school. Because
blacks continually fight against the schools, they have grown
suspicious of the schools; their resulting alienation makes
commitment to and perseverance at academic tasks difficult. Black
people's disillusionment over the job ceiling imposes similar
liabilities. Various survival strategies blacks have developed to
cope with their economic and social problems often demand attitudes,
competencies, and behaviors that are apparently incompatible with
those requirsd for school success. For example, collective struggle
teaches blacks that they are not responsible as individuals for their
failures, including school failure, and that failure is the fault of
"the system"; clientship teaches them that reward does not depend so
much on personal efforts at an assigned task as on one's ability to
manipulate the powers that be; and hustling emphasizes the virtues of
exploiting and manipulating others to achieve desired material ‘
success and/or prestige. A l4-page bibliogriphy concludes the
document. (RH)
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SCHOOLING IN THE GHETTO:
AN ECOLOGICAL PERSPECTIVE ON COMMUNITY & HOME INFLUENCES

\ | by

John U. Ogbu

1. INTRODUCTION

The problem which~gave rise to remedial educational programs
like Head Start and Follow Through is that lower-class and minerity
children do not perform as well in school as middle-class}and white
children. The gaps in the academic achievement of the two sets of

children begin early and incqease in subsequent years of their —
school careers (Broman;’Nichols and Kennedy, 1975; Haskins,1980;
Mayeske et 2l1,1973). Some social-scientists explain'these gaps
in terms of differences in genetic endowments (Herrnstein, 1973;
Jensen, 1969); others attribute chm to school inadequacies (Guth-
rie et al, 1971); still others say that'theii toots lie in the dif-
ferences in community and home backgrounds of the children (Bloom,
Davis and Hess, 1965; Burger,1968; Coleman,1966; Feagans,1980). This
paper deals with the eonmunity and home influences.

'

Social‘scientists have adopted two different views on the

community and home influences. The first is popularly known as the

deficit perspective,or what we have designated elsewvhere as the

v'failure-gi-socialization hypothesis (Ogbu 1979a). The other 1is

the difference perspective, or cultural-discontinuity/failure-of-

communication hypothesis (Ogbu 1980a). In our previous work we

suggested an_ ecological perspective because this enables us to

examine the influences of the community and the home in the context
of broader societal forces, including economic and historical forces

(0gbu 1974a, 1978a, 1979b). Our main point is that in order to
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2  Ecological perspective

understand fully how the influences of the éommpnity and the home
affect children's ability to learn in school, we must first under-
stand how their community and home are, in turn, influenéed by broa-
der societal forces impinging on~thém, how the wider soéiety evalua-

tes. and uses the education of adult members of their commhnity, and

how schools perceive and treat the children, their home and community.
We have also suggested that the nature of these influences are, not s -

necessarily the same for the lower-class and for the minority child-

ren; nor are they necessarily the same for different groups of mino-
rity chilgren. It is therefore essential that we distinguish factors
thét affect school lgarning of lower-class children from those that .
affect school learnigg Af minority children, andvthat we further
distinguish factors that affect school learning of different groups
of minority children. In suggesfing these distinctions we are ﬁbt
'arguing, however, that the influences are mutually exclu&ive (see
Ogbu 1980a, 1980b, 1980¢). | |

Thts—pa?ér“wtll focus on black Americans, particularly ghetto
blacks, for,thé purpose of illustrating the ecological perspective.
We shall first review thé deficit and the difference perspectives;
then ve'shall-;pecify the typevof minority group represented by black
Americans and how such a group differs from lower-class segment of
the dominant group. Following that w; shall present a tentative
ecological model of minority éducation. The community and home inf-
luences on ghetto childfen's ability to learn in school will be
discussed in the 1light of the ecological mgdel. The concluding part
of the paper speculMte on the relevance of the ecological approach

to Follow Through.
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DEFICIT AND DISCONTINUITY PERSPECTIVES

Since thé 1960s several educational programs have been develo-
ped to improve the school performanée of ghetto children. These
programs generally reflect the assumptions of the dominant-group
elite and to some extent, assumptions of minority-group elite , about
the community and home influences on.ghetto children's school lear-
ning. These assumptions‘may be groupgd undér two head}ngs: deficit

perspective and difference /di;pontinuity perspective. The former

was domdnant in the 1960s and appears to have provided the theoreti-
cal rationale for ﬁead Start, Follow Through and similar remedial
programs., The latter has become increasingly important in educational.
remediation since the early 1970s and shows up now in various guilses
in reading programs, Silingual, bicultugal And md;cicultural programs.
An examination of the'two perspectiveé feveals, however; that.they
rarely reflect the ciienteles' defiﬁition of their problems and do

not reflect the complexity of the problems; rather, they reflect
narrow disciplinary interests of their proponents and, some;imes,
a'quest for a cultural rationale for current developments in racial/
ethnic relations. |

" Deficit Perspective:

According to the deficit.perspegtive, the disproportionate
school failﬁre of black children, especially inner-city or ghetto
black children, is due to inadequate early childhood experiences.
White middlefélass children do well inm sshoul, it 13 believed, becau-
se they“ﬁave unique cognitive, linguistic, motivational, social and
other competencies or skills resulting from their parents' child-

rearing practices. Black children lack thése competencies because




number of studies had been done to warrant the assumption that bla
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black parents do not use white middle-~class childrearing practices.
\ According to some, there Is a way out of this black develop-
\ ‘ '

'‘mental and educational dilemma: ghetto preschool children can be.

AN

resocialized through specially designed prograQ\ to acquire the
experiences and instrumental competencies of th:2>\<Pite middle-pigss
peers, and ghetto parents can be trained to raise théi{\children like:
white middle-class pareﬁts raise their own children (Coﬁnolly and
Bruner,1974; Bloom, Davis and Hess, 1965; Hunt, 1969; Little and
Smith,1971; Ogbu,1978a; Rees,1968; Stanley; 1972 S. White,ié?@).

. . AN
.These conclusions were reached, however, before a sufficieqt .
k

"

children were failing in #Chool because their .parents did not trans- ':-
mit to them, or were incapable of transmitting to them, wﬁite mfddle-
class competencies. Thus as early as 1963; a conferehce on"Compen.?//
tory Education for the Culturally Depriyed" at the University of _
Chicago attended by influential researchers in‘education and child-
develépment concluded th;t about 75% of black children.weré culturadlly
deprived; that parents of ‘these culturally deprive@ children were
incapable}of training their children to sucéeedliﬁ school; aﬁd that
there was a need for early interveqtion programs (Bloom, Davis and
Hess, 1965). A similar conference at Columbia Univefsity in New

York City had reached the samé conclusion iﬁ-1962 about ‘the ﬁeed for
early intervention programs (Passow,1963). \

Actually; there was also a call at bothiconferences for }egearcm'

into the problem because not much was known about childrearing

’

'practices and child development among urban blacks. Because of

the underlying assumption about cultural deprivation, however, sub-"

sequent studies of black childrearing and development have proceeded

Y

)




class childrearing practices and development are the "normal' or the

"the political, social and economié_reaiities\of the population--dicta-

development either do not take into account the requirements of black

- 5 ‘ Ecological perspective

from the standpoint that, at least in the United States,'white middle-

23

: )
"proper" patterns.  Thus in comparative studies of blacks and other

minorities, differences in childrearing practices and/or in resulting
cognitive, linguistic; motivational and social competencies, in self:\
’concept or internal locus of control, have usually been desgna:ed |
es "deficient." , / |

This research oerSpective which portrays the white middle-class
patterns as the norm, the standard by which others are to be judged,
must be rejected for the following reasons. First, populations in
different societies or within the same society may differ in cognitive,

linguistic, motivational and social competencies not because they use

different methods of childrearing, but because they live under giffe-

rent "cultmral imperatives" requiring di‘ferent instrumental competen-

cies.The cultural imperatives of a given population (Cohen,1971)--

te the cultural tasks (e.g., subsistence tasks or economic activities)
of the members of the population and these tasks, in turn, determine

the adaptive or functional attributes or instrumental competencies
prevalent in the population. ngh competencies become the qnalities ®
which parents and other childrearing agents perceive as desirable

to foster in children. Current studies of black childrearing and

cultural imperatives or erroneously assume that blacks and whites
share the same cultural imperatives. In any case, by narrowly focusing
on intrafamilial relationships, especially on parent-child or surro-

gate parent-child relationships (Inkeles 1968:123) these studies

7
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 'decontéxtua1ize competence from realities of life. In so doing they

confuse the process of transmitting adaptive and culturally valued
instrumental competencies with the reasonshfor their very presence
or absence in a given population.

The second objéction is that there may be no univérsally "corr-

ect" method of childrearing for developing instrunental competencies.

»
<

Therefore the white middle~- class pattern cannot be used to judge the
correctness or incorrectness of thd patterns observed in other popula-
tions. Cross-culturalvstudies suggest that childrearing technigues
depend at least in pa;; on the nature 65 the instrumental competeﬁcies
which adults in a given population seek consciously and unconsdiously'
to inculcate in the joung aﬁd which children consciously and uncon-
8ciously seek to acquire as they gpow older (Aberle, 1962; Abe;}e and
Naegele, 1952; Barry, Child and Bacon;1959; Inkeles,1968a, 1968b;
LeVine,1967;.Maquet{1971; Mead,1939; Miller and Swanson,1958; Ogbu,
1980d). Berry (197i,p.328) suggesés why we should expect the natﬁre-
of instrumental competencies in a population more or less to iﬁfiu--
ence the-childrearing-éractices within the populatiqn when he states |
that:

One would not expect to discover a society in which

independence and se1f~reliancq are conveyed as goals
T " by a harsh, rgstrictiye‘method of socializatioﬁlNor,

;onversely, would one expect to discover-a society in

- which conformity is taught by a method chamcterized
kby stimulat {ion of a child's own interests and of his
curiosity. N |

Populations thus may differ in both instrumental cbmpetencies and in

the techniques they use to inculcate these competencies.

g 8
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At the level of social policy, the theory qf social change
implicit-in the deficit perspective '1s unsupported by hiémorical and

L]

cross-cultural gvidence._The case for ‘early intervenﬁion“rest; largely
on :ﬁe belief in the determiﬂism of early childhood events--that nmuch
that shapes the final human.;rodhct‘takes place'duriﬁg the first years
of liﬁe" (B. White, 1979 »p.192), that "The cognitive set of the cul-
turally disadvantaged child), the pattern of perception which handi-

caps him in leérntng tasks demanded by the school, is irrevocably "
: . ’

cast in preschool years (Kerber and“Bbhmhrito, 1965,p.345, emphasis

added). It 1s also based on a belief that an effective strategy to

improve the social and economic stﬁtus of black Americans lies in
chanéing their childrearing practices in order to enable ;hem suc-
ceed more in school 1Hunt,1969;)Sar Levitan,1969).

The lattef argument fails for two réasons, First, there 1is
no historfﬁal‘or cross=cultural evidence showing fhat any population
has éver achieved a significant social and economic change by first
changing its methods of childrearing.'gt is usually \he case that.
social.- and economic changes precede c@anges in childre{ring practices
(Aberle,1968; Kaplan and Manners,1970). This is more or less what 1is
happgning today in developing nations of the world.

In Summarf, studies using the deficit perspective have broduced
doubtful conclusions abéut home influences on the child's ability
to learn in school because of inadequate conceptualization of "context"
or "environment,"‘becaqse chey\ignofe the possible influences of
the nature of the 1nstfumental competencies on childrearing practices
and bécausg fhey are based on ethnocentric conception of developmernt.

Moreover, the theory of social ghange embodied in this approach is

net supported by historical and cross-cultural data; nor have the

3
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programs based on this perspective been able to inculcate the "missing"

competencies permanently in ghetto children (Goldberg,1971; Ogbu,

1978a).

Difference/Discontinuity Perspective:

From the late 1960s some researchers, especially some minofities

have proposed an alternative view which may be designated as a
difference or discontinuity perspective. fhese social scientists argue
that minority groups have their own cultures; that minority cultures
embody different childreéring pracﬁices whichfinculcate minority-.' : 1
groups' distinpt instrumental competencieg; and that minority children L
probably fail in school because schools do not recognize and utilize‘
their competencies for téaching, learning and testing (Boykin,1978;
Gibson,1976; Ramirez and Pastenada,1974, 1975; Wright, 1970).

4 Some have made serious efforts to show that there exist dis-
tinct miﬁbrity cultures, suchfas a distinct black culture and langua~
ge with roots in Africa and black expgriences in America (Hanne{z,
1969, 1970;vke11,1966; iewis,1976; Nobles and Travér,1976,pp.31-33;
Shack,1970,p.7; Valentine,1972; Young,1970, 1974). Effo:ts.have also
been made‘to specify;somé instrumental competencies unique to blacks
in "expressive life styles" (e.g., adaptability, interactional skills);
styles in'dré;s, walking and "general cultural yanifestation," |
language and communication (Abrahams,1976; Boykin,1980; Broussard,
1971; Folb,1980; Keil,1967; Kochman,1972; iabov,1972; Mitchel%-
Kernan,1972; Rainwater,1974).

From the cultural discontinuity perspective the disproportionate

school failure of blacks and similar minorities is caused by diffe-

rences in specific competencies and behavior which inhibit effective

10




9 : Ecological perspective.
communication in school teaching and learning situations, Whether they
focus on language and communication or on general cu;tural behavior, |
" the main contention of discontinuity proponents is Eh;t mihority
children fail because schools do not build on competencies children
bring from community and home; instead, schools impose on them
white middle-class cultural norms and requirements. A few examples
will suffice to illustrate this point.

An eariy'aﬁtempt to describe the cultural discontinuities
faced by minority children in school was published by Henry Burger
in 1968, He compared three cultural groups in the Ameriéanmsddihwést,
nanely, the Yankee; the Hispanic and the American Indian populatioans,
with respect to value orientations im the following domains: man's
relationship to nature; time orientation; level of aspiration; work
orientation; attitudes toward savings; adherence to time scheddle;
acceptance of change; explanation of Behavior; cooperation; and
individuality. In eacﬁ area Yankee cultﬁre (which in BuPger's work
is more or less synonymous with public school culture) differs
sigpificantly from the Indian and Hispanic cultures. For example, in
the doﬁéin\Pf man'sbrelationéhip to nature, Burger says that Yankee
culture emphasizes man's mastery over nﬁturg, while the Hispanic
culture stresses man's subjugation to nature and the Indian culture
. advocates man's harmony with nature. In aspirations, Yankee culture
encourages striving for social mobility and economic self-betterment,
vhile boéh the Hispanic and Indian cultures discourage such behavior.
Yankee culture teaches people to achieve ﬁater;al éuccess through
hard work, whereas Hispanic culture teaches itg bearers to work

minimally just to satisfy their present needs.

1]




10 Ecological perspective

Burger furpher suggests thet Yankee culture differs from the
other two cultures with respect tovcognition, affect, psychomotian,
instltutional arfangement (e.g., family), sex-roles, léﬁguage and
teaching styles. For example, with respect to cognition, Yankee
culthre stresses abstract, theoretical and rational thinking, where-~
as the Indian and Hispanic cuitures emphasize feelings.

These cultural differencas cause academic problems for minority‘
children because school teaching, learning‘and testing are based on’
Yankee cultural values and requirements. For example, schools stress
competition without due regard fo? its effects on minority children
from cultures preferring cooperation. Another exgmple is that teach~
ers tend to call out minority children as individuals to recite
aloud in class in violation of their cglturalAnorms.

Burger's work apparently impresged educators, some of whom
both added other minorities like black and Asian Americans to tle
list and used his ideas to develop educationdi p}ograms. In 1974 1
discovered that one state educational agéhcy was using a modified
Burger model to assess the adequacy of minority education in various
school districts in the state. The modefied model included a
description of value orientations of black and Asian Americans.
Plack American value orientations are described as being in many
ways similar to the value orientaﬁions of the Hispanic and Indian
people in Burger's original version. For example, in man's relation-
ship to nature, black Americans favor man's submission to nature,
summed up in their maxim:"Thy will be done." Blacks are present<time
oriented, concerned with immediate survival. Theif high aspirations

are in conflict with their quest for immediate gratification. And

12
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they perceive work as a means of satisfying immediate needs and of
achieving ‘imited accumulation of material possessions (Brogssard,1971)”
| One problem with the Burger moael is that it igncres intra-
group differences both in the doﬁinant Yagkee/Anglo culture and among
the minorities. Consequently, characterizations of these culturves
border on stereotyping. Fur?ﬁermore, i{ is not explained why the .
same cultural discontinuifi?s do not produce the same academic
effects on all minority groups. For example, "Orientals" described
as "fatalistic" 1like blgcks,‘Mexican Americans and American Indians
do much better in school than the latter.
Another view of the cultural discontinuity problem is given by
Wade Boykin;(1980). He says that schools would promoté motivation
for learning among black students if they recognized and utilized the
following black"stylistic cultural manigestat%ons:"\(l) an affective-
feeling propensity manifested és»a ﬁérson to ;erson'emphasis, with
a personal orientation toward objects as opposed to a person to object

iemphasis with an impersonal orientation toward people; (2) a "psycho-

logical verfe," or enhanced resgonsiveness to variability and inten-

sity of si l§tion (stimulaﬁion?);“(S) # movement orientation which
emphasizep intensigy and variability coupled with psychological
centralit& of music as opposed to movement compression; (4) an
improvithion qdality'which empha;izes expressive individuaiism as
opposed to possessive individualism; (5) an event orientation t¢ward
time, such that time is what 1s“done, as opposed to a clock orienta-
tion (Boykin 1980:9-10). A major point in Boykin's argument is that
black children want to learn when they first come to school bug

that they are soon "turned off by the ‘educational process when

confronted with the artificial, contrived and arbitrary competence

13




12 : Ecological perspective

modalities (e.g., reading and spelling) that are presented in ways

which underm:ae the children's cultural frame of reference”" (p.ll).

The problem with this argument is that from a comparative berspectivé,rrA'

it fails t6 explain why children from some other ethnic groups with
distinet cultural frames of reference are not "turned off" by the
same :ducational process. Why do some groups of minority children
succeed in school 1nspit§ of cultural discontinuitieé while others.
do not? (see Qgbu 1980a ; Heyneman, 1979).

Our final examé&e of the discontinuity éroblem comes from"
language and communication studies. Here oné is impressed by the
periodic shifts in the naﬁume of the discontinuity factor postulated
by researchers to cause school failure among ghetto blacks. At
various times the crucial element has been identified as a mismatch
in dialect, phonology, grammar, rules of communicative interation,
and more recently, it is said to be a difference in oral and literate
cultural traditions (see Baratz and Shuy, 1969; Gumperz,1980; Lewis,
1979; Rystrom,1970; Simons, 1979; Sims, 1972; Stewart, 1969; Vaughn-
Cooke, 1980).

We have indicated elsewhere (Ogbu,1980a, 198Cc ) our reserva-
tions abéut the language and communication mismatch hypothesis. The
point to stress here is that the explanation of black children's
academic faflures in terms of a mismatch in rules of communication

/
and interaction or in terms of oral cultural traditigh has been
W
arrived at without the benefit of a turly comparative data. This
explanation is based on research on one type of minority group we

ha&e designated as castelike minorities (0gbu 1978a; see next section).

The mismatch hypothesis has not been applied to immigrant minorities

14
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and other groups who differ from public school teachers in communi-
cative strategies, interpretations of situational meanings, rules of
interaction aﬁd literate tradition and yet are more successful in
school than black Americans.

The need for a more adequate comparative dafa iz also suggested
by events in other societies: (1) In Britain "West Indians" are said
to be more similar to the Anglo British in language‘and culture than
are other "col&red immigrants" (e.g., Africans, Bangladeshers,

Indians, Pakistanis,e;c.). Thus,it would be expected that West Indians
“share to a greater degree with the British communicative etiquette and
related behavior. However, West Indians are the least academically
successfui in school among the colored immigrants (Ogbu,1978a;Rose,

1969).(2) In New Zealand imﬁigrant Polynesians from other islands
tend to do betterhin schbol than the indigenous castel&ke Maoris,
although both Polynesian groups are more similar to one another in
language and culture than is either to the dominant Pakeha or whites
who make up the teaching force (Huntsman,1979; Ogbu,1978a). (3) The

contrasting school experiences of the Buraku outcastes in Japan and

in the United Statés are even more instructive. In Japan Buraku
children continue massively to perform academically lower than the
dominant Ippan children. But in the United States where the Buraku
and the Ippan are treated alike by the Americin people, government
and schools, the Buraku do just as well in school as the Ippan (DeVos
1973; Ito,1967° oOgbu, 1978a).

In summary, the déficit perspective is correct in observing
that minority children do not come to school equipped with white
middle-class skills, But it is incorrrect in asserting that the

children lack these skills because minority parents do not know how
15
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to raise their children like white middle-c;ass parents raise their
own children. A more correct interpretation is gi?en by the disconti-
nuity proponents, namely, that minority parents gompetently raise
their children to acquire competencies or skills ﬁﬁich are adaptive
wi:h;n'their own cultures.vﬂowever, neither group provides a satis-
factory.explanation of the {inkage between minority children's back:
ground and subsequent school failure. The déficitkperspective asserts

P

that minority children fail because they lack white middle-class
) .

B

skills requiged for successfu; classroom teaching and learning; the

discontinuity pergspective asserts that minority.children fail because
schools do not recognize and utilize their skills. Both assertions do
not stand the test of cross~cultural data because there are some

-

minority grbups who do well in American public sghools f;) even though
their children are not brought up like white middle-c;ass American
children..&nd (b) even.qhough their children come to s;hool with
skills‘différent:frém those of their wéite middle~class peers. RN

The Chinese Americans are a case in point. In coﬂtrast to white |
middle-class American pafents who stress indepeﬁdence and autonomy
for their children (%3§én. 1969), Chinese American parents emphasize
subordination, obediénce"and respect for elders and authority figurés
(Coolidge,1969:343~47; Fong,1973:117; Tow,1923:77). Moreover, where-
as Western psychologists assert that prdper learning style involves
observation, an#lysis and ébmprehens;on, the Chinese .learning style
emphasizes external forms and rote memorization (Hsu,1971; Kingston,
1977, p.26; Oglu, 1978b).

Why do some minority groups transcend their !deficits" and

"differences" to learn more or less successfully in the public

schools while other minority groups do not? One of the arguements
1(\ : .
)
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of this paper is that one of the preconditions for a minority group

to be characterized by persistent massive school failure is a parti-

such as underlie castelike or racial stratification between blacks
and.whites in the United States.

Both the deficit and the diffgrence/discont}nuity perspectives
reflect external définitions of comﬁunity and home influences on |
ghetto ch;ldren's school learning which'take no account of ghetto
people's ownrpefspective. An adequate conceptualization of community
ana homé{factors must incorporate the"native" or ghetto point of
view. The signi£1cancéIof undetétanding ghetto people's own formula-
tion of the scﬁool failure probleme lies in the fact that these
problems are collective, not individual problems. .

Furthermore, the two perspectives reviewed above are not built
truly comparative data. They focus on one type of minority grbup,
castelike minorities, and fail to explain why other types of minori-
ties with similar features postulated to causelschool failure still
succeed. It also appears that the deficit perspective cften erro-
deously assumes thaﬁ ghetto school broblems are caused by lower-class
status and poverty. Some cross-cultural studies suggest, however,
that poverty per se do not 1ead-to the types of motivational and
behavioral problems manifested by ghetto%school children (Heyneman,
1979)., As a step toward a better conceptualization of the prbblems
and their solutions, we need (a) to specify the type of minority
group represented by black Americans and (b) to distinguish this
type of minorities from lower-class people qua lower~-class people.

In addition, the deficit perspective is based on a very narrow

view of"environment,” which ignores the influences of broader

17
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16 Ecological perspective:

societal forces outside the family and neighborhood; the disconti-
_nu;tyAperspective has .a narrow view of culture, neglecting the role
of such_"culﬁﬁ;éijfﬁperat}ves" as the economic, political, and

stratification aspects of society and their impact on ghetto life.

We shall present an ecological model of minority educdtion that, we

hope, . may give a good picture of the complexity and scope of the

community and home forces or societal forces not captured by the

deficit and discontinuty perspectives.

CASTELIKE MINORITIES AND LOWER-CLASS STATUS

-

Castelike Minorities:

Not .all minorities do poorly in school. Therefore we need to
distinguish those who do from those who do not. This may be done by

classifying minorities into autonomous; immigrant and castelike tvpes

(Ogbu,1978a), based on tﬁe nature of minqrity-majority rélationship and:‘*
oﬁ the migorities' perceptions of and respbnées to schooling. Our

focus is on castelike minorities whom we suggest, differ from the :
other two types in the following respects. First, castelike M1nor1-.
ties have usually been incorporated into existing societies or

nations rather involuntariiy and permanently. As a ;e#ult they occupy

a more 6rﬂlesa permanent piace in society from which they can only
escape through\>>k&gégg" or emigration-~routes which are not‘alﬁays“”
open. Second, hembership in a castelike-minority group tends to be
acquired more or less permanently at birth.‘fhifd, members of a
castelike minority group geqerally have limited access to the social
goods of society by virtue of their group membersip and not because

they' lack training and ability. More specifically, they face a job

'8
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ceiling. Finally, having been incorporated into society involuntarily
and then relegated to menial status castelike minorities tend to

formulate their economic and social problems in terms of collective

institutional discrimination which 1s seen as more than temporary.
We use the term, castelike minorities, as a. methodological tool to
emphasize the structural 1egacy of their subordination. We are not
suggesting that castelike minorities arze castes in the classical
Hindu Indian sense, although some are. Black Americans are an example

of castelike minorities, having been brought to the Unit;d States

- 1%

as slaves.

Caste VvS. Class Stratification:

While castelike minorities tend to be disproportionately repre-
A

a1y

sented among the poor, it does not follow that their economic and

A3

educational problems are the ‘same as those of lower-class members
of the dominant group. The need to distinguish castelike minorities and
-their educational problems from the lower -class and their own problems
is suggested by at least two factors in the black American case.
Pirst, differences in academic achievement and IQ remain when blacks
and whites of similar'socioeconomic levels are gompared (see INTRO-~
DUCTION). Second, public.policies which adopt c1asslremedy to eco- |
nomic problems“do not usually produce equal results for blacks}and
whites.-Considerr for example, the following observation we made
a few years ago about the effects of the War on Poverty for black
and white children: | |

lln 1959, 65.5 percent of all black children as compared

with 20.6 percent of all white children were living in

poverty. In 1972---the relative gap between blacks and

19 ;
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. : whites had actually increased so that 42.A percent of
v black children as compared with 10, 1 percent of white

e

'—“'ﬁ‘"""f’*““"““”f—”“”“"children,were*living*in'poverty. That is, while the
| percentage of white children.in‘poverty decruased by oA}
half, the percentage of_black children living in poverty
decreased only by.one-third, The War oanoverty was, of
course, built on the‘assumption that poverty among blacks
and whites was caused~by the same factors (Ogbu 1974bp 24).
With respect to the effects of the War on Poverty on households ‘Willie
(1979,p 63) notes the same unequal results oi a class reduction public . 3
policy: - o _ ¢ | e
“ In 1959--18 percent of the white hous®holds were headed/,
.by individuals who were below the, official poverty level ‘ .
compared to 56 percent of the households headed by blacks_
and other races. In<1976, nearly two decades later, the
proportion of the’poor whites”had dropped to the low
level oi 9 oercent. However, hlacks.below the poverty }.1
level constituted 29 percent of their total race. In
1959.nhlacks below the‘poverty levellwere three.times‘
greater than the pfoportion of poor»whitqs' seventeen
years later the ratio was the same (see also Bureau of
Gensus; Statistical Abstract,l977 P. 454)

Iz .
Similar disproportionate results have been observed with respect

to life expectancy, education and employment‘(Fein,l965). .
We therefore intend"to use caste and castelike as analytic
concepts to describe a stratification system which differs from class

stratification with regard to (1) closure, (2) a: filiation, (3) status
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summation, (4) social mobility, and (5) cognitive orientation.
1 (1,2) Class stratification is based on economic relations, an acquired

characteristic, whereas caste stratification is based on "status honor,"

regarded as an inborn quality (Berremén 1977). Social classes are more
]

or less permanent entit%es but have no clear boundaries; nor is their’
membership necessarily pefmanent becausekpeople are continually moving
into and out of them; Furthermore, children of inter-class marriage
“ can affiliate with the class of either parent. Castes, on the other
hand, are permanently hierarchically qrgahized into more or less endo-
gamous groups, clearly bounded, éublicly recognized and named. Inter-
caste marriage is often prohibited, but where it is allowed there 1is
usually a formal or informal rulg as ﬁo which parents' group the child-
ren Qﬁst belong: in contemporary United States, for examplé, the rule
is that any child of known black-white méting is automatically defined
as black. In very rare cases do some "blatks" covertlyebecome "whftes"
through the painfui and noninstitutionalized ;rocess of "passing."

(3) In a class stratification, occupational and political positions
are ofteh based Qn training (e.g., formal education) ‘and ability. This
is much less so for caste ;nd racial minofities because of a job ceiling

andvdéher barriers. This situation explains why the minorities are
rea i .

preoccupied with "civil.rights; struggle for equal social, economic and
political opportunities.

(4) Vertical social mobility is built into class stratification and .
the means of achieving it is usually prescribed. Mobility from one
socfal stratum to thelnext,is prohibited in a caétélike or racial
stratification;

'(5) Class and caste groups also differ in cognitive orientation
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(Berreman, 1977). Specifically, castelike pinorities do not accept
their low social, political and occuvpational status as legitimate
outcomes of their individual failures and misfortunes, whereas lower-
class members of the dominant group often. do (Sennett and Cobb,i972).
Black Americans, for example, see racial barriers in employment, edu-
cation, housing and other areas of 11fe as the primafy causes of the}r
low social status and poverty. Most black Americans regardless of
fheir clgss.position "blame the system'" rather than themselves for
failure to get ahe#d as individuals and as a group, an orientation
which underlies their collective struggle fof equal qpportunities
in employment, education and the like.-

In contrast, in the United Stateé at least, there is neither a
conscious feeling among white members of a given social class "that

" nor that their common.

they belong together in a corporate unity,
interests are different from those of other social classes (Myrdal,
"1944).'Not even the white lower-class Americans share a collective

perception that their social and economic difficulties stem from

"the system." What distinguishes castelike or racial minorities from

the lower class of the dominant group is not that their objective

material conditions are different but that the way the minorities

perceive and interprete-their'condition is different.

Castelike minorities are, of course, internally stratified by

social cldss just like the dominant groups are internally Sﬁratified

by social class. But the social classes of the minority and the_ ///(/

dominant groups differ both in development and in attributes. They
are unequal in development because the minorities have less access
to the number and types of jobs and training that facilitate class
'differentiation and mobility. For example, among black Americans
22
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the upper class before the 1950s was made up of a few professionals
'lfke lawyers, doctors, business people, teachers and preachers, the
last two comprising almoot two-thirds of the class membership. These
were, moreover, the professions that served primarily the blaok com=-
munity. Blacks were largely excluded from other higher-paying profes-
sions, such as those of the architects, civil enginoers, accountanﬁs,
chomists, managero, dnd the‘line in_the general economy. As a result
of a job ceiling, minority upper class tends to overlap with dominant=-
group middle class and minority "middle class" with dominant -group
upper lower class or stable working class. The minority'"lower class"”
1s made up of unstable vorking class, the unemployeo and the unemp-
loyable (Drake and_Cayton, 1970; Ogbu,1978a,pp.157-160).

Costelike minority social classes differ from those of the
dominant group in cognitive orienoation because thé_historical ciféum-
stances which created and the structural forces which sustain them
are different. Fof example, the narrow base of class differentiation
among blacks began.with slavery rather than with differences in family

background and educatiom. After slavery racial barriers in employment

or a job ceiling, continued to 1imit their access to good jobs and

‘other resources associated with class development and mobility (Higgs:

1980; Ransom and Sutch, 1977). These collective experiences probably
led to an evolution of a common perception of a lack of equal opportu-
nity for blacks of any class; that is, the perception is that it is
much more difficult fo; any black than for any white to achieve
economic and social self-betterment in the general or conventional
economy. Another reason for the differences in cognitive orientation
1s the forced ghettoization of minorities. In the United States

whites c¢reated and maintained clearly defined residential areas of

23
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the cities where they restricted generations of blacks. Until recent
decades many well-to-do blacks desiring to live elsewhere were forced
to share the ghetto with poorer blacks. This involuntary residential

N

segregation also contributed to a shared sense of oppressed people

regardless of class position.

In summary, then, the economic and educational problems of
castﬁlike minority poor are not merely the results of lower-class

status. They are, insiead, consequences of a double stratification

of class and caste/race, A white American who is lower class .is only

lower class and hay bear no scars of a collective job ceiling and

ghettoization; a bléck_Aﬁerican who is lower class is also a member
of a subordinate raciai group with a history of a job ceiling and
ghettoization and other barriefs. As a result, lower-élass blacks 7/
sﬁare certain attributes common to all 10wer-c1a$s people; buﬁ theyﬁ
also have distinct attributes arising from their membership in a
subordinate racial caste. We will try to show how the consequences

rd

of the double stratification might affect minority children's
‘ L)

educability by presenting a tentative ecological model of minority

education. ™

AN ECOLOGICAL MODEL OF MINCRITY EDUCATION

Belpw is a preliminary sketch of an'ecological model of minority -
education. The model is based on 6ur study of minority schooliﬁg in
the United States and other societies (6gbu,1974a, 1977, 1978a,1978b;
1979, 1980¢, 1980f). Let us briefly summarize the model.

The model begins with minority-majority stratification (A) and

its consequences. Membership in different racial or ethnic groups

doeg not necessarily lead to persistent lower school performance for
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one group as can be seen by comparing'white_(Caucésian) Americans
with some non-Caucasian (e.g., Chinese, Japanese) Ameri .us (Coleman
1966). Nor does membership in the same racial or ethnic category
result in similar ac#demic performance; this can be seen by comparing
Oriental and Ashkenazi Jews in Israel (Lewis,1979; Ogbu,1978a) or
-by comp;ring Burakumin and ﬁo;-Burakumin in Japan (DeVos, 1973; Ogbu,

19783;Shfmahara,1971). It is when racial or ethnic categories are

stratified that persistent differences in school performance emerge.

Sﬁecifically, it is when two or more racial/ethnic groups are orga-
nized hierarchically, so that members of the group that occupies the
;lower, subordinate-position are restricted to low-sﬁatus social,
aconomic, political and other adult réles, that racial/gthn*c diffe-
rences result in persistent differences in school performance (Ogbu,
1977,p.2). The question as to whether the minorities occupy their
menial position because of their lower school performance or vice
versa can be answered in part through‘a historicai study of a given
case és well as through a comparative study of several cases. In our
study of the case of black Americans and in our cross-cultural
research, it is generally tbe case that relegation of minorities

to menial social and economic roles preceded their access to formal
schooling. / ‘ \ ¥

One major consequence of minority-majo#ity stratification

relevant to schooling is differential status mobility system (B).

A status mobility system is the theory and method(s) or strategies
of self-advancement in a hiearchy of societal goods, especially in
occupationa. ladder of modern industrial societies (LeVine, 1967).

A theory of status mobility system incorporates the range of avallable
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étatus positions (e.g., types of jobs open to adults), rules of eligi-
bility for competition for the available positions, and how to qualify
and compete sucﬁessfully for these positions. The strétegies vary
cross-cultuaflly and might be school credentials, clientship, politi-
cal loyalty, religious faith, kinshib connection or a combination of
these and other forms.A status mobility system works insofar as
actqal experiences of a significant proportion of the adult population
confirms the folk beliefs about the system.

Thg way in which the status mobility system works in a given
populétion'influences the values and practices of the agencies and
agents entrusted with the upbringing of children (e.g., family, school)
as well as the way the children themselves strive to Be as they get
older. Childrearing and schooling can be thought of as culturally
organized formulae for preparing future adults who will function
competently‘in the ¢ :tatus mobiiity syétem (Ogbu, 1978¢ ).

In a castelike stratified society, the minority status mobility
system is differeutiated by two features. First, it has fewer socié—
tal goods like higher-paying jobs than the status mobility system of
the dominant group. Moreover, the minorities have little or no control
over the available societal goods. Second, the minority status mobility
system has two séts of rules of behavior for achievement. One is
imposed by the dominant,group“(ng;. schoolﬂcfedentials)”and,may
not be wholly acceptable to the minorities; the other set of rules
is developed by the minorities to supplement or replace the exter~-
nally imposed rules. Members of the minority community use these
two sets of rules differentifally according to their :ircumstance.

Formal education for the minorities (C) reflects their status

28
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- mobility system both in 1ts contyol by the domingnt grou§ and in the
minorities' response(s) to it. Minoricy schooling is usually organized
and run by thé AOminant group almost in such a way a; to prepare |
minority children'for part;cipatidn as adults in,theirvown stafus
mobility systen, rather/chan in the status mobility system of the
dominant group., A careful anaiysis of the minority acces; to schooling
and the structure of its schooling (Cl), its process (e.g., the curri=-
culym, textbook characterization, testing ﬁechanisms, classification
and labeling of students, teacher attitudes and patterns of inter-
action with students,etc.--C2, C5, C6, C7) will show that schools
for minorities.function to somé degée to prepare minority children
,foF skills and credentials compatible with their margina1 soctal and
_economic roles. | o ; |
-Equally important in contributiné to minority children's
educability problems 1is the reéponse of the minority community to ‘
the consequences of its subordination, especiglly to inferior educa-
tion aﬁd;job ceiling. One type of minority reséonse to inferior

education can be found in the realm of_minority-school relationship

oy -

minority schooling and dominant-group's definition of minority -educa-
tional problems and needs lead to conflict and distrust between the
ginorities and the schools. Minorities have little input in -deciston- ——
malking processes by which various educational brograms are institu-
tionalized and evaluated in their schools. They have no say in teacher

assignment and qualification; nor do teachers and other school per=-

K J

sonnel feelfﬁg act accountably to the minorities. This situation

L PR

A*‘
coupled with objective differences in access, treatment and outcomes

-

2)

-
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lead the minorities to'believe~that their schooling is deliberately
designed to prevent them from quelifyingAfor the more desirable jobs
open to menbers of the dominant group. Consequently,-the minorities
tend to devote mnch time and eifort'fighting the dominant group and
the schools for equal edhcdtion, instead of.ﬁorking in cooperation
with the schools to educate tneir children. This conflict situation
usually generates a distrusting relationship between the minorities
and the‘schools which, in turn, aﬁfects minority childrenfs'!ttitudes
and behaviors'in‘school.

/

Another response of the minorities which directly affects older

"children 1is the evolved theory of success (D). Minorities perceive

adult opportunities as limited by a job ceiling. And they tend to
believe.that because of the job ceiling they are not able to obtain -
jobs, wages, and promotions commensurate with good education. Thus,
looking beck at a long history of systematic exclusion from equitable
distribution of educational rewards, the minorities may become
disillusioned about the real value of schooling. The disillusionment
may discourage them from developing a tradition or norm of perse-
verance and other habits thet promote high academic achievement.

On the other side, the disillusionment may generate among the mino-
rities a different academic norm which may be summed up in the maxim?

”"Hhat s the use of trying?" (Shack 1970). This latter t§pe of atti-

il

tude and behavior toward academic work eventually become a part of
the "culture" of the minorities, acquired by children, particularly
as they get old enough to understand the nature of their group's
status mobility system.:

Furthermore, because of a history of systematic exclusion from
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equitable distribution of societal rewards based on education and
other dominant~group criteria, castelike minorities may develop

alternative strategies for seélf-advancement (F). The‘alternative‘

be accessible‘to some members or to everyone,'and may be used to
erploit opportunities only within the minori”y community or may also
be used in the wider society. The attitudes, knowledge, skills and
rules of behavior for achievement required by the alternative stra~
tegies are often not congruent with those required for dominant -group
school teaching.and.learning. Minority children usually begin to learn,
the alternative strategles during preschool yearslas'a part of their
normal developmentai tasks in tgi;”ontext of their culturew The alter-

\—4
native strategies are lrarned partly from parents and other older

| members of the famil , although not necessarily deliberately. Children

may also learn these strategies through their experiences in the

church, the street, and even, at school (Ogbu, l980h) Because minority

childrtn\begin to learn these alternative strategiles at preschool

they may begin school with potential for academic difficulties. But N
the extent to which the alternative strategies adversely affect their
ability to learn depends partly on how the minority community, narti-

cularly its younger segment, evaluate the strategies against school

e —credentiala—and”othcr“trtteria*advvcated“by—thtfdvmindnf‘grO&Fs =

evaluated--that is, in terms of past and current opportunity structure
(El), N6t all minority children will have equal opportunity to learn
the alternative strategies (E2), so that their effects are not likely
to be equally distributed in the community. The way the strategies

are taught and learned SES) may also have some advser effects on

children's school attitudes and efforts (E4).

31
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 Peer pressures (GJ can either promote competition for good'
academic work orudiscouraée it, Among castelike,minorities the
latter situation often prevails,partly because of disillusionment
about the real value of schooling in!the face of a job ceiling and
partly because of perceptions of alternative strategies’ as more
feasihle routes to desired material goods and prestige:‘

Finally, we consider minority cultural, cognitive and linguistic

or communicative repertoires (7) » Minority groups like other people in -

culture contact situation can, under appropriate circumstance, acquire
new cu1tural, cognitive and communicative skills that lead to. school
success when their own are not applicable. However, under structured
inequality and structural‘ooposition where the minorities and the
dominant group do not share the same theory of status mobility, the -
minorities may either resist"acculturation" or become "bicultural"

in a peculiar way under which they. tend to elaborate their own
nrultural, cognitive and communicative competencies in opposition to
the dominant group's whenever they feel their identity and security
threatened.

The central point of the ecological‘model is that the minori=~

ties actively respond to their circumstances, in this case to inferior

education;and a job cediling and'theseAresponses further add to the

inaﬁeﬂuacyhof their schooling. The minority responses thus complement

the control and design of their schooling by the.dominant group and

the treatment they receive from the schools to make their school

performance}adaptive'to the requirements of their status mobility

system. That 1s, the school periormance of the minorities is just

at a level appropriate to qualify them for inferior jobs and other

32 ‘
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positions traditionally7opeﬁ'to them, The;e jobs and positions neither
require much education nor‘brihg much rewards for educational acdomﬁli-
.shmentﬁ.

- From the ecoldgical perspective, the ;mpofcant coﬁmhnity and
home influences which affect the ability of the castelike minority

child to learn in school are to be found in the conflict, suspicion

.and distrust in the relationship'with the schools, id the-minor;;y:
disillusionment and lack of persevering academir efforts becadse\of
the job 9§1ling, and in the incoﬁpatibility between the instrumental
competéncies an&!}ﬁlééféf behavior for"achievément,required by tﬁe
‘alternativé.strategies ané those requifed by the Schdolg‘fhese "special"‘f
influence§ are a major'partlof the reason why, uﬁlike others, casge-.
like minority children.da not easily trgnsCend their "défiéi;s" agd
"cultural competenéiés" to learn and utilizé pragmatically and
leffectively the inétrumen;al comﬁetenciés promoting acédemic success. ;l{

Let us illustrate these problems with the case of ghetto children.

THE CASE OF GHETTO CHILDREN

" This section will not discuss how the dominant white control

‘of black educ#tion or how the public schools tﬁaatmeqt of blacks
influence the ability of ghétto'children to leafn. We have dealt

with these aspects of the problems elsewhere (Ogbu,1974a, 1977, 1978a,
1979a). We will focus here more on how black responses to inferior
education and a job ceiiing against them affect their ability to o

learn in school.
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Black Responses:

: ‘ . ’ b ) - . @
Throughout the history of public school education in the United

\

States black people's perceptions of and responses to schooling have‘
been influenced by their attempts to solve problems of jobs, housing, .
and other barriers arising from their castelike status; that is, by

how they percelved the problems posed by their stagus nobility s&stém:

The nature and extent of the job ceiling ageinst-them, che extent of

their bitterness, resentment and frnsCrations over that ceiling, the

amount of time, resonrces'and efforts black people %xpend trying to

' break or circumvent that job ceiling, and their“strategies for achie-

ving the latter objective, such, as ﬁnncle tomming,":boycotting white

_businesses, protesting, riotlng, appeallng to the courts, to fair

emplquenr practices comnlssions and similar bodies are well documenred
forﬁqarlous periods and regions (see.Devis, Gardner and Gardner, 1965;
Dollard,1957; Drake and Cayton;l970; coh1d;1977¢.uiggs, 1980; Marshall,
1968; Myrdal 1944->National Advisory Commission’on Civil'Disorders,

Report, 1968; Newman et al, 1978 Norgren and Hill 1964 Ogb2?1978a"

Powdermaker 1968; Ransom and Sutch, 1977- Ross and Hi11,1967; Schemer,

U1965) Similar.documentation exists on housing and education: The

job ceiling has been raised s-gnificantly for young college educated

blacks since the mid-1960$ through affirmative action and other-

. programs (Wilson 1978). However, for ghetto blacksJ the job ceiling_

»

j?

" has not been raised far enough long enough, and consistentny

‘-enou§_>to change their traditibnal maﬂglnalkparticipation in the

L

conventional economy or to alter sﬁgniﬁicantly their perceptions

'of pportunity structures in that economic system. Nor have the

" developments in housing and education altered their perceptions

of their chances in these domains.

34
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Black Responses to Schooling;‘ _
It would appear from their long history of collective struggle
“for equal opportunity for economic and social self-betterment that

black Americans have usually perceived formal schooling as a preferred

' strategy for achieving their goal. However, their expectations have

i not been met partly because their schooling was not designed to
echieve such a goal (see Bullock 1970 Ogbu, 1978a). Under this

vcircumstnnce blacks appear ‘to have responded to both the job ceiling ..

R .
and to inferior education in several ways that actually tend to promote 9

school failure and educational.preparation'for marginal economic

' participation in adult life. Among these responses discussed below

are conflicts with the schools' disillusionment and lowered academic
g »

efforts; end1evolution of survival or alternative strategies.
. T . /

1. Conflict With Schools: The history of black-w'e relationship

.contains many episodes which have left blacksrwith'a feeling that
vwhites and their institutions canngt be trugted to treat,”evaluate
and reward blacks fairly (Poussaint and Atkinson, l973.,p 176; Scherer

and Slawski, 1977). There is a general ‘feeling among blacks that

the public schools in particular cannot be trusted to provide black.

children with the "right education.” thds distrust arises partly Q

¥

from the treatment of blacks by the schools (see Ogbu,l978e, chap.

4). In this historical and continuing enperiences blacks first J

fought against total exclusion from the public schools; then for
over a century they have fought against inferior education in
segregated and in integreted schools; In totally segregated'Sonthern "
schools, there was, of course, a strong identification--and therefore

cooperatioin with "black'schools.“~8ut the effectiveness of this.
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cooperation in fostering more academic learning and higher school
'performance was undermined by a sﬁmultaneous conscious and unconscious
rejection of the same schoolq as inferior to 'white schools"}and hence,

the need to fight for desegregation and integration (Clement, 1980'

Collins anﬂ Noblit ,1978).That_ is, attention, efforts and commitments
were diverted from maximizing achievement within the ongoing process
of education toward seeking equalization of resources and for an

ideal learning setting, na:Lly, an integrated schOol. Within the
deaegregated schools throughout the United Statesldisaffection and'
distruat still nrevail because of perceived.continuation of'inferior
education throughlmany subtle devices alleged to be emoloyed by the o
schools (e.g., misclassification, tracking, biased counseling, 'push~
outs", etc.) and because of the feeling that these schools do not
understand black children. The latter is particularly widespread at
the moment: it was openly expressed by many local blacks during our
fieldwork in Stockton, California, in the late 1960s and early 1970s.

a
And in their recent study of/desegregated high school in the Mid-West

Scherer and Slawski (1977) report that local blacks tended to inter-
prete low school pertormance of black males as due to the inability
of'the~schools'to "relate to black males in ways that will help them

learn."

___Not only does distrust reduce the degree of parental and pupil

acceptance of the goals, standardard and techniques of the school,

and, hence, reduce their desire for'cooperation with the schools, but

it also forces the schools into defensive approaches to blacks in
the forms of control, paternalism or.both, or even drive the schools

into "contest" with ghetto parents and children. All these diver:
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‘attention of both blacks and the schools from the real task of educa-

s¢hools and in being indifferent in their attitudes. The conflict may

- and how best to achieve it and they do not’ work coopefatively to
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ting black children (see Fosger, 1974,p.6; Ogbu,1974a, pp.56-57; 142-
169; Scherer and Slawski 1977; Silverstein and Krate, 1975, p.219).
_ . e
Blacks do not always express thelr conflict and distrust in

L ]
open confrontation. They may do so by withdrawal from contacting

be expressed at:tne level of community-school relations,.parent-teacher
relationa, pupil-school relations, and pupil-teacher relations. Thus
black communities sue’schoolidistricts in state or federal courts for
various violations of their educational rights and they protest against
particular schools or their personnel' black parents are involved |
in similar confrontations and black pupils are disproportionately

represented among "problem" or "discipline" cases.

~Whether black response is confrontation,_w&thdrawal or indi-
fferent, the school performance consequence is the same: blacks and
the schools being hostile to and mhtually suspicious of one another,

do not agree as to what constitutes appropriate education for children

achieve the goal of educating the children. In contrast, white

middle-class parents and children often see completion of school

®
tasks and meeting schools' standards as necessary, desirable, and

compatible with their own goals.—They tend to behave inm-away that— —
would result in teachers giving them grades or evaluating the children
80 as to continue their edcucation beyond the public schools. Ghetto
parents and children may, on the other hand, interprete the demands

of the schools as deception or an unhecessary imposition incompatible

with their "real educational needs."
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2. Job Ceiling, Disillusiopment And Lack. Of Effort Optimism:'Thete

has not\been a syetepatignstudy of how blacks perceive or feel about
the job:oeiling; nor has there been an attempt to determine how their
'perceptioos of the job ceiling affect their reeponses to sohooling.
Evidence gathored from various sourees show, however, that blacks
differ from whites in how theo perceive their educational and job

ex periences. We have already referred to the documentation of their
frustrations and their efforts to break or circumvent the job ceiling.
We may now speoulate on the effects of thﬁ:ir perceptions of the job
ceiling on thelir perceptions of schooling and subsequent schooi beha-
vior, by comparing black.and white experiences.

Shack (1970) has suggested that the absence of a job ceiling
which has allowed white‘Americans to receive adequate payoffs for their
‘educational efforts has enabled whitee.to develop an "effort ootimism"
toward schoolwork That 1is, because white people have historically
found jobs, and received wages and promotions on the job proportional
to their education and individual ability, they haye developed the
maxim, "1f at f%rst you don't succeed, try, try again." the contrary
experience of black Americans has taugh!’them that jobs, wages and
promotions are not based on education and individual ability,
consequently, some blacks have deveioped a different maxim, "What's
—the-use of trying?" (see—also Dollard, 1957; Frazier ,.1940; Ogbu,
1974a, 1977; Schulz,1969).

Ghetto children 1earn about the job ceiling quite early in 1ife,

frist from their parents, older siblings, relatives and other adults

around them (Ogbu,1974a, p.100)..They also learn about it from

observing public demonstrations by blacks for more jobs and better

Cos .
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‘wages and from reports in the mass media. In this way even very young

gheccd children begin to realize that for black people the conneccio&

S

between school success and éne's'abilicy to get ahead or to get a
good job is dismal, not as good as the white's. And'as they get older
and experience personal fruscracions in looking for part-time or
sunmer jobs, their unfavorable perceptions and interpretations of
their future opportunities relative co.whice opportunities becomg—
even more crystalized and discouraging. Although their perceptions

]
and incerpretacions may ‘l incorrecc, such as that employment oppor- :

tunities are unlimited for their white peers, their unfavorable

comparison leads to increasing disllusionmenc about their fufure and
doubts about the value of schooling (0gbu,19743,p.100, see also
Frazier,l940,pp.13&-37; SQk6T;:i969,p.159;“Powdermaker,1968,p.321).
As their disillusionment grows ghetto children more‘and more

begin to ignore thelir parents' advice to take their schoolwork more
seriously a;d to work harder'co succeed in schocol. However,.be;ausev
of cheir own knowledge of and experiences with the job ceiling, some
ghetto parents appegr to be ceaching their children contradictory |

chings;about schooling. On the.one hand they tell their children

that they need good education to get good jops (Nobles and Traver,1976,

P 25; Ogbu 1974a,pp. 70-7i° Powdermaker,1968, p.202). On the other

less than it rewards whices for the same educational efforts and
accomplishmenés. Parents subtle& and unknowingly convey thg latter
{deas about schooling by discussing in their children's presence
their own persodal experiences and frustrations with the job ;eiling

and other racial barriers and the experiences of relativés, friends,

neighbors, and black people in general, Children thus learn to
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" believe that school success does not nécessarily enable black people
get ahead as it does for white people. Every ghetto child gro&s up
learning and believing that his or her parents and other black people
have faced a job ceiling and the pro£1em lieé with'"the system" and
he or she is likely ﬁo encounter the s#me "system" someday.

At the moment we have no dfrect studies of the age and how
these colléctivé perceptions and 1nterpreta£fons begin to influence
the school behavior and attitudes of ghetto children. Researéhers
have simply not %g}ed the quéstion or systematically examined the
relationship between éhe job ceiling and schooling. Even in the
absencé of such s;udiés, howe#er, we feel that it 1is reasbnable to
sugges; that the'adve;se effects of the job ceiling begins early in
ghetto children's school career. We further would sﬁggest that the
collective disillusionment and fatalism brought about by the job
ceiling provide the context for understanding some negative influences
of peer groups on academic efforts of ghetto children. While schools,
parents, and the mass media and even ;he political regimes aF local,
state and federal_levels may stress the vir:ue.of'schooi success,
such teachings or preachings do ﬁot sufficiently "motivate" ghetto

youths to persevere in their schoolwork when they do not believe

that school success actually leads black people to promised rewards

L]

1unosthschool‘woglﬁ.~

We should point out that other groups, such as wemen and immi-

grant minorities (e.g., the Chinese) have also faced a job ceiling

- but have done relatively better than blacks in the public school. A

major reason for their greater school success is that they have had,
at least until recently, alternative rewards they accepted for

their educational efforts which were compatible with school success.,
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In the case of women, good marriage and becoming a mother were

1
traditionally accepted almost as a preferred goal to professiona

career (Acker,1973,p.162jenham, 1975,pp.292-95; Epsteln, 1973,p.180).
> ’

i
For immigrants they had at least the symbolic option of returning

to their homeland or emigrating elsewhere where they would derive
greater rewards for their education. Furthermore, at least the
first generation of immigrants were not frustrated with memories of

generationé or historical systematic exclusion from rewards of

thelir efforts.

Two questions remain to be answered about the impact of the job
ceiling and other barriers on ghetto ‘school performance. First, if
black people are discouraged from doing well in scho§1 because of
perceived dismal job opportunities, why do black‘people continue
to express high educational aspirations? Second, how does one explaip
the poor school performancs Lf very young black children who do not
yet understand the job market?

High educational aspirations arise from both historical and
structural sources. Historically black people were initially denied
formal education, the possession of which they tended to see as a
way out of their low-status positions. This desire for education
has been reinforced by the knowledge that access to those few desi-
rable jobs available to blacks depends partly on fcrmal education.
Blacks, therefore, desire educatior “ut are discouraged from per-
severing to achieve it by factors within the schools (e.g., inferior
education, conflict with the schools,etc.), partly by factors within
the wider society (e.g., the job ceiling) over which they have

almost no control, and partly by conflicts between demands of
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survival strategies and those of schooling.‘The more challenging
question 1s why very g:}ung blagk children do relatively poorly in
schooyL The‘énswer to which we next turn is that blacks have been
forced by the job ceiling and other barriers to develop alternative

/

or survival strategies for subsistence, self-betterment and pre-~

- stige requiring attitudes, knowledge, skills or competencies and rules

of behavior for achievement that are not often compatible with those
required for schooling, and that because children begin at preschool
years to_learn t“fse survival strategies they enter school with

potenkials for academi; difiiéulties which become actualized through

children's early encounters at school.

3. Survival Strategfes, Incongruent Competencies And Rules Of

Behavior For Achievement: As we have indicated, a large body of

evidence exists indicating that in various regions and at various

periods black Americans have not been able to obtain jobs and other
. { .

societal rewards commensurate with their educational credentials and

abilities (for the South before 1940s, see Davis, Gardner and Gafdner,

1965; Dollard,1957; Johnson,1943; Powdermaker,1968; for the South
from 1940 to the present, see Henderson,1967; Lewis, 1955; Marshall,
1968; A.R. Ross,1973. For the North before 1950s, see Drake and

Cayton,1970; DuBois, 1967; Green and Woodson,1930; Katzman,1973. For

- the North to the 1980s, see Norgren and Hill, 1964; Lee, 1961; Rogoff,

1953; Bullock, 1973; Glasgow, 1980, For the U.S, as a whole, see

Burkey, 1971; Duncan and Blau, i967; Gould, 1977; Hare,1965; Kain,
1969; the National Advisory Commission on Civil Disorders, Report,
1968; Newman et al, 1978; Siegal, 1969; U.S. Commission on Civil |

Rights, 1978; U.S. Department of Hwalth, Education and Welfare,1969).
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Along with the conventioal strategy of obtaining educational
credentials, additional strategies developed by blacks include

collective struggle (e.g., civil rights activities),clientship or

"

"uncle tomming," and hustling. To avoid misinterpretation of what

follows, we want to begin by emphasizing a few general points concer-

ning the origins and persistence of these survival strategies. First,

the'survival'stra:egies emerged and persist because of the job ceiling

and other barrietrs that have made it more difficult for blacks than
for whitgs to "make it" through the couventionai criteria of American
society. In other words, the survival strategies are ﬂot simply the
products of the fail&re of black parents to use white middle=-class
techniques of childrearing to bring up their children. Seégnd, as
postulated by the theory of status mobility system,{the survival
strategles and schooling constitute the institutionalized statué
mobility.strategies‘which influence how ‘ghetto family, school, and
other agencies prepare children for adult life. Third, the survival
straﬁegies are nonnconventional from the standpoint of the dominant
'socie;y, but they are conventional or institutionaliied within the
ghetto. Lastly, the institutionalized or conventional strﬁtegies

of the ghetto,(school credentialé, survival strétegies),do not
operate in "pure forms'": ghetto people often combine two or more of
the strat?gies to "make it." Consequéntly, ghetto children are
brought up with some‘degree of competence in all the strategles,
though some\children are more competent in some strategies than in

others. 5

(i) Collective Struggle: Collective struggle 1s one of the oldest’

and most effective strategies black Americans have used to improve

13
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their ﬁosicion in American 8ociety (Néwman et al,1978,p.10; Scott,
1976).Collective strugglé includes all the activities legitimated by M
the dominant. society as '"civil rights" (e.g., demonstration, lobbying,
court action) and others not so legitimated (e.g., rioting). The
relevance of collectivé étruggle for the educability prob}ems-of
ghetto children lies not only in the fact that thisﬂég;;tégy incféases
biack:access to more desirable jobs an§ other societ#l rewards, but
also in the f;ét that the strategy requires certain attitudes, know-
ledge, skills and rules of behavior that have now become a parf of
"black culture.” - , ' ’

An important part of black cultural knowledge is that the

individual 1s able to get a desirable job or decent wage, advance on

his or her job, live in a good neighﬁorhood and so on because of
collective struggle or "civil rights" efforts. To make collective
strrggle effective, group loyalty is essential in dealing with white
people or "the system,"” including deﬁling with the schools, as 1is
the use of the services of those whites who"understand" the problems
of black people or sympathize with their cause. Throughout their
history a large segment'of the £1aék community has developed many

remarkable skills for fostering group cooperation and loyalty vis-a-vis

whites and their institutions.,

Because collective itruggle is an importént survival strategy,
Llack parents and other agents of gncuituration consciously and
unconsciously teach it to ghetto qhildren. Like other areas of
"race relations" children begin learning the strategy during their
preschool years, before they are old enough to understand that such
behavior actually constitutes a strategy for expanding black oppor-

tunities and resources. Porter (1971,p.107) has shown, for instance,

’
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that childreﬁ'k acquisition:of "race awareness" beginé duriné pre-
o | school years; and Webster (1974,p.98) says that biack children also
;become aware of black® subordinate status véry early} Wé therefore
suggesé that black children begin their school careef with some
knowledge, attitudes, and skills gssoci;t;d with the survival stra-
tegy of collective strqggle“igainst whi;es and their instituions.
Requiremenﬁs of colléégive ;Erui:;lf affect ghetto school
performance in three vays. firat, school personnel=--administrators,
counselpts; aﬁd teachers act and are perceived to act by ghetto
pupils aud their community as nepresﬁn;qtives qf.the thte society
or "the system," whose inten;ion'caﬁhdt be trusted and who must be
dealt with through group efforts;'Consequently, "an attack" on one |
black pupil may be seen as.an attaék on or a threat to other black
pupils which calls fbr.a collective support oﬁ the one already
Mvictimized." A minor incident may thus lead to widebpread conflict

f :
" and alienation, resulting in children's further faiSure to do their

sichoolwork. Secona, the children's ngoperative behayior" in the
:\assroom and generally on scpool éremiseé, is‘interpreted differently
b? scﬁoo; and ghetto people. fégchers regard it as "disruptive",

and punishable, whereas some blacks have told us that the children

are merely trying to'help.one another or share some ideas. This
phenomenon requires a close study. Thifd, having learned to "blame-
the gystem" or to externalize the causes of their academic faiiures,
it is difficult for ghétto childrer. to accept pe slNEEEE::fibility
for their poor schoolwork and the neceii;t§/;:/:::::e their behavior

e .
in order to improve their work. In our study of junior and senior

high students in Stockton, California, we were impressed not only ‘
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by the fact that the children were not worried by their relatively
poof performance, but also that they .blamed it on "the system" or

on something else.

(11) Clientship: Cliehtship or.patron-client relationship binds

people who are signtficantly unequal in socioeconomic status and/or
pbWer relationship.-Conseﬂuently, the parties are obliged to exchange
different kinds of goods and_services,(Foster,1961,_1967). The client

usually rendgrs.varidus‘personal services to the patron and shows

proper_deferentihl_behaviprs and loyalty. In return the patron_rewafds
the client with help in ;imes.of crisis and needs,_with%jobs;vsocial
positions, and general protection (see Cohen,1965, 1970; Legs 1976;
Maquet, 1970; Schmidt, Scott, Lande and Guasti,1977;.Sco;t, 1976).
The best way to get ahead in a social system’charactenizedey élignt-
age is.to obtain a pﬁtron who h;é the resources and prower to bestqﬁ
jobs, social poéitions, and other rewards to his subordinates. And
the most valudﬁle social currency are loyalty, obedience, servility
and manipulation on tﬁe part of clienﬁs.

Black-white clientgge dates back to slavery period.when;the
client role was typified in a fictional affectionate and loyal

character, Tom, of Harriet.Beecher Stowe's novel, Uncle Tom's Cabin
i .

(Ladenburg and McFeely,1969,p.11; van den Berghé,1967’ p.18; Dollard,
1957,p.387; Drake and'Cayton,1970,p.v67), as well #s to the characﬁer
of ﬁhe Bre‘Rgbbit of black folk tales (Shack,1970). After emancipation
it was transferred to the dyadic relationship between black tenant-
farmers and white planters, and later, as blacks lost their social,
politifal and economic rights at the end of the Reconstruction, the

clientage was extended to black-white relationship in general. At

46
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that poindip blégk history, clientship was the most effective stra- -
tegy for gchievingany measure of self-advapcement even within the
segregated black community;JThe strategy has undergone changes since
then, but vestiges of the'originél or classic form remain alongside
newer forme (Poussaint and Atkinson,'1973;_Ogbu, 1978b).

Ethnographic étudieS'in.the 1920s and th:ough_1940s'in rural
and urban South documehted the pervésivene;s of the clientage (see
Davis, GarQner and Gardner, 1965 (1941); Dollard,1957 (1937); Johnson
1966 (1954); Lewis , 1955 Powdermaker,1968 (1939); Raper,1969 (1936);
Myrdal,1944). Some varian;s of'che.clientage have been found in |
NOrthern cities (Drake 'and Cayton,1970; Lee,.1961;~03bu, 1974a) .
Thesé ethnographic étudies,’eépecially in_fhg Soutﬁ,_shoy that not
only the uneducated iowe:;class blacks, but also the educated midhlg-
and upper-class blacks, were forced to.rely 6n white patrons to get
ahead. Middle- a2pd upper-class b;acks, for example, dependgd on white
patrons for bank loans, for purchase and reteﬁtioq of lénd bwnership:
and other properties; for appointment to positions oflleadership'and
other cbveted-positions even within the black community an§ in the

segregated institutions serving primarily blacks, such as schools

and hospitals; for development projects in the black community; as

o
well as for legal and political protection. Without white patrons

it was difficu.t for black individuals to advance as tenant-farmers,
farm owners, skilled workers, and professionals, reéérdless of their
educational credentials_(see Davis, Gardner and Gardner,1965,p;273;
Dollard,1957,pp.262-63; Frazier, 1940,p.41; Myrdal,1944, p.59;
Powdermaker, 1968,p.339).

In urban centers as well as in the North generally, blacks

4 have found it equally difficult to obtain good jobs, decent wages,

17
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and promotions on the job unless they have white support and behaved
- properly ﬁeferentially to their white employers, supervisors, and.

-~ -coworkers., That is, blacks had to "Uncle Tom to Mr. Charley" (Drake
and Caytdn,l970;p.387; Farmer,1968; Lee,1961, pp.49-50; Lewis, 1955,

] p.252n; 0gbu,1978 ). Urban and Northern clientage tends to be chaw

" racteristically s££gational and blaéks oftén deliberately simuiét;~
the slient role., However, it appears that infcontemporatf‘urban
, gheﬁtos.a version'of the ciaséic type prevails between families and
1ndividdals on the one hand and pﬁbtic and privéte ca:eﬁaker agencieq;
(ecg.y heaith,.probatio;, school,‘welfare,etc;) on the othgél Thé :
link 1s through the.employees or personnel o% these agéncies..Edwaqi
Spicer (1975) has described thé/ﬁ;ture of this contemporary classie
clientage in one Mexicaanmericaﬁ barrio in the Southwest, though he
was pfincipally.cohberned with its disruptive effects on barrio soci%}l
organiza;ion. Our interest is on the dependency relatipnship it
créates: its tendency to féinforce dependeqcy and manipulative atti-
tudes and behaviors among ghetto and barrio resi&ents, many of whom
grew up or Bave been brought up by,parénts.who.grew up undér.the
classic clientage of the rural South, rural Southwest or rural Mexico.
Generally, 1ndividu§1 agency personnel in their capacities

as specialists énd as high-status persons (patrons) establish client-

eles with ghetto fndividuals or families (clients). The patron-client

dyadic relationship thus established is based on officilal directives
as well as on personal interests of the parties involved. The patrons
render various maﬁ:krial, gocial, political and other services to

the clients; and as usual in classic.clientage, the patrons of the

ghetto believe that their clients are like dependent children who are
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. not very capable of taking care of t'.emselves, Ghetto cliants are

required, in return for the services rendered to t?em, to behave

"in ways defined. by the agencies and interpreted as.appropriate by
the contact personnel' and sometimos ghetto clients also render
services valued by the patrons (such as sexual favors in some cases)

“Unlike,their rural counterpart, individual patrons in contemporary

ghetto are not stable because of frequent changes in agency personnel.

’Hbiever, the dyadic relationship established with ghetto individuals |

families tend to remain relatively énduring despite personnel

changes among the patrons. ) '

G

Coexisting with the vestiges of the classic clientage and the.

situational clientage in contemporary ghetto is a kind of collective
clientage under which blacks depend}on the government as the patron

to protest their rights to employment, decent wages, and other social
‘rewards to which they‘believe they are entitled as citlzens of the
‘United States. lﬁe 1mportance of this collective clientage for black
self-advancement can be seen in the changes which have taken place

in the job ceiling since the 1960s because of'extraordinary-government
supports. Brimmer (1974,p.160) reports that between 1960 and early
‘19705 black employment in professional}and technical jobs increased
by 128% while the increase for the general p!%ulation in the same

job categories was only 49%. Among managers, officlals and proprie~-
tors, the second highest-paying job category, the nnmber.of black-
enployees rose during the same peripd almost 100X, compared to 237%
rise for the general population. Most black increases were from '
1966, the year that Title V11 of the Civil Rights Act of 1964--the
basis of affirmative action programs--became law (see also A.R. Ross,

1973,p.1). It should be noted that theserdramatic increases in
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black‘representa;ion above'the jqb ceiling far surpass increases in
their educatioﬁal'credentialsHcoﬁmensurate with these ppsirions during
the period; tﬁe‘extra'inereases in the job representation above the

~ job ceiling wepe made possible by upgrading many blacks previously
underemployed because of caste barriers and job ceiling.

In general the clientage exists because blacks control neither
jobs ﬁor,other societal rewards to be achieved through educational
credenrials»and because they are not judged for aveilable positions
by their educational.credentials or other criteria by which whites are
judged. At least blacks do not believe that they arelso judged. The
clientage was developed as a‘strategy for ortaining jobs and other
essentigﬁa.ﬁrom the white society, Thbugh distasteful to many black
Americans, this was certainlba widely used strategy before thé civil
rights revolution of the 1960s. And i; remains an important scraregyr~
for blacks,in the ghetto.

Clientage teachers ghetto blacks, adults and children,'that‘
one key to achievement or self-betterment in that part of the universe
open to them is through.:hite favoritism, not merit, and that the
way to solici%.;hat favoritism'is by playing some version of the
old "Uncle Tom" rdle, being compliant, dependent and manipulative.

Clientship 15 contemporary Steckton, California, may serve as

/
a good illustration of how this survival strategy demands rules
of behavior ror achievement different from the rules that work for
whites. The minerity dependency on white patronage 1s described here
in the context of local school system, particularly the schoolboard
election. The general pattern before 1973 when district voting was

{ntroduced was that "safe'minority individuals were appointed or
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4

elected to tbe schoolboard through white sponsorship. The person so

appointed or elected remained an effective schoolboard member so long
as his clientship was;consideréd in good standanding by the whites.
The experiences of two minority members of the schoolboard who took
opposite sides on a plan to desegregate local schools iﬂ~1969 111u~
strates.this point. The pro-integration member had been sponsored for
an ‘election in 1965, the first minority to'servg on the schoolboard
ever. By 1969, hpwever; he had violated the rules of his clientship
by being "too outspoken" én racial matters and by béing the oﬁly
meﬁber of the board to vote for integfation'of loéal schJols "by
busing."”" Consequently he lost his white patronage and wés fﬁrced‘

"to retire" because he saw no chances of being reelected inA1969.

In contrast, the bther minority member who had also been
sponsored to the board, in 1968, rarely spoké out on racial matters
and he voted against ;he integration_plan, In so doing he lost the
support of the minority comgunities but simultaneously inéreased
the support of whites._Prior to the integration vote by the schoolboard
he turned“down the requést of a delegation rgpresenting 16 minority

organizations that he should v;ce for the integration blan regardless

of the political coﬁseguencesin his forthcoming election., Id‘kurning
down their request he argued that he could do more for mincrities

by remaining on the board. This argument was disputed by the mino-
rities and one organization of his ethnic group publicly passed a
vote of no confidence in him. Yet, in the election to the séhoolboard
with white patronage he went on to receive the highest votes in a
field of nine candidates, 1nc1uding seven whites.,

Sponsored leadership and sponsored self-advancement or social

mobiliiy are sources of tension in Stockton minority communities,

ol




45 - Ecologicél perspective
But althougﬁ.local Slacks coﬁdémn uncle tomming or'clientship, it
is believed by many to be wide;pread; in both formal intervicws
and in informalidiscus;ions 7blacks as well as whitdh often dgséfibé
"successful” local blacks as uncie toms.(bgbu,l977§.

The significance of élientship for the.educabili;y problems
of ghetto blacks is that unclé,toms do not serve as effective models
for ﬁhite'middle-ﬁlaés t?be of school success or white middle-class
type of success in adult life, both of which.are supposed to be based
on "open zontest" and individual abilify (Turner,1960). The rules of
behavior for achievement in the white middle-class system are supposed
to be deﬁigned to give everyone an equal,c;ance and for individuals
to win:or lose by their own efforts as}in sportsf This is not what
ghetto childrén learn from éhatto clientage.

"As in the case pf collective struggle, black children probaly
begin to learn the attitudes, knowledge, competencies and rulés
associatéd with clientéhip during their preschool yéars.'That is, at
the time they begin school ghetto children have already acquired some
degree of manipulé;ive knowledge, attitudes and behaviors employed. .
by Q$acks’in dealing with white patrons and their institutions. Conse=
quently the potential for conflict and”competition between school
requirenments and tﬁose of clientship exist at .the beginning of ghetto
children's school career. At school young ghetto children attempting
to adjust to their day-to-day relationships with teacheryg and other
'school personnel who represent to them the dominant white caste, often
resort to verbal and other manipulative behavior functional in
patron-client relationship (Shack, 1970,p.25; Silverstein and Krate,

1975,p.110).This adjustive behavior and éftitude may be carried over
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‘to specific classroom learning and test-taking situ;tions.The adjustive

problems exist f:om the begipning of children's school career and
} i?crease'with age when gheir effects on children's schoolwork become
more v%sible. e |

Black clientship must be distinguished from other‘types which

may ac:uilly promote séhool aﬁd.other forms of teaching and learning.
In'tﬁé‘iatter‘case the clientship has usuélly been institutionalized
to facilitate the acquisition of credentials for subsistehce and/or
self-advancement,}not as a competing strateéy. One example is the
clientaéé betweep a white male graduate student and a white male
p}ofessbr. Both the student (client) and the professor (patron)
share a common goal of training the student for an_acad%mic or
pfofessinnal degree required for a coveted occupational pésition,
perhaps similar_td that of the professéf. The student-client willingly
shows appropriate deferential, loyal, and compliant behaviors and
accepts learning assigned tasks as his responsibility; Theiprofessor-
pdtron reciprocates by teaching and assiéting the student in ways
that may.help him realize their common objective. A similar clientage

is found in the master-apprentice relatiotfship, what Epstein (1971,pp.

.
168-73) calls the protege system. Cohen (1965, 1970) describes such

a system for the Kanuri of Northerﬁ Nigeria where clientage has been

institutionalized to promote learn

: |
Kanuri a person who wishes to leaﬂn a trade attaches himself to a

ng various trades, Among the

practitioner, and may even move in to live with h{m. The client renders
various personal s;rvices to his teacher, including showing him proper
deferential behavior. In return the patron trains him in the occupation
or craft until he {s qualifed to become established as a full-fledged

practitioner of the trade.
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These examples differ sharply from black-white clientage which

was not established to promote black school success or success in

whigéigdﬁltrroles.,Morever,'in the above examples, the clientage

is mutuélly accepted by the patron and the client. In contrast, blacks

consider their clienﬁship necessary but distasfeful: it is necessafy

because of general belief that every black must "uncle tom to Mr.

Charley sometime to get by" (Drake and Cayton,1970,p.387; see’also

Pou;saint and Atkinéon,1973,pp.172-7j; Lewis,1955,p.252n). But blacks,
|

especiallycontemporary younger blacks, do not enthusiastically

prefer clientship as the strategy for getting ahead (see Dollard,

1957,p.387; Johnson, 1941,p.281; Powdermaker,1968, p.331). Living

in a society permeated by an ideology’of free competition and equal

- opportunity for all, blacks have fought incessantly for generationé

to be allowed to compete for desirable jobs and other societal rewards
on the basis of school credentials and other criteria‘that work

for whites.yCl;%ngage persists, however, because competition is still
less free dp&Hdébortunity less equal for Ylacks, especially for

ghetto blacks--at least from the black point of view. And because
blacks dislike having to rely on clientship for subsistence and for
self-advancement, they have tended to emphasize ﬁhose skills and
attitudes that enable them to simulate the client role and manipulate
whites and their institutions with minimum personal conflicts (Drake

and Cayton,1970,p.387; Dollard,1957,p.263; Myrdal,1944,pp.594-95;

Powdermaker,1968,p.329).

(111) Hustling: The last example of survival strategies tc be
considered is hustling. We use the term hustling advisedly t¢ Jesig-

nate a variety of "survival activities' among contemporary shetto
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b1$cks. Other terms describing these activities include '"playing it
cool,” "street-culture survival strategies," and '"contest system"
(see Foster,1974; Hammond,1965; McCord ég al,1969; Schulz,1969).
Hustling activities are also found among whites and other
groups in the United States in vérying degrees; but among ghetto

blacks the forms and styles of these activities stand out as a definite

L J

_;tfategy for subsistence and self-advancement.

I
Hustling is easier:¢v describe in terms of its constituent

activities than to define; however, the central feature is the ability

e
-

to take advantage of (i.e., exploitlﬂg&her people first without

£

losing one's cool or without alfowing onese€lf to be”put in a trick”

(i.e., to be able simultaneously to prevent oneself from being exploi-

l
ted while exploitiﬁg others). This is accomplished primarily by

playing it cool,i,. er, bv making oneself interesting and attractive

|

enough to others so\as to be able to manipulate their behaviors in

a2 manner that will tring the desired results (Schulz, 1969,p.78).

Hustling is a game ir, as Hammond (1965 P 3) puts it, a contest of

wits in which' an act
{
{

and schemes to outwit them in order to obtain money, sex, or prestige.

or manipulates others through subtle persuasion

Hustling activities range from "putting others down" through verbal
contest to gain prestige among peers or among onlookers to pimping

or using relationship with women for monetary gains (see C. Brown,

1966; Dennis, 1972; Foster, 1974; Heard,1968; Keil, 1966; McCord

et al.,1969; Meriweather,1970; Milner,1970; Valentine,1979; Wolfe,

1970). d

Hustling strategy emerged historically in the North and in

ﬁrban centers 1in respokge to the job ceiling and other caste barriers
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urban "work experience--lack of sufficient jobs for subsistence and
lack of coveted jobs for self~-advancement. As Wolfé (1970) notes,
under this condition it seeﬂFd to ghetto blacks that many were not
going to make it by working;'therefore those who made it without
holding regular conventional jobs such as pimps, became the admired
success models. .

‘_We do not know how early children begin to acquire the work§
ethic of hustlers, but one study (Silverstein and Krate,1975) suggest§
that some boys may have done 2@ by the time they are in the elementary- A
school. Such children tend to view classroom assignments asvconQen- |
“tional work devalued by hustlers; furthermore, they reject doing

" (We encountered similar

‘schoolwork as “doing the whiteman's t#ing.
statements in our ethnographic research among junior high stuﬁents in
Stockton, Califorr "a). Elementary school children adopﬁing this
stance in one Harlem school are desqrib;d by the investigators as

"nrecocious independents" (Silverstein and Krate,1975,pp.183-85).

Theyvseem»to~have‘been'iﬁitiatedAinto-st;ééi—iif;AE;flier than other

children and to have gained enough street knowledge and skills to
serve as rgle models for other children. They are generally unw1111n§
to take direction from or to cooperate with teachers; they insist

on doing something other than what the teachers assign;and they will
‘not acknowledge mistakes or accept corrections. Furthermore, such
children often "grab their papers away f:om teachers, tear them to
pieces, walk aQay shouting:'I ain't doin' this jive!' (Silverstein
and Krate,1975,p.183)." The same kind of children distrust all
adults, especially white teachers. They are discribed as brilliant

children who have channelled thelr intellectual capacity into
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that denied black Americans full participation in the conventional
economy and social 1ife and through the same credentials or criteria
that served whites (Dennis,i972; Milner,1970,pp.61, 175; Haley,1966;
WOlfe,1970). As contemporary studlies show, hustling values and

activities are most manifest under conditions of high unemploymenf,

underemployment and perceived lack of job oppbrtuniﬁies‘among ghettéri
residents (see Schulz,1969,p.85; Schwartz and Henderson,1964, cited
in Silverstein and Krate, 1975,pp.81-82; Twentieth CenturYFund‘Task.
Force, Report, 1971; Wolfe,1970).. These conditions which generate and
sustain hustling are perennial themes of black writers on ghetto life

(e.g., Baldwin,1962; C. Brown,1966; D, Brdwn,1969; Haley,1966; Heard,

'1968; Meriweather,1970).

Almost all ghetto residents know about hustling,although only
some are active participants. Haﬁmond 21965,p.8), suggests that
because hustling is a predatory gaﬁe, ghetto people not only need to
know about it but also need go acquire some measure ofbbompetence in
it (even 1f not deliberaéely) in ofder to use it when necessary to
exploit others or defend themselves against exploitation by other
people'(see also Schulz,1969,pp.85-8}). Other writers suggest that
successful hustlers are culture heroes and role models in the ghetto
(Haley,1966; Keil,1967; Milner,1970; Perkins,1975; WOlfe,1970).

Three feat;res of hustling are pertinent to the issue of ghetto
children's school'perfofﬁance. The first is the philosophy of hustlers
which reyverses conventional worg ethic by insisting that one should

"make it" or achieve success in terms of money and power by not working,

by not holding a regular conventional job, especially under white
employers (Foster,1974,p.37; Milner,1970,pp.118-132; Wolfe,1970,p.

157). The "work ethic'" of hustling arose from the reality of black
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"survival skills and defensivé reactions needed to 'make it' in,%hg
streets (Silverstein and Krate,1975,p.183)."

A second feature of hustiing which may adversely affect school
performance of ghetto children 1s the hustler's perception of society
and social interactions as a game and of peoble'involved as‘hlayers.
The hustler and the pimp define society and sogial interactidns as
a game where everyone is a player. The stakes‘involyed in the game.
are the same as those valﬁed by the white middle-class American: money
and power. ﬁut hustlers and pimps differ from the white middle class
on the rule o§ behavior for achieving fhese goals. To:the hustler
there ére two kinds of peoplé involved in the game: tho#e who game
(1.e., hustlers and pimps who exploit) and those gamed.on'(.e., the

exploited). Using this model of society and social interaction as

guide the h}stlerlobtains his money through his ability to manipulate
and exploit people; the pimp obtains his money thfough,his exploitation
of women (Milner,1970). | |

Sbme,authors_suggest that the conception of social interaction

as gaming begins to influence ghetto children's classroom behavior

about the middle of the elementary school years or even a little

earlier (Silverstein and Krate,1975,p.173). The majority of the
children probdbly share this conception but only a few actively
initiate classroom contests bésed on it. Foster (1974) describes

a wide range of'"testing" or "survival" games.the children play on
teachers and schoolmates. These include verbal games, "putting
someone on" or "hype", and "working" game.(i.e.. outright hustling}.
These games are not directed toward manipulating teachers into giving’

higher marks for classwork as 1s the case in games played by suburban
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white children on their teachers (Foster,1975,pp.,5, 180). Rather,
ghetto children play their games to gain and maintain prestige,to

"save face,"

to get money and other material things, and to placate
teachers. These games frequently lead to classroom disruptions and
discipline problems, and to a kind of "power contest” between

teachers and students (Silverstein and Krate,1975,p.173). Foster

(1974,pp.2-5) suggests that ghetto classrooms are governed by rgles
of testing gaﬁe# which are little understood by teachers. As a'resﬁit
not muchICeaching and learning takes place.uﬁtii a teacher wins
-the contest or earns respect of his or her students by'estéblishing
control of the“clhss. | | . , =

To play ﬁhese games successfully requires extraordinary degree
of manipulative skills, the third feature of the husfling sﬁrategy
relevant to the problems of educability among ghetto children. The
specific 1ﬁstr§mental competenciesvthat enable the hustler to‘play
his game successfully include "intelligence" orl"smartness;" per-
ceﬁtiveness and good judgement; styles and 1ndependence‘mixed_with
a good deal of distrust in interpersonal gelations; manipulativé
skills in interpersonal relations; verbal ability and manipulation;
daring orAdisplay of "heart"; role playing and indifference (Ogbu,
1980h), | |

Hustling requireg a ppecial communicative competence: a good
knowledge of hustling argot and its proper use to manipulate a
situation or people for material gain or to'achieveAand maintain
prestige; to avoid difficulty, and to accommodate and manipulate
authority (see Fostr,1974; Haley,1966; Hammond,1965; Milner,1970;
Perkins, 1975), Being skilled in verbal contest and manipulation

(e.g., at 'ribbin', shuckin' and jivin', at woofin', signifyin’,
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playin' the dozens, toastin', etc.) isAan asset in gaining prestige
among peers as wéll as indispensable in all hustling which views
social interaction as a transaction‘wherevoﬁe should take a&yantage
of others while being on guard at being "put in a trick" (Silverstein
and grate,l975,p;110). Expreesive language helps demonstrate that
" one has a "heart," or that one is courages. Skills in certain forms |
of body movement (e.g., in walking styles), modes of dress, and
expressive language show that one has the "style" to maintain prestige
among peers, Furthermdre, 55 a predatory activity using interbersonal
relﬁftﬁnship for monetary and other gains; hustling discourages
_st?ong interpersonal attachments because those involved never know
when'they will be '"put fn a.trick"(ﬂamm°ﬂd,1965,pp.9;li; Héard, 1968
p.35; Milner 1970,pa180 Silverstein and Krate,1975). B

Because hustling is an essential* feature of ghetto culture, we
suggest that children begin_to learn it, or, at least begin to learn
abouf iﬁ dufing their preschool years, just as they begin to learn.
other survival strategiles dpring_the same period. Many becomé more
exposed to this strategy as they get qldér and begin to participate °
in stréet peer-group activities where‘hustling may be a métter of

everyday occurrence (see H. Rap Brown, 1969,Foster 1974,p 40; Kochman,

1972,p 152; Silverstein and Krate, 1975,pp. 263 44, 171ff; Perkins,1975).

Ghetto children may lgarn how to hustle from adults or older members
of the family, from relatives; from peers and.oﬁher street peOple
and even from attending church religious services (Hickerson, 1980).
They also learn about hustling from community gossips about the
exploits and fortunes of particular hustlers. Field studies in

Detroit (Schwartz and Henderson,1964), Harlem (Gordon, 1965 cited
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in Poussaint add Atkﬂnson y1973,pp.176- 77), and elsewhere show that
ghetto childreo aa\young as 9 years of age already know that hustling
is a strategy for sdbsistence and self-advancement in the ghetto.
Estimates indicate.that the majority of ghetto children, especially
boys, eventually participate in street corner activities where
‘hustling is taught and learned Hustling contributes to the educabi-
lity problems of young ghetto children because they often arrive

at school with potential conflict between hustling requirements

and thosge of'schooling.

THE COMMUNITY/HOME INFLUENCES & FOLLOW THROUGH
Summarxg ~

There are gross and subtle mechaniams through which the dominant
group and the schools foater school taiiure in the ghetto. But our
focus in thia paper has been on community and home influences. .We ..
have tried to-Show}how yarious responses black people have made to
the job ceiling and inferior education historically impoaed on them
affect their children's ability to learn in school. First, because

blacks continually fight against the schools they have grown suspicious

of the schools and their resulting alienation makes commitment to

and perseverance at academic tasks difficult. Second, black people's
disillusionment over the job ceiling also makes it difficult for them
to develop serious attitudes toward schooling and to develop strong
commitment to and perseverance at academic tasks. Third, various
survival strategies’blacks have developed to cope with their economic
and aocial problenms often deﬁand attitudes, competencies and behaviors
that are ‘apparently incompatible with those required for school

success., For example, collective struggle teaches blacks that they
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‘ay€ not responsible.as individuals for their failures, including

7 e

clientship teaches them that reward does not depend so much on personal
efforts at an assigned task as on one's ability to manipulate the
powers_that be; and hustling emphasizes the virtues of exploiting and
manipulating others to achieve desired material suecess.and/or prestige.”
These are an integtal part of ghetto culture,-cultural}knowledge and

worldview that -children learn and bring with tnem to school.

What Can Be Done?

Our analysis suggests to us three prerequisites for reversing

current pattern of ghettolschool performance. The first is recognizing

that a castelike stratification involving blacks and whites has existed

_and still exists in many respects in the United States.'A second is'
recognizing that the'disproportionate school failure is a kind of
adaptation (perhaps now to some extent a maladaptation?) to the
stratification. It nas been created and maintained not only by the
policies -and actions of the dominant group and the schools but also

o

by the responses of blacks themselves to'their status positions.'

cult to convince Americans of this because of strong ideological or
cultural preference for individual explanation and remediation. A

third prerequisite is recogniaing that real change--the reversal of

current pattern of ghetto school performance so that future generations
of ghetto children will not need massive remedial programs like Head
Start, Follow Through, Compensatory Education,etc.--depends on opening ,

up decent job and other adult futures for ghetto people, not just on

patching up individual child's and individual parent's supposed past

*
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|

|

‘or present "deficiencies."

Nevertheless, for now there is a need for and value iﬁ programs
like Follow Through. In this context we conclude with the following
suggestions, First, parent involvement component of Follow Through

should be expanded to include building a better understanding berween

the program (and schools) and the community; the focus should go

beyond involving individual parents whose children participate in the

program. Second, many ghetto children need <o learn how gg_gg_gg_

school, and Follow Through program. can be designed to teach them ‘this:

how to study; how to persevere at academic tasks; how to see or make

conﬁections (1f there are any) betwéen schooling and deceng futures;
how rewards in termg of school marks are related.to study efforts;
hbw hardwork and deéent grades will further their education and suB-
sequently lead to a decent adult future; how the amount of\time.put
into schoolwork can promote school sucéess; the importance of regular

school and class attendance; ete. Third, the instrumental competencies

~and rules of behavior for achievement of various ghetto survival

strategies should be studied carefully and systematically to see 1if
and how'they can be harnessed for school teach.ng %na learning, at
least as'a temporafy measure.,

Finally, the black or ghetto community has ah importantvparf
to play. Follow Through neéds a new kind of support from the community,

a support which should be expressed in the form of a new pragmatic,

albeit utilitarian, attitude toward school learning or the Chinese-

American style., {We challenge researchers to come up with data suppor-

ting the assumption that Americans who do well in school are people

who seek education as an end in itself, 1.e., who seek education
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merely to satisfy curio;ity or self—fulfilﬁent as in ;he pursuit of

a hobby). Rathg:.than continually castigating '"the system," the

message that the black/ghetto community should emphasize for its

"children is to work hard,:tolpersevere,land to get from Fthe sjstem"

#r much as they can--the highesg school marks, the highest and

bestj"credentials" (i.é., certificates, diplbmas, degrees,etc,)~--not

only #s a "put down of the mainstreamers and a demonstration of their- -

abilities by beating'them at their own game, but particul#rly because

'« with recent changes or anticipated changes ;ﬁ the job ceiling and
other b;}riet;, scho§1 success is becoming an important "survival

~4strategy" for "making.it." This internal,éognitive,revblution or

reotientacioﬁ is both éomplementary to and necessary for.Follow

Through and similar programs to really succeed in thelr ultimate

objective of improving the academic achievement of ghetto children.
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