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Preface

Because The Testing ofNegro Intelligence has proved to be so contro-
versial and becauseit is probably one of the most universally cited refer-
ences on testing Negro intelligence and because it is now out ofprint,
we believe the series, begun by Professor Audrey Shuey in 1958, should
be continued. Graduate students and investigators planning research,
school authorities evaluating test batteries, and industrial psychologists
selecting employmenttests will find in VolumeII the most comprehensive
review of the relevant studies of testing Negro intelligence.
The most hostile critics of the previous editions found the tables of

numbers objectionable, saying only the New York telephone book con-
tains more numbers than Shuey’s survey. The implication is that numbers
bear bad news and should be exorcised. In VolumeII, tables have been
reduced to the essential minimum. However, measures of central ten-
dency, variability, and confidence levels have been retained and incorpo-
rated into the text.
The critic who likened the 2nd Edition to the telephone directory

also complained that because of Dr. Shuey’s vast system of distribution,
her writings had great influence on the thinking and value systems of
thousands whoteach; who select and edit the news; and who play major
roles in shaping public policy. This is simply not the case. Professor
Shuey had no system for vast distribution of her book. In fact, it was
rejected by name publishers, printed privately, and distributed personally
by the author. Thecritic is right about Professor Shuey’s influence; The
Testing ofNegro Intelligence is recognized for its thoroughness and schol-
arship.

Despite thesilent treatment of Dr. Shuey’s work by reviewers, after
15 years, according to one authority, it remains the most comprehensive
review of relevant studies. To continue Dr. Shuey’s important work is
our purpose in preparing this book.

Xill



Introduction

R. Travis Osborne

After completing a monograph on “Own-race preference and self-
esteem in young Negroid and Caucasoid children” in late 1977, Audrey
Shuey returned to work on Volume2 of The Testing ofNegro Intelligence.
As one of several friends who encouraged her to undertakethe task, I
agreed to assist her in any way I could. Because I had access to a large
library, she frequently asked meto locate articles and unpublished disser-
tations. Once, after she received a long list of articles I had found for
her, she called to express her appreciation. Just before she said goodbye,
she asked meif I would finish Volume 2 if something were to prevent
her from completing the task. I knew Audrey had beenill the previous
winter, but recently she seemed to have fully recovered and was back
at work. I had no reason to suspect that anything would happen to
her; certainly nothing in our conversation led meto believe that Audrey
Shuey would be dead within a few days of ourtalk.

Before her death, Audrey had told the executor of her estate of our

conversation. Accordingly she left instructions that her notes, articles,
and files be given to me. After examining the voluminous material she
had gathered over the past thirteen years, I realized I was going to
need help to finish Audrey’s work. I thought of Frank McGurk, one
of Audrey’s old friends who, a decade before Jensen’s 1969 Harvard
Educational Review article, had published an article with essentially the
same conclusions as “How Much Can We Boost IQ and Scholastic
Achievement?” Frank neededlittle persuasion to co-edit the new book
with me.
An examination of Audrey’s files on testing Negro intelligence pub-

lished since 1966, the date of the 2nd Edition, and our own personal
files produced twice the numberof articles in the 2nd Edition. Also,
there were several large comprehensive investigations involving more
subjects than appearedin all of the studies of the 1966 Edition combined.

It was obvious the project would be unmanageable if we attempted
to follow the same format of the first two editions. Our overall goal,

1



2 The Testing of Negro Intelligence

however, has remained the sameas stated in Chapter I of Dr. Shuey’s
pioneering work.

It is not the purpose of this book to prove that Negroesare socially,
morally, or intellectually inferior to whites; nor is its purpose to
demonstrate that Negroes are the equal of or are superior to whites
in these several characteristics. Rather, it is the intention of the writer
to convey with some degree of clarity and order the results of many
years of research on one aspect of Negro behavior and to assess
objectively the ever-growing literature on this subject.

_ A meaningful review of research, obviously, requires not only some
evaluation andinterpretation of individual studies but an organization
of them into varioussignificant categories and a presentation of con-
clusions—tentative or final. In the area of group comparisons, such
as those between Negroes and whites, the interpretations and conclu-
sions of the author are often of great importance to the reader as
he relates them to himself, his family, and to larger groups with
whom heidentifies. If they are found to support his previously-formed
attitudes on the subject the book and author are immediately given
his approval. If they are in opposition to his attitudes he may reject
the book by reading no further; however, if he does continue with
it he frequently becomes depressed, annoyed, or outraged, the quality
and intensity of the emotion varying, among otherthings, in propor-
tion to the amount of research presented and the recognized logic
of the analyses.
The author, like the reader, is often deeply concerned with the

outcome of his research, and would generally find it all to the good
if he could knock the props from under old prejudices. But at the
same time he is aware that as a scientist he must proceed without
wishful thinking, without undue concernforhis theoretical interpreta-
tions, and without awe of prevalent opinion—whether it be found
in the courts, in the pulpit, or in the press. Aware of his responsibili-
ties, he must exercise his freedom to interpret research 1n fields where
he presumes himself to be expert and assume that the reader can
bear with him the burden of such interpretation. .. .

This book might properly be called A Comparative Study of the
Intelligence ofAmerican Negroes and Whites, since there are continu-
ous references to the scores earned by white groups throughout.
Wherever experimenters tested both Negroes and whites comparable
statistics have been included; where only Negro groups were exam-
ined, there are references to norms that have been derived mainly
from standardization on white groups. But because specific studies
made on whites alone have not been included, as they were when
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Negroes were tested, the writer has preferred to place the emphasis
upon Negro intelligence in thetitle.
We have employed the terms Negro and colored interchangeably

and have occasionally used the expression race or racial group when
referring to the Negro subjects examined. Probably all social psychol-
ogists have been alerted to the fact that the American Negro does
not represent a pure racial group but rather one with a predominance
of African ancestry yet they frequently allude to American Negroes
and whites as races. The justification for this lies, no doubt, in the
fact that except for small groups of transitional types, the American
Negro constitutes a recognizable and clearly defined group,thecrite-
rion of membership in which group being that of more-or-less African
ancestry.

Our continuation of Professor Shuey’s work is called The Testing of
Negro Intelligence, Volume 2. Unlike a revised text book or manual,it
contains only new material published between January, 1966, and Decem-
ber, 1979, plus somereferences inadvertently omitted from the 2nd Edi-
tion and a few from the 1980’s.

Tests referred to throughout this book are listed by name in Appendix
A andidentified by Buros Edition and page number. New andoriginal
tests are identified by author and publisher.

Volume2 follows the effective pattern set by Shuey except for a few
minor changes. Developmental studies involving only scales, such as
the Yale or Gesell schedules, normally administered to young children
before age two, are not reviewed in Volume 2 since these scales are
somewhat unreliable as measures ofintelligence. If a developmental scale
is used in conjunction with the Binet or other intelligence tests that
are standardized downto age two,results of both tests will be reported
in Chapter II, “Preschool Children.”

Studies published between 1966 and 1980 that involve primary and
elementary school children are reviewed in Chapter III; high school
students, Chapter IV; and college students, Chapter V. Shuey combined
high school and college students into one chapter, but we believe there
is enough new material for separate chapters.
The chapters, “The Armed Forces” and “Veterans and Other Civil-

lans,”” were omitted from Volume 2 and combined into Chapter VI,
‘‘Adults not in College.”’ Shuey’s chapters entitled ““Deviates” and “Delin-
quents and Criminals” have been replaced by our Chapter VII, “Delin-
quents.”” Miscellaneous articles not elsewhere classified were placed in
Chapter VIII, “Special Populations.” Chapter IX is called “Race of
Examiner Effects and the Validity of Intelligence Tests.” Chapter X
reviews 89 doctoral dissertations concerned with the testing of Negro
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intelligence. All dissertations on the subject written between 1966 and

1979-80 were not reviewed. It was decided to omit those with fewer

than 20 subjects and those using only the Bender, Rorschach and other

tests knownto be of limited validity for measuring mental ability. Con-

densed dissertation reviews follow the general pattern of the first two

editions. In some few cases, e.g. Chapter IX, reviewed dissertations may

be cited elsewhere in the book. Two original monographs were prepared

especially for Volume 2. Thefirst, Chapter XI, is a comprehensive analysis

by race, SES, geographic region and degree of school integration of the

mental test scores of participants of the Class of 1972 in the National
Longitudinal Study (Levinsohn, 1976). The second, Chapter XII, is a

21-year longitudinal analysis of the SAT scores for the 33 units of the

University System of Georgia.

Following the pattern set by Audrey Shuey, we have attempted to

assemble and review critically the research in the field of Negro intelli-

gence as determined by psychometric tests. Chapter XIII is oursummary

and conclusions regarding new research published since publication of

the 2nd Edition of The Testing of Negro Intelligence.
In addition to the usuallist of references cited or reviewed, an annotated

bibliography of theoretical, conjectural and speculative papers, mono-

graphs, and books in the field of testing Negro intelligence has been

added to this edition. Since entries in the bibliography are theoretical

or speculative rather than experimental, they may not have been reviewed

elsewhere in Volume2. Cited are articles supporting both the environmen-

tal and hereditary positions. The supplemental Annotated Bibliography

combined with the several hundred references and reviewsin this book

provide a comprehensive inventory of all significant U.S. research in

the field of testing Negro intelligence published between 1965 and 1979-

80.



II

Preschool Children

Frank C. J. McGurk

In an attempt to improve the Peabody Picture Vocabulary,Test (PPVT)
for use with black children, Ali and Costello (1971) modified the PPVT
by administering each of the first 70 plates, arranged in random order,
to 56 black 4- and 5-year old Chicago East Side Head Start and Day
Care Center children, and attempted to motivate the children by praising
their responsesregardless of the correctness of those responses. The PPVT
was administered under standard procedures to 52 black preschool chil-
dren. The method of selecting the children was not given, but all were
of low SES. The authors found a 7.00-point difference in raw score be-
tween the standard PPVT scores and the modified PPVT (MPPVT)
scores, and concluded that MPPVT wasthe better test to use with black
children. The variability of MPPVT was much smaller than that of PPVT
(the SDs were 7.1 and 11.4, respectively). On the same page(p. 89),
the authors concluded that the mean difference was the result of their
modifications but, at the same time,that it could have occurred by chance.
(See also Costello and Ali, 1971.)

In a sample of only 22 white and 28black 5-year olds, Barclay and
Yater (1968) attempted to validate the Wechsler Preschool and Primary
Scale of Intelligence (WPPSI) for use with Head Start children. White
and black subjects (from St. Louis, Missouri) were matched for sex,
residence, and perhaps for Stanford-Binet (S-B) IQ. The mean S-B IQ
was 100.90 for each sample. The SD of the white sample was 8.50; of
the black sample, 14.80. The white sample was hardly representative
of whites. The Full Scale IQ of the WPPSI (SDs in parentheses) was
93.80 (9.30) for whites, and 93.00 (13.00) for blacks. The authors con-
cluded that WPPSI wasless suited to black children than S-B because
mean S-B IQ was the higher (See Fagan,et al., 1969; Sewell, 1977).

Three studies made use of the same set of black children and are
better understoodif described together. In twoof the studies, the purpose
was to show that differences in IQ were social class differences. The
first of these studies (Golden and Birns, 1968) described the subjects

5



6 The Testing of Negro Intelligence

as 11- to 25-month-old volunteers who were separated into three age
groups (Ns in parentheses): a 12 month (66), an 18-month (60), and a
24-month (66) group. Within each age group the children (all black)
were described as lowest SES (Group A), middle SES (Group B), and
highest SES (Group C). The Cattell Infant Intelligence Scale (CIIS) was
administered along with a modification of the Piaget Object Scale (POS).
The mean CIIS IQ for the entire set of 192 children was 106.3 (reviewer’s
computation). No significant differences were found between any pairs
of SES groups in any age sample. The authors gave a numberof specula-
tive explanations for their failure to find social-class differences between
the groups.

In the second study (Golden, Birns, Bridger, and Moss, 1971) 89 of
the 18- and 24-month groups from the first article were studied as a
new sample. The children, now 3 and 4 years of age, were given the
S-B. The specific purpose was to discover when social-class differences
(that had not appearedin thefirst study) did appear. The children were
still divided into the same SES groups as before and, in addition, the

Hollingshead Index of Social Status was applied to each child. The pattern
of findings was thoughtto support the authors’ idea that racial differences
were social-class differences, although N for some of the Hollingshead
classes was as small as 5, and none was greater than 23. Mean S-B IQ
for the entire 89 children was 104.37 (reviewer’s computation). The au-
thors concluded that social-class differences in IQ did not appear until
the age of 3. A number of environmentally-oriented explanations were
given.

In the final study of this trilogy (Birns and Golden, 1972), the authors

attempted to demonstrate that, while no continuity in mental growth
could be shown for IQ, continuity could be shownfor personality traits.
The authors restudied the data of some of the children of the former
18- and 24-month groups, but about this the authors were very hazy.
Muchofthe present article repeated Golden, Birns, Bridger, and Moss,

1971. It was not clear when the Personality Rating Scale (PRS) had
been given to some of the children, but correlation coefficients between

PRS and CIIS, and PRS and S-B were reported. N was not clearly

stated, but it was not greater than 35. How the children wereselected
wasalso unclear. The reported coefficients for the 18-month group ranged
from —.09 to .33 for CIIS vs. PRS, and between —.11 and .29 for the

S-B vs. PRS. For the 24-month group, the CIIS vs. PRS correlations

ranged between —.29 and .52, and the range of the S-B vs. PRScoefficients

was —.26 to .53. The authors concluded that continuity of intellectual
growth with age could be predicted from the amountof pleasure a child

obtained from taking test.
The purpose of the Blatt and Garfunkel study (1967) was to demon-

strate that school intervention programs would reduce the likelihood
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of mental retardation among disadvantaged children. Apparently, it was
originally planned to select only children who hadat least one mentally-
retarded parent and a school-retarded sibling, but the authors finally
decided on 60 black children who lived in a deprived, high-delinquency
area not otherwise identified. Children with central nervous pathology
were eliminated. The authors finally described their subjects as ordinary
Head Start children. The sample was divided “. . . by stratified random
assignment. . .”’ (p. 602) into 2 experimental groups and a control group.
Stratification seems to have meant equating the groups for IQ on S-B,
age, and sex. Whether there were 20 children in each group was not
given. Between May, 1962, and May, 1965, the S-B, the PPVT, the
Ilinois Test of Psycholinguistic Ability (ITPA) and the Vineland Social
Maturity Scale (VSMS) were administered to the experimental groups,
but on no stated schedule. What happened to the control group was
not stated, and neither was the treatment program. Oddly, the authors
claimed that “. . . although execution was imperfect, an experimental
design was maintained” (p. 603). No data were given. There wereseveral
different restatements of the experimental hypothesis. When the authors
obtained disappointing findings, they explained that the tests were poor,
child growth created unstable environments, the intervention program
was either inadequate or tried at the wrong time in the lives of the
children, and the sample wasintellectually too high grade.

Bradley, Caldwell, and Elardo (1977) were interested in showing that
“environmental process measures” were morepredictive of IQ than the
usual SES measures. “Environmental process” was defined by a specially-
constructed Home Inventory (HOME) which was administered to the
parents of 37 white and 68 black children when the children were 24
months of age. The S-B was administered to the children when they
were age 3. Four SES variables were obtained for each child, also. How
the children were selected, and when and where the study was done,
were not given. The mean S-B IQ for the white children, according to
this reviewer’s computations, was (SDs in parentheses) 104.3 (14.5); for
the black children 82.7 (15.1). Multiple correlations among IQ and SES
and HOMEscores were given and these led the authors to conclude
that HOMEwas better predictor of IQ than was SES. The authors
madethe erroneousclaim that their findings agreed with the conclusions
of Scarr and Weinberg that black children, when adopted by white fami-
lies, scored as highly on IQ tests as adopted white children (see Scarr
and Weinberg, 1976, p. 81).

In order to study the importanceof play material in the mental growth
of young black children, Busse, Ree, Gutride, Alexander, and Powell
(1972) studied 123 blacks, aged 3 to 5 years, and enrolled in HeadStart
programsin Philadelphia, Pennsylvania. Sixty-two of the children became
the enriched experimental group, and the other 61 becamethe control



8 The Testing of Negro Intelligence

group. The S-B, 5 performance tests from the WPPSI, and 4 subtests
of the ITPA were administered pre- and post-treatment to all children.
Treatment was, a period of “‘enrichment” for the experimental children.
Nothing was given about the selection of the subjects except that they
were from the sameresidential district. The IQs of the enriched subjects,
pre-treatment and post-treatment, were 94.56 and 102.15 for S-B; and
91.65 and 95.48 for WPPSI. The IQs of the control subjects, pre- and
post-treatment, were 94.75 and 100.72 for S-B; and 88.97 and 96.59
for WPPSI. For the S-B, the enriched children gained 7.59 points, and
the control children gained 5.97 points. The difference wascalled insignifi-
cant. For the WPPSI, the enriched group increased 3.83 points; the
control group increased 7.62 points. The change was in the wrongdirec-
tion. For the ITPA, 3 of the subtests changed in favor of the controls
(wrong direction) and only Visual Sequential Memory showed a gain
in favor of the enriched group—2.80 points (called significant). No
t-statistics were published. The authors concluded that these unexpected
findings resulted from teacher-shortcomings, but they did commentthat
“There can be too much of a good thing” (p. 21).
To evaluate the changes in learning aptitude among average, slow-

learning, and mentally-retarded children, Cawley (1968) selected 142
4- to 5-year-old children (90% black) from 3 Head Start centers in a

large eastern city. There was no control group. The Detroit Tests of
Learning Aptitudes (DTLA) were administered pre- and post-treatment,
and the S-B was given pre-treatment. The mean S-B IQ forall children,
pre-treatment, was 88.68. Treatment was not described, and no post-

treatment data were given. Cawley concluded cautiously that preschool
education benefited young children.
Chovan and Hathaway (1970) sought to study the operation of cultural

differences in the measurementof intelligence by the deliberate selection

of two sets of children, one of which was low SES (blacks), and one of

which was called a random sample of middle-class whites. Each set con-
tained 15 children; both groups averaged 69.1 months of age, and all

were in public kindergarten in the suburbs of a large North Carolina
metropolitan area. The Kahn Intelligence Test (KIT) was given to all

the children. The mean IQ for blacks was (SDs in parentheses) 95 (11.1);

and for whites, 113 (10.6). The authors concluded that the learning prob-

lems of the black child were only partly environmental.
Costello (1970) studied the effects of pre-test, race of examiner, and

familiarity of examiner on test scores. Sixty-two black children (49 to

60 months old) from a research nursery school in West Side Chicago,

in 1966-7, were randomly assigned to a Pre-test Group or a No Pre-

test Group. The S-B, PPVT, and tests of school skills were given to

the 38 children in the Pre-test Group. To the 24 children in the No

Pre-test Group (controls) only school skills tests were given. The PPVT
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was given to all children 4 months later, and the S-B, nine months

later. With the PPVT, two black examiners tested 29 children, and two

white examinerstested 28 children. The examiners wererelative strangers
to the children. A white psychologist, a complete stranger to the children,
tested 27 of them (not identified), and 29 unidentified children were
tested by their classroom teachers. No significant effects were found for
pre-testing, race of examiner or familiarity of examiner. The author com-
mented that it was “‘highly probable” that significant effects would have
been found had she used another sample of subjects. No reasons for
this were given.

Costello and Ali (1971) were interested in the investigation of the
reliability and validity of the PPVT, and thereliability only of the Modi-
fied Peabody Picture Vocabulary Test (MPPVT).Forthereliability study,
the PPVT was given twice to 31 black Head Start children with a
2-week interval between tests, and the MPPVT was given twice to 36
black research school children and 31 Head Start children from Chicago
West Side. All subjects were 4 to 5%2 years old. Test-retest correlation
for PPVT was .77; for MPPVT, .86. The authors thought both tests to
be stable. For the validity study, the subjects were 60 children who
had attended research preschool the preceding year (date not given).
Nothing was given about their selection. Validity was defined as the
correlation between PPVT and teachers’ ratings on speech, scores on
the ITPA, the Kohn Competence Scale (KCS), and psychiatric ratings.
Mean IQs for the 60 children were given as 84.28 for PPVT and 99.56
for S-B. Validity coefficients ranged from .19 to .43, and the PPVT was
called of modest validity. Data for MPPVT were not given (see also
Ali and Costello, 1971). The authors concluded that PPVT had adequate
stability “. . . over a brief time. . .” (p. 759). The modification of the
PPVT (MPPVT)increased the scoreslightly.

In an article, the purpose of which seemed to be the comparison of
the Leiter International Performance Scale (LIPS) with the S-B, Costello
and Dickie (1970) reported on 17 of 22 black Head Start children who
finished both the S-B and the LIPS. Mean age was 57 months. The
mean S-B I© was 89; the mean LIPS IQ was 83 (the difference was
not significant). Correlation between the tests was .79 for mental ages,
and .68 for IQs (N was 17 in each case). There were no sex differences.
The authors concluded that LIPS had no advantage over the S-B, but
that the reverse might be true.

D’Angelo, Walsh, and Lomangino (1971) examined 255 black Head
Start children (New York City) to determine whether the Vane Kinder-
garten Test (VKT) was useful with such children. How the sample was
selected was not given, and Ns in 2 tables in the article differ. Mean
IQs and SDswere given for every six-month period from 48 to 71 months.
Full Scale mean IQs (SDsin parentheses) for 119 males was 95.1 (11.6);
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for 117 females, 98.6 (12.9). The authors concluded that the use of VKT
for children under 54 months of age was “‘questionable’”’ and that more
study of VKT was needed.
Denmark and Guttentag (1969) described four experimental interven-

tion programs “. . . for the cognitively deprived child” (pp. 375-6),
and tested subjects in each program against a control group. There were
63 experimental children and 17 controls. All subjects were black, of
low SES, with a mean age of 4.2 years. The method of their selection
was not given. The children were pretested with the Reading Prognostic
Test (RPT) and LIPS,and thenplaced in oneofthe intervention programs
or the control group. The mean mental age for the LIPS was, forall
80 children, 3.77. There were no pretest differences amongthe 4 programs.
N in no group exceeded 17. Significant pre- post-test increases (within
any one program) appeared for the experimental, but not for the control,
children. For LIPS, t-statistics were presented for pretest differences.
The net changes computed by this reviewer varied from 0.61 to 0.93
years of mental age. Data for testing their significance were not available.
The authors thought that intervention programs were “. . . effective
compensatory spurs to the growth of specific cognitive and perceptual
skills. . .” (p. 379) but noneof their programs showedthis. The authors
commented that they presented their findings to keep “. . . the field in
healthy agitation . . .” (p. 379), and they questioned whether it was
profitable to such children (a) to expose them to children with higher
capabilities, or (b) to give them special training in cognitive skills.

Fagan, Broughton, Allen, Clark, and Emerson (1969) compared the

S-B and WPPSI IQs to determine which test was the better for low

SES children (see also Barclay and Yater, 1968; Sewell, 1977). The au-

thors selected 16 black and 16 white 4- to 5-year-olds who were attending

day care centers for working mothers who lived in housing projects.

The tests were given 1 to 5 days apart, and the order of administration

was alternated. The mean S-B IQs were (SDsin parentheses) 92.3 (9.8)

for blacks, and 98.1 (15.4) for whites. The Full Scale WPPSI IQs were

86.2 (11.7) for blacks; 87.9 (14.2) for whites. Correlations between the

two tests were also given. The S-B was preferred because it is easier

for low SES children.
Flick’s study (1966) was to learn the relationship between eye and

hand dominance and perceptual-motor functioning. Subjects were 216

male and 237 female black children whose average age was 48.17 months,

selected at the Collaborative Child Development Program at Charity

Hospital, New Orleans. Perceptual-motor functioning was tested by form

copying and by Mazes III and IV of Porteus. Hand dominance was

the preferred used in copying the forms and on thefirst trial of the

Wallin Pegboard. Eye dominance was tested by a shoe box with a hole

in one end andan objectjust inside the other end, which end was removed
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to allow light to enter. For intelligence, a short form of S-B was used.

The mean S-B IQs (SDsin parentheses) were 85.96 (13.08) for males,

87.50 (13.06) for females, and 86.76 (13.09) for the entire set of black

children. The author concluded that those subjects who were both left-

handedandleft-eyed were “overall deficient” in perceptual-motor func-

tioning andin intelligence. Children with other combinations of handed-

ness and eyedness were notstatistically different in intelligence.

Fredrickson’s (1977) article was “. . an attempt to interpret the

findings accrued within the context of the traditional nature-nurture con-

troversy as it relates to race [differences] . . . among preschool children”’

(p. 96). The author talked of 25 black and 38 white subjects for the

racial comparisons, but the discussion was not clear. Apparently, between |.

1969 and 1972, the WPPSI was administered to 63 children, but this ‘~~

is also unclear. The mean age of the children was 5-2 for blacks and -. ©

5—4 for whites. All children were from the Linn County (Iowa) Day

Care Center and, apparently, were matched on the occupation of the
family breadwinner, family income, and education of the parents. The So

mean WPPSIIQs were 101.40 for blacks; 104.03 for whites. The difference ~~,

was called not significant. The author concluded that the lack of racial :

difference was because there were no cultural differences between the
racial samples. He did not consider that matching for factors related
to intelligence also matches for intelligence in some degree.

In order to compare the Wechsler Intelligence Scale for Children
(WISC) and PPVT scores of young children, Hatch and Covin (1977)
described 3 heterogeneous subject groups. The authors did not describe

their selection techniques, but they presented a sample of 37 black Head
Start children, 15 black children from an inner-city kindergarten, and

15 white children from a university study center. For the Head Start
sample, the mean PPVT IQ was 63.59 and the mean WISC Full Scale
IQ was 70.40. For the inner-city children, these data were 69.20 and
75.20, respectively. For all black children (N—52) mean PPVT IQ was
65.21; mean WISC Full Scale IQ was 71.78. For the white children,
the respective mean IQs were 113.20 and 119.47. The authors concluded
that PPVT-WISC difference was the same for children of poverty as it
was for children of non-poverty status, and that this contradicted the
literature. The authors warned about the smallness of their samples.
A paper presented at the APA Convention in 1972 was published

by Kaufman in 1973. The purpose of the study was to compare the
intellectual abilities of whites and blacks who were matched for a number
of traits other than race. The samples were taken from Wechsler’s stan-_ -
dardization sample of the WPPSI; 132 whites were matched to 132 blacks——
in age, sex, geographic residence, father’s or mother’s occupation, and
urban-rural residency. The age range was 4 to 614 years. The Full Scale
IQs were (SDs in parentheses) 98.9 (14.7) for whites; 87.2 (13.6) for
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blacks. Data were given for the Verbal and Performance IQs, also. All
racial differences were called significant. Kaufman concluded that the
findings were consistent with the literature. He also concluded that the
“cumulative deficit” hypothesis was not confirmed.
The complex study of Kinnie and Sternlof (1971) involved the influence

of three non-intellectual factors on intelligence test scores: (a) middle-
class children are more comfortable with the usual test examiner than
are lower-class children; (b) differences in familiarity with the language
and test materials will influence test scores; and (c) differences in familiar-
ity with the testing situation will influence test scores. The subjects were
123 children from Oklahoma City, 4 to 5 years old. In the middle class
group were 42 white children from 3 private nursery schools. Two lower-
class groups were (a) 41 black Head Start children, and (b) 40 white
Head Start children. The method ofselection was not given. The WPPSI
was given to all children twice—9 weeks apart. The mean WPPSIFull
Scale IQ of the middle-class whites was 116.57; that for the 40 low
SES whites, 89.73; and that of the low SES blacks, 89.46. The children
in the Examiner Familiarization Group (EFG) met with 3 different adults
for 6 meetings (one week apart) of 30 minutes each. The adults talked
to, read to, and played with the children. The children in the Test Famil-
larization Group were divided into 2 sections: TFG-1 was given exercises
to increase their familiarity with the questions used in WPPSI, and
the children were assisted in answering these questions by the adults.
TFG-2 was like TFG-1 except that the language and materials used in
TFG-2 were related to the S-B instead of to WPPSI. How often this
training was given was not discussed. The authors presented an inclusive
set of data showing the pre-treatment and post-treatment scores on
WPPSI for the control group and the treatment group for each of the
3 samples of subjects, separately. The authors’ conclusions, based on
these data, were ambiguous, and when this reviewer compared the pre-
and post-treatment changes for the treatment groups with like changes
for the appropriate control group, in no case were the changes in the
treatment groups significantly different from the changes in the control
groups.

In an investigation of the factors basic to the ITPA, Leventhal and
Stedman (1970) administered the ITPA to 285 whites and 55 blacks,
all from Head Start programs in North Carolina. Mean age was 6-4.
Blacks were lower than whites in SES. The authorsdescribed three modifi-
cations which they madein the test directions, and they presented means
and SDsfor all subtests of ITPA, along with subtest correlations. From
these, the authors concluded that, except for Visual-Motor Sequential,
Visual-Motor Association, and Auditory Vocal Sequential, whites were

significantly superior to blacks. Boys were superior to girls on the Motor
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Encoding subtest. The authors also concludedthat there waslittle support
for the factorial specificity of the ITPA subtests.

In Long Branch, California, from September 1969 to June 1970, 14

black 4-year-olds were enrolled in an intervention program which Mar-
shall and Bentler (1971) called “innovative.” Based on “internalized

learning,” the program involved an “. . . eclectic approach to promote
independent thinking. . .”’ (p. 805). The authors’ purpose wasto evaluate
this program. On 21 October 1969 (Test 1), and again on 17 June 1970
(Test 2), the PPVT was given to 11 of the 14 children. The mean IQ

(SDs in parentheses) for Test 1 was 83.9 (14.1) and for Test 2, 107.5
(9.9); the difference was called significant. There was no control group.
The details of the intervention program were not given, and nothing
was said about the selection of the subjects. However, SD at Test 2
was so markedly smaller than the SD at Test 1 that the question of
coaching must beraised.
McNamara,Porterfield, and Miller (1969) studied relationships among

the WPPSI, the Bender-Gestalt (B-G), and Raven’s Progressive Matrices
(RPM). The subjects were 42 low SES black Head Start children from
Dade County, Florida, between 4.8 and 6.6 years of age. All had had
4 to 10 months of preschool training before they were tested in the
summer andfall of 1967. WPPSI Verbal IQ (SDs in parentheses) was
83.86 (11.57), Performance IQ was 86.98 (16.03), and Full Scale IQ
was 83.88 (13.43). Mean raw score on RPM was 12.29 (2.36). Mean
raw score for B-G was 16.60 (4.05). Correlations were given forall tests.
The authors concluded that B-G was a better substitute for WPPSI
than was RPM.

Fifty-nine low SES black children, all within 3 months of their third
birthdates in the Spring of 1964, were chosen by Milgram (1971) for a
study of IQ constancy. Subjects who missed one examination were
dropped. The location of the study and the method ofselecting the
children were not given. The S-B had been given annually (1964 through
1969); the PPVT had been given in each of those years except 1966;
part of the ITPA had been given in 1964 and 1965; Draw-A-Man Test
(DAM) had been given in 1967 and 1968. The initial IQs of the 59
children were: for S-B, 85.49; for PPVT, 73.26; and for DAM, 86.36.
Considerable other data were presented in the article and, from these,
the authors concluded that children not exposed to enrichment do not
show a decline in IQ betwenthe ages of 3 and 4; after age 8, the decline
is clear. PPVT scores actually rose between 3 and 7 years without enrich-
ment. The “Culture Deficit Hypothesis” was rejected even though envi-
ronmentally-oriented explanations were given for the findings.
Milgram and Ozer (1967) did not state a clear purpose for their paper,

but it may have been to compare the performances of black children
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on the S-B and the PPVT. Two samples of low SES black children
were studied: Group A (65 children, aged 4144 to 6 years) was given
S-B once, and PPVT twice during a 6-week Head Start project, and
Group B (51 children of the same age) was given S-B and PPVTat
the age of 3 (August, 1964), and again at the age of 4 (June, 1965).
Examiners were graduate students in psychology. In both groups, and
for both tests, the mental ages of the children were below the normative
MAs, and the PPVT MAswere lower than the S-B MAs. No IQs were
given. The authors explained their findings as the result of ‘“environmental
impoverishment” and, while they presented much supporting argument,
they presented no objective supportive evidence.

Using a sample of 40 males and 20 females, all black, all Head Start,
andall between 47 and 76 monthsof age, Moore (1978) sought to demon-
Strate the relationship between intelligence test scores and racial prefer-
ence of young blacks. Three white and 3 black examiners administered
the WPPSI and a modification of Clark’s Doll Test (Clark and Clark,
1947) to these children. Each child was shown 6 photographs(three of
black and three of white female adults) in a line on a table and was
asked to point to (a) a nice teacher, (b) a mean teacher, (c) the teacher
you would like to have next year. The hypotheses to be tested were (i)
“There is no difference between the IQs of children with a positive or
negative attitude toward a black model or white model,”’ and (ii) ““There
is no difference between the IQs of children who preferred a black model
or white model’ (p. 40). The data were presented in percentage form
and, of his data, the author commented that “. . . children with higher

IQs tended to perceive the black models more positively than the white
models” (p. 42). He also commented that “The percentages suggested
the majority of children preferred the black model, but concomitantly
had a negative perception of the black model” (p. 42). When this reviewer
reduced the author’s percentages to frequencies, the total distributions
for none of the three questionsdiffered significantly from a chance distri-
bution, and any “tendency” that appeared in the data was for these
black children to regard a black model teacher as “mean.” The author
did not say what he did about his two hypotheses which, as they were
stated, sounded very muchalike.

Moore and Retish (1974) studied the effects of race of examiner on
test scores of black children. They administered the WPPSI to 42 black
Head Start and Day Care children, aged 47 to 69 months,in a midwestern
industrialized area. The method of selection of these children (all low
SES) was not given. The examiners were 3 white and 3 black inexperi-
enced undergraduates of the University of Iowa. The administrators also

scored the tests, but an experienced psychologist reviewed some of the
scoring by random selection. The WPPSI was so given that if a black
examiner tested a random half of the subjects on the first testing, a
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white gave the second test, and vice versa. For the WPPSI Full Scale

IQs, the mean initial IQ for 42 black children was 89.17. Whenfirst

and second tests were combined, the mean for those tested by white

examiners (SDs in parentheses) was 87.74 (12.00), and the mean for

children tested by black examiners was 93.22 (15.31). The authors con-

cluded that examiner’s race did influence the children’s test scores. When

this reviewer checked the authors’ data, he was unable to verify the

authors’ conclusions. The mean difference in WPPSI Full Scale IQ be-

tween those tested first by a black then by a white was 2.85; its SE

was 4.74; t was 0.60; and the significance level was .60. The meandiffer- .. ;

ence in IQ for those tested first by a white then by a black was 8.10;

its SE was 4.07; its t was 1.99; and the significance level was .10. For

all children, IQs obtained by black examinersdiffered from those obtained —

by white examiners by 5.48 points; the SE was 3.00; t was 1.82; and

the probability level was .10.
The validity of the WPPSI wasthe interest of Oakland, King, White,

and Eckman (1971). In Part 1, the WPPSI, the WISC, and the S-B

were administered to 24 black children, mean age of 6-2, who were

enrolled in two Head Start classroomsselected at random from 12 availa-
ble classrooms in a community of 250,000. All were low SES. In Part
2, the same tests were given to 24 white kindergarten children, mean

age of 6-0, randomly selected from a total white kindergarten population
of a community of 14,000. The sequence of testing varied from child
to child. For blacks, WPPSI mean Full Scale IQ was (SDsin parentheses)
80.3 (8.5); the WISC mean Full Scale IQ was 84.1 (10.5); and the S-B
IQ was 83.8 (7.2). For the whites, these data were 109.0 (10.2), 106.3
(10.7), and 112.8 (10.4), respectively. The authors concluded that blacks
of low SES perform below the white mean of the WISC, but failed to
note that the black-white difference was even greater on WPPSI and
S-B. The authors noted also that their black sample did not represent
blacks in general. The authors had thought that the WPPSI was more
appropriate for black children because blacks were includedin the norma-
tive sample of WPPSI. However, they concluded that WISC and S-B
were better for blacks of low SES because black IQs were higher on
the latter two tests.
The purpose of the Olivier and Barclay study (1967) was to describe

the performance of black and white Head Start children on S-B and
DAM.The samples were 148 black and 40 white Head Start children
in programs in St. Louis, Missouri, and they were called representative
of such children who were enrolled in summer Head Start programs
in that area. The black and white children may have been matched for
S-B IQ. The results of this study were not clear. From Table 1, the
S-B mean IQ (SDsin parentheses) was 92.4 (14.65) and it appears that
this included both races. From Table 2, which is labeled S-B data, the
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mean DAM IQ was91.25 (12.97) for blacks, and 97.52 (13.14) for whites.
The racial difference was called significant at the .01 level. The authors
concluded that, on DAM,whites were superior to blacks, and girls to
boys. S-B and DAM IQswerereported as not highly correlated, even
though the subjects may have been matched for S-B IQ.

Osborne (1964) was interested in the study of the factor structure of
the WISC for normal black children from preschool through grade5.
By creating at least 2 variables for each subtest of WISC, the author
was able to define 26 possible variables for the entire test. WISC was
given to 111 blacks who were entering school in September, 1961. Certain
SES variables were also included in the factor study. Mean age atfirst
examination was 6-1. Mean Full Scale WISC IQ was 84 (SD 11.8).
The author commented on each of the emergent factors.
Quay (1972) raised the question of whether administering S-B in Negro

dialect would result in different IQs from those obtained by giving the
S-B in standard English. To 50 black children, selected at random from
five Head Start centers in a deteriorated Northeastern city, a black female
administered S-B in dialect to a random half of the children and in
standard English to the other half. The mean of the standard English
group was 97.48 (SD 12.18); the mean of the dialect group 93.72 (SD
9.70). The difference was not significant. No sex differences appeared.
The author (a) concluded that Negro dialect did not help in the taking
of S-B; (b) questioned whether Negro dialect was ever useful in any
circumstance; (c) concluded, for both dialect and standard English, that
performance on someverbal items was superior to that for some manipu-
lative items, and (d) concluded that language comprehension of young
blacks is not as low as some writers think.

Both the DAM andthe Columbia Mental Maturity Scale can be admin-
istered in a short time and, because of this, Ratusnik and Koenigsknecht
(1975) studied their utility with preschool children (see also Sternlof,
Parker, and McCoy, 1968). Both tests were administered to (a) noninte-
grated blacks of low SES, (b) blacks of moderate SES, (c) whites of
low SES, and (d) whites of moderate SES. In each group, there were
18 boys and 18 girls, aged 4 to 6 years, from Chicago and Glenview,
Illinois. Methods of selection of the subjects were not given. Testing
was doneindividually at preschool or day care centers in counterbalanced
order by 6 white and 6 black examiners. The tests were scored “‘blind”’
by a speech pathologist. For blacks of low SES, the mean IQs (SDs in
parentheses) for DAM and CMMSwere 103.62 (15.21) and 98.16 (8.66),
respectively. For blacks of moderate SES, the same data were 109.80

(16.51) and 104.36 (12.78). For whites of low SES, these data were 101.69
(12.06) and 100.33 (11.55), and for whites of moderate SES, the figures
were 106.11 (13.73) and 108.75 (10.05). The authors concluded that
girls outscored boys on DAM inall of the groups and on CMMSin 3
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of the 4 groups. There werenoracial differences, but the authors thought

that IQs were depressed by low SES. The authors refer to this as a

“normative” study even though the samples were both small and of

questionable representativeness.
Rieber and Womack (1968) did not state clearly any purpose, butit

might have been to demonstrate the efficacy of Head Start programs. Ex-

traordinary efforts, by homevisitations, were madeto recruit 568 low SES

children for the Head Start Project. How samples of 173 blacks and

65 whites were picked from this pool wasnotdisclosed. It is also unclear

why N in some comparison groups was as low as 14. The PPVT was

administered by 5 “neighborhood” workersto all 568 children, probably

during the second week of a summer Head Start program. Spanish was

used for some Latins, but not for all. An approximately 25% sample

(N = 131) of the 568 children was selected for readministration of the

PPVT after 5 additional weeks of Head Start, and the selection of this

sample was not described. The mean PPVT IQs, for 65 whites, 271
Latins, and 173 blacks were, respectively, 85.0, 50.3, and 69.0. Increases

in PPVT IQs from first to second administrations were, for 64 Latins,

53 blacks, and 14 whites, 9.6, 7.0, and 6.0, respectively. Only the IQ

gain for Latins was considered significant, but the authors extolled
““. , . the experience offered by the Head Start Program. .” (p. 613).
The authors considered PPVT to be an adequate test of intelligence
for these children, but it is unlikely that these samples represented whites,

blacks, or Latins. There were no control groups; significant changes from
first to second administrations of PPVT should be understood in that
light. The authors gave no data to permit the verification of their published
results.

Scott (1969) attempted to illustrate a relationship between Piagetian
seriation and (a) social class and race and (b) Metropolitan Reading
Readiness Test (MRRT) scores. He selected 136 black and 136 white
kindergarten children from 4 public schools in Waterloo, Iowa, by match-” | - )

ing schools for segregation, integration, low SES, and middle SES. The -.—

ages of the children were not given. A self-constructed, two-part (Opera-
tional and Trial-Error) Seriation Test (ST) was administered to the chil-
dren. Score was the sum of the two subtests. ST was so constructed as
to have a mental age range of 314 to 7 years and was given to half a
classroom at a time, with no emphasis on speed. Four weeks later, MRRT

was given to the same children. ST total score correlated significantly
with MRRT,but correlation was higher for the Operational subtest than
the Trial-Error subtest. Total mean ST score (SDs in parentheses) was
84.90 (15.35) for whites and 62.54 (19.84) for blacks. The author con-
cluded that Seriation scores were stable, significantly correlated with
MRRT,andsignificantly higher for whites (vs. blacks). There were no
social class differences.
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The Scott and Sinclair study (1977) was designed to determine the
existence of specific school-skill defects among black children so that
more effective intervention programs could be developed. The authors
claimed to have administered the Iowa Test of Preschool Development
(ITPD) to 145 black and 282 white children ages 24 to 39 months,
but data were presented only for the black children. Both the white
and black samples were regarded as representative of both racial groups,
nationally, but nothing was said about the methodofselecting the sam-
ples other than that the black children were volunteers. The blacks
came from a midwestern city of 80,000 and the whites were selected
‘. . . from various Iowa communities. . . .”’ Data for blacks were pre-
sented in 5 age groups from 24 through 27 months, to 37 through 39
months. Ns for blacks, for the age groups, varied from 21 to 36. Even
though no data were given for the whites, the authors indicated that
the Ns for white age groups varied between 36 and 74. The mean ITPD
“IQs” for blacks, by age levels, varied between 91.1 and 94.3 and, at
every age level, were significantly inferior to the white “IQs.” The authors
concluded that, in some “school readiness” areas, special help for black
children was urgent.

Seidel, Barkley, and Stith (1967) listed several “‘specific objectives”
for their paper, all of which objectives were so subjective as to be untesta-
ble hypotheses. The general statement of the purpose of the paper was
‘“*.. . to evaluate the success of the Project Head Start .. .” (p. 187)
for the Rocky Mount and Tarboro-Princeville areas of North Carolina.
Subjects were 115 pre-school black children (ages not given) from these
geographic areas so selected as to be a random,stratified sample of the
HeadStart enrollment in each area. Raven’s Colored Progressive Matrices
(RPM) and the Chicago Nonverbal Examination (CNV), given before
and after Head Start training, were the measuring instruments. For 65
children from Rocky Mount, the before and after mean raw scores were,
for RPM, 13.24 and 14.00; for the same children, the CNV mean raw
scores were 16.79 and 16.66. For the 50 Tarboro-Princeville children,
the before and after mean RPM raw scores were 15.45 and 16.09; for
the same children, the CNV raw scores were 11.48 and 14.22. No change
was significant but the authors concluded, nevertheless, that the Head

Start programs were “generally successful’? (p. 193). The authors ex-
plained their failure to obtain significant changes in test scores in terms
of test characteristics and the teaching program.

Sewell (1977) compared low SES blacks on WPPSIandS-B byselecting
35 black children from 3 kindergarten classes in one elementary school
in Philadelphia, Pennsylvania. Mean age was 62.29 months. How the
children were selected was not given. The tests were administered by 3
students, 2 white and 1 black, in counterbalanced order. For the total

sample, the mean S-B IQ (SDsin parentheses) of 91.46 (13.78) was
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called significantly lower than (a) the mean WPPSI Verbal IQ of 96.14

(12.07), (b) the mean Performance IQ of 96.11 (13.07), and (c) the mean

Full Scale IQ of 95.78 (12.32). This reviewer’s estimates of the ts for

these comparisons, made without knowledge of the correlations (these

were correlated samples), were 1.5, 1.1, 1.3, respectively. For a subset

of 21 younger children (aged 54 to 63 months), the mean S-B IQ of

94.24 was called significantly lower than the WPPSI mean Full Scale
IQ of 99.24. For a subset of 14 older children (aged 64 to 70 months),

the S-B mean IQ of 87.29 was called significantly different from the

mean Full Scale WPPSI IQ of 90.57. The WPPSI mean Full Scale IQ

of 99.24 for the younger subset wascalled significantly higher than the

WPPSI mean Full Scale IQ of 90.57 for the older children. The author

concluded thathis findings did not agree with earlier findings (see Barclay

and Yater, 1968; Fagan, et al., 1969). Sewell noted that the mean S-B

IQ of his sample was far below the 1972 norm and questionedthe repre-

sentativeness, not of his sample of 35, but of the normative sample.

Nosex differences were found. Sewell also questioned the interchangeabil-

ity of the S-B and WPPSI for low SES black children, commenting

that WPPSI might be the better test for such children.
WhenSigel and Perry (1968) tested 25 black Detroit nursery school

children with ITPA, they were trying to emphasize that the term “cultur-

ally deprived” was both derogatory and psychologically inaccurate be-

cause much heterogeneity existed among such children. Eleven of the
3- to 6-year olds came from intact homes, and the remainder from various

types of broken homes. The authors presented means and SDsfor the
subtests of ITPA. Except for two subtests, all of the authors’ data were
considerably lower than the normsfor the test. The authors argued that
variability characterized these children and stressed the dangersof stereo-

typing. The authors also warned that the use of “culturally deprived”’
could result in useless intervention programs.
A complex investigation by Sitkei and Meyers (1969) sought to test

four hypotheses aboutracial differences in factor scores: (a) middle class
children should have higher scores than lower class children in both
races; (b) superiority of middle class children over lower class children
should be greater for semantic factors than for figural or memory factors;
(c) within each class, whites should exceed blacks; and (d) the racial
differences between the lower classes should exceed the racial differences
between the middle classes. PPVT and 22 factor tests were administered
to 25 children in each of these SES classes: lower white, middle white,
lower black, and middle black. The subjects came from the Los Angeles
area and were from 42 to 54 months of age. The method of selection
was not given. The data were factor analyzed and reported in detail.
The mean PPVT IQ (SDsin parentheses) for whites was 100 (9.6), and
for blacks, 85 (11.0). The authors concluded that hypothesis (a) was
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sustained for verbal comprehension only; hypotheses (b) and (c) were
sustained for verbal comprehension and Factor G (unhypothesized) only,
and hypothesis (d) was sustained for perceptual speed only. Sex differences
favored girls and were almost entirely confined to blacks.
To study the cognitive traits of disadvantaged preschool children,

Southern and Plant (1971) chose a sample of 370 children enrolled in
a pre-kindergarten project during 1967-8 and a sample of 245 kindergar-
ten children. All children were from San Jose, California, and all were
_low SES. The method of selection was not stated. Both samples were
combinedinto 438 Chicano, 85 black, and 92 white children. Two subtests

of WPPSI, Information (Info) and Comprehension (Comp), and two
subtests of the ITPA, Vocal Encoding (V-E) and Auditory Vocal Auto-
matic (A-V) were given. Info was said to measure the “what” of the
environment, and Comp was to measure the “why” of the environment.
V-E was called a measure of the child’s vocalizing ability, and A-V
was called a measure of the “. . . ability to predict English language
structure and to speak it correctly” (p. 262). Three hypotheses were
tested: (a) Info scores would besignificantly higher than Compscores;
(b) V-E scores would be significantly higher than A-V scores; and (c)
ethnic scores would differ significantly on all tests. Hypothesis (a) was
not supported. Hypothesis (b) was supported tentatively because the data
were mixed. Hypothesis (c) was supported because the authors found
significant mean differences among the ethnic means, but whenthis re-

viewer computed the ts for the 12 possible mean comparisons, the only
significant differences occurred between the 4 Chicano-white compari-
sons. Regardless of any hypothesis, the mean differences involved less
than 1.5 points in score in all comparisons. Moreover, the hypotheses
have meaningonly if one were willing to accept the authors’ designations
of what the subtests measured. The authors concluded that disadvantaged
children (a) are deficient in general intellectual and language abilities,
and (b) display different patterns of intellectual and language abilities.
The authors were not sure whether these differences were racial or cul-
tural.
No special purpose for the study by Sternlof, Parker, and McCoy

(1968) wasstated other than to determinethe relationship between DAM

and Columbia Mental Maturity Scale (see also Ratusnik and Koenigs-

knecht, 1975). Sternlof et al. supervised the administration by school

teachers of DAM and CMMSto34 black and 54 white children (mean

age, 73 months) who wereenrolled in integrated Head Start programs
in a small town in Oklahoma. How the children were selected was not

given. Tests were scored by a qualified psychologist. The Vineland Social

Maturity Scale (VSMS) was administered to the mothersof the children,

presumably by Head Start teachers. The authors reported the mean scores

and SDsfor each of the two racial groups, separated by sex. When the
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sexes were combined by this reviewer, the following appeared: for whites,

the CMMS, VSMS, and DAM IQswere, respectively, 74.54, 81.50, and

63.39; for blacks, these respective means were 61.23, 77.71, and 59.12.

The authors reported data in termsof analysis of variance and concluded

that racial differences in CMMS and DAM weresignificant, but not

so for VSMS. The tstatistics for the racial differences, computed by

this reviewer, showed that the CMMSdifference wassignificant at .001,

the VSMSsignificant almost at .05 (t was 1.76), and DAM was not

significant (t was 1.69). The authors concluded(noton thebasisofstatisti-

cal validity) that CMMSwasan especially poor test for blacks and cau-

tioned about the use of performancetests for blacks.

Walsh, D’Angelo, and Lomangino (1971) sought to evaluate the perfor-

manceof black and Puerto Rican HeadStart children on the Vane Kin-

dergarten Test (VKT). Subjects were 176 black and 225 Puerto Rican

children (aged 41%4 to 6 years) from New York City. How the subjects

were chosen was not given. VKT was administered during the Head

Start program. The authors reported that Puerto Rican children were

low on vocabulary, but were significantly superior to the black children

on perceptual-motor subtests and on the Mansubtest. Discounting the

vocabulary deficit of the Puerto Rican children, the authors thought

that the latter might be superior to the general Head Start population.

No data were given.
Over 1,200 reports of intervention programs aimed at disadvantaged

children were reviewed by Wargo, Campeau, and Talmadge (1971). Only

10 of the 1,200 programs met the reviewing criteria and these were

added to 31 studies identified earlier. Of the 41 studies identified, two

(45 and #6) containedstatistical information.

Study #5, the Mother-Child Home Program (pp. 127-132), was a

study of 2- and 3-year old “volunteer” black children from 3 housing

projects in Freeport, N.Y., designed to show theeffects of an intervention

program on the IQs of such children. In the first year, there was one

treatment group of 33 children (T;) and two control groups, C; (9 chil-

dren) and C, (11 children). The PPVT and either the S-B or the CIIS

were given to all children (a) pre-treatment and (b) after 7 months of

treatment. Treatment consisted of regular visits by social workers who

showed the mothers how to “‘interact” with their children by the use

of “Verbal Interaction Stimuli Materials” (VISM). VISM were, simply,

books and toys. The control children (Ci) were given no VISM, but

were visited by “‘a kindly adult figure’; C2 children received nothing.

In Year 2 (1968-9), 9 children from T, received further VISM, and 5

of the T, children received additional homevisits from non-professionals

who had now replaced the social workers. Tz was formed of 8 children

from C, and 27 new children (total N of Tz was 35). The sametesting

schedule wasfollowed. In Year 3 (1969-70), T3 was formed (30 children),
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and Cs; (12 children) was added to receive VISM books only. The same
testing schedule was followed for T3. No information was given about
the selection of subjects. The authors regarded CIIS as a downward
extension of S-B, and did not distinguish between the IQs of the two
tests. For 1967-8, data were given for CIIS/S-B and PPVT; the mean
difference between the pre-treatment and post-treatment scores were,
on CIIS/S-B, 17.0 for Ti, 1.0 for C,, and 2.0 for Cy. For PPVT, the
differences were 12.2 for T,, —4.0 for Ci, and 4.7 for Co.
The authors concluded that, in the first year, significant gains had

been made by the treatment group for both tests—gains not matched
by either control group. However, the remaining data were very unclear.
Two new treatment groups were added in 1968-9, and they may have
contained subjects from C, and C2 groups of the previous year. The
authors discussed significant differences for CIIS/S-B and PPVTscores
for 1968-9, but it was unclear how theytested their data for significance.
Followup data were given for 1968-9, but for the treatment groupsonly.

Project Breakthrough, Study #6 (pp. 143-152), planned to show that
Edison Responsive Environment (ERE) andsocial work services could
raise the IQs of disadvantaged children aged 3% to 5%4 years. Thechil-
dren were furnished by the Illinois Department of Public Aid. At the
beginning, N was 136 children who were separated into four groups of
34 each: Group | received ERE andintensive social services (ISS); Group
II received ISS but no ERE; Group III received ERE and regular social
services (RSS) and Group IV received no ERE, but did receive RSS.
EREconsisted of “the nursery experience,’ Talking Typewriters, and
“transfer sessions.” ISS and RSS were not identified. S-B, PPVT, and
VSMSwere given to these children. Assignment to a group wascalled
random, but such that each group would be equal in S-B IQ. Only the
pre- and post-treatment differences were given for S-B and VSMS, and
then only for ERE vs. Controls (the latter not identified). PPVT was
given only at the end of the program; these IQs weregiven in ‘“‘adjusted
IQs,” and for ERE vs. Controls only. No group comparisons were at-
tempted. The authors concluded that ERE could raise the IQs of these
children, but not the social quotient (SQ) of the VSMS. Thesignificance
of the IQ change was questioned by the authors, but they speculated
that a longer training period might have caused substantial increase in
this difference. ISS had no effect on IQ or SQ, but it was speculated
further that ERE had kept these children from retrogressing.

In order to investigage the language patterns of low SESblack children,
Weaver and Weaver (1967) reported on 43 experimental and 18 control
children selected from Gray and Klaus (1965). The latter had classified
these children as T;, Tz, and Ts, the first two as treatment groups, and
the third as control. Ns were 22, 21, and 18, respectively. S-B IQs were
available from Gray and Klaus (1965). The ITPA had been given (Klaus
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and Gray, 1968) to the same children in 1964, 1965, and 1966; then

abandoned. The children had received training in the earlier program

(Gray and Klaus, 1965). Klaus and Gray (1968) had shownthat, from
1964 to 1966, ITPA mean scores for their treatment groups (T; and

Tz) had declined 7.37 and 8.14 points, respectively, while the control
group showed a meanincrease of 2.39 points. Weaver and Weaver men-

tion no such comparison. They analysed the variances among the same
three means (Ti, Tz, and T3) and concluded that a significant difference

for total ITPA score in favor of the treatment groups existed. They

also concluded that the patterning of scores for their groups was remark-

ably similar to the patterning of scores for both educable and trainable
mental retardates, implying that this was important in the planning of
remedial programs for the disadvantaged.
Whiteman and Peisach (1970) investigated 4 hypotheses about Piage-

tian conservation. Since the authors studied grade 3 children as well as
kindergarten children, this paper is only noted here and will be discussed
in ChapterIII.

Willerman, Naylor, and Myrianthopoulos (1970) examinedtheintelli-
gence of offspring of interracial parents. All subjects, the 4-year old
children of Negro and Caucasian parents, were collected in a study done
under the Perinatal Research Branch, National Institute of Neurological
Diseases and Strokes, Bethesda, Maryland. Of 186 children originally
involved, only 88 had reached the age of 4 at which time psychological
tests were given. These 88 were obtained from 10 of the 12 collaborating
institutions throughout the country. No other subject characteristics were
given. The test was a short form of S-B. The authors assumedthat, if

intelligence were the result of additive genes, the mother’s race should
not be related to the intelligence of the child any more than should
the father’s. If intelligence were the result of environmental factors, since

the mother is the dominantsocializing factor in the child’s growth, there
should be a relationship between the child’s IQ and the mother’s race.
Data for 61 of the offspring of white mothers and black fathers resulted
in a mean IQ (SD in parentheses) of 100.9 (16.8). For the 27 offspring
of black mothers and white fathers, the mean IQ was 93.7 (16.9). The
difference was called significant by the authors and they regarded their
hypothesis as supported. This reviewer computed thesignificance of the
differences from the authors’ data; t was 1.85 which, at 80 df, wassignifi-

cant at the .10 level. No alternative hypotheses were considered and,
in the body of the article, the findings were called tentative. No such

caveat existed in the abstract of the article.
Yater, Boyd, and Barclay (1975) attempted to establish the validity

of WPPSI and WISCfor young black children, including those of school
age. The authors treated their article as if it were a longitudinal study
and, therefore, it will be discussed in the next chapter.
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Summary

Purposes of the Researches
Of the 49 articles that concerned themselves with the intelligence of

black children, 7 (14.3%) may be considered in a miscellaneouscategory.
Flick (1966) wasinterested in the relationships among eyedness, handed-
ness, and intelligence. Sigel and Perry (1968) wrote to show that the
term ‘‘culturally deprived” was both inaccurate and derogatory. Sternlof
et al. (1968) may have been interested in studying the performance of
Head Start children on the Columbia Mental Maturity Scale (CMMS)
but this was not clear from the article. The authors finally concluded
that CMMSwasa poortest for blacks. Walsh et al. (1971) compared
the performances of Puerto Rican and native black children and con-
cluded that, while they exhibited a language difficulty, Puerto Rican
children could otherwise be superior to the usual Head Start child. White-
man and Peisach (1970) and Yateret al. (1975) were interested in school-
age children as well as preschool children, and their articles will be
reviewed in Chapter III. Finally, Weaver and Weaver (1967) indicated
that their interest was in black test score patterns.

Thirteen articles (26.5%) expressed the convictions of the authors that
race differences in intelligence were, in fact, social differences or “‘social-
class” differences. In 3 publications with which Birns and Golden were
associated and whichutilized parts of the sameset of subjects, the interest
in black-white differences in intelligence was expressed differently, but
all three articles attempted to show that racial differences were, in fact,
“‘social-class”’ differences. Golden and Birns (1968) described their study
as an attempt to discover the age at which “social-class” differences
appeared between blacks and whites. They concluded that, at age 18
to 24 months, there were no “‘social-class’”’ differences. In Golden et al.
(1971), the goal was to examine the subjects recovered from Golden
and Birns (1968) to see whether “‘social-class” differences, which had
not appeared at age 18 to 24 months, could have occurred by the age
of 3 to 4 years. From this, the authors found what they considered
support for their hypothesis. Birns and Golden (1972) restudied some
of the 18- and 24-month old children from Golden and Birns (1968)
to see whether “continuity” of mental growth could be shown, but the
authors were not clear about their purpose. When they demonstrated
that “continuity of mental growth” could be shownfor personality traits,
the authors concluded that IQ could be predicted from the amount of
pleasure a child obtained from taking an intelligence test. Busse et al.
(1972), who were intent upon showing that play material (a social factor)
was important to the mental development of young black children, found
more increased scores in their control group than in their experimental
children. Chovan and Hathaway (1970) argued that cultural differences
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(social differences) were so involved in intelligence tests that such tests

measured social experiences rather than intelligence, but they concluded

that the black’s learning problems were only partly environmental.

Fredrickson’s (1977) statement of his purpose was extraordinarily not

clear, but it was assumed from his conclusions that he intended to show

that racial differences in intelligence tests were cultural differences.

Fredrickson forgot to mention that the insignificant racial differences

which he reported could have resulted from the matching of his samples

for SES factors. Kaufman (1973) published the samearticle twice, but

his purpose was unitary: to compare whites and blacks who had been

matched for SES. Kaufman reported significant racial differences, and

thought that his data refuted the “culture deficit” hypothesis. Kinnie

and Sternlof (1971) studied the influence of 3 non-intellectual factors

on the IQs of whites and blacks, but reported ambiguous conclusions.

Whenthis reviewer computed the net change of his pre- and post-treat-

ment groups, the significant post-treatment change reported by the au-

thors to have been caused by the non-intellectual factors turned out to

be not significant. Moore (1978) was uncertain of his findings about

the racial preferences of young blacks, but his conclusion that blacks

preferred the black doll (of the Clark and Clark, 1947, study) was not

supported by his data. Scott (1969) sought to explain the relationship

among Piagetian seriation and (a) social class and race, and (b) achieve-
ment scores and race. He found that Seriation Test scores correlated

with achievement scores more highly for whites than for blacks. Sitkei

and Meyers (1969) studied 4 hypotheses about the social nature of race

differences in intelligence; their hypotheses were sustained for specific
test scores only. Southern and Plant (1971) concentrated on the cognitive

traits of low SES children. Three hypotheses were posed: one was not

sustained, another was questionable, and the third was sustained because

of differences among the means, but not supported by difference between
the means. Southern and Plant concluded that low SES children were

deficient in general languageabilities. Finally, the uniquearticle of Willer-
manet al. (1970) studied the intelligence of children of interracial parents,
assuming that, when the mother was white, the IQ of the offspring would
be higher than when the mother was black. The authors concluded that
their hypothesis was sustained but, oddly, this was not supported by
their data.

Twelve articles (24.5%) stated an interest in the efficacy of Head Start
programs. While other articles may also have been interested in the
utilitarian aspects of Head Start, they did not say so. Blatt and Garfunkel
(1967) were interested in showing that mental retardation could be re-
duced by Head Start, but got themselves into such a complex sampling
situation that they abandonedtheir original intention and ended up study-
ing an ordinary sample of Head Start children. When they obtained
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disappointing findings, largely because they seemed not to have realized
that they had abandonedtheir original hypothesis, the authors faulted
the tests, the environment, and the age of the children. They gave no
data. Cawley (1968) set out to evaluate the changes among average,
slow, and mentally-retarded children from 3 Head Start groups, but
failed to provide for a control group. His cautious conclusion that Head
Start was beneficial was, therefore, gratuitous. Denmark ana Guttentag
(1969) claimed significant findings for their study of low SES children
in a program related to Head Start, but they finally admitted strong
suspicion about the effectiveness of all such intervention programs. Mar-
Shall and Bentler (1971) expressed considerable excitement over an inter-
vention program that showed almost none of the characteristics of sci-
entific inquiry, but which was admirably designed for presentation on
nationwide television. Milgram (1971) described the constancy (or lack
of it) of the IQs of an unidentified set of black children enrolled in an
intervention program, concluding that there was no decline in IQ between
the ages of 3 and 4 for children who were not exposed to ‘“‘enrichment.”
Milgram rejected the “culture deficit” hypothesis. Earlier, Milgram and
Ozer (1967) stated no clear reason for comparing black children on the
Stanford-Binet Scale of Intelligence (S-B) and the Peabody Picture Vocab-
ulary Test (PPVT). When the MAsof their subjects were found to be
below the published norms, the authors concluded that this was caused
by “environmental impoverishment.” Olivier and Barclay (1967) com-
pared black and white Head Start children on S-B and the Draw-A-
Man Test (DAM). They foundsignificant differences between the racial
groups, but the description of what they did was not clear. Rieber and
Womack (1968) were also unclear in their stated purpose, but a great
deal of energy appeared to have been expended in comingto the conclu-
sion that the PPVT was an adequate test fcr low SES children. Scott
and Sinclair (1977), who wished to devise intervention programs that
would fit intellectual deficits in blacks, concluded that in “‘school readiness
areas” blacks needed greatest help. Seidel et al. (1967) announced that
they were studying certain subjective aspects of Head Start projects and,
when they obtained the predictably nondescript results, they blamed
the tests and the teachers. Wargoet al. (1971) reviewed over 1200 Head
Start programs. Summaries of two such reviews were included here be-
cause they, alone of the 1200, presented objective data. Study ##5, the
Mother-Child Home Program (Wargo,et al., 1971, pp 127-132), some-
times confused experimental and control children over a 3-year period
and presented very unclear results. Study #6, Project Breakthrough
(Wargo, et al., 1971, pp 143--152), combined social service work with
Head Start training and while no group comparisons were given, the
authors expressed doubt about IQ changes as the result of Head Start
experience.
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Seven articles (14.3%) were concerned with “improving” tests for ad-
ministration to young children, especially to young black children. Ali
and Costello (1971) followed up on their earlier attempt to improve
the PPVT (Costello and Ali, 1971) but their findings were unclear again.
Barclay and Yater (1968) attempted to validate the WPPSI on Head
Start children and concluded that, in spite of their small sample (22
whites and 28 blacks), the S-B was the better test for such children.
Bradley et al. (1977) were interested in showing that “environmental
process measures” were morevalid in predicting IQ than were the usual
SES measures, and confused theirfindings with some conclusions incor-
rectly attributed to Scarr and Weinberg (1976, p. 81). Costello and Ali
(1971) published the first of two articles on the modification of the PPVT
(see Ali and Costello, 1971), but their work was unconvincing. D’Angelo
et al. (1971), in a somewhat confusing article, concluded that the use
of the Vane Kindergarten Test on children under 45 months of age
was “‘questionable.’’ Conflicting conclusions abouttherelative utility (va-
lidity) of the WPPSI and S-B raised questions about the adequacy of
the Oaklandet al. (1971) study, and what Ratusnik and Koenigsknecht
(1975) called a normative study of the DAM and Columbia Mental
Maturity Scale (on 36 black children) raised the question of whether
the authors were interested more in racial differences than in validating
the tests.

Five studies (10.2%) involved the comparing of two tests on black
children and, while some of these studies seemed to be validating studies,
they were not handled as such. Costello and Dickie (1970), for example,
correlated the scores on the Leiter International Performance Scale
(LIPS) of 17 black Head Start children and concluded that LIPS had
no advantage over S-B. Fagan et al. (1969) correlated scores on the
S-B and WPPSI for 16, each, low SES black and white children and
concluded that the S-B was better than WPPSI because the former was
easier. Hatch and Covin (1977) reported that the PPVT-WISCdifference
was the same for poverty-status and non-poverty-status children, but
also warned about their small sample (52 black and 15 white children).
McNamaraet al. (1969) reported correlations among the WPPSI, the
Bender-Gestalt (B-G), and Raven’s Progressive Matrices for 42 black
children, but made no attempt at validation even though they expressed
a preference for the B-G asthe better substitute for the WPPSI. Finally,
Sewell (1977) compared the WPPSIand the S-B scores of 35 black chil-
dren against the published norms for these tests and, without validating
data, pronounced the WPPSIthe better test for use with blacks.

Three studies (6.1%) were concerned with the effects on the IQ scores
of black children of (a) race of examiner, (b) familiarity of the examiner,
(c) pretesting, and (d) dialect in which the test was administered. While
Costello (1970) found nosignificant effects for (a), (b), and (c), she thought
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that she might have found such significant effects had she used another
set of subjects. Moore and Retish (1974) studied (a) and, while they
concluded that race of examiner did affect test scores of black children,
their data showed no such evidence. Quay (1972) came to a number of
conclusions from his experiment, all of which wererelated to the central
finding that administering a test to blacks in Negro dialect was of no
advantageto the blacks.

Twosets of authors (4.1%) were interested in test structure. Leventhal

and Stedman (1970) factor analysed the ITPA and reported it to be
factorially impure, and Osborne (1964) described a number of factors
for the WISC.

Sample Size

Sample size was computed on the basis of the size of each of the

groups compared in those 46 articles that included preschool children

only. In somearticles, there were as many as 7 independent comparison

groups (Golden et al. 1971). Some authors reported males and females

separately for each race, and these were counted as separate comparison

units. In all, there were 79 black comparison units and 21 white compari-

son units. In addition, there were 2 Latin (Chicano) units and 1 Puerto

Rican unit.

The median size of the 79 black comparison units was 34, and the

modal size was 15. Fifteen percent of the units had 100 or more subjects.

Other percentages were: below 50 subjects, 66%; below 25 subjects,

41%: and below 15 subjects, 14%. The median size of the 21 white

comparison units was 37, and the modal size was 15. Fourteen percent

of the white comparison units contained 100 or more subjects. The other

percentages were: below 50 subjects, 71%; below 25 subjects, 28%; and

below 15 subjects, 5%.
Whenthe white and black comparison units were combined, the median

numberof subjects in the 100 comparison units was 34. Fifteen percent

of the units contained 100 or moresubjects. Sixty-seven percent ofall

units contained fewer than 50 subjects, 40% contained fewer than 25

subjects, and 12% contained fewer than 15 subjects.

Selection of the Subjects
Six general categories accommodated the authors’ statements of how

the subjects were selected in the 46 articles that included preschool chil-

dren only: Unknown, 26 articles; All Available Children, 7 articles;

Matched for Race, IQ, SES,etc., 6 articles; Volunteer Subjects, 2 articles;

Children Who Completed the Tests, 2 articles; and Representative and

RandomSelection, 3 articles. Thus, 93% ofthe articles (43 of 46) selected

subjects on an other than random basis. Four of the six categories (Un-

known, Volunteer Subjects, All Available Children, and Completed All
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of the Tests) have in common that they probably involved all subjects
available when the tests were given; these accounted for 80% of the
articles (37 of 46). Considering that broad generalizations about racial
differences or about the utility of Head Start were made in these 46
articles, it is apparent that such generalizations were made on exceedingly
unrandom samples.

Tests Used
Because some of the authors administered more than onetest, the

total incidence of test usage was 79, while the numberofarticles reviewed
remained at 46—the numberthat included preschool children only. The
data are presented here (a) in relation to the incidence of test usage
(i.e., 79), and (b) in relation to the numberofarticles included (i.e.,
46).
The Stanford-Binet Intelligence Scale, in some form, was used in 21

articles which is 26.6% of test usage, and 46% of the total articles.
The second most popular test was the Peabody Picture Vocabulary Test,
which appeared in 14 articles (17.7% of test usage, and 30% of the
articles). The Wechsler Preschool and Primary Scale of Intelligence, the
third most popular test, appeared in 12 of the 46 articles (15.2% of
the test usage, and 26% of the articles). These three tests accounted
for 59.5% ofall test usage. Aside from the Illinois Test of Psycholinguistic
Abilities, which appeared in 7 articles (8.9% of test usage, and 15%
of the articles), no other test was used in more than4 articles although,
in all, 18 tests were used in these 46 articles.

Scores
Measures of cognitive ability were not always given but, when given,

they were generally IQs. Among the 46 publications that included pre-
school children only, 77 separate authors made 66 estimates of black
mean IQ, and 25 estimates of white mean IQ. The median estimated
mean black IQ was 89; the median estimated mean white IQ was 109.
If white standard deviation be taken as 15, this 20-point difference in
median estimated mean IQ represents a black overlap of 9.17%. This
is somewhat lower than the estimated overlap made by Shuey (1966)
and this writer (McGurk, 1975).

Presence or Absence of Control Groups
In 12 of the 46 articles that dealt with preschool children, a control

group was required by the design of the experiment; in 6 of the 12
articles, it was not employed. In someof the articles, it was not always
clear whether the control groups, when used, were or were not subject
to any of the treatments given to the experimental groups. Again, in
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spite of this lack, the authorsof these articles felt no compunction about
making sweeping generalizations about the efficacy of Head Start.

On the whole, there is nothing among these 46 articles on preschool
children that would support the hypothesis that blacks and whites are
equal in intelligence. There is no support for the hypothesis that the
differences noted were caused largely by environmentalfactors, cultural
factors, or economic factors, and there clearly is no support for the
notion that special intervention programs have reducedracial differences
in intelligence. Since the estimated overlap of these 46 articles was below
10%, there is surely no evidence that any of the improvements in the

black’s cultural conditions in the past 60 years has, as posited by the
Cultural Hypothesis, increased his intelligence.



Il

School Children

Frank C. J. McGurk

Abramson (1969) examined the effects of race of examiner on the
Peabody Picture Vocabulary Test scores of black and white children
in kindergarten and grade 1 of the New York City public schools. Two
white and two black examiners (“neighborhood women’’) tested 44 black
and 69 white kindergarten children and 41 black and 47 white grade 1
children who had been assigned to them randomly. Theoriginal selection
of the samples wasnot given. The data were treated by ANOVA,leading
the author to conclude that “. . . main effects and their interaction were
Statistically significant for first grade and not . . . kindergarten. . .”
(p. 244). When this reviewer combined the data for the examiners and
computed ts for the author’s data, the mean difference between 35 whites
tested by whites vs. 34 whites tested by blacks was, for kindergarten
children, 5.03 points; its standard error (SE) was 2.74 and t was 1.82,
significant at .10 level but not at the .05 level. For the 44 black kindergar-
ten children, the mean difference between those 22 tested by whites vs.
those 22 tested by blacks was 1.18 points; its SE was 3.00 and t was
0.39, not significant at the .90 level. For the grade 1 children, the mean
difference between 25 whites tested by whites vs. 22 whites tested by
blacks was 2.76 points; its SE was 2.53 and t was 1.09, significant at
.30 level. For the 20 grade 1 black children tested by whites vs. those
21 blacks tested by blacks the mean difference was 1.48 points; its SE
was 2.25 and t was 0.66, significant at .50 level. The author tried to
explain why he foundsignificant differences at one grade level and not
at the other; some of his reasons were interesting.
Although the Ames and August (1966) study was primarily a report

on racial Rorschach differences, the authors presented IQs on Wechsler
Intelligence Scale for Children (WISC) and Slosson Individual Intelli-
gence Test (SIIT) for 217 black, New Haven, Connecticut, children who
ranged in age from 5 to 10 years. How the children were chosen was
not given. Mean WISC IQs ranged from 105.4 to 118 for three schools;
SITT averaged 93 for one school. Conclusions were limited to Rorschach:

31
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black responses wereless “good” than white responses. Blacks wereless
productive, less creative, less emotionally responsive, and morerestrictive
than same-aged whites, but blacks were more accurate than whites. Blacks
resembled whites most at age 5; thereafter, racial differences became
increasingly large.
The Ames and Ilg (1967) paper contained the same data that was

presented in Ames and August, 1966. This time, Ames and Ilg stated
that the work was sponsored by the Ford Foundation (a) to identify
black children of academic promise, and (b) to compare the appearance
of behavior patterns in blacks and whites. In Ames and Ilg, N was
given as 388 blacks from Lincoln School in New Haven, Connecticut,
in 1964-5; in Ames and August, N was given as 217. Identical mean
scores were reported in each paper. However, Ames and August noted
that some of the reported IQs were WISC data; in Ames andIlg, no
such notation was made. The grade range in AmesandIlg was kindergar-
ten to grade 5. Apparently, grade 5 children took the Slosson Individual
Intelligence Test only. For all grades, all whites were excluded as were
all over-age blacks and all others showing no academic promise.In spite
of this, Ames and Ilg presented tables showing the percent of children
per grade who were considered academically promising—based on the
total number of children in that grade. Rorschach data were given.

Asbury’s (1973a) study was done “. . . to add to, strengthen, and
clarify existing research relating cognitive factors to the discrepant school
achievementofwhite and Black. . . first grade children” (p. 126). During
the 1968-9 school year, PPVT, four subtests of Primary Mental Abilities
Test (PMA), a preschool inventory, and a reading readiness test were
given to a random sample of 225 (98 black and 127 white) children
from a rural North Carolina county. Ages ranged from 5-11 to 6-8.
The data were treated by analysis of variance, and no mean scores were
given. The author concluded that over- and under-achievers were not
significantly different on cognitive tests and that there were nosex differ-
ences. Except for PMA Perceptual Ability subtest, whites scored signifi-
cantly higher than blacks.
Asbury (1973b) reported on the same subjects on which he reported

in Asbury, 1973a, except that, in 1973b, the sample of 225 was described

as a randomstratified sample. A SES measure was added in 1973b. As
in 1973a, no mean scores for PPVT or PMA were included in 1973b,

but there were several tables of chi square results between achievement
level and several SES factors, although the author never made clear
why he used chi square. There were no clear-cut conclusions.
The purpose of the Baker and Owen (1969) article was to compare

“personality related variables’ of children who were attending integrated
schools for the first time (W-N and B-N) with those of children who
had attended integrated schools the previous year (W-O and B-O). Sub-
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jects were selected from grade 1 (25 white and 10 black) and grades 4
and 5 (30 white and 7 black). The method of selection was not given.
Lorge-Thorndike Intelligence Test (L-T) scores were available (school
records? ); a personality test and SES measures were administered to
those chosen. For grade 1, the mean L-T IQs were: W-O 110, W-N
119, B-O 105, and B-N 96; Ns were, respectively, 17, 8, 1, and 9. For
grades 4 and 5 combined, the L-T mean IQs were: W-O 111, W-N
105, B-O 107, and B-N 88; the respective Ns were 22, 8, 1, and 6.
The authors treated their data by ANOVA, concluding that the L-T
racial differences were significant and that both sets of B-N children
were lower than the other groups.

Barnebey (1973) reported that she found only partial support for the
hypothesis that race of examineraffected the test scores of the 80 children
(40 black and 40 white) to whom 20 nonprofessional examiners adminis-
tered the PPVT and the WISC Coding Subtest. The children were ran-
domly selected from two integrated neighborhood elementary schools
in an otherwise undescribed area. Each child was examined by one white
and one black examiner. The data were treated by ANOVA.Nosupport
for the hypothesis was obtained from the WISC Coding Subtest. On
PPVT, black examiners showed a small gain for white children from
first to second test, but this did not appear among black examiners for
black subjects. White examiners showed a slight gain for black children
from first to second test. No data were presented, but the author con-
cluded that white experimenters did not have a negative effect on black
test scores.

In order to study the internal structure of Raven’s Progressive Matrices
(RPM), Bartlett, Newbrough, and Tulkin (1972) re-analyzed data pub-
lished earlier (Tulkin, 1968; Tulkin and Newbrough, 1968). No data
appeared in the present published article, but in a supplement offered
by the authors, data in some detail were given. Item difficulty and set
difficulty were the same for both racial groups. The authors speculated
that the poorer performance of low SES blacks, relative to low SES
whites, may have resulted from “perceptual rigidity” rather than from
lack of reasoning ability (no racial differences had been found between
high SES blacks and whites). The authors also concluded that further
study of the internal structure of RPM was needed.
Baughman and Dahlstrom’s book (1968) was a discussion of 3 separate

studies. In Study 1, designed to show racial differences, the S-B was
administered to 542 black and 464 white children who were 6 to 15
years of age. How the sample was selected was not given other than
that they were children who, in 1961-2, were in 2 white schools and 1
black school, plus 60% of the children in a second black school. A
fictitious name, Millfield, was given to the location of the study. The
mean S-B IQs were 97.8, SD = 14.4 for whites and 84.6, SD = 13.0
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for blacks. The racial difference wascalled significant at .001. The authors

claimed a significant black overlap of the white mean, arguing that,

from a knowledge of a child’s IQ, one could not predict the child’s

race. Black overlap, however, was 18%. The authors pointed out that

children of both races earned IQs in the 50-59 range, but forgot to

say that there were 7 times more blacks than whites in that range. It

was said also that 3.6 times as many blacks than whites needed special

school programs.
PMA had been administered to 437 white and 642 black children in

Millfield, probably during the 1961-2 school year. The selection of the

sample was not discussed. The mean total IQ was 94.6, SD = 14.2 for

whites and 77.4, SD = 14.1 for blacks. Black overlap was 11%. The

authors presented a detailed description of the racial differences for the

PMAsubtests, but generally ignored the differences in total IQ. The

authors concluded (a) that black IQ wassignificantly lower than white

IQ; (b) that black PMA IQs were lower than their S-B IQs; and (c)

that PMA was not an appropriate test for blacks.

Study 2, designed to show changes in IQ over time, began in the

Fall, 1964. The subjects were 57 black children (those remaining of a

set of 73 originally tested with S-B in Grade 1 in 1961-2). The subjects

were retested with S-B in 1964. Twenty-nine boys decreased in IQ from

83.5 to 81.6, and 28 girls increased in IQ from 84.0 to 84.8. The authors

said little about the mean changes; instead, they pointed out that 30%

had gained in IQ by 5 or more points, and that 35% had lost in IQ

by the same amount. Ofan original set of 68 white children, 58 were

recovered in 1964 and retested with S-B. Their initial IQs had been

97.6, SD = 17.5 for 29 boys, and 94.6, SD = 13.3 for 29 girls. The

1964 IQs were 98.2, SD = 21.6 for boys, and 95.1, SD = 15.9 for girls.

Twenty-six percent of these children gained 5 or more points, and 29%

lost 5 or more points.
Study 3 was to show theeffects of kindergarten attendance on IQ.

For 3 consecutive school years, the S-B had been given to white and

black children, first when they entered kindergarten in the Fall, and

again the following Spring. Over 3 years (1962-5), 83 white children

had attended kindergarten; their mean initial IQ was 97.8, and their

second IQ was 105.1. For 73 controls (non-kindergarten children), the

same change was from 100.3 to 102.2. Why the authorscalled this change

significant at .001 was notclear; the net change was 5.4 IQ points, and

its significance can be questioned. For 80 black children similarly trained

and tested, the change was from 91.2 to 92.3. For 74 black control

children, the change was from 88.7 to 88.5. The net change was 1.3

IQ points. The authors concluded that kindergarten helps the white child,

but not the black child. Enrollment in kindergarten had been limited

to 5-year-olds from 2 school districts, and to those children of parents
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who enrolled them voluntarily. Attendance was not compulsory. The

control children were selected from other school districts by an unknown

means.
The PMA had also been given to 84 white and 81 black children

who, over the same period of time, had attended kindergarten. Whether

these were the same children as those included in the S-B study was

not clear. However, the white children gained (in raw score) from 55.6
in the Fall of their kindergarten year, to 77.4 in the following Spring.

For 70 white control children, the change was from 56.2 to 73.8. The
authors called this change significant at the .01 level even though the
net change in raw score was only 4.2 points. This would have been a
very small change in IQ terms. For the 81 black kindergarten children
so treated, the change was from 35.3 to 58.8. The black control children
changed from 33.1 to 44.6. The authors called this significant at .001
even though the net change was 12.0 raw score points, and the IQ equiva-
lent was not given. Data for testing the net change were also missing.
The authors concluded that (a) all children benefited some from kinder-
garten; and (b) the effects of kindergarten were greater for blacks than
for whites. It should be pointed out that the results from the PMA
were almost exactly opposite of those obtained from the S-B, and that
both tests were given to a select sample of children according to directions
which were unique to these studies.
The purpose of the Burnes (1970) article was to study differences

between SES and racial groups of subjects, particularly for patterns of
performance amongthese groups on the subtests of WISC. The subjects
were normal8-year-old boys selected from a large Catholic schooldistrict
of a midwestern metropolitan area on the bases of age, race, and SES.

Subjects were separated into upper-middle-class blacks (N1), upper-mid-
dle-class whites (W1), lower-class blacks (N7), and lower-class whites
(W7). There were 20 in each group except N1 where only 18 children
were found, even after requirements had been relaxed. All 12 subtests
of WISC were given to all children. Data were treated by ANOVA,
but no data were given. Pattern of scores was strikingly similar. Mean
white and black subtest scores were so alike the children could have
been matched on them.

Caldwell and Knight’s (1970) study was done to investigate the effects
of examiner’s race on test scores of black children. Both white and black —
examiners administered both Form L and Form M of the 1937 revision
of the Stanford-Binet to 15 grade 6 black males so selected from two
elementary schools in “a Southern city’ that the children were matched
on score on California Test of Mental Maturity (CTMM). Subjects were
randomized into three sets (A, B, and C) of subjects of five each. C
was a control group. CTMM IQfor all subjects was 93.13. The authors
treated their data by ANOVAandconcluded that there were nosignifi-



36 The Testing of Negro Intelligence

cant differences between the IQs obtained by black and white examiners.
To study the nature of the intellectual deficits of blacks, Caldwell

and Smith (1968) reported on a set of WISC records from tests that
had been administered in the 1950s. While no mental defectives were
accepted, six black boys and six black girls were selected at random
from each of five southern states for seven age groups from 5-7 to
12-6 (N per state was 84). They were selected only from those communi-
ties where a black or a white college existed. All 12 subtests of WISC
had been given to each child. The mean Verbal IQ was 90.6, SD =
11.6; the mean Performance IQ was 82.7, SD = 13.2; and the mean
Full Scale IQ was 85.6, SD = 11.2. Verbal IQs were significantly higher
than Performance IQs, and there were no sex differences. Mean scores
for some states were higher than those of other states for various parts
of the WISC.

Carver’s (1968) article is a non-professional’s excellent description of
what he calls an experiment that failed. In brief, the experiment was
an attempt to reduce the racial difference in intelligence by designing a
test so suited to the social scientists’ opinions of why there are test
score differences that such differences would disappear. The outcome
was a test recorded on tape and taken aurally so as to overcome the
low reading level of blacks and their lack of enthusiasm for the usual
test. (Both of these factors were advanced as the two real causes of
racial differences.) The test was first given to 393 grade 8 blacks in
Washington, D.C. The School and College Ability Test (SCAT) and
the Listening and Reading subtests of the Sequential Tests of Educational
Progress (STEP) were also given. Correlation between the new test and
the verbal part of SCAT was .61, and between the new test and STEP

Reading Test, .49. Later, the new test and part of STEP and SCATII
were administered to 182 low-income blacks, 132 middle-incomeblacks,

110 low-income whites, and 191 middle-income whites. The new test
was called both valid and reliable. The racial difference with the new
test was approximately the racial difference found generally—the black
mean was, roughly, 1 SD below the white mean.In spite of these findings,

the author continued the article, making the best possible case for a
cultural explanation of race differences and, amongotherthings, suggest-
ing that a test for blacks, on video tape, be devised.

In order to describe the influence of adjustment status and age on
Bender-Gestalt performance, Cerbus and Oziel (1971) examined 20 black
children selected by their school as having learning or adjustment prob-
lems and 20 black control children chosen at random from a pool of
children without such problems. Controls and problem children were
matched for grade and sex; all were 6—7 to 11-7 years of age, and all
were in grades 1 through 4. The only datum reported was the mean
Full Scale WISC IQ of 97, SD = 12.4 for the control children.

In 1970, Cicirelli, Evans, and Schiller wrote a long reply to the criticism
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of the Westinghouse Learning Corporation/Ohio University evaluation

of Head Start. They defended the Westinghouse report but did so without

the publication of data. Therefore, this article is included herein for

the record only.
Cicirelli, Granger, Schemmel, Cooper, and Holthouse (1971) presented

an analysis of the data for ITPA from the Westinghouse/Ohio University

(1969) evaluation of Head Start Summer Programs, but reported no

data for the control subjects, and did not report total ITPA scores.

This article was in response to criticism of Smith and Bissell (1970).

The subjects were from 75 summer Head Start centers in 1966-7; 71

centers had “graduates” in grade 1, 68 in grade 2, and 49 in grade 3.

Eight “graduates” were selected randomly from each center at each grade

level. At grade 1, 276 were white, 193 were black, and 64 were Mexican-

American. At grade 2, these Ns were 271, 186, and 67, respectively.

At grade 3, the respective Ns were 199, 159, and 22. The tests were

administered by trained examiners. Data were presented for 10 subtests

of ITPA by grade and total sample, for whites, blacks, and Chicanos

separately. The scores of the Head Start children were below, and more

variable than, those of the normative group. Head Start children tended

to be stronger in ‘“‘visual channels” and manual expression, and weakest

in “auditory channels’ and language. The three racial groups werere-

markably similar in all scores, and each racial group seemed to have a

different test pattern which was consistent over grade. The authors com-

mented that Head Start programs should be designed aroundtheracial

test patterns.

The Cole and Fowler (1974) publication was to show whether, for

54 black children from northeastern Georgia and South Carolina,reliable

differences existed among the subtests of WISC. All subjects (mean age

9-8) had been referred for testing because of academic problems. There

was no difference between verbal and performanceabilities, but the au-

thors presented scores for subtests only. Significant differences were found
between Picture Arrangement and each of the following: Similarities,

Picture Completion, and Comprehension; also between Information and
the same three tests mentioned above.
What is now known as the Coleman Report (Coleman, 1966) was

written (as directed by Sec. 402 of the Civil Rights Act of 1964) as a
survey of educational opportunities for minorities. A nationwide random

stratified sample of school children of grades 1, 3, 6, 9, and 12 was
planned to include 900,000 children, half of whom were to be white,

the other half minorities (pp. 550-4). The school was the sampling unit.

Tests for grades 1 and 3 were the Picture Vocabulary subtest of the
Inter-American Tests of General Ability (IATGA) for verbal intelligence

and the Association and the Classification subtests of IATGA for nonver-
bal intelligence. For grades 6, 9, and 12, the Sentence Completion subtests

and the Synonyms subtest of the School and College Abilities Test
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(SCAT) were the verbal intelligence measures; the Classification and
the Analogies subtests of IATGA were the nonverbal intelligence mea-
sures (Table 9.9.1, p. 576).
Data for the intelligence of blacks and whites were limited. There

were no age data, and SDs were completely absent. Table 9 (p. 20)
presented scores for black and white grade 1 and grade 12 children.
There were also scores for college students (grades 13 and 16), probably
scores on the National Teacher Examination (Tables 4.5.2 to 4.5.6, pp.
345—6). The main data (grades 1 through 12) were contained in a series
of bar diagrams (Figures 3.11.1 through 3.11.23, pp. 221-243). From
these, this reviewer made the following estimates of black and white
test scores (data are T-scores):

Estimated Median Ability Test
Scores by Grade

  

Verbal Nonverbal

% Black % Black
Grade Black White Overlap Black White Overlap Source

1 47 54 24 43 55 12 pp. 221-2
3 45 53 21 46 52 27 pp. 223-5
6 43 52 18 44 54 16 pp. 228-9
9 42 53 15 44 54 16 pp. 232-3
12 40 52 11 42 53 14 pp. 242-3

 

Tables 8.12.1 and 8.12.2 (pp. 492-3) contained data for a study of
the effectiveness of Head Start. The tests from which the data were
derived were not specified (except as “ability scores”), but they may
have been subtests of IATGA. The data presented below are this review-
er’s combination of the author’s data for five metropolitan and three
nonmetropolitan areas:

Mean Ability Scores, Entire Country
Grade 1 Children

Verbal Nonverbal N

Black White Black White Black White

Head Start Not
Available (could
not participate) 16.448 19.252 18.734 26.454 5,371 5,545

Head Start Availa-
ble (did not partici-
pate) 15.564 18.702 16.348 24.379 2,716 2,294

Head Start Availa-

ble (participated) 15.702 18.065 16.089 22.484 6,012 2,990

Total 15.960 18.808 17.147 24.918 14,099 10,829
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Head Start was no booneither for blacks or for whites, and Coleman

commented that participants in Head Start programs were “. . . almost
universally below . . . children in areas where the Head Start program
wasnot offered” (p. 493). He could have commentedalso that, in general,
Head Start participants were lower than children who did not attend
Head Start programs where such programswereoffered.

Tables 8.13.2 and 8.13.3 (pp. 495-6) contained data showing the influ-
ence of both kindergarten attendance and Head Start participation on
grade | ability scores. These data were presented for metropolitan and
nonmetropolitan areas separately, and were combined by the reviewer.
(See tabulation on pg. 40.)
Whether verbal or nonverbal scores were considered, those children,

black or white, who did not attend Head Start programs but who did
attend kindergarten, had higher mean ability scores than the other two
categories of subjects. However, there were no SDs for the measure
used in Tables 8.13.2 and 8.13.3, and it is impossible to estimate whether
the changes were random orsignificantly systematic. Kindergarten atten-
dance raised the mean verbal score of blacks by 1.5 points; of whites,
1.3 points. Black nonverbal score was raised 3.6 points by kindergarten
attendance; white nonverbal score increased 4.1 points. These changes
may or may not have been significant. Coleman, himself, was cautious
about his comments (pp. 494-7).
The purpose of the Cooper, York, Daston, and Adamsarticle (1967)

was to show that the practice of committing blacks to institutions for
the mentally retarded was incorrect, and to devise some measure that
would distinguish between “academically disabled’ and the truly men-
tally retarded. When the authors applied the Cooper Behavior Index
(CBI) to 58 already-committed southern black adolescents, they found
disagreement between scores on the commitmenttests and the CBIscores.
On the basis of CBI scores, the authors separated the 58 subjects into
29 behaviorally retarded (Group A) and 29 behaviorally non-retarded
(Group B). The pre-commitment data and the CBIscores were in sharp
disagreement. The Porteus Maze Test (PMT) and the AmmonsPicture
Vocabulary Test (APVT) were administered, the latter for a second time
to some of the patients since APVT, along with WISC and ArmyBeta,
had been used as precommitment tests. The reported precommitment
score for WISC Full Scale IQ of 20 Group A patients was 56.0, SD =
9.3, and the mean Beta IQ for 9 of the Group A patients was 48.6,
SD = 7.9. For the Group B subjects, the mean Full Scale WISC IQ
of 22 subjects was 63.1, SD = 8.3, and the Beta IQ for 7 Group B
subjects was 59.4, SD = 9.1. The post-commitment mean score of 29
Group A subjects was, for APVT, 40.6, SD = 21.9, and for PMT,63.6,
SD = 15.6. For Group B subjects, the post-commitment mean score
on APVT was 45.4, SD = 17.0, and the mean PMT IQ was 121.7,
SD = 9.3. The authors concluded that only the PMT permitted the
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proper discrimination between the retarded and the non-retarded, but

the authors failed completely to mention the validation of their CBI.

Covin and Hatch (1977) sought to study age changes in IQ of white

and black children. The WechslerIntelligence Scale for Children, Revised

(WISC-R) had been administered by a white examiner who was unknown

to 343 black males, 174 black females, 258 white males, and 156 white

females, aged 6 through 15 years. The children had been referred by

teachers for psychometric evaluation because of poor school performance;

all were low SES from rural and small-town areas. Data were given

for each age (6 through 15) by race, along with racial differences and

ts. The authors concluded that whites were higher than blacks, signifi-

cantly so at every age except 6, 8, and 10. This reviewer’s computation

of the mean IQs of all children yielded a black mean of 66.54 and a

white mean of 76.35. The IQs of blacks decreased from age 10 through
14, but there was no clear change in white IQs. Since WISC-R had

included blacks in the standardization sample, the authors regardedtheir
findings as important.

In what was called a follow-up longitudinal study of children who
were subjected to pre-schoolintervention programsin the 1960s, Darling-

ton, Royce, Snipper, Murray, and Lazar (1980) described the results
of the school progress of as many of the original children from 11 earlier

studies as could be found in 1976. The authors adopted the criterion
that, between the pre-school programs of the 1960s and the time the
child was “‘recovered”’ for later study, if a child had not been held back
in grade or assigned to a special class (other than for speech), that child

was evidence of the success of the pre-school program. Out of about
2,700 original subjects, 1,599 were recovered. They ranged in age from
9 to 19 years, were 94% black, and from semiskilled- or unskilled-worker
homes. Although the authors commented that intelligence test scores
had been collected from the 11 earlier studies, no such data appeared
in their article. The question of attrition was solved by noting that attrition
in one study was aboutlike attrition in another study. The authors con-
cludedfinally that preschool-program children had fewer schoolfailures,
fewer assignments to special class, and fewer grade retentions than control
children who had not attended the special pre-school program. They,
the authors, made no commentonthescientific adequacy of the studies
upon which they based their article, and while they talked of 12 studies,

they showed data for 11 of them without explanation. Only one of these
studies (Gray and Klaus, 1970) is reviewed in the present volume. There
is Some question about the adequacy of the authors’ statistics. Whatever
the authors concluded about school progress, they failed to make any
comment about changes in intelligence of their subjects.
The Datta, Schaefer, and Davis (1968) study wasinterested in attitudes

of white teachers toward black pupils. From a pool of 177 blacks and
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805 “others,” 100 blacks and 100 “others” were chosen by a table of
random numbers from the seventh grades of the schools in a northern
Virginia area. The California Mental Maturity Test IQs were available
from the school records. The mean IQ of the blacks was 87.5; of the
“others,” 113.0. Racial intelligence was not a majorinterest of the authors
and their comments dealt, appropriately, with their interests.

Dillon and Carlson’s (1978) general purpose was to comparetheperfor-
mance of different racial groups and different age groups of children
when “‘testing-the-limits” procedures were compared with standardtest
directions. The subjects were 189 middle-class whites, blacks, and Mexi-
can-Americans. Each racial group was equally represented by 63 children.
The children were classified under three age groups (5 to 6, 7 to 8,
and 9 to 10) and were randomly assigned to three testing conditions:
Condition (a), standard test directions; Condition (b), verbalizing during
and after the solution to a problem; and Condition (c), the verbalizing
of Condition (b) plus an explanation of principles of the solution given
by the tester. No other information about the subjects was given. The
data were treated by ANOVAin 3 X 3 X 3 randomized block design
where cell N was seven children each. The tests were the Matrices and
the Order of Appearance subtests of Winkleman’s Piaget-type test battery
and were describedin the article. The authors concluded that Conditions
(b) and (c) improved test performance over that of Condition (a), but
the authors correctly warned that interpretations of their results must
be cautious and that further research was needed. In order to evaluate
such research as this, it is essential that what transpires between tester
and testee in Conditions (b) and (c) be clearly known.It is easily foreseen
that some types of “‘testing-the-limits’” could destroy the validity of a
test, compared with whatvalidity prevailed under standard testing condi-
tions. While “‘testing-the limits’? procedures may eliminate racial test
score differences, this might be done at the expense ofa test’s validity.
The authors did not seem aware of this problem.

In a long and complex article, Farnham-Diggory (1970) investigated
this problem: Granted racial differences in intelligence, what are the
differences, and how can they be reduced? The author answered with

three experiments, two of which contained three tasks, and the third

experiment contained two tasks. The tasks were original Piagetian prob-
lems that were well described in the article. In each experiment, the
subjects were given pre-training which they wereto use in a novel recom-
bination to accomplish the tasks. In experiment 1, 96 blacks and 96
whites (half low SES, half high SES), selected by their teachers from
grades 1 through 4 (aged 6 to 9 years), performed a Verbal Task, a

Maplike Task, and a Mathematical Task. No racial differences were
found for the Verbal Task; race, age, and SES differences appeared for
the Maplike Task; and race, age, and SES differences were found for
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the Mathematical Task. In experiment 2, 110 black inner-city children
were given another set of Verbal, Maplike, and Mathematical Tasks in

order to see how the synthesizing ability of blacks could be raised. The
author’s conclusions are not clear. In experiment 3, 70 blacks and 70
whites (grades K and 2), aged 5 through 7 years, were selected from
‘““Milltown”’ schools and were subjected to two tasks under seven experi-
mental conditions. For the Maplike Task, the black and white reaction
patterns differed. For the Mathematical Task, neither race benefited from
pre-training.
The author concluded that children of both races may have a wider

variety of “‘systems”’ available for operational thinking than is known.
Differences between sexes and races in the occurrencesof these ‘“‘systems”’
should not involve stigma. We should teach children in accordance with
the available “‘systems” possessed.

Frerichs’ article (1971) was more related to self-esteem than to black
intelligence. The author separated 78 grade 6 black children (from the
inner city of a large midwestern city) into highest, middle, and lowest
thirds by IQ. The IQ range (test unspecified) of the highest third was
97 to 142 (mean of 108), the middle third ranged between 87 and 96
(mean not given), and the range of the lowest third was 61 to 86 (mean
of 80). Grade point averages and reading scores were given, as were
scores on a Self-esteem scale. The author confined his commentstoself-
esteem.

Gerstein, Brodzinsky, and Reiskind (1976) sought to demonstrate that
the Rorschach Test was a morevalid test of black intelligence than
the usual intelligence test. They reexamined the test batteries of 87 white
and 86 black children who had been patients at a child guidanceclinic
in Philadelphia, Pennsylvania, dividing them first into three age-groups
(7-8, 10-11, and 13-14) and then into two IQ groupsaccording to Full ~~
Scale WISC IQ. Blacks and whites were equivalent in IQ, age, and SES,
and the children were “. . . heterogeneous with respect to diagnostic
category” (p. 761). Rorschach protocols were rescored so as to yield
degrees of organization. The mean developmental level (Rorschach score)
of blacks was higher than that for whites, and the authors concluded
that the low IQ blacks appeared to have “. . . intellectual capacities
that are not reflected on standard intelligence tests” (p. 763); however,
‘*. . . the present study seems to raise as many questions as it answers”
(p. 764).
The problem in the Goffeney, Henderson, and Butler (1971) article

was the determination of the ability by which the Bayley Infant Scale
(BIS), given at 8 monthsof age, could predict WISC and Bender-Gestalt
(BG) scores at 7 years of age. As of May 31, 1969, 626 children (229
black and 397 white) from the Collaborative Study on Cerebral Palsy
at the University of Oregon Medical School (see Myrianthropoulos and
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French, 1968) were selected because they had completed the BIS and
the WISC and BG. The mean BISscores (items passed) were: Mental,
78.1 for blacks and 78.5 for whites; Fine Motor, 2.28 for both races;

Gross Motor, 6.38 for blacks and 6.11 for whites. The WISC IQs were:

Full Scale, 90.8 for blacks and 97.9 for whites; Verbal IQ, 89.3 for blacks

and 96.6 for whites; Performance IQ, 94.2 for blacks and 99.8 for whites.

The BG mean scores were 8.84 for blacks and 6.99 for whites. The
validity coefficients for all blacks varied between .05 and .20; for all

whites, between .14 and .24. Many coefficients were called significant,

but the authors were cautious in their comments. (See also Henderson,
Butler, and Goffeney, 1969).
Goldman and Hartig (1976) questioned whether WISC was valid

measure of minority intelligence. They selected 320 Chicanos, 201 blacks,

-and 430 white children, aged 6 to 11 years, from the Riverside, California,

schools. The whites were selected randomly from 11 predominantly white

schools, and the blacks and Chicanos wereall the children who attended

three de facto segregated schools. The SES of the sample approximated

the SES of the entire Riverside population. The mean WISC IQs of

whites, Chicanos, and blacks, respectively, were 107, 89, and 91. The

validity coefficients for Academic GPA, Social GPA, and Teachers’ Rat-

ings for Competence were .25, .49, and .46 for whites; .12, .28, and

.26 for Chicanos; and .14, .30, and .34 for blacks. The authors concluded

that while differences in variances may have contributed to the validity

coefficients, the WISC wasa valid predictor for whites but not for Chica-

nos or blacks.
Goldstein and Peck (1971) raised the question of whether “. . . racial

differences reported for the general population are present in a mental

health clinic population” (p. 379). The authors searched thefiles of the

outpatient department of the Division of Child and Adolescent Psychia-

try, King’s County Hospital Center, for all patients 8 to 16 years old,

whoserecords contained both WISC IQs and scores on “humanfigure

drawing” (HFD). Children with language barriers were excluded, and

all subjects were low and very low SES. There were 35 black males,

22 white males, 17 black females, and 18 white females. Mean ages of

the four groups ranged from 10.5 to 12.4 years. The mean WISC Full

Scale IQs were: black males, 89.72, SD = 18.21; white males, 91.95,

SD = 21.21; black females, 83.00, SD = 14.97; and white females, 91.82,

SD = 18.30. The authorsbuilt their rejection of Jensen and Shuey around

a set of tstatistics of racial differences that could not be verified by

this reviewer. So many of the published t-values were questionable that

one would do well to regard this article with caution.

Gordon’s study (1976) was doneto describe “‘. . . the socio-structural

correlates of differences in scholastic achievement . . .” (p. 4) between

blacks and whites. The author selected 1,102 children from grades 5



School Children 45

and 6, classified them by race, sex, and SES (middle- and working-class),
and divided each classification into 7 IQ groups. Of whites, there were
169 middle-class boys, 204 middle-class girls, 74 working-class boys,
and 76 working-class girls. Of blacks, there were 91 middle-class boys,
104 middle-class girls, 178 working-class boys, and 206 working-class
girls. The mean IQs(test unidentified) were (a) for whites: 107.6, SD =
13.5 for middle-class boys, 110.1, SD = 15.2 for middle-class girls, 99.7,
SD = 12.4 for working-class boys, and 104.4, SD = 13.4 for working-
class girls; and (b) for blacks: for the same SEScategories, in the same
order, the mean IQs were 100.2, SD = 11.5, 103.5, SD = 11.8, 93.8,
SD = 12.7, and 94.2, SD = 11.5. Achievement test data were available,
apparently from the records of an earlier experiment (from which the
subjects may have been taken), but this is not clearly stated. The achieve-
ment data were analysed by IQ groups, which led to the conclusion
that racial differences in achievement existed in all IQ groups, and that
the data were insufficient to reject or support Jensen’s thesis of racial
disparities in intelligence.
To study the effects of race of examineron thetest scores of adolescents,

Gould and Klein (1971) studied 46 blacks 2d 38 whites who were high-
potential pupils at the Summer High Schosi at Yale University in 1967.
Ages were not given. The subjects were divided into four groups; two
groups, each, were examined by black and white examiners. The Verbal
and Abstract Reasoning Scales of the Differential Aptitude Tests (DAT)
plus some social desirability scales were used. On Verbal Reasoning,
the white mean (34.97) was significantly higher than the black mean
(30.33). On Abstract Reasoning, whites (Mn. 40.76) were significantly
higher than blacks (Mn. 36.18). Neither black nor white intellectual
performance wasaffected by the race of examiner.

In 1963, Gray and Klaus published thefirst in a series of reports on
a complex intervention program for young black children in Murphrees-
boro and Columbia, Tennessee. The program began in 1961, and by
1963 Gray and Klaus had written two unpublished interim papers which
were reviewed by Shueyin 1966. Briefly, 61 black children, 3 to 4 years
of age in 1962, were divided randomly into three groups of about 20
each. T; and T2 were treatment groups; T; was the local control group.
A distal control group (T,) of 27 children from Columbia was added.
The intervention program was a mixture of summerschool, homevisits
by welfare workers, and attempts at parental education. The Stanford-
Binet Intelligence Scale (S-B), the Peabody Picture Vocabulary Test
(PPVT), the Wechsler Intelligence Scale for Children (WISC),theIllinois
Test of Psycholinguistics (ITPA), and achievement tests were used as
measuring instruments.

Since 1963, three reports have been published, two of which may
also be regarded as interim reports (Gray & Klaus, 1965; Klaus & Gray,
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1968). Since nothing further has been published, it may be assumed
that Gray and Klaus (1970) wasthefinal report. The important consider-
ation was the mental ability of the subjects at the end of the program
(at which time the children were 9 to 10 years of age and in grade 4)
compared to the mental ability of the children in May, 1962. By the
end of the program, S-B had been administered to all children 8 times,
PPVT 10 times, and WISC and ITPA abandoned during the program.

For S-B, as of May, 1962, the mean IQ for the treatment groups

(T, and T. combined) was 90.05, and the mean IQ of the control groups
(T3 and T, combined) was 86.13. In July, 1968, the means for these
two groups were 88.45 and 80.86, respectively. The net change was a
loss of 3.67 points. For the PPVT, in May, 1962, the mean IQ of the

combined treatment groups was 69.80, and the mean of the combined
control groups was 70.66. By July, 1968, these two means were 85.60
and 80.06, a net change of 6.40 points. There were not enough data
given to determine the significance of these two net changes. While the

authors expressed disappointment about the S-B data, they were en-
couraged by the PPVT data. The authors also commented that “All

four groups have shown a decline in IQ after the first grade...”
(p. 918) allegedly because of SESfactors.
The Green and Morgan (1969) article was concerned with the intellec-

tual damage done to the black children of Prince Edward County (Vir-

ginia) when their schools were closed (1959-63) to forestall integration.

The article compared the children who had had some education with

those who had had no education during the years in which the schools

were closed. The Stanford-Binet, 1960 revision, had originally been given

to 35 of the Some Education Group and 31 of the No Education Group,

and that test was repeated in 1965. The gain in IQ for the Some Education

Group varied with age between 4.0 and 6.0 IQ points. For the No Educa-

tion Group, the gain was equally modest for the 9-11 age group; for

the 12—14 age group, the gain was 18 points (regarded as significant

gain); and for the 15-17 age group there was a loss of 0.5 points. The

Chicago Non-verbal Examination, a group test, had been given in May,

1964, to 177 of the Some Education Group and 351 of the No Education

Group. Thesubjects ranged in age from 8 to 17, and the Some Education

children and No Education children, at each age level, were compared.

Except at ages 11, 16, and 17, the Some Education children weresignifi-

cantly superior to the No Education children. The authors concluded

that the children had been damaged by the closing of the schools.

The Guinagh (1971) article was an attempt to refute Jensen’s (1969a)

argument. Guinagh hypothesized that if children with low IQ but high

‘basic learning ability (BLA) improvedin IQ after training in the principles

~ underlying the IQ test, and if the children of low IQ and low BLA

did not improve after the same training, Jensen would be refuted (p.
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28). Guinagh identified BLA with digit span (DS) and IQ with Raven’s
Progressive Matrices (RPM). Evidently, both measures had been given
to 105 black and 84 white children—all from the Gainesville, Florida,
area, all in grade 3, and all low SES. A score of 20 or less on RPM
marked the low IQ children for each race. From this group, the 20
lowest on DS (Low BLA) andthe 20 highest on DS (High BLA) were
selected for each race. Randomly, each group of 20 was separated into
10 experimentals, 5 Hawthorne controls, and 5 pure controls. The experi-
mentals, the treatment groups, received training in concepts underlying
the RPM for seven, one-half hour sessions. The Hawthorne controls
received the same amountof training in word skills. The pure controls
received nothing. The RPM was given post-treatment and again four
weeks later (the retention measure). The Hawthorne controls and the
pure controls were finally combined. There were significant RPM differ-
ences between the racial groups pre-treatment and post-treatment, but
there were no racial differences for the third administration of RPM.
The author was modest in his claims about having refuted Jensen. A
comparison of the mean differences indicated that the experimental Low
IQ-Low BLAblacks and the experimental Low IQ-Low BLA whites,
who should have shownnosignificant increases in RPM, madesignificant
gains of 6.3 and 14.1 points, respectively, over their controls. In the
case of blacks, the gain over controls of the Low IQ-High BLA group
was significantly greater (.01 level) than the gain over controls of the
Low IQ-Low BLA;butin the case of whites, the gain of the experimental
over control for Low IQ-Low BLA wasnotsignificantly different from
the experimental gain over controls for the Low IQ-High BLA.
To test the relationship between attention span and IQ, Hall, Huppertz,

and Levi (1977) selected (randomly) 40 white and 40 black children,
aged 7 and 8 years and of unknown school grade, from a pool of 600
such-aged children who had been so collected for another study that
no more than four children were selected from the same classroom.
Half of each racial sample was low SES, half middle SES. The Peabody
Picture Vocabulary Test (PPVT), Raven’s Colored Progressive Matrices
(RCPM), and achievement tests were given. Three observers, using
agreed-upon behavior categories, watched the classroom behaviorofthese
children for several days. Test data were reported in mean percentiles
by SES. For white low SES children, the mean percentile of RCPM
was 52, for PPVT it was 64. For middle SES white children, the RCPM
mean percentile was 79, and for PPVT it was 83. For black low SES
children, RCPM mean percentile was 46, and for PPVT it was 39. For
the middle SES blacks, the RCPM was 60, the PPVT was 54. Racial
differences were called significant for both tests. The middle SES child
was described as being as disruptive in class as the low SES child, and
blacksas disruptive as whites. There wasnorelationship between achieve-
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ment level and attention level, but PPVT and RCPMscores weresignifi-

cantly related to achievement. The authors rejected the notion that such
tests as PPVT and RCPMshould not be used on ‘“‘disadvantaged”’ chil-
dren because of the children’s lack of attention.

Halpin, Halpin, and Torrance (1973) administered activities 4, 5, 6,
and 7 of the Torrance Tests of Creative Thinking, Verbal Form B, to

61 blind residential children in institutions in three southern states in

order to study the influence of sex, age, and race on creative thinking.

Ages were 6 through 12, and both whites and blacks were represented.

The data were treated by ANOVA. The mean score for whites at age

11 to 12 was significantly higher than the mean score of other whites

at other ages and higher than blacks at some ages. The authors concluded
that ‘. . . creative thinking abilities of blind children do not varysignifi-

cantly as a function of sex, race, or age’ (pp. 389-90).
Harris and Lovinger’s (1968) purpose was to cast some light on (a)

the reality of the black’s reported tendency to drop in IQ with increasing

age, and (b) the suitability of some of the measuring instruments used

to measure black intelligence. The subjects were 80 blacks from the

Queens Borough, New York, schools who had complete testing records

for grades 1, 3, 6, 7, 8, and 9, and who were, apparently, selected from

196 children when in grade 7. The sample was not random. In grade

1, the Pintner-Cunningham Primary Test IQ was 97.60, SD = 13.07.

In grade 3, the Otis Alpha IQ was 93.91, SD = 11.66; in grade 6, the

Otis Beta IQ was 88.34, SD = 11.41. In grade 7, the Wechsler Intelligence

Scale for Children (WISC) Full Scale IQ was 93.10, SD = 11.57. At

grade 8, the Pintner General Ability Test, Verbal IQ, was 92.15, SD =

16.02, and the Cattell Culture Fair IQ was 96.19, SD = 15.46. At grade

9, the Full Scale WISC IQ was 96.16, SD = 10.42. The authors concluded

that these data did not support the notion that black IQ falls with advanc-

ing age, but it should be noted that there was a broad mixtureoftests

and a non-random sample. The idea that black children are handicapped

by verbal test material also was not supported. The CCFIT wasconsidered

“a promising test” for use with black children. Tests where black IQ

was low were considered not appropriate tests for blacks.

Hawkes and Furst (1971) replicated an earlier study (Hawkes and

Koff, 1970) which dealt primarily with a comparison of the anxiety levels

of whites and blacks of varying SES, and the effects of anxiety on school

achievement. In the replication the authors administered an anxiety ques-

tionnaire of their own and collected IQ data, achievement scores, and

teachers’ ratings (when available) on a numberof grades 5 and 6 children

from a variety of schools. Of the 1,010 reported IQs, 33 were from

Stanford-Binet Intelligence Scale, 1960 revision; 60, from Kuhlman-An-

derson Intelligence Scale; 210, from the California Test of Mental Ma-

turity; and 707, from the Lorge-Thorndike General Intelligence Tests.
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The authors reported a single composite IQ for 416 whites of 108.68,
SD = 15.44, a composite IQ for 595 blacks of 88.20, SD = 13.54, and
a t-value for the mean difference of 22.02. The authors’ comments dealt
almost entirely with anxiety.
The Henderson, Butler, and Goffeney (1969) study was done to show

how effectively the Wechsler Intelligence Scale for Children (WISC) and
the Bender-Gestalt (BG) could predict arithmetic and reading achieve-
ment scores for whites and nonwhites. The subjects were 83 non-white
(95% black) children and 120 white children, aged 6-9 to 7-3 years,
and from the Cerebral Palsy Study of the University of Oregon Medical
School. (See also Goffeney, Henderson, and Butler, 1971.) All children
were low SES. The Wide Range Achievement Test (WRAT) wasalso
given. For whites, the BG mean score was 5.98, SD = 3.00, the mean
WISC IQ was 99.12, SD = 12.88, the mean Arithmetic score was 28.92,
SD = 5.51, and the mean Reading score was 27.31, SD = 6.30. For
non-whites, these same means, in the sameorder, were 8.06, SD = 3.36,
92.13, SD = 11.83, 27.07, SD = 5.54, and 27.06, SD = 5.08. The authors
concluded that BG added nothing to the predictive efficiency of WISC.

Henderson, Fay, Lindemann, and Clarkson (1973) sought to answer
four questions about the use of psychological tests on school children.
Their subjects were 247 black and 462 white 8-year-olds selected from
the University of Oregon Child Development Study. Those children who
had not completed certain preliminary tests were not included. Along
with the Wechsler Intelligence Scale for Children (WISC) and the Bender-
Gestalt (BG), the Goodenough-Harris Draw-A-Man Test (DAM), the
Illinois Test of Psycholinguistic Abilities (word association subtest)
(ITPA), and the Wide Range Achievement Test (WRAT) were given.
The following data were abstracted from Table 1, p. 348:

  

Black White

Mean SD Mean SD

WISC

Full Scale IQ 91.19 11.39 98.00 12.53
Verbal IQ 89.99 11.32 96.70 12.21
Performance IQ 94.37 12.70 99.88 13.96

BG 2.87 0.63 2.49 0.70
ITPA Word Assoc. 17.50 3.18 19.08 2.78
DAM 18.70 6.08 18.28 5.60

 

All racial differences were called significant. The authors concluded
that: (1) the lower mean test scores did not necessarily produce lower
predictive value for a test; (2) the test battery predicted more accurately
for females than for males but not significantly differently for blacks
and whites; (3) achievementtests generally predicted other achievements
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for 8-year-olds better than IQ tests; and (4) the Full Scale IQ of WISC

predicted 8-year-old reading best for white males, but not significantly

differently for white females, black females, and black males; and the

Performance IQ was as good for black males as for any other group.

Herzog, Newcomb, and Cisin (1972) investigated whether a nursery

school intervention program enhanceslater school achievement. The ex-

perimental group (EG) was 30 low SES black 3-year-olds who had at-

tended a nursery school program (never described) at Howard University

(Washington, D.C.) during 1964-9, and who wereselected from a pool

of names obtained by house-to-house solicitation in Washington, D.C.

The children had to be mentally and physically healthy, and the parents

had to speak English and agree to the participation of the child. The

EG was drawn randomly from one Washington censustract, and a control

group (CG) of 66 was drawn randomly from 3 other Washington census

tracts. EG attended nursery school for two years (1964-6) and remained

a coherent group through the nextthree years of school (grades K through

2). Nothing was said about CG except that they entered kindergarten

and completed grades 1 and 2 when EG did. As of 1972, both groups

werestill being followed. In 1964, the IQ on Stanford-Binet Intelligence

Scale (S-B) for EG was 81, SD = 11 and in 1969, it was 92, SD = 13.

For CG, these data were 85, SD = 11, and 87, SD = 12. The net change

of 9 points was significant at .02 level. The authors noted that EG and

CG reached their highest IQ in 1967 and that both were on the way

down in 1969 (which result the authors called disappointing), but that

one should attend to patterns of scores rather than to sizes of scores.

Holowinsky and Pascale (1972) were interested (a) in whether girls

achieved more on somesubtests of Wechsler Intelligence Scale for Chil-

dren (WISC) than boys, and vice versa, and (b) in whether white scores

were higher than black scores on certain WISC subtests. Subjects were

drawn from a single school district (culturally heterogeneous) and had

been referred for psychological study because of poor school achievement.

Markedly retarded children and those with emotional problems were

excluded. Subjects were generally low to mid-low SES. Four verbal sub-

tests of WISC were used. Total N was 134 (77 black and 57 white)

children with an IQ range of 57 to 129. As computed by this reviewer,

the mean IQ of the 57 whites was 83.08; that of the 77 blacks was

76.93. After analyzing their data in detail, even though the samples

were representative of neither blacks nor whites, the authors generalized

widely about subtest performance, sex, and race.

The Hughes and Lessler (1965) article was written to illustrate whether

the Peabody Picture Vocabulary Test (PPVT) could be used asa substi-

tute for the Wechsler Intelligence Scale for Children (WISC) on mentally

retarded children. Subjects were 83 black and 54 white children from

low SES rural North Carolina who were referred for evaluation by their
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schools. Ages ranged from 6 to 16 years, and grades were from 2 to
10. When the sexes were combined, this reviewer computed mean IQs
for WISC. For blacks, the mean Verbal IQ was 69.44, Performance IQ
66.33, and Full Scale IQ 64.98. For whites, Verbal IQ was 79.85, Perfor-
mance IQ 78.66, and Full Scale IQ 77.28. The mean PPVT IQs were:
blacks, 66.34; whites, 79.44. Correlations, called significantly different
from zero, for the three WISC IQs and PPVT varied between .58 and
.66 for black males, .41 to .56 for black females, .21 to .43 for white
males, and .42 to .56 for white females. The authors discussed error
for individual prediction of one test score from the other—up to 11
points for blacks when predicting WISC Performance from PPVT, and
up to 15 points for whites.

Isaac (1973) had three purposes in mind whenshe publishedherarticle:
(a) Between high and low SESchildren at the grade 1 level, were there
significant differences in perceptual-motor scores?; (b) Do such differences
exist between blacks and whites?; and (c) Does familiarity with the Bender
Motor Gestalt Test, or incentives, improve the perceptual-motor scores
of low SES children more than the samescores of high SES children?
Subjects were 60 whites from seven grade 1 classes of two elementary
schools in a suburban white school district, and 60, each, black and
white children of low SES from 13 grade 1 classes of four elementary
schools in a large, urban schooldistrict. While subjects were selected
by random numbers, those repeating kindergarten or grade 1, those re-
ferred for psychological problems, those with poor vision or neurological
impairment, and those whose parents spoke no English were excluded.
The Bender Motor Gestalt, Koppitz scoring (BG), and the Peabody
Picture Vocabulary Test (PPVT) were given individually, in the child’s
school, by a white female. Ten, each, boys and girls from each SES-
racial grouping were assigned at random to one of three conditions:
one to assess the effects of familiarity with the BG on repeat BGscores,

_ one to assess the effect of incentive on repeat BG scores, and a control
group. Oddly, nothing further was said about the control group. PPVT
IQs for the high SES whites were 111.33, SD = 11.13 for girls and
117.30, SD = 15.96 for boys. For the low SES whites, these values
were 103.23, SD = 14.77 and.100.17; SD = 19.73 for girls and boys,
respectively. For blacks, all low SES, the mean IQs were 90.77, SD =
9.52 and 91.33, SD = 10.86 for girls and boys, respectively. No significant
BGdifferences between the white groups appeared, but both white groups
weresuperior to the blacks. The author speculated that the low perfor-
mance of the blacks may have beenrelated to the white tester and cited
Anastasi (1958) as the only evidence. Familiarization and incentive did
not improvesignificantly the low SES groupmore than the high SES
group. There wasnosignificant correlation betweenBG and PPVT IQ.
The author thought fhat the findings had educational implications.
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Jensen’sfirst paper (1971) in this series was doneto test the hypothesis
that public schools discriminated educationally against minority children.
Using the classroom as the unit of random selection, the author obtained
2,453 whites, 2,263 Mexicans, and 1,853 blacks, grades K through 8,

from 10 counties in the California Greater Bay Area. Half of the children

were tested by special testers, half by their classroom teachers. When
a difference between tester and teacher appeared, the tester’s data were

taken; otherwise, the data were combined. Lorge-Thorndike Intelligence
Test was given to all children. The Figure Copying Test was given to
grades K through 6, and the Standard Matrices were given in grades 7

and 8. A test of rote memory was given in grades 2 through 8. Motiva-

tional and personality questionnaires and a Home Index (SES) were

also given. When racial differences were expressed in white sigma units,

there wasno evidenceofdiscrimination against either blacks or Mexicans.

The latter, although the lowest of the groups in SES, were closer in

score to whites than were blacks. The author concluded that not only

was there no supportin his data for the notion that schools discriminated

against either minority group, there was no supportalso for the “‘cumula-

tive deficit” theory.
The purpose of Jensen’s second study (1973b) was to determineif the

same Level I and LevelII relationships occurred in an agricultural sample

as in a highly urbanized sample. The subjects were grades 4, 5, and 6

children, all from one California school district, so sampled (classroom

the unit of sampling) as to be a stratified random sample of the area’s

white, black, and Mexican school populations. SES varied with the sam-

ple: whites were middle and lower-middle SES; blacks were lower-middle

and lower-SES; and the Mexicans were clearly the lowest in SES. N

varied with grade. For grades 4, 5, and 6, respectively, white Ns were

237, 242, and 219; black Ns were 189, 198, and 169; and Mexican Ns

were 239, 211, and 218. Tests used were the Lorge-Thorndike Verbal

and Nonverbal Tests (L-T), Raven’s Colored and Standard Matrices

(Raven), Memory for Numbers and Listening Attention Test (DS), an

achievement test, and the Home Index (SES). All tests were given in

the late fall, within a week’s period for any given class except for the

achievementtests. Half the samples were tested by special testers, half

by the classroom teachers; if no differences appeared, the data were com-

bined.
Results for L-T Verbal IQ for whites, blacks, and Mexicans, respec-

tively, were: for grade 4, 100.85, SD = 14.60, 88.03, SD = 11.27, and

89.76, SD = 12.17; for grade 5, 101.83, SD = 13.87, 87.36, SD = 11.38,

and 89.65, SD = 13.11; and for grade 6, 100.93, SD = 13.09, 90.35,

SD = 12.58, and 90.44, SD = 13.79. For L-T Nonverbal IQ, in the

same grade order, for whites, blacks, and Mexicans, respectively, the
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scores were: for grade 4, 108.61, SD = 16.05, 92.33, SD = 14.20, and

99.84, SD = 14.57; for grade 5, 110.07, SD = 14.93, 93.79, SD = 13.25,
and 99.47, SD = 14.77; and for grade 6, 110.22, SD = 12.89, 97.99,
SD = 14.64, and 101.87, SD = 14.63. Data (in raw score form) for
the three grades were not combined for the factor analysis; each grade
was considered an independentreplication of the entire study. Age was
partialled out of all intercorrelations. Three factors emerged: g; (crystal-
lized intelligence), gy (fluid intelligence), and memory. Thefirst two corre-
sponded with LevelII abilities, the last with Level I abilities. The author
concludedthat, by using a different methodology, he had confirmedearlier
findings regarding meanracial differences in Level I and LevelII abilities.
Consistent and significant differences in correlations of Level I and Level
II abilities with SES appeared for whites only; blacks and Mexicans
showed uniformly low correlations for ability factors and SES, and the
author suggested that this was less a racial difference than a matter of
the differential validity of the SES measure.

Jensen’s (1974a) article was written to investigate the “cumulative
deficit hypothesis” which holds that the IQs of blacks decrease with
age because of poor environmental inputs. After a thorough review of
the literature, the author found nosatisfactory empirical evidence to
support this hypothesis, and he then discussed possible longitudinal and _
cross-sectional experimental approachesto the problem as an introduction_
to his own experiment. Seventeen schools of the Berkeley (California)
Unified School District included some 4,000 white and 2,600 black chil-
dren in grades K through 6 (aged 514 to 12 years). For grades K and
1, the Lorge-Thorndike Intelligence Test, Level 1, Form B, Primary,
Nonverbal form wasused; for grades 2 and 3, Level 2, Form B, Primary,
Nonverbal form of L-T; and for grades 4, 5, and 6, Level 3, Form B,
Verbal and Nonverbal forms of L-T. The mean younger-older sibling
IQ difference and the absolute younger-older sib difference, within each
family, were averaged overall families in each racial group. The author
concluded:

A progressive age decrement in Negro IQ could exist. But it is
noteworthy that the prevailing general acceptance of the cumulative
deficit hypothesis as an explanation for the generally lower IQ of
Negroes as compared with Whites remains unsupported by any meth-
odologically sound evidence in the literature. The results of the pres-
ent study, in addition to the lack of contradictory evidence in the
previous research literature, suggest that the causes of the Negro
IQ deficit, whatever they mightbe, are not reflected in age decrements
beyond aboutage 5 but appearlargely to involve factors whoseinflu-
ences are already established before school age (p. 1018).
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After reviewing the literature on the effects of race of examiner on
IQs of black and white children, Jensen (1974b) described the results
of the testing of about 9,000 children (virtually the total population) in
17 California schools (grades K through 6) by 8 black and 12 white

examiners. The purpose was to assess the effects of race of examiner
~ on test scores. All examiners held degrees in psychology or education
and weregiven special training in testing with the Lorge-ThorndikeIntel-

ligence Test (L-T), the Figure Copying Test (FCT), the Listening-Atten-
tion and Memory for Numbers Test (LAMT), and the Speed and Persis-
tence Test (SPT). Regarding the L-T nonverbal part, white examiners
tested 2,642 whites and 1,893 blacks, and black examiners tested 1,624

whites and 988 blacks. On the verbal part of L-T, whites tested 1,190
whites and 567 blacks, and blacks tested 534 whites and 553 blacks.

On FCT, whites tested 1,776 whites and 1,327 blacks, and blacks tested

1,331 whites and 924 blacks. For SPT, whites tested 2,656 whites and

1,729 blacks, and blacks tested 1,114 whites and 914 blacks. For LAMT,

whites tested 1,870 whites and 1,466 blacks, and blacks tested 1,025

whites and 534 blacks. The data were treated by ANOVA,and it was

concluded that the unsystematic differences showed “. . . negligible
effects of race of E (examiner) on the mental test scores of the white
and black school children” (p. 12). Because of the large and representative
samples used in this study, the findings were considered to have wide

generality.
In anotherarticle, Jensen (1974c) attempted to answer this question:

Doesthe pupil’s ethnicity per se make any independent contribution

to the prediction of achievementover the predictive power obtained

by the multiple correlation of a number of psychometric, personality,

and background variables, none of which can be regarded merely

as substitute code names for the ethnic variable? (p. 659).

The author’s sample consisted of white, black, and Mexican-American

children, grades 1 through 8, in a California school district (probably

those described in Jensen, 1974a). The tests were those used earlier:

Lorge-Thorndike Intelligence Tests, Verbal and Nonverbal (L-T); Ra-

ven’s Progressive Matrices (RPM); Figure Copying Test (FCT); Listen-

ing-Attention Test and Memory for Numbers(DS), and Speed andPersis-

tence Test (SPT). The criteria of scholastic achievement were various

subtests of the Stanford Achievement battery. Gough’s Home Index mea-

sured SES, and the Junior Eysenck Personality Inventory (Extraversion

and Neuroticism) was the personality measure. Not all tests were given

to all subjects.
Data were given in correlation coefficients. The author concluded:
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In brief, the contribution of pupils’ ethnic group membership to
the prediction of scholastic performance, independently of psycho-
metric, personality, and status variables, is practically nil. This also
means that there is no evidence in these data that any differentially
discriminative forces in the school. . . differentially affect the scho-
lastic performance of children according to their ethnic membership
independently of the characteristics measured by the independent
variables in this study (p. 668).

Jensen’s (1974d) monograph wasactually three separate, complex stud-
ies, all related to the hypothesis that racial differences in IQ are caused
by culture bias in the tests. All three studies measured large samples
of black, white, and Mexican children. The Peabody Picture Vocabulary
Test (PPVT) was administered to all children. Raven’s Colored Pro-
gressive Matrices (Raven) were given to children under grade 7, and
the Standard Matrices (also designated here as Raven) were given to
grades 7 and 8. In Study I, the sample included 638 whites, 381 blacks,

and 644 Mexicans from Riverside, California, public schools. School
grades ranged from K through6, and there were, roughly, equal numbers
from each grade. Study II was performed on a random sample of 24
children of each sex from each of grades K, 1, and 3 from oneall-
white and one all-black school in Contra Costa, California. Total N
was 288. The average age of the whites was 6-11; of blacks, 7-2. There
were no Mexican children in this study. Study III involved a large,
representative sample of the three racial groups for grades 3 through
8. The subjects were from Kern County, California. Ns were 841 for
whites, 687 for blacks, and 788 for Mexicans. Amongthethree studies,
various statistical treatments were used and some 10 hypotheses were
tested. The author summarized the monographbysayingthat the present
set of analyses, in general, suggested little support for culture bias in
black scores for either PPVT or Raven. There was almost no evidence
of culture bias for Mexicans on Raven, but there was some doubt about
the Mexicans’ performance on PPVT. There was no doubt about the
performance of blacks on either test. The author continued that if the
racial differences in performance on PPVT and Raven werethe result
of cultural differences, it should be possible to construct other tests which
are biased in favor of the minority groups, but which show the same
psychometric properties as the present PPVT and Raven. If such new
tests could also be found to stand the kind of analyses to which PPVT
and Raven have been subjected, such “. . . would be a strong challenge
to any theory which holds that the average racial difference in IQ is
not attributable to cultural bias in the tests.” (p. 243)

In order to determine the validity of his Level I-Level II Theory of
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Intelligence, Jensen (1974e) established three specific hypothesesfortest-
ing: (a) SES classes will differ less in Level I ability than in Level II
ability, (6) correlation between Level I ability and Level II ability will
be greater in the upper and middle SES levels than in the low SES
level, and (c) the development of Level II ability will be dependent upon
the development of Level I ability, but not the reverse. The sample was
composed of 1,489 white and 1,123 black children from grades 4, 5,

and 6 in 14 elementary schools in the Berkeley Unified School District
of California, and they may have been part of the sample used in Jensen,
1974a. The whites came from better-than-average SES, and the blacks

were lower-middle to low SES. Tests (Memory for Numbers Test (DS),
and Level 3, Form B of the Lorge-Thorndike Intelligence Test (L-T))
were administered in the classrooms by three white and three black
testers who were assigned to the classrooms at random. Level I tests
(DS) and Level II (L-T) were always given by a different tester in differ-
ent sessions. The mean IQs for L-T were: Verbal IQ, for whites, 118.4,
SD = 15.7 and for blacks, 92.8, SD = 13.9; Nonverbal IQ, for whites
120.24, SD = 14.6 and for blacks, 95.4, SD = 15.5. The total mean

scores for DS were: whites 74.48, SD = 15.58; blacks 62.45, SD = 16.82.
Regarding Hypothesis (a), the racial difference on L-T (Level II) was
more than twice as muchastheracial difference on DS (Level I). Regard-
ing Hypothesis (b), higher correlations existed between DS and L-T scores
among whites (upper SES) than among blacks (low SES). Hypothesis
(c) was supported by the Nonverbal IQs but not by the Verbal IQs; it
was concluded that low or high scores in Level I ability were not incom-
patible with low or high scores in Level II ability.

Jensen had commented earlier (Jensen, 1974a, p. 1018) that a pro-
gressive age decrementin black IQ could exist but that, with a California
sample of blacks, no compelling evidence in support of that hypothesis
had appeared. He was now (Jensen, 1977b) testing the cumulative deficit
hypothesis with a rural, southern sample of both blacks and whites.
The California Test of Mental Maturity (CTMM) was administered to

all of the white (N = 653) and black (N = 826) children in the public
schools in a small, rural, southeastern Georgia town. The mean age

for whites was 12-4; for blacks, 11-8. No children were accepted from

families of less than two, or more than five, children. Blacks were of

low SES; whites, of low to lower-middle SES. The mean total IQs were

102, SD = 16.7 for whites, and 71, SD = 15.1 for blacks. All data

were collected by what Jensen called the sibling method (Jensen, 1974a),

i.e., the difference between a younger and an older sibling (Y-O). Y-O

was computed for IQ for each-sibling-and-the-next-oldest-sibling pairs

for all family sizes from two to five children, and if the Y-O difference

was positive, an age decrementin IQ wasindicated. The author concluded

that for rural Georgia children, a clear, significant, and substantial decre-
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ment in both verbal and nonverbal IQ was shown for blacks butnot

for whites. He commented, ‘““The phenomenonpredicted by the cumula-

tive deficit hypothesis is thus demonstrated at a high level of significance”

(p. 190). However, Jensen emphasized that such a conclusion supported

neither an environmental nor a genetic explanation of the findings, and

he suggested that both, together, could be the proper explanation. How-

ever, since he had found nosuch supportfor the culture deficit hypothesis

among California black children (1974a), the present finding favored

an environmental explanation.
Jensen and Figueroa (1975) sought to demonstrate the validity of the

Jensen Two-Factor Theory of Intelligence by showing that new predic-

tions about black and white IQ differences would be statistically signifi-

cant. In the Main Study, five novel hypotheses were considered; in the

Supplementary Studies, three old ones were tested. For the Main Study,

one boy andonegirl were selected randomly from each randomly selected

grade (K through 6) in each of 98 randomly selected California school
districts. Blacks and whites were sampled separately. Ages ranged from
5—O to 11-12. N for whites was 669; for blacks, 622. The Wechsler

Intelligence Scale for Children—Revised (WISC-R) was given by trained
psychometrists. Forward Digit Span (FDS) and Backward Digit Span
(BDS) were measured by the WISC-R digit span series, neither of which
series entered the computation of WISC-R IQs. For FDS, 3 to 9 digits
were given twice; score was | point for each correct series. For BDS,
2 to 8 digits were given twice, scored as for FDS. All raw scores were
converted to standard scores (Mn = 10, SD = 3) for each 4-month
age interval separately. Hypothesis 1 predicted that BDS (LevelII ability)
would be more highly correlated with IQ than would FDS (Level I
ability). This prediction was clearly demonstrated for blacks but less
so for whites. Hypothesis 2 stated that BDS would showa greaterracial
difference than would FDS. The data showed that the racial difference
for BDS was twice the size of the FDSracial difference. Hypothesis 3
stated that FDS and BDS would so interact with age that the FDS-
BDS difference would decrease with age. When these differences de-
creased from 2.71 to 1.77, the hypothesis was confirmed. For Hypothesis
4, the prediction was that blacks, relative to whites, would show less

convergence for FDS-BDSasageincreased. The differences among these
mean differences showednosignificant linear component, and the hypoth-
esis was rejected. Hypothesis 5 predicted an overall Race X Ageinterac-
tion, and this hypothesis was rejected also.

In the Supplementary Studies the Anxiety Hypothesis was considered
first. The authors selected random samples of 1,852 white and 1,476

black children (grades 2 through 8) from District A schools and 2,615
white and 2,134 black children (grades 2 through 6) from District B
schools. FDS was administered by tape replay, with and without delayed
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recall. All findings were opposite to the predictions from the Anxiety
Hypothesis which wasrejected. For the Task Difficulty Hypothesis, short
FDSseries (4, 5, and 6 digits) and long FDSseries (7, 8, and 9 digits)
were given to 100 black and 100 white children selected randomly from
the 11- and 12-year-olds from District A. The racial difference for short
FDS was .12; for long FDS, .13. There was nosignificant Race X Series
Length interaction. To test the Race of Examiner Hypothesis, one black
and one white psychometrist administered FDS with both immediate
and delayed recall to 98 white and 80 black children randomlyselected
from grades 2 through 6 from District B schools. The Race of Examiner
X Race of Subject interaction was notsignificant at any agelevel.

In order again to test the validity of Jensen’s Two-Factor Theory of
Intelligence, Jensen and Frederiksen (1973) selected an age-matched sam-
ple of 120 black and white grade 2 and grade 4 children from two public
schools—one dominantly white and one dominantly black. With respect
to SES, the sample was considered typical of both races; blacks were
low SES, and whites were middle SES. Ten white and 10 black children
of each grade were assigned at random to an uncategorized list (Study
A), a random-categorized list (Study B), and a block-categorized list
(Study C). In each study, on five separate occasions, the subjects were
presented with a set of 20 familiar objects at a two-second interval and
were told to remember them for later recall. After each presentation,
the subjects were given 90 seconds to recite the names of all of the
objects remembered. In Study A, the objects could not be grouped into
categories; learning was considered rote learning (Level I). In Study B,
designed to measure Level II ability, the objects could be grouped by
the subjects into four categories—clothing, tableware, furniture, and ani-
mals—but the objects were presented in random order. In Study C,
also designed to measure Level II ability, the objects were the same as
in Study B, but they were presented in categorized order, 1.e., first the

furniture objects, then the tableware objects, etc.

In Study A, no racial differences in recall appeared for either grade
2 or grade 4. This supported the hypothesis that there waslittle racial
difference in Level I ability. The performance difference between grades
2 and 4 was significant and was consistent with the hypothesis that ~
Level I ability increases with age. For Study B, the racial difference
was notsignificant at grade 2 but wassignificant at grade 4, and this
agreed with the hypothesis that Level II ability is a larger source of
racial variance than is Level I ability in older, rather than younger,
children. Grade 4 performance wasnotsignificantly different from grade
2 performance, although the whites showed the hypothesized growth
in Level II ability from grade 2 to grade 4. Blacks showed no such
growth, and the authors foundthis lack of black growth not only difficult
to explain but in contradiction of the literature. Regarding Study C,
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grades 2 and 4 differed significantly, as expected, but the racial groups
did not differ significantly. This suggested that block-presentation of the
lists had no effect on either racial group at grade 2 but had facilitating
effect on both racial groupsat grade 4, more so on blacks than on whites.
Using the “‘clustering”’ measure from another source, the authors demon-
strated that both racial groups in Studies B and C clustered more than
chance expectancy. When clustering was measured on Study B data,
the authors concluded that there was no racial difference in grade 2
even though the difference was in the expected direction. In grade 4,
however, the racial difference was significant, but there was nosignificant
difference between grades 2 and 4 largely because grade 4 blacks showed
no more clustering ability than grade 2 blacks. When clustering was
measured in Study C, grades 2 and4 were significantly different; and
while whites showed more clustering than blacks, in both grades, the
racial differences were not significant. Blocking had increased clustering
in both racial groups in grade 4, but how much wastheresult of true
clustering or the result of the order of presentation was not determinable.
The authors found these data in support of the hypotheses that whites
show stronger Level II processes than blacks and that Level II ability
is more strongly shown in older than in younger children.

John’s (1963) article was intended as a report on thelinguistic and
cognitive development of black children, but it ended as a validity study
of the Lorge-Thorndike Intelligence Test (L-T). Other tests used in this
study were the Peabody Picture Vocabulary Test (PPVT) to measure
“receptive” vocabulary and the WISC Vocabulary subtest to measure
“expressive” vocabulary. A word association test was also used. Three
groups of black children were selected from a larger sample of New
York City area children. The children were classified as low-low SES
to middle SES; 69 subjects were in grade 1, and 105 were in grade 5.
How the children were selected and how the tests were given were not
stated. Unidentified scores were given for PPVT for both grades. This
reviewer computed the L-T IQs at 98.9 for grade 1 and 95.7 for grade
5. SDs were estimated to be 13.4 for both grades. Grade 1 children
had taken the L-T Level 1 test; grade 5, L-T Nonverbal Battery, Level
3. The author concluded that consistent class (SES) differences in lan-
guage skills were shown, but nothing was done to show what part of
these differences were the result of differences in intelligence. Thearticle
contains a great deal of speculative “interpretation” about the effects
of “culture.”

Johnson and Mihal(1973) described a scheme for comparing the usual
paper-and-pencil administration of the School and College Ability Test
(SCAT) with a computerized administration. Ten white and 10 black
grades 7 and 8 subjects were obtained from a public school in Rochester,
NewYork, and were paired for test administration. To one ofthe pairs
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the computerized SCAT, Form 3A, was given while the other of the
pair took the paper SCAT, Form 3B. When each subject wasfinished,
the procedure was reversed, and when the pair had finished, each had

taken both forms of SCAT—one on paper and one on computer. No
information about the selection of the subjects was given, and no scores

were published. The data were reported by a series of ANOVAs. The

authors commented that white scores exceeded black scores on the verbal

paper part of SCATaswell as on the quantitative paper and quantitative

computer parts. On the verbal computer, there was no racial difference.

For whites, there were no differences in score between the methods of

administration. Blacks, however, responded so much better on the com-

puter than on the paper administration that “. . . there was no discernible

difference between races” (p. 698) because of the black computer perfor-

mance on the verbal part of SCAT. There was also evidence that the

faster a question was answered, the more likely was the answer to be

correct.

The authors discussed tester bias, motivation, and test anxiety as the

major causes of race differences, but they had had no chance to read

studies on these matters which were done on muchlarger samples (Jensen,

1974b, d; Jensen and Figueroa, 1975). There is also the problem of the

numberandselection of subjects. It is hard to be convinced that a sample

of 10 subjects is randomly representative of either blacks or whites, yet

the validity of ANOVA depends on randomness. One markedly deviant

subject in 10 could leave his mark on ANOVA.The authors also seemed

overenthusiastic in their comments about computerized testing (p. 698),

even though they finally commented that repetition of their study was

needed (p. 699). The study was novel and interesting, and it should be

repeated with larger samples. In such future repetitions, it is hoped that

the authors will publish the scores of their subjects.

To test the hypothesis that their special teaching program would raise

the IQs of young black children, Johnson and Jacobson (1970) selected

three samples of black children who were entering grade 1, or repeating

grade 1 or 2., the following fall. All children were from Amelia County,

Virginia, all black, all related to a Head Start program. Their mean

ages were between 74.6 (grade K) and 104.6 (grade 2) months. There

were 14 childrenclassified grade K; 14, grade 1; and 15, grade 2. Although

the samples were called random, how they were chosen wasnotstated,

and certain “untestable” children were replaced by “more mature” chil-

dren after the program began. Thetraining program involved the home,

field trips, and classroom work, and washeld 3 morning hours a day,

5 days a week, for 5 weeks. The Peabody Picture Vocabulary Test (PPVT)

and achievement tests were given pre- and post-treatment by “outside

reading specialists.” There were no control groups, and only those chil-

dren who completed the program were reported. The authors claimed
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the following gains for PPVT: for grade K, 17.5 points; for grade 1,
19.3 points; and for grade 2, 8.3 points. The post-treatment IQs were:

grade K, 85.9; grade 1, 84.8; and grade 2, 79.7. The training program,

then, may have raised the IQs of these children not quite to the level

usually found for black children. There was no control group; therefore,
net changes in IQ could not be tested. The participation as teachers of

those who were involved in the design of the teaching program raised
further questions about the objectivity of the study.

The purpose of Kaufman and Kaufman (1973) wasto study the perfor-

mance of matched groups of blacks and whites on the McCarthy Scales

of Children’s Abilities (MSCA), which is well described in thearticle.

The children were taken from McCarthy’s standardization sample of

1,032 children 244 to 8% years of age (McCarthy, 1972). A white child
was chosen to match each possible black child on age, sex, geographic
region, father’s occupation, education of parents, and grade in school.

Out of the 154 blacks in the McCarthy sample, 148 were matched
(roughly, 13 to 17 children at each of 10 age levels). The age levels
were combinedto yield 43 pairs of children at ages 24% to 3%; 60 pairs

at ages 4 to 5\%4; and 45 pairs at ages 614 to 8%. Blacks and whites
were compared (a) on the McCarthy General Cognitive Indexes (GCI)
where the mean was 100 and SD was 16; (b) on Verbal, Perceptual-
Performance, Quantitative, Memory, and Motor Indexes (mean was 50,

SD was 10 for each). The mean GCI for the 24% to 34% group was
103.3, SD = 17.0 for whites and 97.4, SD = 17.2 for blacks; for the 4
to 54% group, the means were 96.1, SD = 15.7 and 94.6, SD = 15.1
for whites and blacks, respectively. For the oldest group, the data were
98.1, SD = 15.4 for whites and 88.6, SD = 14.1 for blacks. The racial

differences were called significant only in the oldest group. The authors
presented data for other psychological tests and compared their present
data with WPPSIdata from an earlier study (Kaufman, 1973; see Chapter
II). The authors concluded that there were no race differences on MSCA
until 544 years of age, and they speculated further that racial equality
would have existed without the “rigorous” matching. Black children
were called better coordinated than white children even though noracial
differences were found at the oldest and youngestagelevels. “. . . black
children were not systematically deficient in abstract reasoning” (p. 206).
The authors did not mention that such “rigorous” matching for SES
also matched for intelligence.

Kennedy’s 1965 publication was a follow-up of the Kennedy, Van
De Riet, and White (1963) study. Tests for the 1965 study were adminis-
tered 4 years after the tests reported in the 1963 publication, allowing
Kennedy to (a) compare children who were successful in academics with
those who were not, (b) determine the best predictors of IQ constancy,
and (c) find “. . . specific indicators of academic abilities which remain
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high, low, or shift’? (p. 5). The subjects were one-fifth of the original
sample of 1,800 which was representative of five southeastern states.
Since there were nosignificant differences among the meansofthe five
original states in the 1963 study, the author selected Florida, alone,
for the sample for the present study. Of the original 360 Florida children
whoweretested in the original group, 316 were recovered for the present
sample, and they represented rural, urban, and metropolitan children
in school—not children in general. If the same tests that were given in
1960 (p. 4) were readministered (the Stanford-Binet, 1960 Revision
(S-B), the Goodenough Draw-A-Man (DAM), and the California
Achievement Test (Cal AT), only the S-B and Cal AT were reported
in the follow-up study.

In 1960, the mean S-B IQ of the 312 children was 78.9, SD = 12.6;
in 1965, 79.2, SD = 14.3. The rural mean S-B IQ was 78.5, SD = 12.8

in 1960; and in 1965, 78.3, SD = 15.7. The urban S-B IQ in 1960 was
74.4; in 1965, 75.2 (SDs not given). None of the time period differences
was significant. Data were also presented for a number of subdivisions
of the total data. The results of the Cal AT scores were presented in
considerable detail, and the same time comparisons were made. The
general indication was “. . . a gradual falling behind through the upward
movement of grades... .” (p. 98) during the 4-year period covered by
the data. There was, generally, a 3-year difference between the actual

grade placement and the Cal AT grade placement. As in the case of
the IQ data, achievement scores were presented in a numberof different
breakdowns.
The author showed that the best predictor of 1965 S-B IQ was the

1960 S-B IQ, followed in order by the 1960 DAM,the Cal AT Reading
Vocabulary score, and next the Cal AT Mechanics of English score.
Similar comparisons were madefor the several subtests of Cal AT. The
author concluded that S-B was the most powerful single predictor of
either later IQ or achievement, pointing “. . . to the amazingstability
of the IQ over the intervening {4} years” (p. 167). Remedial programs
for blacks should be inaugurated at an early age. Improvements in the
schools between 1960 and 1965 had not helped the black child. The
author made clear that the cause of the racial differences in IQ lay in
the cultural differences between the two races, but he produced noevi-

dence for this.
Using a test that, in content, was biased toward the culture of India

(Shah’s Nonverbal Group Test of Intelligence), Knowles and Shah (1969)
attempted to study its effects on black and white subjects in this country.
Shah’s test had been standardized on 6,037 school children, aged 8

through 14, in 79 schools in the Gujarat State. It contains six subtests:
similarities (geometric forms), classification (pictures of objects), analo-

gies (pictures of objects that belong together), absurdities (pictures of
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objects which contain erroneous parts), progressive series (ordering pic-
tures), and substitution (similar to the coding of WISC). The Shah test
was given to 35 inner-city blacks, 29 suburban whites (all in Detroit),

and 17 University of Michigan Laboratory School pupils. IQs were: blacks
103.6, SD = 12.7; suburban Detroit whites, 126.2, SD = 8.9; and white

Lab School pupils, 123.1, SD = 13.1. Blacks were not significantly differ-
ent from the Indian norms (100, SD = 14.8), but whites and blacks in
the United States differed significantly. The authors commented that
the data were what one would expect from the use of a verbal group
test of intelligence, but they commented no further about this.

Kresheck and Nicolosi (1973) noted that, as widely-used as was the
Peabody Picture Vocabulary Test (PPVT),little had been done to demon-
strate its validity on “subcultural’’ groups. The authors, oddly, defined
validity as black-white differences in PPVT score, and so sought to dem-
onstrate validity by comparing PPVTscores of 50, each, black and white
children of low SES, matched for age (mean, each group, was 6.1 years)
and grade (grade data not given). Form A of PPVT was administered
by a school speech clinician. Scores for blacks ranged from 33 to 68
(mean of 48), and for whites, from 42 to 76 (mean of 59). The racial
difference was called significant at .001. The authors discussed PPVT
scores from two unpublished samples which roughly agreed with the
black performance reported here. Since their definition of validity fitted
their data, the authors concluded that the PPVT was of questionable

validity for blacks.
In the Lesser, Fifer, and Clark (1965) monograph, four trained psycho-

metricians administered a special adaptation of the Hunter Aptitude
Scales (for Gifted Children) (HAS) to 80, each, Chinese, Puerto Rican,
black, and Jewish children in grade 1 in various parts of New York
City. HAS was described in detail in the monograph. Thechildren,all
of whom were middle and low SES, were matched for age, sex, and
school grade. The purpose of the study wasto “. . . examinethe patterns
among various mentalabilities in young children from different social-
class and cultural backgrounds”(p. 1). All children were tested in their
native language. The authors presented a table of 18 factors which they
thought affected test scores and indicated the extent to which they (the
authors) controlled these factors. Six hypotheses were to be tested: (a)
significant differences in score will exist between the SES groups; (b)
significant differences will exist among the scores of the ethnic groups;
(c) there will be a significant SES < Ethnicity interaction in level of
scores for the four scales; (d) significant differences between SESclasses
will exist in score patterns for the four scales; (e) significant differences
among the ethnic groups will exist in score patterns for the four scales;
and (f) there will be a significant SES X Ethnicity interaction in the
score patterns for the four scales.
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The mean scoresare reported here in the order of Jewish, black, Chi-
nese, and Puerto Rican (Table 12, p. 48): Verbal scores were 90.35,
SD = 11.70, 74.29, SD = 16.48, 71.09, SD = 14.57, 61.92, SD = 17.41,
Reasoning scores were 25.21, SD = 6.67, 20.41, SD=9.43, 25.94,
SD = 7.12, 18.90, SD = 8.62; Numerical scores were 28.50, SD = 9.88,
18.39, SD = 10.20, 27.79, SD = 9.35, 19.13, SD = 9.71; Space scores were
39.71, SD=9.21, 34.42, SD= 11.56, 42.51, SD= 10.09, 35.09,
SD = 9.70. A number of tables were devoted to ANOVAresults and
racial difference values, and a numberoffigures illustrated racial test-
score patterns. A section of the monograph was devoted to detailed
interpretations of the findings, and the major findings appeared in the
Summary in condensed form. Hypotheses(a), (b), (c), and (e) were con-
firmed; hypotheses (d) and (f) were rejected. Other specific conclusions
were given.

Lessing’s (1969) purpose was “. . . to investigate racial differences
in regard to two indices of adaptive ego functioning shown . . . to be
related to academic achievement. . .”’ (p. 155). To do this, the author
Selected 182 white and 55 black grade 8 children and 288 white and
33 black grade 11 children, taking from their Chicago suburban school
records only those whose IQs were between 70 and 129, who had at
least grade 4 reading ability, and who had completed two 7-item “‘Personal
Control’? questionnaires. In addition, the occupation of the family wage
earner had to be available. Subjects had been tested by school personnel
between September, 1963, and January, 1964, apparently with several

different types of intelligence tests. For grade 8, the mean IQs were
105.94 for whites and 95.87 for blacks. For grade 11, white mean IQ
was 107.50; black mean, 91.00. Both race differences were significant

at .01. The author concluded (a) that blacks had lower academic achieve-
ment than whites; and (b) “Sense of Personal Control” and “‘Willingness
to Delay Gratification” were significantly lower for blacks than for whites
and were related to academic achievement. The author used the results
of ANOVAto mask the significance of the racial differences in intelli-
gence. It should also be noted that, in limiting the IQ of the sample to
a low of 70, the author eliminated the lowest 20% of all blacks and

the lowest 3% of all whites. The administration of the tests and the
knowledge that several different types of tests might have been used
are further questionable characteristics of this article.
The purpose of the Little, Kenny, and Middleton report (1973) was

to examine the effects of home stability, parental education, and sex

on IQ changesin black children 4 to 7 years of age. The authorsselected
54, each, male and female black children from the Memphis, Tennessee,

sample of a National Institute for Neurological Diseases and Blindness

research. The Stanford-Binet Intelligence Scale, Short Form (S-B), had

been given to all children as they reached the age of 4 years, and at 7
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years the Wechsler Intelligence Scale for Children (WISC) had been
given. No child was accepted without a complete history, and all subjects
had to be neurologically sound. Homestability was estimated for each
child. All subjects were low SES. The mean S-B IQ at age 4 was 89.8,
and the mean WISCat age 7 was 91.13. Children of parents with higher
education changed little in IQ between 4 and 7, but children of parents
with less education increased significantly in IQ from 4 to 7. At age 4,
stable homes were moreclosely related to lower IQ children than were
middle- or low-stability homes, but by age 7, children from stable homes
had increased in IQ more than children from unstable homes(the latter
had decreased in IQ). Children of moderate and higherstability homes
had higher IQsat age 7 than children in other type homes. The authors
arguedfor an “interactionistic”’ relationship between genetic and environ-
mental factors. The authors also compared scores on two different tests
not in terms of SD units but in terms of IQ units.

Loehlin, Vandenberg, and Osborne (1973) were interested in testing
Shockley’s hypothesis that, in blacks, IQ increases as the admixture of
white genes increases (Shockley, 1972). Blood group genes were used
as the marker for racial ancestry. The subjects were two sets of 40 and
44 black adolescents who had been tested in earlier studies by two of
the authors. Each set of subjects was regarded as an independentreplica-
tion of the other. Nineteen cognitive measures were given to these sub-
jects, and while the authors’ evidence did not sustain Shockley’s hypothe-
sis, the authors did comment that “. . . the results do, in our view,
lend support to the position of Shockley, Jensen (1969b), and others
that research on U.S. Negro-White differences using blood group tech-
niques is both practical and instructive” (p. 267).
The Lowe and Karnes paper (1976) is, essentially, a note on the inter-

changeability of the Lorge-Thorndike Intelligence Test, Level 2, Form
A (L-T), and the Wechsler Intelligence Scale for Children—Revised
(WISC-R) as measures of the intelligence of young black children. Both
tests were administered to 45 former Head Start children whose ages
and grades were not given. Classroom teachers administered L-T, and
trained graduate students gave the WISC-R. All testing was done in
the schools, which were not identified. The mean L-T (nonverbal) IQ
was 88.08, SD = 9.4, and the mean WISC-R Full Scale IQ was 79.66,
SD = 11.46. The mean difference was significant at .01. The authors
concluded that the two tests were not interchangeable.
Lunemann (1974) studied the value of the Lorge-Thorndike Intelli-

gence Test (L-T) for the prediction of reading ability as measured by
the Stanford Achievement Test (SAchT). Both tests were administered
to all pupils in grades K, 1, and 2 in the Berkeley, California, school
district in a year not specified. A year following, the SAchT wasgiven
to all grades 1, 2, and 3 children. Still another year following, the SAchT
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was given in grades 1, 2, and 3. Subjects were classified as white, black,

Asian,and “others” (the latter mostly Spanish surnames), and all children
were included in the study who had a L-T score and 2-year-apart SAchT
scores. In presenting the data, the author combined grade groups for
each of the ethnic groups. When L-T and SAchT were given one year
apart, the validity coefficients for L-T ranged between .35 and .48 for
1,441 white children, .27 to .46 for 1,167 black children, .29 to .57 for

227 Asian children and. .34 to .72 for 121 “other” children. For all
2,956 children, the range of validity coefficients was .50 to .61. When

L-T and SAchT had been given 2 years apart, the range in correlation
between L-T and SAchT was .39 to .47 for 570 whites, .30 to .39 for

455 blacks, .36 to .59 for 108 Asians, and —.26 to .61 for 38 “others.”

Forthe 1,171 children in the 2-year-separation group,the range ofvalidity
coefficients was .54 to .57. The author concluded that L-T predicts SAchT

scores as well for one ethnic group as for another, but he pointed out

that the proportion of variability in achievement scores accounted for

by L-T was not substantial for any group. Moreover, the validity coeffi-

cients found in the study for non-whites were much lower than those

presented by the test publisher. While it was not possible to make a

clear statement about the effects of desegregation on the validity of

L-T, the author suggested that “‘. . . these data do seem to suggest that

perhapsdesegregation wasnot,ofitself, a major influence on the results”

(p. 267). The author listed some implications of his study: (a) There

was no evidence that L-T, as a predictor of SAchT, was biased against

any ethnic group; (b) Schools wishing to use L-T as a predictor of reading

ability should “. . . determine a priori the predictive validity situation-

specific rather than rely on the assumedor generally published predictive

power of the measure” (p. 267); and (c) Use IQ tests “with extreme

care” in predicting any given child’s educational progress.

In order to study the Bender-Gestalt (B-G) performances of Puerto

Rican children, Marmorale and Brown (1977) administered B-G to 74

Puerto Rican, 44 white, and 47 American Negro children from a public

school in New York City. The specific aims of the study were (a) to

compare B-G scores of “‘non-middle-class” Puerto Rican and American

Negro children and middle-class white children on the Koppitz norms,

and (b) to examine the changes in B-G scoresas these children matured.

The B-G was administered first while the children were in the first 3

months of grade 1 (mean ages 6-5 to 6—6) and later when the children

were in the last 3 months of grade 3 (mean ages 8-10 to 8-11). The

Puerto Rican children were tested in Spanish. B-G was scored by the

Koppitz Developmental BenderScoring System (Koppitz, 1964). In grade

1, the Puerto Rican mean score was equivalent to the 5 to 5% year

norms, white mean score was equivalent to the 6 to 64% year norms,

and American Negro mean score was equivalent to the 542 year norms.
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There were no sex differences. Whites performed at the expected level,

but the other two groups did not. The means of the Puerto Rican and

American Negro subjects were significantly lower than the mean of the

whites. In grade 3, at mean ages 8-10 to 8-11, Puerto Rican mean

was equivalent to the 7 to 74 year norms, the white mean was equivalent

to the 8 to 8% year norms, and the American Negro mean was equivalent

to the 6% to 7 year norms. Again, there were no sex differences. All

groups madesignificant gains over grade 1 scores. Whites and Puerto

Ricans were no longersignificantly different even though the latter were

a year below the former, and the authors questioned the adequacy of

the norms because of this. Negroes made the smallest gains and were

again significantly below the whites.
In the course of an investigation of self-concept among racial groups,

McDaniel (1967) presented IQs from the short form of the California

Test of Mental Maturity (CTMM) for 13 whites, 81 blacks, and 86

Chicanos. The subjects were selected from 16 public schools in Austin,
Texas, which were receiving support under the 1965 Elementary and
Secondary Education Act. Thirty children from each of grades 1 through
6 were selected, apparently at random by the school counselor. All chil-

dren were low SES. The mean CTMM IQswere: for 13 whites, 105.46

for language, 104.85 for non-language, and 106.08 total; for 81 blacks,
92.44 for language, 94.59 for non-language, and 92.72 total; for 86 Chica-

nos, 84.94 for language, 92.47 for non-language, and 87.76 total. Numer-

ous data for correlations between self-concept and IQ and achievement
scores were given. All conclusions dealt with self-concept.
The main purpose of the Meeker and Meeker (1973) article was a

discussion of a scoring schemefor the Stanford-Binet Scale of Intelligence
(S-B) devised by the authors from Guilford’s Structure of Intellect Model.
This reviewer gathered that the authors had classified all S-B items as
Operations, Contents, or Products, referring to each as a Category. The
subjects were all males, and all low SES. They were either 4 to 5 years
of age, or 7 to 9 years of age. The sample was divided as follows: 37
Mexican children, aged 4 to 5, tested in Spanish, whose mean IQ was
90; 33 Mexican children, aged 4 to 5, tested in English, whose mean

IQ was 95; 35 Mexican children, aged 7 to 9, tested in English, whose
mean IQ was 101; 31 black children, aged 4 to 5, whose mean IQ was
100, tested by blacks; 24 black children, aged 7 to 9, whose mean IQ

was 103, tested by blacks; 33 white children, aged 4 to 5, whose mean

IQ was 101, tested by whites; and 64 white children, aged 7 to 9, whose
mean IQ was 104, tested by whites. How the samples were chosen and
where the study occurred were not given. Data were presented for each
sample subgroup in terms of the ratio of S-B items passed/itemsfailed
for each criterion. Weakness in any Category could be identified for
each sample subgroup, and this information would be used by school
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authorities to see that the learning process began where the child was
strongest. The authors listed five suggestions for making their system
work, butit is not clear how one movesfrom the groupdatato individual
diagnosis. Minority-majority differences were not discussed, and it is
not clear how, or if, the authors used the data from the 7- to 9-year-
olds.

Miele’s (1979) articles tested the hypothesis that the Wechsler Intelli-
gence Scale for Children (WISC) wasracially biased against the black
child. He approached the problem from four points of view: (a) factor
loadingsofthe first principal component, (b) rank orderofitem difficulty,
(c) the ratio of Race X Item interaction variance to total variance, and
(d) the simulation of racial differences by within-race age differences.
The subjects were 111 black and 163 white children roughly 6 years
old from rural and industrial Georgia, first tested in 1961 (preschool)
and thereafter at grades 1, 3, and 5. From the data presented, this reviewer
computedthe preschool Full Scale IQs to be 103.00, SD = 13.4 for whites
and 84.24, SD=11.9 for blacks. The IQs for grade 1 were 110.10,
SD = 11.8 for whites and 92.53, SD = 11.7 for blacks; for grade 3 they
were 107.79; SD = 11.1 for whites and 90.48, SD = 10.9 for blacks; and
for grade 5 they were 110.90, SD = 12.8 for whites and 90.21, SD = 12.9
for blacks. The black and white factor loadings were not significantly
different. Item analysis indicated the same order of item difficulty for
each race. The Race X Item interaction variance was, roughly, 5% of

total variance, and this ratio fell to less than 1% when whites of a
given grade were compared with blacks of the next higher grade. When
Yule’s Coefficient of Association was computed, there was no racial bias
among the WISC items, and when black performanceat one gradelevel
was compared with black performance at the next higher grade level,
those items that discriminated blacks from whites at the lower grade
level were the same items that blacks answered correctly at the next
higher grade level. For a subsample of 80 whites and 48 blacks, correlation
between WISCscores of all four grade levels and grade point averages
at graduation from high school was notsignificantly different between
blacks and whites. The author concluded that racial differences in test
scores were the result of differences in mental maturity between the
races.

Becauseof the evidence in the literature that darkly-pigmented subjects
had difficulty in perceiving shades of blue, Mitchell and Pollack (1974)
wondered whether the block design subtest of the Wechsler Intelligence
Scale for Children (WISC) was a test of spatial ability or whether a
racial difference in the ability to perceive space existed. To two groups
of 20 children (one white, one black) the WISC Block Design subtest
was given in red and white. To two similar groups (one white, one black)
the same subtest was given in blue and yellow. California Test of Mental
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Maturity (CTMM) IQs wereavailable from school records and only

those children with IQs from 70 to 112 were accepted for the study.

The mean CTMM IQ ofthe red-white condition was 104.3 for whites

and 86.4 for blacks. The mean IQ for the blue-yellow condition was

105.6 for whites and 89.0 for blacks. The subjects were in grades 4

and 5, from two grammarschools in northeastern Georgia, and ranged

in age from 8 to 11. By converting the raw scores of the Block Design

test into standard scores, age, as a factor, was eliminated. It was hypothe-

sized that the scores of whites would exceed those of blacks, but when

age and IQ were controlled, this hypothesis was not supported for the

red-white condition. While lightly pigmented children had nodifficulty

with the blue-yellow designs, the reverse was true for darkly pigmented

children. The authors speculated that the cause for this may have been

that the perception of yellow designs had fuzzy outlines, causing the

designs to lose their boundaries. When they duplicated the experiment

on a bright, sunny day on 20 other black children—half in the red-

white condition, half in the blue-yellow condition—the authors found

no differences between these black groups. The authors concluded that
further study of this problem was needed.
The purpose of the unpublished master’s thesis of Morse (1963) was

to investigate the relationship between school learning and self-image
of black and white children from the urban, industrialized Midwest.

The subjects (114 black and 1,482 white children) were from grade 8
in schools in one school system. How the sample was chosen is not

clear. All children accepted in the sample had to have been in the school
system for at least 4 years (grades 4 to 8) and had to have had two

sets of IQs available from the California Test of Mental Maturity (admin-
istered in grades 4 and 6 by the school system). Mean IQs were, for
blacks, 95.23; for whites, 107.02. Total grade point averages for Mathe-
matics, English, Social Studies, and Science were 1.72 for blacks and

2.23 for whites. Correlation coefficients among the data were given exten-
sively. The author concluded that IQ was a better predictor of achieve-
ment among whites than among blacks and that this limited the value
of intelligence tests among blacks. A higher degree ofachievement motiva-
tion amongblacks contrasted with their low levels of actual achievement.
Throughoutthearticle, it was clear that the author computed SDsincor-

rectly (e.g., SD =.134 for black IQ of 95.23) which thus invalidated
all of the author’s féstatistics.

Muzekari’s article (1967) intended (a) to present the relationship be-
tween the Goodenough Draw-A-Mantest (DAM)and the Stanford-Binet
Intelligence Scale, Forms L and LM (S-B L, and S-B LM), and (b) to
study the adequacy of the Revised DAM Norms for Negroes. Sixty-
four white and 41 black children, all local school children aged 6 to

16 who had been referred to the Philadelphia State Hospital for evalua-
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tion, served as the sample. All were low SES and considered “probably
retarded.” The range of IQs for whites for S-B L and S-B LM was 47
to 94 (mean 74.32, SD = 10.33). For blacks, this range was 30 to 82
(mean 62.17, SD = 9.47). DAM IQs ranged from 39 to 100 (mean 73.93,
SD = 15.35) for whites and 32 to 99 (mean 63.65, SD = 16.45)for blacks.
Correlations of S-B L and S-B LM with DAM were, respectively, .55
and .53 for whites, and with the old scoring of DAM, .57 and .66,
respectively, for blacks. With the Revised DAM Normsfor Negroes,
the coefficients for blacks were .54 and .61, respectively. Muzekari ques-
tioned the wisdom of the use of the Revised Norms with black children.

Neal’s (1975) purpose was “‘. . . to reveal significant deviations from
expected values in errors on the PPVT {Peabody Picture Vocabulary
Test} . . .” (p. 265) when blacks and whites are compared. Form A of
PPVT was given in a unique manner to 25, each, black boys, black
girls, white boys, and white girls. Only plates 10 through 85 were used
so as to force the subjects to respond to all words. It is unclear butit
seems that only 88 children completed the study. From an analysis of
variance, it was shown that race and sex differences were significant,
but no interaction was significant. The author concluded that her study
should be replicated, and that some PPVT stimulus words should be
reevaluated. No other data were given.

Nichols and Anderson (1973) selected two large geographic samples
from the Collaborative Perinatal Study (Berendes, 1966). One sample
was from Boston and the other from the Philadelphia and Baltimore
areas (the PB sample). Subjects were obtained among those whose moth-
ers voluntarily sought medical attention at the Study’s various cooperat-
ing hospitals. Each child received an SES value based on parental occupa-
tion, education, and income. The SES of the Boston sample was
significantly higher than the SES of the PB sample, but there was no
racial difference in SES within either sample. The Stanford-Binet Intelli-
gence Scale, Short Form (S-B) was given as the children reached the
age of 4, and whenthe children became 7, four verbal and three perfor-
mance subtests of the Wechsler Intelligence Scale for Children (WISC)
were given. In the Boston sample, the mean S-B IQs were 108.0,
SD = 15.9 for 6,475 whites and 102.0, SD = 14.5 for 797 blacks. The
mean Full Scale WISC IQ was 104.2, SD = 13.4 for 4,721 whites and
100.0, SD = 12.6 for 492 blacks. In the PB sample, the mean S-B IQs
were 96.8, SD = 15.4 for 937 whites and 92.6, SD = 14.2 for 7,471 blacks.
The mean Full Scale WISC IQs were 95.3, SD = 12.9 for 535 whites
and 91.2, SD = 12.1 for 4,121 blacks. The authors pointed out that match-
ing for SES reducedall racial differences and, on that basis, commented
(a) that whites have had more chance to change upward in SES than
have blacks, and (b) that the correlation between SES and IQ was higher
among whites than among blacks. Also without supporting evidence,
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the authors commented that heritability of IQ was lower among blacks
than among whites. The authors seemed to understand that matching
blacks and whites for SES also matched them for an unknown amount
of IQ, but the authors madeno allowanceforthis in their various explana-

tions of their data.
In order to compare scores on the Quick Test (QT) with scores on

the Wechsler Intelligence Scale for Children—Revised (WISC-R), Ni-
cholson (1977) administered the WISC-R and three forms of QT to 62
school children, aged 72 months to 195 months, who had been referred

to the author because of poor school work. Fifty-two of the children
were black; 10 were white. The author found significant correlations
between all forms of QT and all WISC-R scores, including all WISC-R
subtest scores. No racial data were given. QT was accepted as a valid
test for quick estimates of intelligence.
The 15th annual report of the Oakland Public Schools (1967) was a

transmittal of the results of the 1966—7 testing program to the Oakland
Board of Education. The State of California required the administration
of the Stanford Reading Test to grades 1, 2, 3, and 6, the Test of Academic

Progress Reading Test to grade 10, and Lorge-Thorndike Intelligence
Test to grades 6 and 10. The racial composition (Spanish surnames,
other white, Negro, Oriental, and other non-white) and the mediantest
scores were presented for each of 63 elementary schools and 6 senior
high schools in terms of California norms, national norms, and local

school norms. There were no data for whites or blacks, specifically.
As the title of the article states, Osborne (1966) was interested in

changes in the factor structure of the Wechsler Intelligence Scale for
Children (WISC) subtests over time. In September, 1961, just prior to
their entrance into grade 1, the WISC was given to 56 male and 55
female black children whose ages at that time ranged from 5-6 to 6-8.
The mean WISC Full Scale IQ was 84, SD = 11.8 for the combined
sexes. In the last two weeks of grade 1, 103 of the original children
were retested, and at that time mean Full Scale WISC IQ was 93,
SD = 11.6. Nine factors, with insignificant variations, were extracted
from both the preschool and grade 1 sample. The author concluded
that mental factors could be found at the preschool level and at the
grade 1 level and several commonto both gradelevels.

Osborne’s (1970) purpose wasto study thefertility rates for families
of school children in a rural Georgia county where the white and black
populations were roughly equal. The California Test of Mental Maturity
and the corresponding reading and arithmetic tests had been given to
1,314 (640 white and 674 black) children during the winter of 1969.
The county population wasstable; the high SES group waslargely white,
the middle SES group was an equal mixture of blacks and whites, and
the low SES group was largely black. When the races were combined,
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the correlation between IQ and family size was —.367; for whites alone,
—.132, and for blacks alone, —.103. The family reproduction rate for
children whose IQs were below 70 was 12 times as high for blacks as
for whites. The author commented that Shockley’s (1970) expressed fears
of population pollution had not been answered properly in the psychologi-
cal literature.
To answer the question of whether, considering fertility rate and IQ,

the trend in Georgia was eugenic or dysgenic, Osborne (1975) compared
the relationship between a number of demographic variables and psycho-
logical test scores of 250,000 children in grades 4, 8, and 12 in the
public schools of the 159 counties in Georgia. The Cognitive Abilities
Test and the Iowa Tests of Basic Skills had been given in grades 4 and
8; Cognitive Abilities Test and Tests of Academic Progress had been
given in grade 12. Four demographic variables from the 1970 census,
the educational expenditure per child, average daily attendance, and 12
test variables were intercorrelated. From this matrix, 48 separate regres-
sion analyses were computed in each of which one test score variable
(Verbal IQ, Nonverbal IQ, Reading Score, or Arithmetic Score) was
the criterion. Correlation betweenfertility ratio and mean IQ wassignifi-
cantly negative both for Verbal and Nonverbal IQ atall three grades
(range was —.43 to —.54). The dysgenic trend occurred for fertility and
achievementtest scores at all three grades.

In Georgia, correlations between educational costs per child and test

scores were negative for all three grades. The differences between the
multiple correlations (R?) for the four-predictor model (county popula-
tion, percent population change since 1960, percent black population,
and fertility ratio) and for the three-predictor model (the four-predictor
model less fertility ratio) were significant (.005 level or less) for all four
criteria (Reading, Arithmetic, Verbal IQ, and Nonverbal IQ) at grades
4 and 8, but significant at grade 12 for Arithmetic and Verbal IQ only
(.025 level). Since the R? for the predictor model which includedfertility
ratio was the higher, predictions of the criteria were significantly enhanced
whenthefertility ratio was included. When percent nonwhite andfertility
ratio, as the predictors, were compared with percent nonwhite alone,
the R?s resulting from each model were significantly different (.05 or
less) for grades 4 and 8 andforall but Nonverbal IQ at grade 12. Again,
the predictions from percent nonwhite andfertility ratio were the higher,
and the significant importance of fertility ratio was shown again. The

author concluded that the relationship betweenfertility and mentalability
was a Significantly negative one which did not agree with earlier studies
because those earlier studies included no black children.

Osborne (1978) studied 427 pairs of twins, 123 pairs black and 304

pairs white, in a duplication of the earlier works of Vandenberg (1967),
Osborne and Gregor (1967), and Osborne and Suddick (1971). All 427
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pairs were same-sex twins ranging in age from 12 to 20. The same 12

psychological tests used in an earlier work (Osborne and Gregor, 1967)

were used and described in some detail in the present study. When herita-

bility ratios were computedfor each of the 12 tests, the author commented

that the wide range suggested “. . . that mental abilities represented

by the 12 tests are not uniform in their genetic and environmental charac-
teristics” (p. 157). No racial difference in heritability appeared when

the 12 subtests were averaged into a composite score. Factor analysis

of the 12 tests yielded a verbal factor, a spatial factor, and a perceptual

speed factor; and while significant racial differences appeared in heritabil-
ity of Verbal and Spatial IQs, there were no racial differences in the
Perceptual Speed IQ or in the full Scale IQ. When the first principal
component was determined for the three factor IQs, it was found that,

by correlating own-race-determined factor scores with opposite-race-de-
termined factor scores and with total-group (both races)-determined fac-

tor scores, “. . whatever mental factor is measured in the Caucasoid

group is the same as that measured in the Negroid group and in the
total sample” (p. 162). A reliability study, done by obtaining thefirst
principal component on randomhalves of each racial group andrepeating
the intercorrelations for own-within-race, opposite-within-race, and total-
group, yielded three correlations above .99. Thevalidity ofthefirst princi-
pal component was established against Primary Mental Abilities test
scores. For Caucasoids, the validity coefficient was .85 for both own-

race and opposite-race; for Negroids, these coefficients were .82 and .81,
respectively. The author commented: “. . . it is clear that the same gen-
eral factor is being measured in each group separately and in the compos-
ite group when the. . . races are combined”’ (p. 164). Heritability ratios
obtained for the nine factor scores derived from own-race, opposite-race,
and total-g:oup showed nosignificant racial differences among own-race
heritability, opposite-race heritability, and total-group heritability. The
author concluded:

In whatever wayall individual tests or subtests were pooled, by simply
averaging the 12 standard scores, combining the factor IQs to get
a full scale IQ, or by using weighted scores determined from the
first principal componentfactor analysis of either race singly or both
races combined, the results were the same. Heritability varianceratios
for both Negroids and Caucasoids were significant at the .01 level.
In no case was the difference between variance ratios of the races

significant (p. 167).

The problem for Osborne and Gregor (1967) was the testing of the
hypothesis that the American Negrois intellectually handicapped because
of his environmental disadvantage. The subjects were 172 pairs of mono-
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zygotic twins (determined seriologically) and 112 pairs of dizygotic twins,
all 13 to 18 years old, and all from southeastern United States. Among
them were 43 pairs of black twins and 241 pairs of white twins. The
psychological tests used were Cube Comparison, Surface Development,
Object Aperture, Mazes, Paper Folding, Newcastle Spatial, and Identical
Pictures. All tests were described in the article. Four heritability ratios
were computed on all tests, and the authors commented:

The remarkable agreement amongfourheritability ratios invites spec-
ulation that the mental abilities represented by the eight spatial tests
are independently inherited, with as much as 78% of the within-
family variance accounted for by hereditary factors. Heredity and
environment produce significantly greater differences in fraternal
twins on mental tests . . . than environmental influences alone pro-
duce in identical twins(p. 7).

The authors concluded: “It is clear. . . that only the Object Aperture
Test yields consistently higher heritability ratios for white than for Negro
children. On the basis of the data . . . the hypothesis of the differential
rate of genetic or biological contributions for whites and Negroes on
spatial test performance must be rejected” (p. 8).
Osborne and Suddick (1971) sought to use blood group gene frequencies

to investigate the heritability of mental test performance. The sample
comprised 54 whites and 42 blacks—all those from the Georgia study
(Osborne and Gregor, 1967) whoseseriological and psychological tests
were complete. Ages ranged from 13 to 18 years. A battery of 19 psycho-
logical tests was given to measure, primarily, verbal, perceptual, and

spatial abilities. Three factors resulted from the analysis of the test results:
Verbal Comprehension, Perceptual Speed, and Spatial Relations. A three-
factor Mental Ability Index was constructed of those tests having a
loading of .40 or better. In the construction of a multiple correlation
for the pooled subjects for the prediction of the Mental Ability Index
from race and blood groups, race alone resulted in R? of .39. Sixteen
additional steps beyond race increased R? by .12. When races were sepa-
rated, the zero order correlations between Mental Ability Index factors
and blood groups ranged from .29 to —.28 for whites; from .36 to —.41
for blacks. Correlations in the 30s and 40s were more frequent among
blacks than among whites. The R? for the three factors in the Mental
Ability Index were, for whites, .29, .20, .36, and .34 for Factors I, II,

III, and Total, respectively; for blacks, these R? values were .60, .36,

.57, and .58, respectively. Not all R*s were significant.

In a comparison of sex differences of rural black children in perfor-
mance on the Wechsler Intelligence Scale for Children (WISC), Pavlos

(1961) selected, at random, 29 male and 29 female children. These chil-
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dren were selected from a group of 173 who had been selected from
904 rural black children (ages 11 to 15) of Holland, Ohio, by discarding
all who were retarded in school by one or more grades. Thus, 731 of
the 904 blacks were retarded by at least one grade and were,therefore,

eliminated. The mean WISC IQs were: Verbal, 88.62, SD = 7.87 for
girls, and 93.52, SD = 8.00 for boys; Performance, 98.28, SD = 9.59 for

girls, and 98.45, SD = 26.56 for boys; Full Scale, 92.38, SD = 10.91

for girls, and 95.07, SD = 9.74 for boys. The author described his sample
as random and concluded that sex differences among black subjects did
not differ from sex differences among whites.
The purpose of the Perney, Hyde, and Machock (1977) article was

to demonstrate the need for further research into the problem of black-
_white differences in intelligence. The subjects were the entire populations
of grade 1 of the school years of 1973-4 (N= 540) and 1974-5 (N= 579)
from six East Cleveland (Ohio) public schools. All were low SES and
98% of the sample was black. The seventh edition of the Kuhlman-
Anderson Test of Intelligence, Form A, was given by the teacher in
the child’s classroom. The mean IQs were: school year 1973-4, 101.22,

SD = 12.48; 1974—-5, 102.44, SD = 11.35. Both means weresignificantly
higher than the normative mean of 100, SD = 16.00. The authors used

the F test to claim that the SDs of the samples weresignificantly smaller
than the SD of the normative sample. In addition, the authors presented
the IQ data by stanines, showing the proportion of each of the two
samples, and the proportion of the normative population, at each stanine.
They concluded that the Cleveland samples contained significantly fewer
dull children andsignificantly more average children than the normative
sample. The authors also showed that the IQ of blacks was not related
to SES and entertained the idea that Head Start may have helped the
Cleveland children. Since these findings are so at variance with all other
large studiesof racial differencesin intelligence, the authors very correctly
concluded that morestudyofracial differences in intelligence was needed.

After a review of the literature, Quay (1974) announced his purpose:
. . to investigate the effects of the two dialects (standard and nonstan-

dard {English} on the Binet IQ scores of black boys and girls of two
age levels (third and sixth grade)” (p. 464). Subjects were 104 low SES
blacks, randomly selected from the grades 3 and 6 classes from two
Philadelphia public schools. Children from each grade and each sex,
separately, were assigned at random to a treatment or control group,
thus forming eight groups of 13 children each. Mean age for grade 3
was 8-6; for grade 6 it was 11-7. A nonstandard English translation
of the Stanford-Binet Intelligence Scale (S-B) was used along with the
standard English form; each was given to half of the children of each
grade and sex by a black female. For standard English, the mean IQs
were 87.77, SD = 11.13 for grade 3, 81.27, SD = 10.22 for grade 6, and

66
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84.52, SD = 11.08 for the combined grades. For the non-standarddialect,
the mean IQs were 88.19, SD = 10.71 for grade 3, 80.96, SD = 9.04
for grade 6, and 84.58, SD = 10.47 for the combined grades. Six out
of 72 test items showedsignificant differences between the two dialects;
three favored one dialect and three favored the other. The author regarded
these as chance differences and concluded that these children compre-
hended both dialects equally well. Decreasing IQ with increasing age
was confirmed.

In order to demonstrate the effectiveness of money and praise (as
rewards) on psychological test performance, Quay (1975) studied 92 low
SES blacks from two “high impact” schools in a large northeastern city.
Ages ranged from 8-11 to 10-2. The subjects, randomly selected from
all grade 4 classes in the two schools, were assigned either to a “money”
or a “praise” group, and the 1960 revision of the Stanford-Binet Intelli-
gence Scale (S-B) was administered to all the children by a black male.
No significant differences in IQ appeared as the result of the type of
reward. The author concluded that these two incentives did not influence
the psychological test performance of lower-class black children.
The purpose of the Roach and Rosecrans (1971) article was to describe

the relationship between hearing loss and (a) Verbal IQ and (b) Perfor-
mance IQ, both as measured by the Wechsler Intelligence Scale for Chil-
dren (WISC). The subjects were 18 black children, 6 to 13 years old,
probably from Birmingham, Alabama, referred for hearing loss study
to a local medical facility. The mean WISC IQs for children with high
frequency loss were: Verbal, 80.2, SD= 13.1; Performance, 82.1,

SD = 13.1. The mean WISC IQs for children with monaural loss were:
Verbal, 91.3, SD = 24.0; Performance, 87.8, SD = 16.6. Ns for neither

of these sets were given. The authors noted that the Verbal-Performance
IQ differences were not significant; also, the differnces for both Verbal

and Performance IQs between the groups were not significant. The au-

thors computed product moment correlations for seven audiometric
thresholds for Verbal and Performance IQs, each separately, and even

though in these correlations Ns were never greater than 18, the authors

gave significance to some of the correlations, arguing that “. . . the

impact of impaired hearing is considerably more disturbing to the black

student {than to the white student}.” (p. 138). In spite of the general
finding that blacks perform better on verbal parts of tests than on perfor-

mance parts (McGurk, 1975; Jensen, 1980), the authors commentedthat

“verbal-vocabulary”’ {tests may yield} a spuriously low IQ score {for
blacks}.”(p. 138). The authors also suggested that the “negatively social”

activities of blacks may result from “. . . misunderstanding of content

of oral communication . . .” (p. 139). On the other hand, the authors

asked readers to regard their findings as tentative.
In the second report on the intellectual development of children, Rob-
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erts (1971) presented scores on the Vocabulary and Block Design subtests

of the Wechsler Intelligence Scale for Children (WISC) plus 51 tables

of detailed data. The study, begun in 1963 and completed in 1965, was

done underthe direction of the Health Examination Survey of the Public

Health Services. The sample was presumed to represent 24 million non-

institutionalized children aged 6 through 11 years and included 20,403

whites, 2,271 blacks, and 110 others. Data also were collected from the

entire WISC, the Draw-A-ManTest, five cards from the Thematic Apper-

ception Test, and achievement tests. Marked regional differences ap-

peared: the Northeast, West, and Midwest were clearly higher in score
than the South on both subtests, and whites consistently and significantly

exceeded blacks on both subtests in all geographic regions. Moreover,
for both subtests, the racial differences increased with age, as did absolute

variability in raw scores—morerapidly on Block Design than on Vocabu-
lary. Some sex differences were reported. A sizeable correlation between
subtest scores and educational level of parents was reported. All racial
differences were said to have been caused by SESdifferences, and emphasis

wasplaced on the fact that WISC had been standardized on white children
only.

Because lower-class children in middle-class high schools have better
grades and are less delinquent than lower-class children in lower-class
high schools, Robins, Jones, and Murphy (1966) concluded (and stated
as the hypothesis of their paper) that “The more children having social
characteristics associated with good school performance there are in a
school, the better will be the performance of the remainderof the student
body” (p. 428). They studied 528 black males entering 18 St. Louis,
Missouri, public schools in 1937-8 (excluding those who had attended
for less than 6 years). From school records, a number of demographic
variables were obtained: SES, social mobility, family structure, intelli-

gence, school performance,and school milieu. For the 132 children whose
IQs were below 75, 96% had academic problems, and 70% had behavior

problems. For the 125 whose IQs were 76 to 84, the respective percents
were 85 and 49; for the 130 whose IQs were 85 to 95, the respective

percents were 62 and 39; and for the 141 whose IQs were 96 and above,
the respective percents were 33 and 25. IQ was considered the most
powerful predictor of both types of problem. Freedom from school prob-
lems was associated with high IQ and high SES. Other relationships
between school problems(or freedom from them) and demographic varia-
bles were described. The authorsdid not indicate acceptance or rejection
of their hypothesis.
The purpose of the Rohwer, Ammon, Suzuki, and Levin (1971) article

was to study the question of whether the discrepancy in school achieve-
ment between low SESblack children and high SES white children was
the result of a discrepancy in learning proficiency between these two
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groups, or whether someother process was involved. As possible measures
of learning proficiency, the Peabody Picture Vocabulary Test (PPVT),
Raven’s Colored Progressive Matrices (RCPM), and a paired-associates
test (described in the article) were administered individually to a represen-
tative sample of 288 children drawn equally from six populations—high
SES whites in grades K, 1, and 3 and low SESblacksin the same grades.
The geographical location of the subjects was not stated. The data indi-
cated that, if PPVT and RCPMwerethecriteria of learning proficiency,
the test scores supported the likelihood that the difference in school
achievement of the two sample populations resulted from a learning
proficiency difference. However,if the paired-associates were the criterion
of learning proficiency, the results indicated that there was no learning
proficiency difference. In order to resolve what seemed to be a dilemma,
the authors discussed Jensen’s Level I-Level II hypothesis (1969b), but
they found that the correlational material of their present study contradic-
ted Jensen’s prediction that the correlation between Level I (paired-associ-
ates) and Level II (PPVT and RCPM)abilities would be higher among
high SES subjects than among low SESsubjects. An alternate explanation
of the findings was “. . . that paired-associate tasks do not elicit the
kinds of learning processes necessary for successful performance on school
learning tasks or on IQ tests” (p. 13), and the authors noted that they
were studying this explanation. Still another explanation was that if high
SES children learn more than low SESchildren from any given learning
task, tests that measure recall of such learning will show a difference
between the two subject populations. The authors decided that, because
of their data, this explanation had to be rejected.
The research bulletin of Rosenfeld and Hilton (1969) was based on

scores of 316 blacks and 501 whites, presumed to have been selected

randomly from 803 white and 648 black children selected from six high
schools in two cities—one midwestern and one western, and who had

attended school so consistently as to have taken the same battery of
tests in grade 5 (in 1961) and in grades 7, 9, and 11. It was said that
roughly 9,000 children had been tested originally (in 1961); thus the
sample represented a selected fraction of the original sample. Thetest
battery consisted of the School and College Ability Test (SCAT), the
Sequential Tests of Educational Progress (STEP), and the Background
and Experience Questionnaire. SES was measured by the sum ofparental
occupation, parental education, and the number of bathrooms in the
home. The data were treated by a complex ANOVAabout whichresults
the authors cautioned care because the sample was not random. The
authors concluded that racial differences were significantat all four grades

for both SCAT and STEP. Racial differences increased with passage of
time for some subtests—not for others. Those whoseinitial scores were

high increased in score more than those whoseinitial scores were low.
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At grade 5, blacks were a year behind whites on STEP Mathematics

and on both Verbal and Quantitative scores of SCAT; at grade 11, the

gap had widened to 2 to 4 years. The overall academic growth of blacks

did not depend on the school curriculum.
The Scarr and Weinberg (1976) study was designed to showthe benefi-

cial effects on black children of their being adopted by white families.

One hundred and one families were recruited by the Open Door Society,

the Lutheran Social Service, the Children’s Home Society, and the State

of Minnesota Department of Public Welfare Adoption Unit. Among
these families were 321 children aged 4 years or more; 145 were biological

children, and 176 were adopted. Of the 176 adopted children, 130 were

black or inter-racial, 25 were white, and 21 were Asian/Indian. All fami-

lies lived within a 150-mile radius of Minneapolis-St. Paul. All members
of these families who were 4 years of age or over were tested by randomly-

assigned graduate students. The Wechsler Adult Intelligence Scale
(WAIS) was given to those over 16 years of age (including parents),
the Wechsler Intelligence Scale for Children (WISC) for those 8 to 15
years of age, and the 1960 revision of the Stanford-Binet Intelligence
Scale (S-B) for those 4 to 7 years of age. Adoptive parents were high
in education, occupation, and IQ. Natural parents were above average
in education. The mean IQ for 130 adopted black and inter-racial children
was 106.3, SD = 13.9; for 25 adopted white children, 111.5, SD = 16.1;

and for 21 Asian/Indian children, 99.9, SD = 13.3. IQs represented

combined IQs from all three tests; the authors considered this appropriate
(p. 731). The mean IQ of 29 black children who had two black parents
was 96.8, SD = 12.8, and for 68 children with one black parent, the

mean IQ was 109.0, SD = 11.5. The difference, significant at .001, was

explained in terms of maternal education and preplacement history.
Adopted children were above average on Vocabulary, Reading, and Math-
ematics (55th to 57th percentiles) but were below natural children (71st
to 74th percentiles). Children of less well-educated natural mothers were
placed for adoption later than those of better educated mothers, were

adopted by lower SES families, and were mostly black, yet the authors
denied selective placement of the children. They concluded that white
environments increased the mean IQ of the adopted blacks because these
adopted blacks “. . . scored as highly on IQ tests as did white adoptees
in previous studies with large samples (Burks, 1928; Leahy, 1935)’ (p.
737).

Schneider’s (1968) article was a study on the conforming behavior
of 96 black and 96 white grades 7 and 8 children who were matched
for sex and grade into four experimental groups which were, otherwise,
random. Stanine scores on the Test of General Ability (TGA) were ob-
tained from school records. SES, based on fathers’ or mothers’ occupa-
tions, was not disclosed. According to this reviewer’s tabulation, the
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mean TGA stanine values were 6.00 for whites and 3.81 for blacks.
The difference was significant at .001 level. The author did not discuss
racial intelligence.

Scott (1966) hypothesized that if the northern environment were able
to increase the psychological test scores of black children, a comparison
of the scores of the same black children at grades 1 and 9 would show
a significantly higher score for the latter grade. In 1963, 65 grade 9
black children were chosen at random from the records of ‘‘a Chicago
Negro public high school,” taking only those whose grade 1 test scores
were also available. At grade 1, the mean Kuhlman-Anderson Scale of
Intelligence IQ was 93.06; at grade 9, the mean California Test of Mental
Maturity IQ was 89.92. The loss was significant at the .05 level and
was opposite to the hypothesized direction. The author commented that
the loss might have resulted from very large losses on the part of a
few children, but he made no conclusions about his work.

Three articles of Scott (1973, 1974, 1976) reported on the same sample
on which the author wastesting his ““HomeStart’ intervention program.
HomeStart was initially composed of “Horizontal HomeStart’? (HHS)
and “Vertical Home Start” (VHS), each of which involved low SES

children in Waterloo, Iowa. In HHS, 20 black and 20 white 4-year-

olds during each of the school years of 1968-9 and 1969-70 participated
in a year of pre-kindergarten enrichment. VHS included 51 black and
38 white 2- to 5-year-olds for a 3-year period beginning in summer,
1968. VHS was a program of homevisits by neighborhood “paraprofes-
sionals” who then consulted with a committee of 8 professionals. In
both types of programs, the effects of the treatment were measured by
comparing the Primary Mental Abilities (PMA) IQs of the experimental
children, taken at age 5, with the PMA IQsof their older siblings which
latter had been taken earlier in grade 1 of the schools. For the children
in HHS(actually 17 blacks and 23 whites), no significant differences
appeared between them, after enrichment, and their unenriched, older

sibs. For the VHSchildren (actually 30 blacks and 14 whites) significant
differences were reported between the enriched experimental group and
their unenriched, older sibs. While the author cautioned against general-
izations (because of the small samples), he concluded that, particularly
for VHS, his program had benefited low SES children.

WhenScott published his first follow-up of these children (1974), he

had abandoned the HHS program asineffective. Nineteen months after

the end of the initial program, the PMA wasre-administered to the 30
black and 14 white children of the initial study, and these new IQs
were compared with the old (original) grade 1 IQs of their older sibs.

For the 30 blacks, mean total PMA IQ decreased from 100.9 to 99.3;

since their older sibs remained at 93.5 (their grade 1 value) the difference

(99.3 — 93.5) was called significant. For the 14 whites, mean total PMA
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IQ decreased from 113.3 to 109.4. Since the mean IQ of their older
sibs remained at 103.4 (the grade 1 value) the difference (113.3 — 103.4)
was called not significant. After analyzing PMA sub-test IQ changes
at some length, the author concluded that blacks, only, had profited
from VHS. After another warning against generalization, the author
wrote “. . . that promising educational results are feasible when black
children are provided with very early preschool enrichment .. .” (p.
149).

In the 1976 article, Scott was able to recover only 22 black and 9
white VHSchildren. Sometime between the first paper of this triad and
this last paper, the Iowa Tests of Basic Skills (ITBS) had been given
to 25 of the children. For the remaining 6 children, it was necessary

to obtain ‘“‘adjusted” grade equivalent scores on ITBS because they had
taken the test at times different from that at which the 25 children
had been tested. Exactly how their older sibs were treated is completely
unclear, but the author compared the grade equivalencies of the enriched
group with the grade equivalencies of their older sibs for 15 educational
areas by means of the Wilcoxon test, and concluded that while the 22
black children had improved significantly in school achievement, the
whites had not. There were further cautions about generalizations and
that the study should be replicated, but there was no caution about
the use of older sibs as a control group, the pro-rating of test scores,
or the non-random character of the original sample.

Sekyra and Arnoult (1968) described their paperas a test of the hypoth-
esis that when the Stanford-Binet Scale of Intelligence (S-B), the Wechsler
Intelligence Scale for Children (WISC), and the Columbia Mental Matu-
rity Scale (CMMS) were administered to black children, no differences
among the mean scores would be found unless the S-B was scored accord-
ing to the black norms suggested by Kennedy, Van De Riet, and White
(1961). The authors selected 10 children, each, from grades 2, 5, and 8
of the elementary schools in Starkville, Mississippi, (pop. 13,500) as their
urban sample and a duplicate sample from the elementary schools of
Crawford, Mississippi, (pop. 350) as their rural sample. Chronological
age (CA) was limited to a 5-month span for each grade; CA range for
grade 2 was 89 to 93 months, for grade 5, 125 to 129 months, and for
grade 8, 161 to 165 months. This limitation eliminated the bright, if
any, and the very dull children. WISC and CMMSwerereported accord-
ing to the test manuals; S-B IQs were reported (a) according to the
scoring manual, and (b) according to black normsestablished by Kennedy
et al. (1961). For the urban sample, the IQs for WISC, CMMS,and S-
B (Caucasian norms) were, for grade 2, 80, 72, and 83, respectively;
for grade 5, 83, 67, 82; and for grade 8, 84, 59, and 82. For the rural
sample, the IQs for the same tests, same order, for grade 2 were 72,
73, and 74; for grade 5, 78, 56, and 76; and for grade 8, 69, 51, and
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71. When the Kennedy, Van de Riet, and White correction factor was
applied, the S-B IQs were increased markedly. The authors presented
multiple correlations for the three tests, but it is not clear what was

correlated. The authors concluded that neither WISC nor CMMS “.. .
is giving an adequate indication of intellectual functioning for Negroes’”’
(p. 568), and they recommendedre-evaluation of these twotests.

Semler and Iscoe described their 1966 study as an extension of their
earlier article (1963) which latter was reviewed by Shuey (1966). In

the 1963 article, the authors showed that paired associate (PA) learning
of southern white and black children did not differ significantly among
8- and 9-year-olds even though the Full Scale IQs of the Wechsler Intelli-
gence Scale for Children (WISC) of the blacks were significantly lower

than those of the whites. The subjects of the 1966 study were 134 black

and 141 white children, aged 5 to 9 years, who were part of the authors’

1963 sample to whom WISChadbeengivenearlier, and to whom Raven’s

Colored Progressive Matrices (RCPM) were administered for the 1966

article. After some undescribed, random discarding of subjects, both

WISC and RCPM data were reported in the 1966 article. The authors

concluded that the black-white differences were larger on WISC than

on RCPM (there were nosignificant racial differences in RCPM scores

at ages 8 and 9) and that this agreed with their hypothesis that WISC

was more culturally-loaded than RCPM. However, for 7-year-olds, blacks

were significantly lower than whites on both WISC and RCPM which,

to the authors, indicated the effects of ‘“‘experimental factors,” or different

instrument-demands, at age 7 which did not exist at ages 8 and 9. The

authors likened the performance of the 8- and 9-year-olds on RCPM

to their earlier performance (Semler and Iscoe, 1963) on PA learning.

The authors found that, for RCPM,black and white subtest intercorrela-

tions were so similar that they, the authors, concluded that the stages

of cognitive development sampled by RCPM were muchalike for the

two races, but the authors also commented that more analysis was needed

along this line of thinking. There was some suggestion that, for WISC,

dissimilar intercorrelation patterns existed for the two racial groups which

the authors related to dissimilar educational experiences. |
Sewell and Severson (1975) described the predictive ability of the ~

Wechsler Intelligence Scale for Children (WISC) for the academic prog-

ress of black children who were regularly placed in school. The subjects |

were 84 black children, 5-10 to 7-5 years of age, randomly selected

from five grade 1 classes from a public elementary school in Milwaukee.

Seven subtests ofWISC, plus Word Reading and Arithmetic sections

of the Stanford AchievementTest, were administered. The mean WISC
Full Scale IQ was 86. Performance IQs were higher thanVerbal IQs

in 66% of the children. The correlations between IQ and achievement

(otherwise not identified) were significant at .001 but were below those
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usually reported. The authors felt that the low WISC IQs obtained by
the black children led to “. . . discriminatory social and educational
practices. . .” (p. 112), but the authors presented no evidence for their
statement. WISC “. . . individual subtests must be used with caution
for diagnostic or predictive purposes.” (p. 112) with such children.

Silverstein’s (1973) purpose was to study the factorial structure of
the Wechsler Intelligence Scale for Children (WISC) using 505 whites,
318 blacks, and 487 Chicanos,all originally selected by Jane R. Mercer
(Mercer and Smith, 1972) and all between 6 and 11 years of age. Mean
age of the whites and Chicanos was 8.5 years, and of the blacks, 8.4
years. The mean Full Scale IQs for the children were: whites, 105.2,
SD = 14.88; blacks, 91.9, SD = 11.87; and Chicanos, 91.1, SD = 12.45.
Out of the 11 WISC subtests, the author extracted two factors: Factor
I Gnformation, comprehension, arithmetic, similarities, and vocabulary,
plus digit span for blacks only); and Factor II (block design and object
assembly, plus picture completion and picture arrangement for blacks
only). The author concluded that his findings did not imply that WISC
was a fair and proper test for blacks or Chicanos; the findings “. . .
simply suggest that the test measures the sameabilities in Anglo, Black,
and Chicano children” (p. 410).

In order to study the effect of race of examiner on children’s test
scores, Solkoff (1974) had two black and two white examiners administer
the Wechsler Intelligence Scale for Children and the Sarason Test Anxiety
Scale to 54 black and 54 white children from St. Louis, Missouri. SES
for the children, based on father’s education and occupation, was upper-
lower and lower-middle class. All examiners, high school graduates with-
out prior experience in testing, were trained by an experienced white
female. The protocols were first scored by the examiners; however, a
single experienced clinician, who knew neitherthe children nor the exam-
iners, rescored them. Significant main effects for child’s race were found
for all subtests except Comprehension, Picture Arrangement, and Coding;
blacks were consistently below whites. Higher scores were produced by
black examiners on Comprehension and Digit Span and by white examin-
ers on Vocabulary, and there wasa significant interaction between Race
of Subject and Race of Examiner on Similarities and Object Assembly
(whites scored higher with black examiners, blacks lower with black
examiners). Race was the only variable associated with the three IQs,
and blacks were lower on all three. The WISC Full Scale IQs, with a
black examiner, were 97.12, SD = 11.07 for black children and 109.39,
SD = 10.50 for white children; with a white examiner, they were 98.46,
SD = 9.11 for black children and 108.15, SD = 10.31 for white children.
There were no significant interactions with the anxiety measure. The
authorfelt that his St. Louis study confirmed his Buffalo findings (Solkoff,
1972), and he concluded that examiner’s race had “. . . no appreciable
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effect on the intellectual performance of either black or white children”
(p. 1066).
Solomon (1969) described the general factorial nature of academic

achievement. The subjects were 73 black grade 5 children drawn from

one low SES elementary school in Chicago. Children without two parents
in the home were excluded; otherwise, the selection of the sample was

not described. The Lorge-Thorndike Intelligence Test (L-T), not other-
wise described, and the California Achievement Test (CalAT) were group-

administered in the school. Academic and conduct ratings, each sepa-

rately, for grades 3, 4, and 5 were converted into 3-year averages. In

addition, each child was given a set of six tasks to accomplish, and

each performance was rated on a 4-point scale. The L-T Verbal IQs

were 92.00, SD = 9.57 for 35 girls and 82.08, SD = 13.05 for 38 boys.

L-T Nonverbal IQs were 89.23, SD = 12.33 for girls and 85.74, SD =

12.58 for boys. Total CalAT scores were 46.46, SD = 8.51 for girls

and 40.53, SD = 9.05 for boys. Considerable data on the factor analysis

of L-T, CalAT, and the six tasks were presented, and six factor clusters

were described. The author concluded that general academic achievement

was “a unitary dimension” and was only moderately related to achieve-

ment behavior. Although achievement behavior seemed unrelated in dif-

ferent situations, as situations became morealike, the behaviors became

more related. There was discussion of a “‘typology of achievement-related

tasks” and three general dimensions of these tasks were described.

Starkman, Butkovich, and Murray (1976) sought to determine whether

learning of low SES blacks was enhanced more by training in what

Jensen (1969b) called Level I ability or by training in “. . . general cogni-

tive development-enhancing experiences . . .” (p. 52). Three hypotheses

were tested: (a) children who showed the highest school achievement

at the end of grade 6 would also show the highest learning proficiency

and/or cognitive development; (b) both learning and Piagetian tasks were

composed of a commonfactor; and (c) if (b) were supported, a reciprocal

relationship would exist between learning and Piagetian tasks. Subjects

were 80 low SES grade 7 Chicago black children selected at random

from 163 children in an “Upper Grade Center.” Average age was 13.6

years. Mean IQ on the California Test of Mental Maturity was 93.74

for Verbal IQ, 97.82 for Quantitative IQ, and 95.84 for Total IQ. Wide

Range Achievement Test grade equivalencies were 5.78 for Reading,

6.02 for Spelling, and 5.61 for Arithmetic. A series of individual tests

(Linguistic Coding, Sentences, Reading, Bottles, Similarities, and Digit

Span) were administered, and factor analysis was performed. Four factors

were developed. Hypothesis (a) was not supported. Hypotheses (b) and

(c) were supported. The authors commented that they were surprised

at the poor performance of these children on the cognitive tasks (Bottles
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and Similarities), and they also challenged Jensen’s (1969b) Two Factor
Theory.

Stephenson and Gay (1972) investigated the psycholinguistic abilities
of 80 black and 80 white children who ranged in SES from lower-lower
to upper-middle class, apparently to see whether there was ‘language
code continuum.” All subjects had to be between 83 and 89 months of
age, between 90 and 110 in IQ as determined by the Peabody Picture
Vocabulary Test (PPVT), and of appropriate SES. The Illinois Test of
Psycholinguistic Ability (ITPA) had also been given to these children,
and the raw scores were converted to age equivalents. SES was found
to be significantly related to ITPA scores of white children but much
less so for black children. The authors concluded that SES wassignifi-
cantly related to I'TPA—causally. For all children, Verbal Expression
was low. There was no confirmation of the literature that held that
the lower SES was visual-motor oriented, or that the middle class was

differences in intellectual home environment (THE) as measured by “. . .Wolf’s (1964) measure of the home environment . . .” (p. 267) wouldstill exist, thus indicating that IHE wasthe cause of racial IQ differences.Out of a middle SES suburban school System population of 225 white
and 91 black grade 9 children, 71 whites and 75 blacks were selectedby random serialization, and letters soliciting cooperation in the studywere sent to the parents of these children. Telephone calls were made

IHE score wassignificantly higher than black IHE score. Thus, whitehomes were considered to be higher in intellectual development thanblack homes, and IHE was accepted as the causal factorin racial differ-

of a racial difference in the intelligence of the mothers who were inter-viewed. Hypothesis (b) wasalso sustained; the correlation between IHE
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and O-L IQ was .68 for blacks and .37 for whites. This racial discrepancy

was strongly criticised by Wolff (1978). Once again, becauseof the valida-

tion of the IHE, a correlation of fair size between IHE and O-L IQ

might have been expected. Hypothesis (c) was also sustained; the correla-

tion between IHE and GPA wasatleast as high as the correlation between

IQ and GPA.Again, considering the validation of IHE, one would have

expected this. The author summarized her article by stressing the different

cultures of the two racial groups, concluding that this cultural difference

was the cause of racial differences in 1Q. However, it might as well

have been argued that IHE, validated as it was, was a good test of

intelligence and that the THE racial difference was another aspect of

the racial difference in intelligence.

One should not read Trotman (1977) without reading Longstreth

(1978a) and Wolff (1978). Longstreth regarded Trotman’s work as “*. . .

seriously inaccurate and misleading” (p. 469), and he pointed out why

he considered none of Trotman’s conclusions as necessarily true. Long-

streth stressed the lack of knowledge of what the [HE actually measured,

arguing that content validity for it was lacking and that it could be

measuring intelligence. Longstreth concluded that Trotman’s paper em-

phasized “. . . that SES is a poor index of parental behavior in the

home, and that other approaches mightbe better” (p. 471). Wolff’s (1978)

criticisms of Trotman supplemented, but deliberately did not duplicate,

those of Longstreth. Wolff charged Trotman with experimenter bias be-

cause she administered both the [HE and the ISC measures, pointing

out that Trotman’s environmentalbias could easily haveled her to score

the IHE, or ISC, or both, in a biased fashion, particularly since many

of the items on IHE and ISC required subjectivity on the part of the

scorer. Wolff then discussedsix “‘anomalies” of Trotman’s paper, conclud-

ing:

If we accept at face value the various anomalies in Trotman’s data

_. . we are obliged to conclude that her sample is highly peculiar,

and therefore, findings based on this sample lack external validity.

If the sample is considered representative . . . serious doubts about

the internal validity of her study are immediately raised by the several

anomalies just considered. (p. 476)

In response to Longstreth, Trotman (1978) quoted heroriginal findings

(p. 479). In response to Wolff’s criticisms, Trotman commented that

“The six so-called anomalies listed by Wolff are basically his opinions

and interpretations; the disputed data are not anomalousatall” (p. 480).

Tulkin (1968) intended to show the relationship between SES factors

and racial differences in intelligence by showing that, as SES factors

became more alike for the races, test-score differences were reduced.
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His sample was composed of 137 high SES whites, 85 low SES whites,
52 high SES blacks, and 115 low SES blacks. How the Sample was
selected was not given, but all children were from grades 5 and 6 in a
Maryland school system. Scores on L-T were obtained from school
records. The mean Verbal IQs were: high SES whites 114.48, SD = 14.56,
high SES blacks 109.15, SD = 12.88, low SES whites 92.67, SD = 12.84,
and low SES blacks 90.04, SD = 12.08. The mean Nonverbal IQs were:
high SES whites 112.10, SD = 12.20, high SES blacks 107.81, SD = 11.79,
low SESwhites 95.41, SD = 13.57, and low SES blacks 91.01, SD = 12.38.
Measures of SES and cultural participation were administered either
by the authororby the schools. The upper SESblacks and whites differed
significantly on both Verbal and Performance IQs; the lower SES blacks
and whites differed significantly on Performance IQ only. The author
concluded that, when controlled for broken home, maternal employment,
and crowdedness in the home, noracial differences appeared for the
upper SESchildren. Nothing clear was stated about the lower SES chil-
dren, and nothing could be said aboutracial differences in general because
middle SES children were excluded from the study. The author failed
to note that, in controlling for home factors, employment, and crowded-
ness, he wasalso controlling for intelligence in an unknown degree.

In order to determine the effects of “life experiences” upon Raven’s
Progressive Matrices (RPM) Tulkin and Newbrough (1968) administered
the RPM and a culture measure to 203 white and 153 black grades 5
and 6 children from a suburban Maryland school system. The subjects
may have been part of the sample reported in Tulkin, 1968. Nothing
was given about the methodofselection of the original 389 children
(Tulkin, 1968) or the present sample. Data were available from school
records for the L-T and the Iowa Test of Basic Skills (ITBS). SES was
determined by the Hollingshead Index. The cultura] measure contained
a Cultural Participation Scale (CPS), a two-part Family Participation
Scale (FPS), and a Family Structure (FS) measure. The entire cultural
measure had been validated through judgments by “. . . 10 members
of the professional staff of {a} Mental Health Study Center” (p. 401).
Blacks and whites were equated for SES. Thefinal sample then consisted
of 128 high SES whites, 75 low SES whites, 50 high SES blacks, and
103 low SES blacks. When a three-way ANOVA revealed that there

was then performed for the RPM scores of the two SES racial groups
using only 4 items of FS as covariate controls. Racial differences for
the high SES groups disappeared, but racial differences for the low SES
groups remained significant. When this reviewer tested the significance
of the mean racial differences by the tstatistic, high SES whites vs.
high SES blacks produced a t of 1.92 when 1.96 was required for signifi-
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cance at the .05 level. Low SES blacks differed from low SES whites

at the .001 level.

The authors concluded that whites, and the high SES groups, produced

higher RPM scores, and that the finding that race was important in

describing low SES racial differences only was contradicted by other

reports in the literature. RPM was moderately related to L-T, butless

so to achievement, and RPM wasnotclosely related to cultural differ-

ences. Sex differences were evident, particularly among blacks. The au-

thors did not consider the possibility that the controlling for cultural

factors may also have matched for intelligence, or that the validation

process of the culture measure(thestaff of a Mental Health Study Center

could be expected to have strong environmentalbias) could have produced

items that could have acted differently on high and low SES groups,

or on blacks and whites. However, from the authors’ Table 6 (p. 403)

there was reason to suspect that CPS was also measuring intelligence.

The tenor of the Vance and Engin (1978) article was that the subtests

of the Wechsler Intelligence Scale for Children, Revised, (WISC-R) do

not measureblackintelligence. Apparently, the authors’ criterion of valid-

ity was the magnitude of the subtest score; those subtests wherein scores

were high were valid measures of black intelligence, and vice versa. The

WISC-R was administered to 154 black children, aged 6-1 to 15-11,

most of whom lived in rural North Carolina or Virginia. Most of the

subjects were low SES and ranged in school grade from 1 to 7. The

sample contained no emotionally disturbed children or those visually

or auditorially handicapped. In one place (p. 453) the Full Scale WISC-

R IQ was given as 66.7, SD = 11.17, ranging from 41 to 113. In another

place (p. 454), the Full Scale WISC-R IQ was given as 68.6, SD = 11.1,

the Performance IQ as 70.2, SD = 11.4, and the Verbal IQ as 68.3,

SD = 10.8. Blacks were said to have shown much unevenness among

the WISC-R performance subtests, but nowhereis the black patterning

of subtest scores linked to an objective criterion. The authors concluded

that results obtained on the WISC-Rare valid.

The purposes of the Vane, Weitzman, and Applebaum (1966) article

were: (i) to study the existence of S-B subtest performance differences

between (a) blacks and whites matched for S-B IQ, and (b) problem

and nonproblem children also matched for S-B IQ;(ii) to determine if

the mean S-B IQ of suburban whites (stratified by SES) would differ

from the theoretical S-B mean IQ of 100; and (iii) to compare the S-B

performance of black suburban children (stratified by SES) with norma-

tive data from Kennedy, Van De Reit, and White (1963). The sample

for purpose (i) was obtained from the records of 110 white and 110

black children (matched for S-B IQ) selected from a suburban New

York City school district. Children with behavior problems, the severely

retarded, and brain damaged children were excluded. The age range of
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the children was not given. The comparison of problem and nonproblem
children did not show a racial separation, and is here omitted. For purpose
(ii), the authors selected a sample of 113 white children aged 6, 7, and
8 (“the Normative White Group”), so stratified by fathers’ occupations
as to match the frequency of fathers’ occupations in the 1960 census
for urban whites. The source of the sample was not given. A similar
sample of 100 for purpose(iii) was selected for blacks (“‘the Normative
Negro Group”), also from an undisclosed source, andalso stratified so
that fathers’ occupations matched in frequency those in the 1960 census
for urban blacks. The children were also 6, 7, and 8 years of age. The
mean IQs of the children in sample (i) were 108.8 for whites and 107.5
for blacks. The mean S-B IQ of the “Normative White Group” was
112.7, and the mean S-B IQ of the “Normative Negro Group” was
103.3. The authors concluded that the pattern of S-B subtest performance
was very similar for blacks and whites.
Warden and Prawat (1975) stated two purposes for their article: (a)

to correct the literature which had confounded race and SES, and (b)
to assess racial differences in mental ability other than those of divergent,
or creative, mental ability. To their sample of 130 black children (96
low SES and 34 high SES) and 224 white children (70 low SES and
154 high SES) they administered Guilford’s five tests of divergent-conver-
gent thinking. Divergent thinking was measured by Word Fluency and
Utility Test. Convergent thinking was measured by Naming Meaningful
Trends, Letter Grouping, and Word Grouping. All of these tests were
described in the article. All children were between the ages of 12-7
and 15-6 years, and all were in grade 8. All were found in a large
Northeastern city, but the method of their selection was not given. SES
was determined by the occupation of the head of the family.
Data were presented in one table (p. 717) and the results of ANOVA

were given. Neither SES nor race was found to be a significant source
of variance for the Divergent Thinkingtests: no racial or SES differences
were shown for Word Fluency or Utility. However, both race and SES
were significant sources of variance in Convergent thinking. High SES
children outperformed low SES children on Letter Grouping, Word
Grouping, and Naming Meaningful Trends, and whites performed better
than blacks on all three of the latter tests. There were no significant
interactions. Relevant conclusions of Jensen (1969b) and Rohwer (1971)
were compared with the authors’ findings, and the authors concluded
that “. . . ethnicity as well as social class must be taken into account
in future attempts to specify patterns of abilities across various types
of tasks” (p. 718).
To study the effects of examiner’s race on test scores, Wellborn, Reid,

and Reichard (1973) had three white and three black examiners adminis-
ter the Wechsler Intelligence Scale for Children (WISC) to 48 black and
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48 white children (half of each racial group was in grades 2 and 3,

and half was in grades 7 and 8) in two rural public schools in Florida.

Ten subtests of WISC were given by both a black and a white examiner

to each child, with a 7-day period between tests. When the examiners

were paired racially, each pair administered tests to eight black and

eight white children at both grades 2 and 3 and grades 7 and 8. Each

examiner tested equal numbers of blacks and whites first and second

and at both grade levels. For the black children at grades 2 and 3,

mean IQ was 87.291 with a black examiner and 85.583 with a white

examiner. For white children at grades 2 and 3, the mean IQs were

103.791 and 103.166 for black and white examiners, respectively. For

grades 7 and 8 black children, the mean IQs were 86.458 and 88.291

for black and white examiners, respectively. For grades 7 and 8 white

children, these means were 101.541 and 99.700 for black and white exam-

iners, respectively. None of the differences was significant. Race of chil-

dren wasthe only significant main effect; there were no significant interac-

tions between race of examiner and child’s IQ. Retest scores, generally,

were 8 points higher than original scores for all subjects, and the gain

was called significant at .05 level. The authors concluded that, for Full

Scale WISC IQ, race of examiner had no effect on either black or white

children. The authors noted, however, that their findings concerned

groups of black and white children only; they could say nothing about

the effects of race of examiner on individual children.

The Westinghouse Learning Corporation-Ohio University Report

(1969) (the “‘Report”’) was doneat the request of the Office of Economic

Opportunity to demonstrate the efficacy of Head Start programs nation-

wide. From the total listing of all Head Start centers in the United

States (N = 12,927), a random sample of 300 centers was obtained. Each

center represented a target area, and all children within any target area

were part of the potential sample. Thefirst 100 areas selected were asked

to participate; if any refused, or if any did not meet thecriteria established

by the Report, a center from the 200 in reserve was selected randomly.

The Report stated that 70% of the centers nationwide had summerpro-

grams only and that 30% had full-year programs; the sample was so

chosenasto reflect these proportions. Eight (plus 2) experimental children

were selected from each target area; all had participated in Head Start

programs.In addition, 8 (plus 2) comparable children who hadnotpartic-

ipated in Head Start programs were selected from the same target area

on the same basis as the experimental children. Selection was based on

residential area, Head Start experience, sex, race, grade, and kindergarten

experience. All children were in grades 1, 2, and 3 in 1968-69. Head

Start centers with summer programs only were sampled independently

of centers with full-year programs. The following tests were given to

the children in both types of program: theIllinois Test of Psycholinguistic
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Ability (ITPA)to all children in all grades; the Metropolitan Readiness
Test (MRT) to children in grade 1 only; and the Stanford Achievement
Test (StanAch) to children in grades 2 and 3 only. The data collected
were extensive and are summarized in the following tabulation:

 

Scores Numberof
Grade and Race Exp. Cont. Diff. p Centers Subjects

 

Illinois Test of Psycholinguistic Ability*

Summer Programs (p. 134)

Grade 1: Mostly black 187.25 177.87 9.38 12 11 176
Mostly white 190.54 198.42 —7.88 05 19 304

Grade 2: Mostly black 208.41 206.87 1.54 81 9 144
Mostly white 230.59 230.65 —0.06 99 19 304

Grade 3: Mostly black 244.98 238.59 6.39 .20 11 176
Mostly white 263.41 261.94 1.47 81 13 208

Full-Year Programs(p. 152)

Grade 1: Mostly black 178.82 171.81 7.01 19 11 176
Mostly white No data

Grade 2: Mostly black 208.85 198.80 10.05 .08 13 208
Mostly white No data

Metropolitan Readiness Test**

Summer Programs(p. 136)

Grade 1: Mostly black 45.77 45.69 0.08 .98 11 176
Mostly white 53.55 55.60 —2.05 24 19 304

Full-Year Programs (p. 153)

Grade 1: Mostly black 48.56 43.57 4.99 11 11 176
Mostly white No data

Stanford Achievement Test***

Summer Programs(pp. 138-9)

Grade 2: Mostly black 1.48 1.45 0.03 7 9 144
Mostly white 1.67 1.78 —0.11 07 19 304

Grade 3: Mostly black 2.05 1.93 0.12 05 11 176
Mostly white 2.44 2.48 —0.04 54 13 208

 

* Mean total raw scores

** Mean readiness score

*** Median gradelevel

The conclusions of the Report were also extensive but are well summa-
rized in this quotation:

In summary, when one looks at the observed effects of Head Start
according to the test of practical relevance, it must be concluded
that the effects found on standardizedtests are indeed small in magni-
tude, with the exception of a few differences in subgroupsof full-
year centers on the ITPA, and do not meetthecriterion of practical
relevance. (p. 168)
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In 1970, Smith and Bissell wrote a rejection of the Report, its methods,

and its findings. Cicirelli, Evans, and Schiller (1970) replied to Smith

and Bissell in the same issue of the Harvard Educational Review. Neither

article added new testing data, but the arguments for and against the

Report were noteworthy. Finally, Cicirelli, Granger, Schemmel, Cooper,

and Holthouse (1971) published a re-analysis of the Report data confining

themselves to the summer programs and the ITPA subtest scores; no

total ITPA scores were published which makes the summarizing of them

awkward.
Cicirelli et al. (1971) intended their article to be a set of norms for

grades 1, 2, and 3, for black, white, and Mexican-American low SES

children, noting that their data were below the normsfor “middle-class

whites” and that strong and weak points of low SES children could be

derived from the comparison of their norms with middle-class white

norms. Intercorrelations among ITPA, MRT, and StanAch were given.

Two important questions were stated: (a) “. . . why is there such a

contrast in the profiles of the whites, blacks, and Mexican-Americans

in regard to the memoryabilities?” (p. 246), and (b) could not a stronger

intervention program be designed aroundthe deficiencies of the low SES

children? Answers were not given, but further research on these questions

was recommended.
To investigate four hypotheses about Piaget’s Principle of Conserva-

tion, Whiteman and Peisach (1970) examined 32 kindergarten and 31

grade 3 children, all low SES,all black, and all from New York City

schools. The grade K children were all those in two classes of the same

teacher who wereable to pass a qualifying perception test. Their mean

age was 5-10. The grade 3 children were also required to pass the same

perception test, but in spite of this, the authors called their sample a

random sample. S-B IQs were available for 19 grade K children (mean

IQ was 94.05) and for 26 grade 3 children (mean IQ was 98.08). The

same Conservation Test was given to all children. They were asked who

had the more M&M candies when oneset was placed before the child

and another set before the examiner. Discussion and conclusions were

confined to Piagetian principles.

Willard’s (1968) purpose was to demonstrate whether “‘. . . so-called

culture fair tests . . .” measure black intelligence any better than do

“tests which do not make allowance for cultural differences’’ (p.

584). The author defined intelligence in a series of verbal statements

coming, finally, to the statistical definition that intelligence means school

success. The subjects were 89 black children from three grade 6 classes

of the New Haven, Connecticut, public schools, all low SES,all “‘de-

prived.” Scores on the Academic Promise Test (APT) and the Cattell

Culture Fair Intelligence Test (CCFIT), described in the paper, and

on the Stanford-Binet Intelligence Scale (S-B) and the Stanford Achieve-
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ment Test (StanAch) Reading and Arithmetic subtests were available
from the school records. CCFIT was given, also, to 83 black children
whowerein classes for the mentally retarded in five New Haven schools.
Instead of APT scores, the author presented IQs for the Wechsler Intelli-
gence Scale for Children (WISC) as he estimated them from the APT
scores. CCFIT IQs were presented as such. The mean estimated WISC
IQ was 90.8, SD = 12.2 and the mean CCFIT IQ was 94.4, SD = 16.0
for the 89 grade 6 children. Correlations among the scores were given:
APT score and (a) CCFIT IQ .49,(b) Reading .78, (c) Arithmetic .76;
between estimated WISC IQ and (a) CCFIT IQ .55, (b) Reading .75,
(c) Arithmetic .73; between CCFIT IQ and (a) Reading .57, and (b)
Arithmetic .50. A value of 67.6 was shownasif it were the mean APT
IQ, but this was not clear. The rangeofthe 83 mentally retarded children
on CCFIT was 98 to 57, and on S-B was81 to 51. For the 83 children,
mean IQ was 63.1 for S-B, and 70.0 for CCFIT. The author concluded
that the black child is no more disadvantaged by APT or S-B than by
CCFIT, commenting that “Non-verbal intelligence seems to be of no
major advantagein the schoolsituation” (p. 589).
The purpose of the Yando, Seitz, and Zigler study (1979) was not

clearly stated. The paper involved two samples of children (a Matched
Group and a Typical Group) who were required to take a battery of
16 performancetests and to undergo interviews. One purpose could have
been to study the performances of both Groupson the samesetof perfor-
mance tests and interviews. What the authors called “subsidiary issues”
(p. 9) were (a) to compare “economically disadvantaged” (low SES)
children from 2-parent homes with low SES children from 1-parent
homes, and (b) to compare low SES black children who had attended
predominantly white schools with low SES black children whohad at-
tended predominantly black schools. In the Matched Group study, 48
“economically advantaged” (high SES), and 48 low SES children were
drawn from grades 2 and 3 from 36 schools in urban Massachusetts.
Children with gross physical or emotional defects, those whose IQs were
below 85, and those who had failed a grade in school were omitted
from the sample. Each group of 48 children was composed of 24 white
and 24 black 8-year-olds. The Matched Group was nota representative
sample of either blacks or whites. In the Typical Group sample, 80
high and 80 low SES children were matched for CA only. No child
had any gross physical, intellectual, or emotional defect. In each SES
group were 40 black and 40 white children, drawn from grades 2 and
3 from 29 schools in several urban Massachusetts areas. Selection, with
respect to IQ and MA,was called random.
The 16 performancetests, specified as measuring Creativity, Self-confi-

dence, Autonomy, Curiosity, Frustration Threshold, and Dependency,
were administered to all of the subjects, and these data becamethepri-
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mary concern of the authors. The children were told that they were

testing toys for a toy manufacturer, and no child was permitted to know

that he failed at anything. Each child was tested for 1’ hours. None

of the tests was validated against a criterion. IQs were reported for a

numberof subgroups of the samples. For the Typical Sample, IQs were

102 and 104 for high SES black subjects, and 89 and 93 for low SES

black subjects. For white subjects in the Typical Sample, the IQs were

112 and 117 for high SES subjects, and 102 and 105 for the low SES

subjects. The Reading grade equivalents reported were: for the Matched

Group: high SES blacks 3.8, high SES whites 3.7, low SES blacks 2.7,

low SES whites 3.4; for the Typical Group: high SES blacks 3.4, high

SES whites 3.7, low SES blacks 2.8, low SES whites 2.8. The reported

Arithmetic grade equivalents were: for Matched Group: high SES blacks

3.6, high SES whites 3.2, low SES blacks, 2.5, low SES whites 3.2; for

the Typical Group: high SES blacks 3.6, high SES whites 3.5, low SES

blacks 2.2, low SES whites 2.9.

Self-confidence was said to be higher among low SES black children

attending predominantly white schools than among such black children

attending predominantly black schools. The presence or absence of the

father hadlittle to do with the child’s IQ—black or white. Little relation-

ship was found amongthetests thought to measure Creativity; a closer

relationship was found amongthetests designed to measure Self-confi-

dence. There was “resonable” relationship among the tests thought to

measure Dependency. No such comments were made about the tests

of Autonomy, Curiosity, and Frustration Threshold. Extensive comments

were made about the interview measures and the Teacher Rating Scale,

none of which comments wasrelated to IQ. All racial IQ differences

were explained environmentally. The authors confined their conclusions

largely to the racial performancetest differences.

Yater, Boyd, and Barclay (1975) noted that in the standardization

of the Wechsler Intelligence Scale for Children (WISC)noblack children

had been included. In the standardization of the Wechsler Preschool

and PrimaryScale of Intelligence (WPPSI), however, black children were

included. The authors, therefore, soughtto test the hypothesis that WISC

is biased against black children by showing that blacks obtained higher

IQs on WPPSI. Both tests were administered to 20 children from a

Head Start (HS) project by 2 white males, 20 from a Follow-Through

Kindergarten (FTK) and 20 from a Follow-Through First Grade (FTFG)

project by 1 black female, 1 white male, and 2 white females. All testers

were graduate students with experience. All subjects came from the same

metropolitan area, and all FTK and FTFG children had had HS experi-

ence. The HS children were 60 to 68 months of age; those in FIK

were 62 to 79 months; and those in FTFG were 73 to 95 months of

age. How the subjects were selected and where the study was donewere
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not given. Testing was done in an HScenter close to the child’s home.
At the HSlevel, all WISC IQs were consistently higher than the WPPSI
IQs—a contradiction of the authors’ hypothesis. Only 2 of 9 possible
comparisons (Verbal and Full Scale IQs at FTK) confirmed the authors’
hypothesis. The authors concluded that no “cumulative deficit” appeared
even though all IQs at FTFG were lower than those at HS, and for
WISC,the differences were sizeable. In spite of the confused or contradic-
tory evidence, or perhaps becauseofit, the authors concluded that “. . .
cultural bias does not seem to be controlled by including cultural minori-
ties in national standardization samples . . .” (p. 80). With such small
samples of questionable representativeness,it is difficult to consider mean-
ingful any conclusions of this study.
Yawkey and Jantz (1974) investigated “. . . the effects of each of

the variables(e.g. intelligence, race, sex, and SES) within a specific popula-
tion of sixth graders using a particular achievement measure” (p. 4).
Tworelevant hypotheses were presented for study: (a) there are no signifi-
cant differences in mathematics performance between black and white
grade 6 children, and (b) there are no significant differences in the gain
(between grades 5 and 6) in mathematics performanceof black and white
grade 6 children. Subjects were all children who had attended grade 6
in a midwestern school district. Data were obtained from school records
only for those children whose records contained information for SEX,
race, IQ, occupation of the head of the household, and grades 5 and 6
mathematics scores. Out of 3,536 children possible, 3,184 were accepted.
The Iowa Test of Basic Skills (ITBS) and the Lorge-Thorndike Intelli-
gence Test, Multilevel Edition (L-T) had been given at the ends of grades
4, 5, and 6. Hypothesis (a) was rejected; racial differences in mathematics
scores were significant at .01 level. Hypothesis (b) was not rejected.
The authors presented 3 related topics on which they thought further
research was needed. No IQ data weregiven.

Summary

Chapter III approaches 100,000 including blacks, whites, Mexican-Amer-
icans, Puerto Ricans, Chicanos, and Asians. An exact subject count by
race is not possible because some investigators described their subject
pool as “90% black,” mostly white, or called all non-whites “others.”
On the whole, however, investigators using school children as subjects
can not be faulted for small samples.

If test usage is determined by the numberof investigators selecting a
particular scale the Wechsler tests were most frequently administered.
Almost 4 of the identified tests were either the WISC or WISC-R.
Next in order of popular usage werethe Binet, Lorge-Thorndike, Peabody
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Picture Vocabulary Test, California Test of Mental Maturity, the Raven,

and the Bender-Gestalt. If, however, test usage is determined by the

number of children taking a particular test then the scales selected for

the large national or statewide summaries would be group paper and

pencil tests such as the Educational Testing Service School and College

Ability Test series rather than individualtests.

For the purpose of this summary the articles in Chapter Ill have

been divided roughly into several broad categories representing the pur-

pose of the study. Not all articles are reviewed again but typical and

significant papers with sound designs and adequate samples are selected

to represent the category.

1. Comparative Studies of Racial Differences in Intelligence.

Comparison of test scores by race was not the main purpose of the

majority of ChapterIII studies. Of the 35 articles that did report compara-

tive test scores, two are especially significant. Negro and White Children:

A Psychological Study in the Rural South was published by Baughman

and Dahlstrom in 1968. The purpose of the study was to contribute to

the development of a comparative behavioral map of children in the

rural south. The Binet, Primary Mental Abilities Test and the Stanford

Achievement Test comprised the test battery. Findings in general were

unwelcome and difficult for the authors to rationalize. An analysis by

race and sex showsthat in general whites approximate the national norms

in mental ability and school achievement. In every comparison, Negro

boys are lowest in mental ability. Although in the earlier grades Negro

girls do poorly on the ability tests, by age 14 their scores approach

scores for white boys. The overlap of the mental ability scores was found

to be 18%; that is, 18% of the black children reach or exceed the mean

for whites.
In 1973 Jensen published a landmark paper, “Level I and Level II

Abilities in Three Ethnic Groups.” (Jensen, 1973b) A battery of seven

tests including the Lorge-Thondike, Raven, and Stanford Achievement

Test was administered to some 2,000 white, black and Mexican Ameri-

cans. The children were typical of the general population of California.

MeanL-T IQ was 105 for white, 92 for blacks and the Mexican-American

mean was located somewhere between the means of blacks and whites.

Meanfactorscores of the three groupsdiffered significantly and showed

interaction with ethnicity in accordance with Jensen’s two-level theory

of abilities. The white and black groups differed markedly on “gc” and

“ofbut not in memory. The white and Mexican-Americans differed

markedly in “gc” but less in “gf” and memory. Jensen concludes that

this study supports the two level theory in so far as it demonstrates

population differences, and it further substantiates the empirical findings

of white-Negro interaction with Level I and Level I.

2. Reliability and Validity.



School Children
97

Although about %4 of the 126 articles of Chapter III examine the
persistent questions oftest reliability and validity, one study stands out
above the others because of its design and sample size, Kennedy (1965).
This Kennedy study is a reassessment of a representative sample of a
Stratified random sample of 1,800 Negro elementary children tested with
the Binet in 1960. Of the original sample 312 were located and tested
again with the Binet and the California Achievement Test. Kennedy’s
results provide the opportunity to examine the Stability (reliability) and
the forecasting efficiency (validity) of the Binet for Negro schoolchildren.
With regard to these twovital test characteristcs, the author concludes:

The mean on the Stanford-Binet, Form L-M, for this portion of
the sample in 1960 was 78.9; in 1965 it was 79.2, a nonsignificant
change. The standard deviation in the sample increased from 12.6
in 1960 to 14.3 in 1965, and the range in scores increasedslightly.

The multiple analyses, which produced coefficients of correlation
generally in the range of .70, all point to the fact that the Stanford-
Binet IQ is quite probably the most powerful single variable in the
prediction of either IQ variables or achievement variables, and again
points to the amazingstability of the IQ over the intervening years.
It is evident that the degree of modification in the environment,
particularly the school environment, which has occurred in the past
four years, has not been sufficient to make any major differences
in the intelligence test performance of this sample. (p. 167)

3. Explanation of IQ Differences in Terms of Socioeconomic Status.
Despite the manycritics of the Coleman Report (Coleman, 1966) thisinvestigation remains the largest and perhapsthe best study of the influ-ence of a school’s facilities on the verbal achievement (verbal ability)of its pupils. Coleman found that for each racial group most of thevariation in verbal achievement (verbal ability) occurs within schoolsand less than 20% between schools. If variations were largely the resultof school factors or community differences then school-to-school differ-ences would increase overthe grades in school. Several other large studies

(Jensen and Figueroa, 1975; Osborne, 1975; Osborne, 1978) refute theenvironmentalists’ claim that mental ability differences are explained onthe basis of SES factors.
In defense of a contrary point of view, see “Race, IQ, and the MiddleClass” (Trotman, 1977). The author defends with less than convincingad hoc argumentsthattraditional intelligence tests function to deny soci-etal rewards to those with other than white middle-class values andlifestyles.
4. Tests of Theories of Intervention and Compensatory Education.
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Head Start Programs of the 1960’s and 1970’s are perhaps the best

known educational programs designed to enhance school achievement

of disadvantaged children. The Coleman Report, The Westinghouse

Study, and a recent paper by Darlington, (Darlington et al., 1980) all

address the question of the effectiveness of HeadStart.

Head Start programs were generally planned for and attended by those

children who had the mostto gain:children from families of low SOC10eCcO-

nomic status. The programs were offered in communities where they

were most needed. Where Head Start programs were most effective they

served pupils from the poorest families. Negroes were morelikely to

be helped by intervention programs than whites, and children from low

SES families to benefit more than those from high SES.

Coleman says, “In general, Head Start participants of a given race

did not perform as well on the verbal and nonverbal reasoning tests as

nonparticipants. It is important to note that these pupils, from poor

families, have not yet “caught up” to their classmates, even though they

participated in the Head Start program.” (p. 523)

In 1969 the Westinghouse Learning Corporation published an evalua-

tion of the 12,927 Head Start programs based on a random sample of

300 programs on the OEOlist of approved programs. Objective findings

are not encouraging to supporters of the massive intervention programs:

The Westinghouse Study concludes: “In summary, when one looksat

the observed effects of Head Start according to the test of practical rele-

vance, it must be concluded that the effects found on standardized tests

are indeed small in magnitude, with the exception of a few differences

found in subgroups of full-year centers on the ITPA, and do not meet

the criterion of practical relevance.” (p. 168) Despite the generally nega-

tive findings the authors point out: (a) “One possibility is that Head

Start has actually been effective, but that the limitations of the present

study design preclude the detection of the full effects of Head Start”

(p. 245); (b) while the summer Head Start programs are so negative

that it is doubtful that any change in design would reverse the findings,

the somewhat positive results of the year long Head Start programs

suggest that these programs should be encouraged and supported.

In a follow-up of the educational intervention programsof the 1960’s,

Darlingtonetal. (1980) summarized the results of 8 well-knownprojects,

basing their evaluation of the programs on 3 criteria: (1) rate of meeting

high school requirements, (2) frequency of being placed in special educa-

tion programs, and (3) frequency of being retained in grade. According

to these criteria Darlington et al. judged the Head Start programs they

reviewed to be successful.

The authors report no follow-up test results but add this caveat: “Our

findings replicated results on IQ reported by numerousprevious investiga-

tors—large effects in tests given soon after the program, tapering down
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to smaller butstatistically significant effects 3 or 4 years after preschool
and vanishing thereafter. This finding has a positive aspect: if 1 year
of enrichmentstill has effects 3 or 4 years later, then 12 years of enriched
schooling might have lifelongeffects. 1Q’s, however, are merely indirect
predictors of school success; our most important analyses concerned the
effect of preschool on direct measures of school success.” (p. 203)

Studies not falling under one of the major headings in the summary
make up a miscellaneous collection of articles not easily categorized.
Most are unique in purpose or sample. Test findings, however, are in
general no different from those of other reviewed studies of school chil-

To compare black-white test results obtained from the summary of
the articles reviewed in Chapter III with similar results obtained between
1921 and 1965, median IQs were calculated from all studies reporting
test scores. Since some investigations were not comparative there were
more articles reporting IQs for blacks than for whites, 195 for blacks,
89 for whites. The median value of the 195 IQs for blacks was 90; the
corresponding value for the 89 IQs for whites was 103.

Scores from Shuey’s analysis of test results of school children in the
2nd Edition and the corresponding scores from Chapter III of Volume
2 are tabulated below:

Differences in IQ of Black and White School Children 1921-1980Tee

 

Means Medians

Type of 1921-44 1945-65 1965-80
Source Test W-B_sC=OD~iff W-B Diff W-B Diff

.Shuey 2nd Ed. Individual 99-85 14 96-82 14 —
Shuey 2nd Ed. Group 99-83 16 101-88 13 —

Non-Verbal

Shuey 2nd Ed. Group 98-85 13 99-83 16 —
Verbal

Osborne & McGurk Volume 2 All tests — —_ 103-90 13
Individual &
GroupI

In the two earlier surveys Shuey analyzed results by type of test as
well as by date the test was given. In the later edition IQs from individual,
group verbal, and group nonverbal tests are combined. The consistency
of the black-white IQ differences for school children over a period of 6
decades is nothing less than remarkable.
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Angoff and Ford (1973) were interested in studying the nature of

racial test score differences by examining the relative item difficulty on

the Preliminary Scholastic Aptitude Test (PSAT). Their 10 sets of sub-

jects were obtained from a poolof Georgia high school pupils who had

taken PSAT in 1970. Two random samples of Atlanta blacks (Sample

1, N= 300, and Sample 2, N= 340); a selected sample of 280 Atlanta

blacks (Sample 3) matched for PSAT Verbal score to a sample of Atlanta

whites; and (Sample 4) a selected sample of 275 Atlanta blacks matched

to a white sample on PSAT Math score were taken. There were two

mutually exclusive random samples of Atlanta whites of 300 subjects

each (Samples 5 and 6); a sample of 280 Atlanta whites (Sample 7)

matched on PSAT Verbal score with a sample of Atlanta blacks; and

(Sample 8) 275 Atlanta whites matched on PSAT Math score with a

sample of Atlanta blacks. Sample 9 was a random sample of 125 Savannah

blacks, and Sample 10 was a random sample of 300 ‘“Nonurban”’ blacks.

Matching was done on a sample-to-sample basis so that the frequency

of subjects at each score in one sample equalled the frequency of subjects

at each score in the matched sample.

The mean Verbal scores for Samples 1 and 2 were 13.51, SD= 10.64

and 13.18, SD = 10.10, respectively; the mean Math scores were 8.88,

SD = 8.00 and 8.07, SD = 7.58, respectively. The unselected white sam-

ples (Samples 5 and 6) produced mean Verbal scores of 28.32, SD = 12.17

and 28.45, SD = 12.58, respectively; their mean Math scores were 21.11,

SD = 9.54 and 21.57, SD = 9.65, respectively. Blacks who were matched

to whites on Verbal score (Sample 3) had a mean Math score of 9.09,

SD = 7.67; and blacks matched to whites for Math score (Sample 4)

produced a mean Verbal score of 14.45, SD = 10.15. Whites matched

to blacks on Verbal score (Sample 7) had a mean Math score of 14.80,

SD = 8.98; and whites matched to blacks on Math score (Sample 8)

had a mean Verbal score of 18.75, SD = 9.94. The mean Verbal score

of the Savannah blacks (Sample 9) was 13.00, SD = 9.48 and the mean

100
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Math score was 7.74, SD = 8.00. The mean Verbal score of the ‘““Non-
urban” blacks was 8.36, SD = 8.07, and the mean Math score was 5.18,
SD = 6.35.
Most of the authors’ conclusions concerned the finding that, when

blacks were matched to whites, black test performance was closer to
white test performance than when unselected blacks and unselected whites
were compared. The means for the unselected white samples on both
sections of the PSAT are about 1 to 14 standard deviations higher
than the means for the unselected black samples. After matching on
the alternate score, means for both sections of the PSAT come closer
in line, the means for whites dropping and the meansfor blacks rising
to a point where they are only one half to % standard deviation apart.

In his monograph, Bachman (1970) sought to emphasize theeffects
of environmental factors on human development. He described the ran-
dom selection of 25 grade 10 boys from each of 87 schools—one school
per county and metro area—an original sample of 2,213. He hoped to
obtain a “bias free” sample of all 10th-grade boys in the United States.
The Quick Test (QT), the General Aptitude Test Battery, Part J
(GATB-J), and Raven’s Progressive Matrices (RPM) were administered
to varying numbers of children. For the QT, the author reported a mean
raw score of 110.4, SD= 10.8 for 1,912 whites and a mean of 95.7,
SD = 14.7 for 256 blacks (total N = 2,168). For GATB-J, comments
appearedonly in data tables and these were not separated byrace. Refer-
ence to RPM in the text was limited, but a mean raw score of 23.3,
SD = 5.0 was reported for 2,177 whites, and a mean of 16.0, SD = 7.2
for 291 blacks. Bachman commented that he had avoidedall firm conclu-
sions about racial differences except that they “. . . are primarily—if
not exclusively—differences in cultural . . . opportunities” (p. 201).

In order to determine whether racial or SES groups showed patterning
in their mental abilities, Backman (1972) selected 1,236 Jewish whites,
1,051 gentile whites, 488 blacks, and 150 Orientals from the Data Bank
of Project Talent. Subjects were restricted to those who had answered
a followup study done 5 yearsafter high school graduation, and included
only those subjects determined to be in the middle SES area. The data
for 6 mental abilities were reported in what appeared to be standard
score form, and patterns of test performance were determined by
ANOVA. The author reported that sex differences in test patterning
appeared and seemedto increase with age; moreover, the effects of SES
on test patterning may have been obliterated by the bias in the sample.
“. . . the average level of the pattern of mental abilities of the Negroes
. . . was significantly lower (p <.01) than. . . the other ethnic groups.”
(p. 7)
Boney (1966) selected 118 girls and 104 boys (all black, all from grade

12, and all from Port Arthur, Texas) for a study of the validity of the
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Differential Aptitude Tests (DAT), the California Mental Maturity Test

(CMMT), and the Cooperative School Ability Test (CAT) as predictors

of school progress. Grade point average wasthe criterion of school prog-
ress, and correlations between the criterion and the test scores, plus

regression weights, were the only data given. The author concluded that

these tests predict school progress for blacks as well as they do for whites.
The purpose of the Bonner and Belden (1970) study was the determina-

tion of whether, for black high school pupils, WAIS IQs could be pre-

dicted from PPVT IQs. The sample was a group of 16- and 17-year

old black high school seniors, from rural and urban Oklahomaschools.
All were of normalintelligence (others were systematically rejected from

the sample). In spite of this bias in the sample, they were called representa-
tive of 16- and 17-year old blacks and were randomly selected from

the black population of 3 high schools. Three samples of 20 pupils each,
Samples A, B, and C, were originally selected and nosignificant differ-

ences among sample variances were found. A final sample (D) of 31

pupils was selected randomly from groups A, B, and C. Mean WAIS

IQs were: Verbal, 100.77; Performance, 95.00; and Full Scale, 98.23.

Mean PPVTIQ was 95.03. Correlation between PPVT and WAIS Verbal

IQ wassignificantly different from zero, but not so the correlation between

PPVT and WAISPerformance IQ. The conclusions of the authors seemed

to have been predicated upon their having selected a random and repre-

sentative sample of blacks.
Cardall and Coffman’s (1964) article was published to develop and

illustrate a method for comparing responsesofdifferent groups of subjects

to a set of test items. Samples of 300 each were selected from the May,

1963, administration of the College Board Scholastic Aptitude Test (SAT)

from three sources: sample (a) from testing centers in Illinois and Indiana

within 50 miles of Chicago and Ft. Wayne; sample (b) from the Bronx,

New York City; and sample (c) from centers in the southeast where

only blacks were registered. Two ANOVA were performed for each

sample, and data were presented in the usual ANOVAform. “There

are highly significant group main effects indicating that the three groups

differ in overall verbal and mathematical ability as measured by these

particular samples of items . . . It is clear that the major difference is

between Group 1 and 2 on the one hand and Group 3 on the other.

The performance of Group 3 is clearly inferior to that of the other

two groups.” (p. 6) No test scores or mean data were presented.

Cleary and Hilton (1968) were interested in whether the Preliminary

Scholastic Aptitude Test (PSAT) was biased against either blacks or

SES groups. Their sample consisted of all of the black pupils in 7 inte-

grated schools in 3 large metropolitan areas which had been selected

out of a larger sample. Whites were selected randomly from the same

sources. The 636 Group I pupils had taken PSAT in 1961; the 774
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Group II pupils had taken it in 1963. In each Group, blacks and whites
were equal in number. SES data were gathered from the House-Home
Index, and Groups I and II took alternate forms of PSAT. The data
were treated by ANOVA.Theauthors concluded that, while white scores
were significantly higher than black scores, PSAT wasnotbiased against
blacks.
The purpose of the Dubin, Osburn, and Winick article (1969) was

to determine whether extra practice, additional testing time, or both,
would improvethe test scores of blacks more than those of whites. The
authors selected 235 black and 232 white high school pupils from the
Galena Park (Texas) High School. Ages were not given. The subjects
were divided into Groups S,, Se, P:, and Ps. The S-groups were given
speeded tests; the P-groups received powertests (triple time limits). Sub-
jects were familiar with the tests which were Numerical Ability, Space
Visualization, Numerical Reasoning, and Verbal Reasoning, subtests of
the Employee Aptitude Survey (EAS). A SES questionnaire was also
given. Test data were reported in raw scores. The authors concluded
that whites were superior to blacks on each test condition; the hierarchy
of test scores (high to low) was high SES whites, low SES whites, high
SES blacks, and low SES blacks. For both races, test scores increased
as testing time increased. The hypothesis that, with extra practice, black
Scores would improve more than white scores (Hypothesis 1) was rejected.
Special pairing of subjects led to the rejection of the hypothesis that
extra testing time would favor the blacks (Hypothesis 2). Using the same
matching as for Hypothesis 2, Hypothesis 3 (that blacks would benefit
the more from a combination of extra practice and extra time) was also
rejected. Thus, the testing procedure was considered not to be a major
factor in differences between blacks and whites.

Hennessy and Merrifield (1976) were interested in whether the Compar-
ative Guidance and Placement Examination Program,a test battery from
the College Entrance Examination Board (1970), had equal “. . . cross-
ethnic construct validity . . .” (p. 754) for 431 blacks, 163 Hispanics,
573 Jewish and 1,818 Gentile-Caucasians, representing a wide range of
SES. All subjects were high school seniors planning to enter the City
University of New York, an open enrollment institution. How or when
the subjects were chosen was not given. The Program consisted of 10
mental ability and achievement subtests. In addition, SES data were
collected and partialled out of the factor analyses that were done on
the test results. The authors concluded that there were no meaningful
differences in factor structures among the four groups of subjects and
that the Program “. . . has a high degree of cross-ethnic factorial validity
. . .” (p. 759). “While there may be differences in level of performance
on the various tests between different ethnic groups, they {the tests} seem
to be measuring the sameabilities across these groups.” (p. 759)
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The expressed purpose of the Kassinove, Rosenberg, and Trudeau

article (1970) was to cross-validate and determine the general “‘adequacy”’

of Mathis’ Environmental Participation Index (EPI) (Mathis, 1967). The

subjects were 54 black, 13 white, and 29 Spanish-speaking high school

pupils who were considered as having “‘potential for academic success”

and whowere enrolled in a summer remedial program at Hofstra Univer-

sity. Mean age was 16-11, and mean school grade was 10.6. In spite

of the restrictions imposed by the sample selection, the authors called

the sample of average intelligence. WAIS or WISC was given to each

subject, and no IQ-distinction was made between the two tests. For

the blacks, the Verbal, Performance, and Full Scale IQs were 100.8,

94.8, and 98.1, respectively; the corresponding scores for whites were

110.4, 107.8, and 109.8; for Spanish-speaking subjects, 99.0, 95.7, and

97.4. Correlations between EPI and IQ ranged between .40 and .49 for

47 blacks, and between —.50 and —.02 for 11 whites—aracial difference

about which the authors made no comment. To the authors, the “‘ade-

quacy” of the EPI wasits ability to predict IQ. Thus, the authors con-

cluded that, while EPI was highly reliable, it was of only slight value

as a predictor of IQ or school achievement. “None of the relationships

found had practical utility.”’ (p. 376)

After a brief review of the literature on the nature of creativity, Kazel-

skis, Jenkins, and Lingle (1972) announcedas their purpose theclarifica-

tion of this topic. They selected a sample of 111 pupils in grades 10

and 11 ina“. . . rural, predominantly Negro (70 percent), high school

in Mississippi” (p. 59). Whether the authors administered the Lorge-

Thorndike Intelligence Test, Form 1, Level G (L-T) or obtained these

data from school records was not clear and neither was the method of

selecting the sample. However, the authors reported these mean L-T

IQs: Verbal, 81.95, SD = 13.02; Nonverbal, 83.66, SD = 14.39 and con-

cluded “These results . . . indicate that creativity . . . is substantially

correlated with intelligence.” (p. 61)

Powers, Drane, Close, Noonan, Wines, and Marshall (1971) presented

a short synopsis of research on theself-perception of adolescents, noting

particularly that the self-image of blacks has been shown to be higher

than that of whites even when this seemed to be a contradiction of

general expectation. The authors then announcedtheir purpose: ". . . to

determine differences in self-image and selected educational variables

for Black, Jewish-white, and non-Jewish-white youths integrated in an

inner suburban high school” (p. 666). Data were gathered by the use

of 5 self-perception scales, teacher-comments, and schoolrecords of grade

point average, absences, credits accumulated, tardiness, IQ, and length

of time in the school system. The subjects were 49 black, 106 Jewish-

white, and 60 gentile-white grade 10 pupils from a predominantly Jewish

suburban section adjacent to a large metropolitan area. The sample was
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a random sample stratified according to the population of the three groups
in the general population of the area. Mean IQs (tests not identified)
were 103.38 for blacks, 116.37 for Jews, and 114.88 for non-Jewish-whites.
Blacks were significantly lower than either of the white groups. Racial
differences in a number of other variables were given. There was no
evidence that blacks were lower than whites on anyoftheself-perception
measures and,in self image, the blacks were higher than the non-Jewish-
whites.
The purpose of the Resnick and Entin (1971) article was to investigate

the validity of the Satz and Mogel (1962) method of abbreviating the
WISC.Fifty-five black subjects were selected from outpatient clinics in
Memphis, Tennessee, Richmond, Virginia, and Waterford, Connecticut,
and 25 more black subjects were taken from the Richmond, Virginia,
public schools. How the selecting was done was not stated, and the
authors admitted that their sample was not representative of blacks in
general. The WISC, which had been given in its full form to each child
at the clinic of origin, was rescored into an abbreviated form according
to the Satz and Mogel method. The meanfull form Full Scale IQ was
76.19, SD = 14.62 and the mean abbreviated form Full Scale IQ was
78.76, SD = 15.67. The difference was called significant at .01. IQ and
subtest correlations between the two forms of WISC were high (only
Comprehension was under .80). The authors concluded that their data
agreed with the literature that high correlation existed between the full
form Full Scale and the abbreviated form ofWISC andthat this supported
the conclusion that the abbreviated form was valid, but then the authors
added: “. . . when the data are further examined by comparing the
mean differences, new information is obtained that appears to contradict
the validity implied by the correlations; that is, significant differences
are found between the two forms for Verbal IQ and Full Scale IQ as
well as for several subtests, with Performance IQ approachingsignifi-
cance” (p. 98). The authors also emphasized individual differences be-
tween the full form and the abbreviated form scores as further evidence
of the lack of validity of the abbreviated form. The authors did not
consider an external measureasa criterion of validity, and part of their
rejection of the abbreviated form of WISC was based on their failure
to understand that correlation between the two forms of WISC was
independentof the relationship between their mean scores.

Samuel, Soto, Parks, Ngissah, and Jones (1976) reported 2 experimental
situations designed to test the hypothesis that racial differences in test
scores were the result of motivational factors which, in turn, resulted
from the subjects’ perceptionsof the testing situation. Two testing atmo-
spheres were arranged for the subjects: in the Evaluative Atmosphere,
the subjects were told that the tests were to measure their intelligences
and capacities; in the Gamelike Atmosphere, the subjects were told to



106 The Testing of Negro Intelligence

relax and play games. In each Atmosphere, the experimenters created
Expectations: in the High Expectation, the subjects were told that they

were expected to do well; in the Low Expectation, the subjects were
told the opposite. In each Expectation, each race of subjects (black or
white) was tested by each race of tester (black or white). Males and

females were tested separately.
In Experiment 1, 208 black and 208 white subjects were selected from

among a set of high school pupils who, in 1972-3, had secured parental

permission to participate. All subjects were 12 to 16 years of age, and

all were paid for participating. IQ was estimated from 4 WISC Perfor-

mance subtests. In addition, each subject completed a self-rating scale

about his performance, described his testing attitude by means of an

adjective check list, and completed an anxiety scale. SES was estimated

from parental occupation and home value. Mean data were published

on sets of 13 subjects (the size of the ANOVAcells). The mean black

IQ for the entire sample of 208 was 109.45; for the 208 white subjects,

the mean IQ was 111.13. There were no sex differences in mean IQ.

IQs obtained by white testers were generally higher than those obtained

by black testers even when the testees were black. At no Expectation

did a black tester secure a significantly higher IQ than the white tester

in the same Expectation. The authors speculated about the causes of

their findings.
In Experiment 2, 104 white and 104 black junior high school pupils

who, in 1973-4, were 12 to 16 years old, were treated as in Experiment

1, but only male subjects were used. There was no statement about

how the subjects were selected. SES was addedasa fifth variable, replac-

ing sex. This “replication” of Experiment 1 yielded somewhat different

results. In general, the authors considered that they had sustained their

hypothesis, but they were somewhat unsure of themselves.

When this reviewer combined the sexes and computedt-statistics for

the mean differences published in Experiment 1, no difference between

the High and Low Expectations, for either Atmosphere and for either

race, appeared at any level of significance higher than .10. The design

of the study, however, was attractive, and it might be well to repeatit

with larger samples.
Simpson’s (1970) article was designed to study the validity of the

WISC and WAISastests for mentally retarded subjects. Each test ap-

peared to have served asthe criterion for the other. All of the subtests

of both tests were administered randomly to 40 whites, 40 Mexican-

Americans, and 40 blacks. Subjects, all of whose IQs were below 90,

came from 10 junior and senior high schools in Los Angeles and were

within 3 months of their 16th birthdate. For the whites, WISC Verbal,

Performance, and Full Scale IQs were, respectively, 82.55, SD = 12.52,

91.72, SD = 12.71, and 85.55, SD = 11.51. The samedata, in the same
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order, for WAIS IQs were 90.47, SD = 10.96, 93.12, SD = 9.76, and
91.50, SD = 9.28. For the Mexicans, WISC IQs (same order as above)
were 77.65, SD = 8.94, 88.25, SD = 14.23, and 81.02, SD = 10.61; their
WAIS IQs (same order) were 83.92, SD = 8.05, 90.80, SD = 9.15, and
86.35, SD = 7.26. For blacks, the WISC IQs were (same order) 80.15,
SD = 10.20, 85.57, SD = 14.53, and 81.00, SD = 11.01; their WAIS IQs
were 89.10, SD = 8.09, 88.25, SD = 10.77, and 88.58, SD = 8.59. The
overall variance among the Verbal IQs was called significant at .001;
for PerformanceIQs,significant at -O1; and for Full Scale IQs, significant
at .001. Racial variance amongthe three IQ meanswascalled significant
at .05. There were no sex differences. The author presented a set of
correlations among the various IQs (range .324 to .864) and concluded
that the two tests were not comparable for retarded subjects. As their
titles indicate the WISC and WAISare not designed for the same age
groups. The maximum tabled age in the WISC Manualis 15-11; the
minimum tabled age in the WAIS Manualis 16.

In a short report designed to predict high school achievement from
elementary school records, Solomon, Scheinfeld, Hirsch, and Jackson
(1971) selected certain black pupils from 2 consecutive graduating classes
from a large Chicago high school. Eighteen boys and 19 girls were selected
as “High” achievers and an unstated number of pupils were selected
as “Low”achievers. In addition, 29 boys and 18 girls were selected
from school records as “Dropouts,” but the school records were not
identified as either elementary or high school records. Data on therela-
tionships between school performance and high school achievement were
given for a numberof factors. IQs (at grade 6; test not identified) for
“Highs,” ‘“‘Lows,”’ and “Dropouts” were, for boys, 93.9, 93.1, and 91.0,
respectively; for girls these data were 102.8, 92.9, and 86.6. The differences
among the means for boys were not significant; those among the girls

secondary school pupils, but presented no IQ data, ages, or specific schoolgrades. Sixty-two percent of 657 blacks and 38% of 66 Mexicansfell
in the lowest third of scores; only 19% of 1,126 whites, and 14% of41 Orientals did. Eight percent of blacks, 13% of Mexican-Americans,41% of whites, and 41% of Orientals fell in the highest third. Theselec-tion of the sample wasnot discussed. The remainder of the article touched
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Summary

This chapter is an odd miscellanea of 17 articles having to do with

the testing of high school students. The small numberof studies is surpris-

ing when compared to the 55 located and reviewed in the 2nd Edition.

The number of subjects examined is substantial, over 16,000, including

approximately 5,500 blacks, 8,000 whites, 2,000 Jewish, 300 Spanish-

speaking Americans, and 200 Orientals. In one study, one sample was

described as approximately 70% black.

Because ofthe variety of research designs, subject pools, and psycholog-

ical tests employed, any effort to summarize the overall findings for

Chapter IV would necessarily be a recapitulation of the individual article

summaries. However, the following comments concerning Chapter IV,

the testing of high school students, seem justified.

1. Six of the 17 Chapter IV articles were multi-racial. Where means

were reported,significant black-white differences were found, with Span-

ish-speaking Americans sometimes above and sometimes below the means

for blacks. With the exception of the large California study, mean scores

for the other five groups seem to be elevated. One study of retardates,

for example, reported mean IQs of 88.6 for white, 84.8 for black, and

83.7 for Spanish-speaking subjects. In terms of overlap on the Differential

Aptitude Test, the ethnic groups are ranked Orientals 1st, whites 2nd,

Mexican-Americans 3rd, and blacks a distant Ath.

1. To tease out the black-white differences, one investigator adminis-

tered a mental ability test under standard conditions and also as a power

test. The idea was to determineif additional time (three times as much)

would attenuate black-white differences. The additional testing time did

not favor blacks or reduce the black-white IQ difference.

3. To no one’s surprise, the authors of one investigation reported that

creativity is substantially correlated with intelligence.

4. Amongthe 17 articles reviewed for this chapter, there were fifteen

estimates of IQ scores for blacks where the number was given for each

estimate; 8 estimates were reported for IQs of white high school students.

The median for blacks was 90; for whites, 108. Assuming the standard

deviation for the white IQ was 15, the black overlap of the white mean

was 12%, roughly the overlap reported by Yerkes (1921), Shuey (1966),

and McGurk (1975), but considerably less than that found for school

children (Chapter III), and considerably more than wewill find in the

next chapter, College Students.
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College Students
R. Travis Osborne

Twenty-eight studies of college students involving over 16,000 blacks,
almost 45,000 whites, 70 Asians, and 31 Mexican-Americans are reviewed
in this chapter. In addition to the 28 journalarticles, there is a recently
released survey of the Graduate Record Examination scores for all stu-
dents who took the GRE in 1978 and 1979 (Wild, 1980). The base
group of 196,404 includes 13,025 blacks and Afro-Americans, 161,592
whites, 1,436 Latin-Americans, 2,923 Asian-Americans, 1,057 American
Indians, 2,417 Mexican-Americans, 1,452 Puerto Ricans, 4,395 “other’’
ethnic groups, and 8,107 whodid not indicate race.
The major thrust of the 28 journal articles was to examine the forecast-

ing efficiency of psychological tests for black and white college students.
Black-white comparisons comprise only about %4 the total number of
Studies. The investigations were conductedin the late 60’s and 70’s except
for 2 that were inadvertently omitted from the 2nd edition of Testing
Negro Intelligence.
Twenty different standardized tests were used in the 28 articles; how-

ever, the College Entrance Examination Board Scholastic Aptitude Test
wasthe test of choice in 15 of the 28 investigations. While most of the
other tests such as the American College Testing Program, American
Council on Education Psychological Examination, National Teachers
Examinations, and the Graduate Record Examination are well known,
some were special purposetests, others were novel and unvalidated such
as the Programmer Aptitude Test and the Black Intelligence Test.

Ninety-three black sophomores of Tennessee A & I State University
were subjects for Atchison’s (1968) investigation of achievement and
intellectual factors related to anxiety as measured by the Taylor Manifest
Anxiety Scale. Correlations between anxiety level and both non-intellec-
tual andintellectual factors for both low and high anxiety groups were
positive but insignificant for the high anxiety group. Otis IQs for both
groups were within the normal range, High Anxiety X = 103; Low Anxi-
ety X = 99. The difference was significant at .05 level.

109
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A significant paper by Arthur L. Benson, Director of the National

Teachers Examinations, was published in 1955. The paperis remarkable

because it provides a bench mark against which present NTEdata may

be compared with those of a quarter century earlier. Benson’s paper1s

even more remarkable because it was not cited in any of the earlier

well known reviewsof testing Negro intelligence, Shuey (1966), McGurk

(1975), Miller and Dregor (1973).

Problems ofEvaluating Test Scores of White and Negro Teachers (Ben-

son, 1955) was an invited address presented in Louisville, Kentucky,

December2, 1954, to the Southern Association of Colleges and Secondary

Schools. In his paper, Benson examines mental test results and many

variables thought to be related to teacher and school administrator suc-

cess, such as SES, sex, and geography. Here we will review only results

of the 1953 National College Freshman Testing Program and the 1954

National Teacher Examinations. Both programs were in operation while

there werestill legally segregated colleges and secondary schools.

Subjects for Benson’s study were selected from 9 colleges “located

in states which require segregation of students by race” (p. 8). More

than 4 of the students were planning to teach. Four of the colleges

were white institutions which enrolled 698 freshmen; five were Negro

institutions which enrolled 761 freshmen. “The average Total Raw Score

on the American Council on Education Psychological Examination for

the white freshmen was 92.2, and for the Negro freshmen 47.1. These

average raw scores corresponded to percentile ranks of 35 and 5 for

these two groups respectively. . . .” (p. 8). Approximately 50 percent

of the Negro freshmen earned scores below those achieved by 95% of

the white freshmen.

The second part of the Benson study involved the National Teacher

Examinations. The subject sample included 1,429 seniors at 37 colleges

located in 9 different states. There were 912 white seniors tested at 26

colleges in 7 states, and 517 Negro seniors tested at 11 colleges in 5

states. Both the Common Examination and the Optional Examinations

of the NTE were administered. The Common Examination is composed

of five tests covering knowledges and abilities which are generally consid-

ered to be desirable for all teachers regardless of specialization. The

Optional tests are designed to measure knowledge of subject matter and

teaching methodsin the prospective teacher’sfield of specialization. “For

the Weighted Common Examination Total Score, the mean achieved

by white students was 580, and for Negro students was 434. These corre-

spond to percentile ranks of about 49 and 4, respectively, for the norma-

tive group” (p. 11).

Bensonsays the figures are impressive for a numberof reasons. “They

are not based on prospective teachers tested at a single institution or

even in a single state” (p. 11). They are not collected from a single
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type of institution, but include state teachers colleges,liberal arts colleges,
and universities.
The NTE remains the preadmission test preferred by many colleges

of graduate education.
Designed by Boone and Adesso (1974), the Black Intelligence Test

contains concepts and phraseologies Specific to the black environment
and to the history of the black people. Comprehensive non-standard
English is also part of the BIT.
The authors administered the BIT to 100 black and 100 white college

Students enrolled at the University of Wisconsin-Milwaukee. An item
analysis revealed that 95% of the BIT items were more difficult for
whites than for blacks. Correlations between scores of the BIT and those
of the vocabulary section of the Shipley tests were insignificant. However,
the white students performed better than blacks on this more conventional
intelligence test. Boone and Adesso conclude that “While it is clear
that the BIT may not be a valid measure of intelligence, it does demon-
Strate the broad cultural dichotomy found between black and white
groups. In addition to the need for reliability data on the BIT,there is
also the problem of demonstratingits relationship to traditional measures
of intelligence” (p. 435). To which the reviewer would have to agree.

While Associate Director of Research, National Merit Scholarship
Corporation, F. H. Borgen (1972) examined the validity of the National
Merit Scholarship Qualifying Test for predicting college grades for black
students attending five types of schools. The base group of 4288 black
high school seniors was nominated by high schoolprincipals for participa-
tion in the program.In 1966, one year after graduation from high school,

The five types of colleges were: predominantly black schools which
wereclassified as either public or private and predominantly white col-
leges which wereclassified as highly selective, moderately selective, andof low selectivity.

NMSOQTscoresforall black students was .03. However, whencorrelations

of colleges, the r’s ranged from .02 to .54 with a median r of .27. X
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NMSOTscoresforall five colleges were: males, 105.7, SD = 19.5; females,

100.0, SD = 20.1.

In September, 1968, the University of Illinois at Urbana admitted to

its Special Educational Opportunity Program (Bowers, 1970) 515 fresh-

men, most of whom were black. The SEOP was not unlike programs

in other universities designed to enable those students with no firm post-

high schoolplans to attend college. Since SEOPstudents were recruited

late in their senior year most had no pre-admission test scores. However,

scores on the School and College Ability Test and the Cooperative Read-

ing Comprehension Test were given during the freshman orientation

program. Mean SCATverbalscoresfor the SEOP men was 17, SD = 7;

regular men students 32, SD= 9; SEOP women 17, SD =7; regular

women 34, SD = 9. Quantitative scores for SEOP men were 16, SD = 6;

regular men 35, SD = 8; SEOP women 12, SD = 5; regular women 29,

SD = 8.
Bowers concluded that different regression equations were necessary

for predicting GPA of regular and SEOP students at the University of

Illinois. High schoolpercentile ranks and SCAT verbalscores weresignifi-

cant predictors of GPA for all groups. SCAT Q score wasa significant

predictor of GPA for regularly admitted men only.

In an attemptto isolate non-intellective correlates of academic achieve-

ment, Cameron (1968) administered twotests of the Michigan M-Scales

(Word Rating List and Human Trait Inventory) to 58 Negro women

enrolled in his educational psychology classes. School and College Ability

Test scores were also available. The best single predictor of GPA was

SCAT-Total, r= .57. WhenSCAT-Total was combined with the scores

from the WordRating List, X = 30, SD = 8, and HumanTrait Inventory,

X = 18, SD = 4, an R of .59 was obtained. The contribution of the Michi-

gan M-Scales subtests to the validity coefficient was negligible.

A team of research psychologists from Educational Testing Service

(Centra, Linn, and Parry, 1970) investigated the academic growth in

predominantly black and predominantly white colleges. Seven white col-

leges were selected from 90 colleges that had recently used both the

Scholastic Aptitude Test and the Graduate Record Examination area

tests. They were chosen to be as comparable as possible to the seven

black colleges that had also given both the SAT and GREareatests.

All but one of the 14 schools were located in the South and all were

small, private, liberal arts colleges. Six of the seven in each group were

church affiliated. From each school a sample of approximately 100 seniors

who had completed a GRE area test was selected. For schools with

fewer than 100 seniors, the entire class was chosen. Only those students

whose SAT scores were on file were retained—327 from black colleges

and 406 from white colleges. The resulting number of students from



College Students 113

47, and from 32 to 82 for white colleges, with a mean of58.
Students were grouped by majorfield of study to correspond to the

three GREareatests, Natural Science, Humanities, and Social Science.
Because of the small numberof students in some majors at somecolleges,
students in some schools were combined.

Despite efforts by the investigators to equate black and white colleges
for mean SAT this goal was not reached. Scores from white colleges
were 37 points above those from black colleges on the SAT-V and 49
points on the SAT-M.Both differences are significant. The usual mean
black-white difference of approximately 1 standard deviation was, how-
ever, reduced to less than 14 standard deviation.
The SAT-V correlations with the GRE area tests are quite similar

for Negroes and whites. With the exception of the natural science majors,
the SAT-M correlations with the GREareatests are also quite similar
for blacks and whites. The subgroups of Negro and white colleges did
not seem to differ in predictability of their GRE scores. There is consider-
able disparity in the academic effectiveness among both Negro and white
colleges. There is no evidence that either type of college is moreeffective
in fostering academic achievement measured by the GREareatests.
Another significant study was conducted while the investigator was

with the Educational Testing Service, Cleary (1968). Cleary examined
test bias in predicting grades of Negro and white students in integrated
colleges. Subjects were 273 blacks, 318 whites, matched for curriculum
and class and, in one school, for sex; and a random sample of 2,808
white students. Two majordifficulties were encountered: (1) it was diffi-
cult to find sufficient numbers of black and white students in the same
colleges; (2) it was also difficult to identify students by race. This latter
difficulty was perhaps the result of federal regulations that eliminated
this bit of information from the application blank. Three schools were
used in this study. For school 1 “The race of the students was identified
by having two persons examine independently the standard identification
pictures in the school files. Wherever there was disagreement, a third
judge was used. If agreement could not be reached, the student was
classified as white. Corroboration was obtained from a list of Negro
Students provided by the NAACP:five students not on the NAACP
list had been classified as Negro, and one student on the NAACPlist
had been classified as white. Thefive students not on the NAACPlist
were retained as Negroes after further examination of the identification
pictures. The race code of the one student who was on the NAACP
list but who had not beenclassified as Negro was changed to Negro”
(p. 116). For school 2 Negro students were identified by 2 persons who
examined the schoolidentification files. For school 3, race wasidentified
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by the school admissionsofficer. The three schools used in Cleary’s study

were (1) an eastern state-supported institution of approximately 5,000

male students; (2) an eastern state-supported institution of approximately

10,000 students; (3) a state-supported institution in the southwest with

approximately 6,000 students.

School #1 must have been highlyselective, especially for blacks whose

mean SAT-V was 495, SD = 67, and SAT-M 525, SD = 74. The means

are among the very highest reported for any group of black college stu-

dents in this chapter. Mean SAT’s for black students in the late 1960’s

were generally in the 350—450 range.

School #2 is also selective for blacks, X SAT-V = 486, SD = 67; XxX

SAT-M = 468, SD = 68. For a random selection of whites in the same

institution, theX SAT-V was 502, SD = 80; X SAT-M = 517, SD = 85.

Test score X’s at school #3 were more in line with those of other

state supported institutions. Means for blacks were SAT-V 338, SD = 71;

SAT-M 371, SD = 66. For the random white group X SAT-V was 436,

SD = 100; and SAT-M 461, SD = 101.

Despite the differences in the SAT X’s amongthe 3 schools, the GPA’s

are remarkably similar for blacks: School 1 = 1.82, School 2 = 1.80, and

School 3 = 1.81. For the three schools, random white GPA’s are 2.18,

1.94, and 2.38, respectively.

Validity for school #1 should perhaps be discounted. For blacks

SAT-V correlates with GPA .47, within the range usually found between

college grades and SAT. However, the SAT-M scores yield a validity

coefficient of .01. The correlation between SAT-V and SAT-M is only

12.
In School #2 none of the validities is impressive. For blacks the r’s

range from .02 to .26; for whites from .30 to .38.

For School #3 the similarities of validities for blacks and whites and

for random whites are rather striking in view of the discrepancy among

means and variances. All r’s with GPA are high, ranging from .39 to

.67.
Cleary concludes that in the 3 colleges studied there waslittle evidence

that the SAT is biased as a predictor of college grades. In the 2 eastern

schools, there were nosignificant differences in regression lines for Negro

and white students. In the college in the southwest the regression lines

for blacks and whites were significantly different. Negro scores were

overpredicted by the use of the white regression lines.

A comparison of characteristics of Negro and white college freshman

classmates was made at the University of Illinois by Davis, Loeb, and

Robinson (1970). Subjects were 152 blacks and over 10,000 whites who

entered the Urbana-Champaign campusfall 1966 or 1967.

Negro and non-Negro students were compared on the ACT and high

school percentile rank. The Negro and non-Negro groups hadessentially
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the same high school average but mean ACTscoresdiffered by approxi-
mately 1 standard deviation.
The authors concluded that despite these differences, the prediction

of GPA from high school grades and ACTscores is approximately as
good for Negro students as for the total freshman class. Although both
the 1966 and 1967 total groups showed significant correlations between
HSPR and ACT,neither of the Negro groups did. In other words, high
school performance as measured by the HSPRis notsignificantly corre-
lated with an achievement test covering high school subject matter for
Negro students. The significant correlation of ACT and GPA in both
Negro groups supports the use of the ACT as a predictor of academic
success among Negroes.

In a College Board Review article, Davis and Temp (1971) identified
27 traditionally white institutions with substantial numbers of black stu-
dents. The authors were successful in obtaining data from 13 of the 27
schools. Data from 6 additional colleges were obtained from an agency
in one southern state, making a total of 19 schools. Altogether there
were 1,571 black and 2,373 white students. These institutions were used
in an effort to determine if the SAT is biased against black students.
To Davis and Temp,if a test is biased against blacks it would mean

that although there is a substantial relationship between SAT scores
and grades for whites, a lower or no relationship exists for blacks. Or
if given a similar relationship between SAT scores and grades for whites
and blacks, bias would mean that blacks of a given score-level make
higher grade averages than whites of the same score-level.

Validity coefficients were computed for blacks. The range was from
-06 to .65 with a median value of .26; for white groups, the range was
from .15 to .55 with a median of .38.
The authors summarize their findings thusly: (1) validity of the SAT

for predicting grades varies from college to college; (2) in someinstitu-
tions, the validity of the SAT is not significantly different for blacks
and whites; (3) where black and white validities differ, there is a tendency
for validities to be higher for whites than for blacks; (4) if predictions
of grades from SATscores are based upon equations drawn from experi-
ence with white students, then blacks are generally predicted to do better
than they actually do.

This article by Davis and Temp and oneby Temp (1971) apparently
used the same data base. All 19 schools comprised the data base for
the Davis and Temparticle; 13 of the same schools are studied by Temp.
Since both articles appeared at approximately the same time, and since
neither article refers to the other, there is no way to determine which
study was the original and which was the spin off. This research will
be discussed more fully later in this chapter (see Temp, 1971).

While on the staff of IBM, Robert D. Dugan (1966) described some
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of the facts which illustrate problems industrial psychologists face in

the new era of “equal opportunity.”” Dugan says that the evidence is

overwhelming that test performance of Negroes trained in southern col-

leges is different from that of whites who are graduates of northern

colleges.
The Dugan paper is reported in two parts. The first deals with test

results obtained by an IBM recruiter whovisited several southern segre-

gated Negro colleges where he encouraged graduates to take a 5-part

(unnamed)test as a preliminary step before being considered for employ-

ment. At the same time graduates of northern integrated colleges were

also being recruited.
Five percent of the 374 blacks were found to be qualified for the

second step of the employment program. Of approximately 3,400 white

graduates, 50% passed thefirst level of testing.

The second part of Dugan’s study involves the IBM Programmer Apti-

tude Test administered to 104 graduates of southern, predominantly

Negro colleges. To obtain the 104 prospects, 425 interviews were made.

Of the 104, 20 were invited to visit one of the company’s locations; 11

were offered positions; 7 accepted. The mean PATscore of the Negro

group that wasoffered positions was at the 82nd percentile of Negroes

tested. The same score was at the 24th percentile of applicants from

integrated colleges.
The study by Epps, Perry, Katz, and Runyon (1971) is a two-part

replication of an earlier study by Katz, Epps, and Axelson (1964). Their

purpose wasto examinethe effect of racial variation of a peer comparison

group on cognitive performance of 305 Negro male college students.

Samples were drawn from one southern and one northern Negro college.

Students tested by Negro examiners at both colleges performed better

on tests of scrambled words, arithmetic, and digit symbol substitution

when the comparison group was white rather than Negro.

The primary finding by the authors is that when relatively simple

cognitive tasks (the tests were not further identified) are presented by

Negro examiners, both northern and southern Negro male college stu-

dents will respond favorably to an intellectual comparison with white

peers.
Farver, Sedlacek, and Brooks (1975) examined the long-range predic-

tion of university grades for blacks and whites. Their idea was that if

differential variables are affecting education for blacks and whites, it

maybe that predictions of freshman grades would yield different results

than those of other years. This longitudinal study was attempted in spite

of the fact that it has been shownrepeatedly that first quarter GPA is

a better predictor of subsequent college marks than any battery of pread-

mission test scores.
Black students from the entering classes at the University of Maryland
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in 1968 (n= 126) and 1969 (n = 133) were selected for study. Samples
of whites were randomly drawn for comparison. Mean SATforneither
group was reported but it was acknowledged that means were lowest
for black males and highest for white females. Standard deviations were
reported to be smaller for blacks than whites but no values were given.
Attrition was similar for both groups.

Multiple correlations for 1968 entrants ranged from .60’s for freshman
end-of-year grades to .30’s and .40’s for senior year grades. Multiple
R’s for 1968 were generally low.

Generally, SAT-V was the most consistent predictor for all groups
and tended to be best for black males. The SAT-V tended to carry rela-
tively little weight for white females who entered in 1969. The authors
conclude that because of the uniqueness of the results for black males
and white females their research strongly supports the use of separate
race/sex subgroups for any academic predictions.

In 1959, J. R. Hills, Director of Testing and Guidancefor the Univer-
sity System of Georgia, begana series of studies reporting the forecasting
efficiency of college grades by the SAT. Thefirst two articles were re-
viewedin the 2nd edition of Shuey. Hills’ 1964 paper summarizes validity
for all 19 Georgia state-supported colleges. The data were obtained from
official records for approximately 30,000 students overthe five year period
1958-1962 inclusive. Correlations and multiple correlations between SAT
scores and fall quarter average grades are given for all schools for each
of the five years of the study.
The average multiple correlation for five years was .71 for females

and .60 for males. For the sexes combined, the average r between HSA
and FQG was .55; the average multiple correlation adding SAT-V&M
was .66.
The SAT means and standard deviations by school are not shown

but are available in Chapter 12. For all units of the university system,
the five year average was SAT-V 401, SD = 106; SAT-M 436, SD = 111.
To demonstrate that means and SD’s in the data havelittle consistent

effects on sizes of correlations, Hills points out that the three predomi-
nantly black colleges, with SAT means for males of 270 verbal and
305 math, yield average multiple correlations for the five years of .57.

Hills concludes that the meanlevel of correlations remains quite stable
from year to year when all freshmen in

a

state’s institutions of public
higher education are included in the data and that grades for females
are markedly more predictable than for males.

In a paper which appeared in 1968, Hills and Gladney examined the
possibility of predicting college grades from chance-level test scores. The
subjects were drawn from the same three predominantly Negro schools
studied in the previous paper, but they were selected for adifferent year,
1964. Six hundred sixty-seven black students were involved; mean
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SAT-V = 274, SD = 57; mean SAT-M = 305, SD = 53. Hills and Glad-

ney concluded that chance-level test scores are not significantly different

in their predictions of the practical criterion (college grades) from above-

chancetest scores. There would seem to be no special need to be concerned

about the validity of making decisions on the basis of low scores if the

selection instrumentis generally valid andif the regressionis as rectilinear

as was the case in these data.

Hills (1964) found the SATto be a dependable predictoroffirst quarter

marksat three Negro colleges. In another paper Hills and Stanley (1970)

suggest that an easier test, the School and College Ability Test (SCAT),

Level 4, might be more appropriate for predicting first quarter marks

in the three Negro colleges studied by Hills in 1964 and Stanley and

Porter (1967). Stanley and Porter report average multiple correlations

of college grades with SAT scores and high school averages as .60 for

black men and .63 for black women.

Hills and Stanley reported a mean R based on SATscores and high

school grades of .59 and a mean multiple R based on SCAT scores

and high school grades of .65, a difference of .06 in favor of SCAT-4.

The authors favored the explanation that the easier test yields the

higher multiple R. However, they point out that there are other possible

reasons for the high validities. All 997 black students took the SCAT

at the same time. The test was administered by examiners of their own

race after students had been accepted for admission and only shortly

before first quarter grades were reported. In addition, there was only

one form of the SCAT-4 but there were several forms of the SAT. All

of these factors, believe Hills and Stanley, may have enhanced the SCAT

multiple correlations.

Subjects for Lane’s (1973) study were 22 black graduates of Ohio

universities. Selected for this study were students who met the following

criteria: (1) birth date between 1929 and 1946, (2) must have attended

one of 9 Cleveland, Ohio, elementary schools and have taken tests rou-

tinely given in grades 2 (Kuhlmann-Anderson), 6 (Cleveland Classifica-

tion Test), and 8 (Terman-McNemar).

When in the second grade the selected children averaged near the

medians for their elementary schools which were below average for the

city.
In the 6th grade the selected studentsstill showed rather ordinary

performancefor future college students, X IQ = 97.

The commonplace test performance of the selected subjects during

elementary school changed dramatically in the 8th grade when they

showed an average increase of 8 IQ points over 2nd grade scores. Lane

attributes the gain to lack of validity of earlier IQ tests for poverty

blacks.
She suggests also that the fact that 6 of the 22 subjects were still
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scoring below IQ 100 in the 8th grade casts some doubt on the accuracy
of the 8th gradetests.
To locate 22 college graduates with poverty backgroundsit was neces-

Sary to search through thefiles of hundreds of graduates. The question
may be raised: Were the other 90 to 95% of graduates not selected
from non-poverty backgrounds? Even so, 22 misses or false negatives
from “many hundreds’ would be well within the standarderrorofesti-
mate for most paper and penciltests.

Longstreth (1978b) explored the interaction betweenracial membership
and type of test in academic achievement of college students. Jensen’s
hypothesis of Level-I and Level-II abilities is applied for the first time
to college-age students. Three hundred twenty-five students from intro-
ductory courses were subjects; there were 172 white, 70 Asian, 52 black,
and 31 Mexican-American.
The Cognitive Abilities Test, Nonverbal Battery, was selected to reflect

Level-II ability (“g”) and the Forward Digit Span, Level-I ability.
Longstreth concludes that his studies seem to indicate rather clearly

that Jensen’s Level-I—Level-II theory has implications for an important
real-life situation: performance on college examinations.

McKelpin’s 1965 study appeared while the 2nd edition of Shuey was
in press. The paper was read at the annual meeting of the National
Council on Measurement in Education in February, 1964, but was not
published until 1965. North Carolina College at Durham, a predomi-
nantly black school, began using the SAT in 1961. McKelpin’s paper
is a three-year study of the North Carolina College preadmission testing
program involving 830 students.
Mean SATscores are muchlike those for predominantly black colleges

reported elsewhere in this chapter, X SAT-V = 303; X SAT-M = 324.
Despite the restricted range, McKelpin found the predictive validities
as high as those reported for othercollege freshmen. Multiple correlations
between the SAT-V, SAT-M, and HSA(high school average) for both
males and females are above .60. Furthermore, SAT scores account for
almost 60% of the variation in grades explained by the preadmission
data. McKelpin concludes that SAT scores do give a fair appraisal of
what is expected of these North Carolina College students. “. . . while
the abilities measured by the SAT have not been developed to any great
extent in the students tested, the extent to which the abilities have been
developed is reliably measured”(p. 163).
While Munday(1965) wasonthestaff of the American College Testing

Program,he obtained

a

list of predominantly Negro colleges which was
checked against a list of ACT Research Service participating schools.
Data were obtained from five schools involving 1,658 students in four
different states. In general, the mean ACT scores for the five Selected
schools are 1.4 to 1.95 standard deviations below the national norms
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for the ACT. However, grades at the five schools were as predictable

as grades at anytypical college participating in the ACT Research Service

Program. Most multiple R’s were in the .50 to .60 range.

A short paper by Pandey (1974) examines the intellectual characteris-

tics of successful, drop out, and probationary black and white college

students. Three subtests of the Guilford-Zimmerman Aptitude Survey

were administered to 219 white and 131 black students of Lincoln Univer-

sity, Jefferson City, Missouri. There were no significant main effects due

to academicstatusfor any of the three subtests but a significant interaction

of race by status was found on the Verbal Comprehension subtest. Means

and standard deviations for the Verbal Comprehension subtest for the

six subgroups are given. All means are negative except for the white

probationary students. Pandey says negative means occurred because

the score is the number right minus the number wrong. This would

seem to indicate that most scores are at chance level or below.

Pandey found white students in good standing and white probationary

students performed better than blacks on the Verbal Comprehension

subtest. Among drop outs there were no apparent racial differences.

Thefindings of this study would seem tobe of limited reliability because

of the chance-level scores on the Guilford-Zimmerman.

Pentacoste and Lowe (1977) administered the Quick Test and the

SAT to 42 black entering freshmen at a midwestern university. Mean

SAT-V = 318, SD = 79; mean SAT-M = 339, SD = 74. Meansfrom the

several forms of the Quick Test ranged from 94 to 96. Correlations

between the GPA and the Quick Test were all above .70; GPA and

high school rank =.36, GPA and SAT-V=.28, and GPA and

SAT-M = .14.
The authors conclude that the traditional predictive measures, high

school rank and SAT scores, are inadequate for black freshmen and

suggest a combination of the Quick Test, SAT, and high school rank

for preadmission data. They conclude that further work obviously needs

to be done in this area. The reviewer would agree.

At the University of Maryland, Pfeifer (1976) studied the relationship

between scholastic aptitude, perception of university climate, and college

success for black and white students. The subjects were 138 black and

550 white college students. Tests included an original scale to measure

five factors of university climate and the Scholastic Aptitude Test. The

grade point average wasthe criterion. Although mean black-white SAT

scores differed by as much as one standard deviation unit, there was

no difference in SAT correlations with the GPA. Pfeifer concluded that

the SAT is a valid predictor of GPA for both blacks and whites. The

jury is still out on thevalidity of the university climate scales. Correlations

with GPA are mostly negative andinsignificant for whites; mostly positive

but insignificant for blacks.
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In a University of Maryland study Pfeifer and Sedlacek (1971) com-
pared the forecasting efficiency of several predictors of college grade
point average of 126 black and 178 white students. Both parts of the
SAT and high school GPA werepredictors. The criterion was the Mary-
land grade point average.
Mean SAT-V scores ranged from 419 for black females to 511 for

white females. In standard deviation units the black-white difference for
males was .612 on the V-scale and 1.028 for females on the same scale.
For the M-scale black-white differences in Sigma units were .927 for
males and 1.134 for females. Needless to say, all the differences are
significant.
The predictive average index was derived from a random sample of

the entire student population. Both black samples were overpredicted
when the Predictive Index weights were used to predict Maryland GPA.
The PI predicted a mean of 1.89 for black males and 1.98 for black
females. The actual grades were 1.64 and 1.75 respectively. White males
were overpredicted but not significantly (less than .05).

Based ontheir findings the authors emphasize the importance of sepa-
rate prediction equations for race-sex groupings.
At Fisk University performance on the SAT and the GRE Aptitude

Test were compared by Roberts, Horton and Roberts (1969). Subjects
were 349 students enrolled in a predominantly Negro liberalarts college.
As freshmen the students took the SAT and asseniors, the GRE.
The total group was divided into subgroups by sex, major field of

study, and region, yielding in some cases samplesof1, 14, and 19 subjects.
Looking only at the total group of scores by sex it is seen that mean
scores on both SAT and GREare not much different from those of
other blacks in liberal arts colleges. For male students mean
SAT-V = 408, SD=87; SAT-M=437, SD=84; GRE-V = 398,
SD = 77; GRE-Q = 451, SD = 102. For female students the figures are:
409, 86; 391, 90; 419, 92; and 382, 85.
The authors expected to find “a relative increase in test score perfor-

mance’between the initial testing in 1965 and thelater testing in 1968;
that is, they apparently expected the GREto reflect educational growth
from freshman to senior years in college. Appropriate GRE advanced
tests or other achievement tests perhaps would have given a better indica-
tion of educational growth since both SAT and GRE Aptitudeareapti-
tudetests.
The University System of Georgia provided test data for at least four

of the 28 studies in this chapter. In no otherstate have precollege admis-
sion tests been as systematically administered and theresults as carefully
preserved. Since fall 1958 the College Board SAT has been required of
all students attending any branch of the University System. The Norms
Manual, published each year by the Board of Regents, is the source of
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raw data for the comparative investigation of the validity of the SAT

for white and black college students by Stanley and Porter (1967).

Mean SATscores for blacks which have been reported elsewhere in

this chapter are of no concern to the authors of this validity study.

Their main interest is the forecasting efficiency of the SAT for black

college students. Mean SAT-V score for the 1,097 black students in

three predominantly black schools is 270; SAT-M,305. Average multiple

R’s for the six years covered by the Stanley and Porter study are: WF,.72;

NF,.63; NM,.60; and WM,.60.

Stanley and Porter conclude that the Georgia data and several related

studies suggest that SAT-type test scores are about as valid for Negroes

competing with Negroes and taught chiefly by Negroes as they are for

non-Negroes competing with non-Negroes and taught chiefly by non-

Negroes.

Tatham and Tatham (1974) investigated academic prediction of 73

black college students. SAT scores of successful (graduates or students

with GPA of C or above) and unsuccessful students were compared.

A subgroup of 7 subjects makes generalization hazardous especially since

the 7 unsuccessful college women had a mean verbal SAT of 447 while

the successful women students had a mean verbal SAT of 402.

The authors conclude that tests such as the SAT should not be the

only means used in selecting black students for college. Other measures

such as motivation or SES need to be explored. The results of this study

suggest that the variable of sex must be controlled.

It was mentioned earlier in this chapter that Davis and Temp (1971)

and Temp (1971) used essentially the same data base to investigate the

differential prediction of college marks for 1,246 blacks and 1,298 whites.

Of the 19 schools analyzed in Davis and Temp, 13 are reexamined by

Temp. The most remarkable finding of the Temp study is the unusually

high mean SAT’sin both types of subjects in integrated schools. Median

SAT’s for the 13 schools are verbal 604 and math 616 for white students.

Blacks are also about one standard deviation higher than generally re-

ported in the literature for black students. For the thirteen selected schools

the median V-score is 473; median M-score is 489.

Despite the highly selective nature of the thirteen schools in the Temp

study, he concludes that when prediction of GPA is based on SATscores,

regression equations suitable for white students predict black students

to do about as well or better than they actually do. There are some

exceptions because validity coefficients vary widely from institution to

institution for both blacks and whites. The author recommends that

institutions routinely conduct their own validity studies.

Educational Testing Service has, since 1975-76, asked Graduate Rec-

ord Examinations test takers a series of “background questions.” In an

E.T.S. publication, Wild (1980) offers the first opportunity to examine

GREscores by ethnic, sex, and other background information.
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Short of the federal government, only an agency thesize of E.T.S.
would attemptto or could administer, score, and analyze tests for 218,682
prospective graduate students.
Wild points out that care should be taken in drawing conclusions

beyondthose obvious on the face of the data. For example, some schools
do not require the GRE. Others may require applicants to submit scores,
but do not use the results as part of the admissions procedure. Students
also change their minds about graduate majors between the time they
take the test and the time they actually enroll for classes. These and
other limitations that may occur to the reader pale into insignificance
when the sample size is considered. Virtually all liberal arts students
who planned to attend graduate school, with the exceptions of those
entering professional schools such as law, medicine, education, pharmacy,
and veterinary medicine, are represented in the 1978-79 GRE summary
by Wild.
The interested reader is referred to the original study of over 100

pages which includes 68 tables. In this review an analysis of the total
columns from three tables will suffice. On the background questionnaire
students indicated their ethnic group membership. Included in the sample
of U.S. citizens in sufficient numbers to make meaningful interpretations
were: American Indian, black or Afro-American, Mexican-American,
Asian-American, Puerto Rican, Latin-American, white, other, andfinally
“no response.” The tabulation on page 124 is condensed from Wild’s
Tables 56, 57, and 58.

Little can be added to this summary. Rank order of mean GREscores
for the various ethnic groups corresponds almost perfectly to that of
other studies of college students and school children where ethnicity
has been known.

Thirty-six percent of the American Indian graduate students reach
or exceed the GRE-V national norm while only 10% of black Afro-
Americansearn scores that high. Forty-five percent of the graduate stu-
dents of Oriental or Asian background earn GRE-V scores above 500;
however, on the GRE-Q 71% reach or exceed that score. Sixteen percent
of the Puerto Ricans and 38% of other students of Latin-American
descent score above the national norm on the GRE-Vscale. Other ethnic
groups correspond almost exactly to other ethnicity studies reviewed
in this chapter. In every case the black Afro-Americans earn the lowest
among all groups on all three GRE tests. The black-white difference,
for example, reaches or exceeds 1 standard deviation unit on the verbal,
quantitative, and analytical tests of the GRE.
About 4% of the test takers chose not to respond to the question

concerning ethnicity. The “no response” group is much like the base
group on the GRE scales. Forty-six percent equal or exceed the national
mean on the GRE-V scale; 45% on the Q-scale.
Four thousand three hundred ninety-five or 2% of the total group
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were not membersof any of the 7 ethnic groups mentioned above. These
students were lumped under the heading “other.” This group earned
the highest mean scores on both GRE-V and GRE-Atests. Since the
response sheet provides no space for subjects of European extraction,
it must be assumed that “Other” graduate students are from Europe
or of European extraction.

Summary

The primary purpose of the majority of studies reviewed in this chapter
wasto examine the forecasting efficiency of preadmission college aptitude
tests for blacks. In addition, the data presented provide opportunity to
compare scholastic aptitude test performanceofblacks with other United
States minority groups and with whites, and to examine theeffectiveness
of less conventional and novel intelligence tests designed especially for
blacks.
The major findings of this chapter are summarized here: (1) Despite

the fact that blacks score, on the average, one standard deviation below
the mean of whites on the SAT and ACT,thereis little evidence that
these tests are biased against blacks. (2) If predictions of college marks
are based upon equations drawn from experience with white students,
then blacks are predicted to do better than they actually do; that is,
blacks are overpredicted with the white regression equations. (3) Both
the SAT and ACTaresignificant predictors of academic success for
black college students. (4) The mean level of correlations between SAT
and GPA(.55) for black and white college students remains quite stable
from year to year whenall freshmen are includedin the data. (5) Chance-
level SAT scores are not significantly different from above-chancescores
in their predictions of college grades for black students. (6) The consis-
tency of the black-white test overlap, the percent of blacks reaching or
exceeding the mean of the whites, is remarkable. Average overlap of 6
to 10 percent was recorded as early as 1954 and as late as 1980. (7)
New intelligence tests designed especially to reflect knowledge of the
black environment and the comprehension of non-standard English are
poor substitutes for the more conventional tests of scholastic aptitude.
Black Intelligence Test (BIT) scores correlate insignificantly with the
vocabulary section of a traditional intelligence test and are otherwise
unvalidated. (8) When United States minority groups are compared on
a test of scholastic aptitude, such as the GRE,all groups including Ameri-
can Indian, Mexican-American, Asian-American, Puerto Rican, and
Latin-American earn mean scores above those of blacks.
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Adults Not in College
R. Travis Osborne

The 21 studies in this chapter appearat first to represent a miscellane-
ous assortment of unrelated papers not elsewhere classified. Upon closer
examination, it is seen that this group of studies is much more homoge-
neous than those in some other chapters. With few exceptionsall subjects
are adults entering the military or seeking civilian employment. The
authors are primarily concerned with determining whether differential
validity of employment tests is established and recommended for U.S.

blacks, whites, and Spanish speaking Americans. The findings are con-
vincing and in mostcases the authors can not be faulted for inappropriate
research design or small samples.

In 1972 Boehm summarized the research evidence for Negro-white
differences in the validity of employmentselection procedures. Altogether
there were 13 studies involving 2,557 whites and 1,311 blacks. Six pub-

lished papers examined by Boehm are reviewed elsewherein this chapter.

The range of occupations studied in the Boehm reviewis broad, ranging
from administrative personnel to welders. Only two of the 13 studies

examined validity coefficients of the same occupations.
One hundred of the 160 validity coefficients computed in the thirteen

studies did notyield significant correlations for either ethnic group. When

the investigator was able to exert control of the hiring process and include
in the base group substantial numbers of blacks and whites who did

not meet hiring standards, validity coefficients were enhanced.
In the Boehm review there were 60 instances where the predictor

showedsignificant criterion related validity for either one or both ethnic
groups. To determine whether differential or single validity would yield
better prediction, Boehm examined the 60 validity coefficients by race.

The coefficients rarely differed in degree of validity for Negroes and

whites with significant differences being found in only seven instances.

Boehm concludes “The combination of ethnic groups yields lowervalidity

than for either group separately on only 3 out of the 120 instances.

Overall, there is very little evidence of differential validity . . .” (p. 33)

126
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A two page study by Cole and Williams (1967) examinestheintellectual
ability of patients and attendants in a Negro ward ata state hospital.
Subjects were 41 attendants and 53 patients. The patients and attendants
were given the Quick Test. Calculating IQs from the existing manual
showed IQs of 87 for the attendants who attended high school, 81 for
those that did not attend high school, and 61 for the patients. With
the revised norms, the scores became 102, 96, and 76, respectively. The
reason for the discrepancy in the two sets of norms was not explained.
These data would seem to have limited value outside the hospital where
the study was conducted.

Deitz and Purkey (1969) examined teacher expectations of performance
based on race of the student. One hundred forty-seven teachers were
asked to estimate future academic performance of a student described
by the investigators. The teachers were given identical paragraphs except
half described the subject as a “boy”; the other half as a “Negro boy.”
Group differences and student expectations were not significant. The
author questions the commonly held assumption that teachers enter the
classroom with differential expectations for students of different races.
“How good are our schools?” by DeNeufville and Conner appeared

in American Education October, 1966. The purpose of the study was
to examine “failure in the schools.”’ This was done byregional, ethnic,
and draft rejection rates on the Armed Forces Qualification Test (AFQT).
From the Surgeon General’s office, the authors report that: (1) failure

rates on the AFQT andrelated tests range from a low of 6% in the
state of Washington to a high of 55% in the District of Columbia (the
national average was 25%); (2) the rejection rates based on mental tests
were lowest in the western and midwestern states, highest in the south.
An unpublished supplement to the study showing detail by race revealed
that: (1) southern whites are behind whites in all other regions of the
country and southern Negroes are behind Negroesin all other regions
of the country; (2) in every state, test performanceis significantly higher
for whites than for Negroes. Nationally, only 19% of the whites failed
the mental tests, compared to a failure rate of 68% for Negroes.
The sameregional andethnic differences show upin the draftee failure

rate:

Draftee failure rate (by percent) FY 1966

Army Area All White Negro

III (South)
Ala., Fla., Ga., Miss., N.C.,
S.C., Tenn. oo.ec ee ee ee eens 31 18 68
IV (South Central)
Ark., La., N. Mex., Okla., Texas ............ 20 12 57
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Army Area All White Negro

I, If (Northeast)
Conn., Maine, Mass., N.H., N.J.,

N.Y., R.L, Vt., Del., D.C., Ky.,

Md., Ohio, Pa., Va., W. Va. ............008. 15 12 45

V, VI (Midwest and West)

Colo., Ill., Ind., lowa, Kans.,

Mich., Minn., Nebr., N. Dak.,

S. Dak., Wis., Wyo., Ariz., Calif.,

Idaho., Mont., Nev., Oreg.,

Utah, Wash. .......eeee 10 8 37

By way of explanation, DeNeufville and Conner find “The extreme

variations in regional performance clearly suggest that schools have not
erased inequality based on accidents of geography;—the extremeracial
variations makeit clear that the schools have yet to overcomethe environ-

mental handicaps of the Nation’s Negro students. It is unlikely that
the talent pool in any one State is substantially different than the talent
pool in any other State.” (p. 6)

Despite claims by DeNeufville and Conner, two explanations for sub-
population differences are not true: (1) The authors say, “‘usually greater
than majority-minority differences, however,are the regional differences.”
(p. 6) Their own data refute this claim. Whether measured by differences
in draftee rejection rates or differences in mean test scores, regional

differences do not approach the difference of one standard deviation
unit found between blacks and whites on the AFQT and other similar
tests. (2) The authors also say, “Since it is as axiomatically true in
education as elsewhere that you get what you pay for. . .” (p. 6). The
implication here is that increased expenditure per child in education
would enhance achievement and perhaps reduce draftee rejection rate.
Again from their own data,it 1s seen that school expenditure per pupil
is no certain predictor of literacy or guarantee of the reduction in the
draftee rejection rate.

Gael, Grant, and Ritchie published two similar papers simultaneously
in the Journal of Applied Psychology. Both studies examined empirical
test validities for minority and non-minority telephone employees.

Thefirst study (1975a) includes 1,091 applicants for three Bell System
telephone operator jobs. There were 501 young blacks, 126 Spanish sur-

named, and 464 whites who took 10 specially devised tests for Bell System
operator jobs. Operator proficiency was evaluated during a standardized
one hour job simulation.
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Data were combined across jobs because the authors found the jobs
to be similar and the patterns of validity coefficients with the composite
proficiency index also were similar for each operator job.

All ten test differences between black and white sample means, except
the filing test, were significant, favoring whites. Only one difference be-
tween black and Spanish surnamed groups wasnotsignificant. In every
case the Spanish surnamedgroupattained the higher mean. Four white-
Spanish surnamed comparisonsonthetentests are statistically different.
Three of the four favor the Spanish sample.
On the basis of their research, the authors believe the Bell System

proficiency measures are unbiased against minority group members and
‘“Whatever reasons underlie the fact that minority job applicants score
lower on the average on tests and on job proficiency criteria than their
non minority counterparts, the use of aptitude and ability tests that are
valid for minority job applicants certainly does not contribute to, but
mayalleviate, some of the problems associated with discriminatory em-
ploymentpractices.” (p. 419).
The second study by Gael, Grant, and Ritchie (1975b) is of the same

design and purpose as thefirst, the only differences being the sample
and criteria. Subjects were 143 black, 74 Spanish surnamed, and 185
white, newly hired Bell System clerical employees. Predictors were the
same 10 intelligence tests used in the previous study by Gael, Grant,
and Ritchie (1975a). Criteria were work samples developed to represent
clerical activities required by the Bell System such as dialing, posting,
checking, and coding.

Practically all, 19 of 21, differences between black and white predictors
and criteria means werestatistically significant. The higher mean in each
case was obtained by the white sample. Many (14 of 21) of the white-
Spanish surnamed differences werestatistically significant. Each signifi-
cant difference favored the white sample. In one third of the black-Spanish
surnamed comparisons significant differences were obtained, with the
Spanish surnamed group obtaining the higher means. Based on their
research, the authors recommend the composite predictor for minority
and non-minority clerical applicants. The total sample regression equation
does not underpredict prospective proficiency levels of minority clerks.

In Mankind Quarterly, 1967, Garrett examined the same data base
used by DeNeufville and Conner and arrived at diametrically opposite
conclusions. Garrett’s view that native differences in ability to think
abstractly play a major role in black-white differences in mental test
scores is not the view held by the Office of Education.

“In its booklet, American Education, we find the following: ‘It is a
demonstrable fact that the talent pool in any ethnic groupis substantially
the sameas that in any other ethnic group.’ No demonstration is provided
of the truth of this glittering generality—because there is none. Curt
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Stern, a distinguished geneticist, has remarked that “Such statements

lack a factual basis.’ ”’ (p. 78)

The Departmentof Labor, in a report on the Negro family (Moynihan,

1965), offers this flat assertion: “There is absolutely no question of any

genetic differential . . . Intelligence potential is distributed among Negro

infants in the same proportions and patterns as among Icelanders or

Chinese or any other group.” Regarding this statement, we quote from

Arnold Gesell (1943), well-known child psychologist and for many years

director of the Institute of Child Development at Yale University: “Every

child is born with a naturel which colors his structures and experiences

.. . He has constitutional traits and tendencies largely inborn, which

determine how, what and to some extent when he will learn. Thesetraits

are both racial and familial.”

Gordon, Arvey, Daffron, and Umberger (1974) comparedtest perfor-

mance of whites and blacks before, during, and after exposureto a feder-

ally sponsored Manpower DevelopmentProject for the unemployed and

underemployed. They investigated the impact of mathematics instruction

on numerical competence (measured by the California Achievement Test,

Junior High Level) of a class of 80 black and 83 white trainees.

Significant main effects for the administrations suggested that both
races profited from the training. However, the whites clearly derived
greater benefit than did blacks. The authors conclude that racial differ-
ences in mathematical competency are not reduced bytraining, but may,
in fact, be increased.

Greene (1962) was published before 1965 but not reviewed in the
2nd edition of Shuey. Data for this study were obtained from a 1956
dissertation by E. C. Phillips, Jr., written under the direction of Greene.
The study compares 542 white and 313 Negro teachers on 43 variables
thought to be related to teacher competency. In this review we will
only mention breifly the results of the analysis of ““A Standardized Test
of Teaching Competency” which can only be one of the versions of
the National Teacher Examinations. X scores for the NTE subtests are
reported for both black and white teachers. Differences are highly signifi-
cant with only 6% of the black teachers reaching or exceeding the mean
for whites.

Heilbrun and Jordan (1968) examine the demographic andintellectual
correlates of successful Vocational Rehabilitation participants. Subjects
were 185 rehabilitation clients; 62% were black and 38% white. Women
outnumbered men by almost 2 to 1. The mean age for males was 29.4
with a range from age 16 to 64; for females, 30.2 with a range from
16 to 61.
There were two criteria of vocational rehabilitation success. Successful

outcome required that the client complete the program, obtain employ-
ment, and remain on the job for 6 months. An unsuccessful client may
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have completed the program but did not find or did not take a job
during the 6-month follow-up period. Fifty-three clients who failed to
complete the program were also designated unsuccessful.

Findings with respect to age and education were interesting. Contrary
to earlier studies, the authors found no relationship between educational
level and vocational rehabilitation outcome. Age waspositively correlated
with successful completion of the program, which wasalso contrary to
previous follow-up studies of rehabilitation clients.

Significant findings reported by Heilbrun and Jordan were: (1) Success-
ful rehabilitation clients, as a group, were brighter than unsuccessful
ones. (2) IQ was moreclearly related to outcomes for women than for
men. (3) Whites consistently obtained higher total IQs than blacks. (4)
Fifty percent of the white successful clients improved their employment
level upon completion of the program. The figure was 68% forblacks.

Three years before Bias in Mental Testing (Jensen, 1980) was published
Jensen examined the cultural bias in the Wonderlic Personnel Test (Jen-
sen, 1977a). The reader interested in any aspect of cultural bias in psy-
chological tests is encouraged to obtain a copy of Jensen’s (1980) book
which covers all aspects of test bias from ability grouping to z-scores.
For our purpose,it will suffice to report that whateverabilities or aptitudes
the Wonderlic measures, they are measured by items that are internally
consistent within both black (N = 548) and white (N = 548) samples.
“The present analyses yield no consistent or strong evidence that the

Wonderlic is reacted to differently by Blacks and Whites, exceptin overall
level of performance, in which the normative populations differ by about
one standard deviation.” (p. 64)

Encouraged by fallout from the Motorola case (French, 1965) and
the Equal Employment Opportunities Commission (EEOC, 1966) the
Ford Foundation sponsored a massive research program to obtain and
evaluate evidence regarding possible unfair discrimination in industrial
selection. Thefinal report was prepared by a team of psychologists from
New York University, Kirkpatrick, Ewen, Barrett, and Katzell (1967).
Altogether there were five studies involving 1,208 subjects, 795 white,
325 black, and 88 Spanish speaking, 6 job situations, 26 differenttests,
a variety of indicators of cultural deprivation and socioeconomicstatus.
The general approach wasto study the validity ofselectiontests, taking
ethnic and cultural factors into account.

Sponsored by the Ford Foundation, this series of studiesis only one
of a spate of such reports that appeared in the late 1960’s. Most of the
findings offered by Kirkpatrick et al. in their concluding statement have
since 1967 been refuted by new, more convincing evidence.
The authors make 6 claims in their concluding statements: (1) Tests

valid for one ethnic group are not necessarily valid for the other. Of
course, the statementis self evident, except thatit tells us nothing about
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blacks and whites in the United States. Other studies in this chapter

conducted in the United States support single group predictions (see

Boehm 1972, Gael et al. 1975a and Gael et al. 1975b). (2) Tests may

operate unfairly against certain ethnic groups. The statement simply is

untrue for the ethnic groups studied by Kirkpatrick et al. (see Jensen,

1980). (3) The moderated prediction technique may be useful in improving

predictions. Moderator variables may be useful in prediction, but their

value was not demonstrated convincingly by Kirkpatricketal. (4) Train-

ing may increase predictor scores for all ethnic groups. Training did

not reduce meantest score differences between white, Spanish speaking,

and black subjects in the Ford Foundation studies. (5) Factor analysis

is a useful approach to the measure of “cultural deprivation.” Factor

analysis is also useful to demonstrate lack of bias in mental tests (see

Jensen, 1980, p. 446 ff). (6) Non-verbal tests do not necessarily improve

prediction. This should come as no surprise to readers familiar with

Jensen (1980, p. 465 ff).

In a study published in 1966, Levinson compared northern and south-

ern homeless Negro men. Twenty-four pairs of northern and southern

Skid Row men were matched for full scale WAIS IQ, mean 84.8; SD

13.5. Levinson believed that IQs were depressed due to inadequate accul-

turation brought about by poor schooling and poor economic opportuni-

ties.
The unfavorable subcultural forces, instead of permanently depressing

the intellectual potential of these men, merely froze it, permitting it

later to grow. “Apparently, the Skid Row hasa differential effect on

its denizens. . . . While for most men, living on the Skid Row means

a descent in standard ofliving, for many Negroes it meant maintenance

of previous standards, and possibly even an ascent to a higher level.”

(p. 150)
The establishment of a new position of Female Toll Collector by the

New York Port Authority provided Lopez (1966) the opportunity to

validate a battery of tests and rating scales on a large number of job

applicants over a relatively short time. Applicants were first interviewed

and then referred for two tests. Of 2,000 applicants, 865 were tested,

300 were placed on theeligible list and 182 were employed (102 Negro

and 80 white).

According to Lopez the program judged by subjective opinion of pa-

trons, supervisors, and employees was a success from the very beginning.

To get more empirical evidence the author obtained (1) absentee rates,

(2) tolls accuracy rates, (3) records of continuous employment for 6

months, and (4) supervisors’ ratings which were correlated with scores

from the DAT Clerical Test, a custom-designed written mental ability

test, and the Interviewer’s Check List.

Lopez found that Negro appointees achieved scores significantly lower
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than whites on the mental ability test and on the Interviewer’s Check
List despite the fact that there was no difference in job performance
criteria by the two groups. The author concluded that the markeddiffer-
ences in predictor performance were not indicative of differences in job
performance.
The patterns of association for white and Negro groups are quite dissim-

ilar. For the Negro group, high scores on the predictors are unfavorably
associated with continual employment, but favorably associated with tolls
accuracy. For the white group, high scores on the predictors are unfavor-
ably associated with tolls accuracy and with continual employment, but
a high score on the written test only is associated unfavorably with
attendance. If only supervisory ratings are considered, high scores on
the two paper-and-pencil tests are associated with job success for the
white but not the black toll collector. For blacks the interview is a good
predictor of job success but not for whites. Based on his research, Lopez
concluded “. . . we are not only justified in using different standards
for different subcultural groups, but we are obliged to do so. . .” (p.
18)
The Black Intelligence Test of Cultural Homogeneity (BITCH) was

developed under a grant of $153,000 from the NIMH to Robert Williams.
In 1977, Matarazzo and Wiens madethefirst independent attempt to
validate this novel, culture specific “intelligence” test.

Black and white police applicants (17 black, 66 white) were given
both the WAIS and the BITCH.Age range of the subjects was in the
20’s; mean educational level was 2% years of college. The mean WAIS
IQ for white applicants was 117; for blacks, 105.
According to armchair speculations by Williams, the BITCH has the

advantage of dealing with material with which the black is familiar.
One question on the vocabulary section, for example, asks the subject
the meaning of “The Bump.” According to Williams, a combination
of dialect specific and culture specific tests would certainly enhance the
possibility of measuring accurately what is inside the black’s head. Mata-
razzo and Wiensdescribe the BITCH ascovering a wide range of “street
wise’”” knowledge familiar to blacks. In a personal communication to
the authorsof this article, Williams pointed out:

66 . . that ‘Ebonics’ is a more appropriate term for what the test
samples thanis ‘street wise.’ Ebonics may be defined as ‘the linguistic
and paralinguistic features which on a concentric continuum repre-
sents the communicative competence of the West African, Carribean,
and the United States slave descendants of African origin. It includes
the various idioms, patois, argots, idealects, and social dialects of
black people.’ ” (p. 58)
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BITCH scores show nosignificant correlations with intelligence as

measured by the WAISor with education as measured byyears in school.

To (a) develop an Environmental Participation Index (EPI) that would

measure exposure to American middle-class environment, (b) to validate

it against the U.S. Department of Labor General Aptitude Test Battery

(GATB), and (c) to examine racial differences on GATB in terms of

EPI were the purposes of the Mathis (1968) article. An EPI checklist

was constructed of 26 household possessions and 48 (or more) activities.

It and the GATB were administered to 136 white and 123 black walk-

in applicants at a Chicago, Illinois, Youth Center (YC). All subjects

were 18 to 25 years of age. All nine black GATB subtest scores were

significantly lower than corresponding white subtest scores, but the SIZES

of the differences were said to decline as one went from “verbal-intellec-

tual” to “non-verbal-dexterity”’ subtests. When the EPI was administered

to a sample of 75 white and 5 black college students, a hierarchy of

scores was established from black YC applicants, to black college stu-

dents, to white YC applicants, to white college students. Correlations

between EPI and GATBscores were higher than correlations between

education and GATBscores. Age wasnotrelated to EPI. Foran ANOVA

study, 15 pairs of white and black subjects were obtained for each of

three EPI levels (high, middle, and low). Among the paired subjects,

racial differences were markedly reduced in all GATB areas, and in

two dexterity subtests blacks exceeded whites, but not significantly so.

The author did not consider, however, that matching for age and educa-

tion also matched for intelligence. Correlations between GATBsubtests

and EPI scores ranged from .31 to .67. Because of these findings, the

author considered the EPI to have demonstrated “construct validity”

with GATBscores by assuming that GATB scores were caused by envi-

ronmental stimulation.

McClelland (1974) examinedthe effects of interviewer-respondent race

interactions on cross-section samples of Detroit’s population between

the ages of 18 and 49. There were 188 black and 177 white subjects

and 8 white and 6 black interviewers. Interviewers were balanced by

race and respondents by sex within each race group. The tests used

were Digit Span Test (Wechsler, 1955), Sentence Completion (Lorge

and Thorndike, 1954), Raven Progressive Matrices (Raven, 1956), Digit

Symbol Test (Wechsler, 1955), Quick Vocabulary Test (Ammons and

Ammons, 1962), Information Test (Wechsler, 1955) and Picture Order

Test (Hagen, 1967). Not all subjects took alltests.

Analysis of variance on the seven intelligence tests showed whites

significantly higher than blacks, and black interviewers eliciting signifi-

cantly higher scores on fourof the seven tests. There were no interactions.

The author concluded that because white interviewers obtained lower

refusal rates they may have been perceived as more demanding or authori-
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tative than black interviewers by both black and white respondents. In
general, the white interviewer may have presented a more dominating
presence.

an evaluation andtraining centerin a metropolitan area. No otherrestric-
tions were imposed except participants had to be (1) 16 to 60 years of
age, (2) illiterate, and (3) unemployed or have a gross annual income
of $3,000 orless.
The Beta, a non-verbal test, correlates with the WAIS Performance

at ./0 or above. With the WAIS Verbal, Beta r’s are significant but
considerably lower: .59 for the males; .29 for the females.
For both sexes, the average Beta IQ wasin the 80’s; the average WAIS

IQ’s were 2 to 6 points lower. Except for the Beta-WAIS Performance
difference for females of 2 IQ points, all other differences were significant.
Based on their research, Rochester and Bodwell conclude that as a group
or individualtesting instrumentfor making screening decisions regarding
selection, classification, or identification, the Revised Beta received their
support. The user, however, is cautioned not to compare directly WAIS
and Beta IQs. :
Ruda and Albright (1968) examinedracial differences on the Wonderlic

Personnel Test and scores on a weighted application blank for job appli-
cants in an attempt to predict job performanceand to reduce job turnover.
Of the 1,034 applicants, 327 were employed, 707 were rejected.

Test results were available for 484 white applicants, 304 of whom
were rejected. Ninety-seven of the 159 black applicants were rejected.
Black-white differences on the Wonderlic were highly significant in favor
of whites regardless of whether the applicant was rejected or hired. When
racial groups were combined, on the average those hired had higher
Wonderlic scores than rejectees, despite the fact that a high Wonderlic
Score carried a negative weighting on the application blank.
The relationship between job turnover and Wonderlic scoresis interest-

ing. For whites, there is a clear and significant negative relationship
betweentest scores and survival. For blacks, the trendis neither significant
nor consistent. The moststriking finding for blacks is the high proportion
remaining on the job regardless of test scores.
The author concludes that, “The Wonderlic, although valid for the

white majority of the sample, was not valid for the Negroes. . . . It
appears, therefore, that the Wonderlic (and similar instruments) repre-
sents the different measurement standard for the two racial groups and
it would be unrealistic to require the same passing score of both.” (p.
40)
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The purpose of the study by Thumin and Goldman (1968) was to

comparetest performance of Negro and white women who were compet-

ing in the same employment market. The sample consisted of 299 women

between the ages of 17 and 45 who had applied for secretarial positions

on the Washington University campus. There were 61 black and 238

white applicants. The mean ages and educational levels of the two groups

were quite similar.

All subjects took the Wonderlic Personnel Test, the Short Employment

Tests, and the Guilford-Martin Personnel Inventoryas part of the applica-

tion process. Mean black-white differences on the ability tests were highly

significant, with the differences on the Wonderlic reaching 1.23 standard

deviation units in favor of the white sample. To determine whether person-

ality factors on the Guilford were related to differences in intelligence,

the authors selected from the pool of 299 subjects 44 blacks and 44

whites, matched for total raw score on the Wonderlic. With intelligence

controlled, the smaller groups no longerdiffered as much on the personal-

ity factors. Significant differences on two personality scales were elimi-

nated altogether; differences on one, cooperativeness, was reduced but

still remained significant. The authors interpret this to mean that brighter

subjects were able to select the more socially desirable items on the

Guilford-Martin and thus gain higher personality scores.

In a 1969 study, Wysocki & Wysocki set out to show the cultural

differences reflected in the adult Wechsler. Wechsler-Bellevue Il was

administered to 247 veteran participants. There were 137 whites ranging

in age from 17 to 42 and 100 blacks from 21 to 26 years of age. The

age differences were not significant, but preservice education differed

by .75 years, which wassignificant.

All subtests of the Wechsler-Bellevue II were administered except the

vocabulary subtest “. . . on the assumption (made by the director of

rehabilitation program) that the items based on Vocabulary would handi-

cap those with lower educational levels.” (p. 96)

All black-white differences on the W-B II subtests were significant

in favor of the whites except Digit Span which favored the blacks. This

reversal is not remarkable when examined in terms of the Spearman-

Jensen hypothesis (Jensen, 1980, p. 585).

Black-white IQs differed by at least 1 standard deviation unit. The

direction of the verbal-performancedifference is consistent with McGurk,

Shuey, and Jensen. On Wechsler type tests, blacks perform better on

verbal than they do on performance items. This, of course, is contrary

to the prediction madeby the investigator who eliminated the vocabulary

test from the present experiment because he believed blacks, of limited

formal education, would be expected to do poorly on this and perhaps

other subtests of the Wechsler because:



Adults Not in College 137

The Wechsler-Bellevue intelligence test is standardized on a white
population as are other intelligence tests. Thus, the tests are white-
oriented and do nottakeinto consideration cultural and environmen-
tal characteristics of non-white American populations. As the present
writers elsewhere remarked, “Until really ‘culture free’ intelligence
tests are developed—free of education, culture and socio-economic
Status influences—any comparisonsof national groups based solely
on intelligence tests scores should be treated with caution.” (Wysocki
& Cankardes, 1957). This is also true with regard to the comparison
of racial groups. (p. 100)

The choice of the Wechsler-Bellevue II for a 1969 study by Wysocki
& Wysocki is puzzling, especially since the authors fault the test because
it “is standardized on a white population as are other intelligence tests.”
First published in 1946, the W-B II did not include non-whites in the
normative data. However, the WAIS,first published in 1955, fourteen
years before the study by Wysocki & Wysocki, did include in the standard-
ization non-whites, “pro rated according to the 1950 U.S.census.” For
a Study conducted in 1969, the authors seem to have gone out of their
wayto find an adult test that did not include non-whites in the normative

telephone operators, vocational rehabilitation clients, homeless men, po-
lice applicants, and toll collectors for the New York Port Authority.
The subjects are adults and senior citizens of both sexes, about 60%
are white, 38% black, and 2% Spanish speaking Americans. The number
of subjects per study varies from less than 50 to several hundred thousand.
The two studies which analyze the same basic data from the AFQT

validity of employmenttests is established and recommendedfor USS.
blacks, whites, and Spanish speaking Americans. The variety oftests
employed waswide, includinganoriginal battery designed for Bell System
job applicants, Revised Beta Exam, WAIS, Wonderlic Personnel Classifi-
cation Test, a novel test called the Black Intelligence Test of Cultural
Homogeneity (BITCH), amongothers. Whereracial comparisonsoftest
performance were made,the usual pattern of differences was found: whites
> Spanish speaking Americans > Blacks. Where scores or normative
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data were given, white-black differences ranged from .75 to more than

1 SD. Mean test scores for Spanish speaking Americans were usually

between the other two groups.

While there is almost unanimous agreement among the authors that

racial differences in mean scores on the Wonderlic, AFQT, WAIS, and

the other mental tests are significant there is no consensus that these

tests can be used with equal effectiveness for job selection of applicants

from different ethnic groups. The case made for differential validity by

Kirkpatrick et al. (1967), Lopez (1966), and Ruda and Albright (1968)

is in no way as sound and as convincing as those who argue for single

group prediction, Boehm (1972), Gael et al. (1975a), Gael et al. (1975b),

and Jensen (1977a).
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Delinquents
R. Travis Osborne

In this chapter we use the term delinquent to apply to a broad range
of individuals who have been convicted of violation of state or federal
laws andare serving prison sentences. In addition to the hardened crimi-
nal, our definition of delinquents includes those groups designated delin-
quent by the investigators including drug addicts, truants, and first time
felons.
An exact breakdown of subjects by race is not possible since blacks

and Mexican-Americans were combined in 2 of the 16 studies reviewed.
In all, there were over 7,000 subjects, approximately 3,000 whites,

3,000 blacks, and 1,000 Latin-Americans. Under the Latin-Americans
were grouped Mexican-Americans, Puerto Ricans and Chicanos and the
minority called “Latins” by one investigator. Of the 7,000 subjects, only
492 were identified as females; 8 studies reported all males. In 4 studies
the sex of the subjects, who were burglars, forgers, rapers, and murderers,
was not given. I think it is safe to assume participants in all but 3 of
the 16 studies wereall male; that is, only about 4 of 1% ofall delinquents
studied were female. The age range of the groups studied was from 10
to mature adult.
The type of crime committed by participating subjects was spelled

out in only 2 or 3 papers. Other writers did not refer to the nature of
the crime other than to say inmates of a minimum security prison, a
rehabilitation center, or similar institution for delinquents.
A short paper by Christensen, Leunes, and Wilkerson (1975) was de-

signed to examine the effectiveness of the Otis Quick Scoring Mental
Ability Test, Form Beta,to differentiate an inmate sample. Subjects were
168 public offenders serving sentences in the Texas Department ofCorrec-
tions; 91 were white, 28 Latin-American, and 49 Negro. The group in-
cluded burglars, forgers, narcotics offenders, robbers, murderers, and
other felons.

Test scores were analyzed to determine whethersignificant differences
existed between race, type of offense, or between the first offender-recidi-

139
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vist classification. Only the breakdownbyrace yielded a significant differ-

ence. Mean IQ for whites was 95.8, Latin-Americans 85.3, and blacks

88.5.
The authors conclude that their results indicate that the Otis Beta

differentiates across racial lines, but not with respect to type of offense

or whether the subject was a first offender or a recidivist.

Condit, Lewandowski, and Saccuzzo (1976) used the Peabody Picture

Vocabulary Test to estimate WISC scores for a delinquent population.

In previous studies by the authors, mostly of retardates, the WISC and

PPVT were found not to be interchangeable.

Subjects were 106 juveniles tested at the Center for the Study of Crime,

Law Enforcement and Corrections. All were male; the age range was

from 13 to 16. Participants were described as being of low SESbutit

is not clear how SES was determined. Sixty-six subjects were black; 40

were white.
Direct WISC and PPVT comparisons by race were not reported. Mean

black and white WISC IQs estimated by the reviewer from the authors’

data differed by less than two points, which is only a fraction of the

differences reported in the literature.

Condit et al. conclude that the WISC and PPVT IQ’s are not inter-

changeable and the PPVT is of limited value in estimating WISC IQ's

in a delinquent group.

Diener & Maroney (1974) examinedthe relationship between the Quick

Test and the WAISfor black adolescent underachievers. Subjects were

72 young males sent to an institution designed to rehabilitate juvenile

offenders. Median grade level of the group was 8; however, the boys

were reading and performing arithmetical computations at below the

6th grade level.
The three forms of the Quick Test and the WAIS were given to all

participants. Multiple regression coefficients were computed to determine

optimal predictability of the WAIS from QT IQs. Results indicate that

using more than one form of the Quick Test added very little to the

predictability of WAIS IQs. From the regression equation the following

WAIS IQ’s were associated with five representative Quick Test IQ’s:

QT 55, WAIS 79; 65, 83; 75, 88; 85, 93; and 95, 97. It is apparent

that QT scores approximate WAIS IQ’s quite well in the mid-range of

the sample. The Quick Test overestimated the WAIS IQ at the upper

end of the distribution. No Quick Test scores were above 100 and only

12.5% of the sample fell within the average range of intelligence. With

the limited range of scores in the present sample, the authors recommend

that local norms be prepared and classification not be made onthe basis

of the QT alone.

Fisher (1967) studied the relationship between type of criminaloffense,

race, intelligence, educational level, age, and social desirability as mea-
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sured by the Marlowe-Crowne Social Desirability Scale (M-C). In com-

parison with other studies of delinquents, the sample was impressive,

consisting of 492 white, 108 Mexican American, and 182 Negro male

prisoners being processed at Southern California Reception-Guidance

Center at the Department of Corrections.

Criminal offenses were described as: white collar (embezzlement and

forgery), N= 127; assault, N = 208; burglary, N = 267; rape, N= 8;

sex perversion, N = 59; drug (possession andsales), N = 104; and invol-

untary manslaughter, N = 9.

While other variables are examined, the primary thrust of this study

is the investigation of the relationship of the M-C Scale to age, race,

IQ, and type of crime.

Neither age nortype of criminaloffense wasrelated to social desirability

scores. However, IQ, education, and race were significantly correlated

with the M-C.Since IQ wassignificantly correlated with M-C,the authors

thought that the difference in the M-C scores by race mightbe anartifact

of IQ differences. Group IQ’s were calculated: white M 108, SD 13.8;

Mexican-American M 97.2, SD 13.7; Negro M 95.4, SD, 9.5. Differences

between whites and the other two groupsweresignificant; Mexican-Amer-

icans and Negroes did not differ significantly, t= 1.11.

After the racial groups were adjusted for IQ differences, they were

still found to differ on the M-C. Interpreting the Marlowe-Crownescore

as a measure of defensiveness, Fisher found criminals to be more defensive

than non criminals; Negro and Mexican-American criminals are equally

defensive and moredefensive than white criminals. Fisher did not report

the relationship of IQ and type of criminal offense which would have

been interesting for such a large group of prisoners representing such

a wide range of offenses.

The same year Jensen published “How Much Can We Boost IQ”

(Jensen, 1969a), Flanagan and Lewis (1969) published a short paper in

the Journal of Social Psychology. Their purpose was to compare scores

of lower class Negro and white men on the GATB and the MMPI.

Subjects were 93 Negro and 103 white men sentenced to the Cook County

Jail, Chicago, for minor offenses. The groups were similar with respect

to education and SES. The authors see advantages of using inmates rather

than high school or college students. The prison group is similar with

respect to certain environmental and motivational factors that are hard

to control outside a correctionalsetting.

Meanscores were not reported but Flanagan and Lewis found Negro-

white GATB differences significant at the .05 level on all tests except

the motor coordination. When an attempt was made to match Negro

and white subjects on SES, personality differences were attenuated. How-

ever, aptitude differences remained after the groups were matched for

SES.
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Wechsler Verbal-Performance IQ differences for delinquents were re-
ported by Henning and Levy (1967). A survey of 24 independent delin-
quency studies suggested a Wechsler pattern of Performance IQ > Verbal
IQ. The authors felt this pattern might reflect learning disability which
is not peculiar to delinquents.

First admission male delinquents assigned to the Illinois Youth Com-
mission Reception and Diagnostic Center were given the WISC and
the WAIS. The sample of 2,361 was divided into four groups by race
and by test. The test groups were further divided by age at time of
testing. Because of age differences, the groups were not evenly divided
by test. Six hundred ninety-seven whites took the WISC, 725 blacks;
553 whites took the WAIS, 386 blacks.
To investigate the possible Verbal-Performance discrepancies at each

age level the mean subtest scores were ranked. Rankings were compared
with rankings of two otherstudies, one of delinquent unsuccessful readers
and one of non-delinquent mentally retarded readers.

In addition to the usual W-B differences of approximately one SD
for both WAIS and WISCtests, the WISC sample produced Performance
IQs > Verbal IQs more often than did the WAIS. White Ss earned
higher Performance IQsin relation to Verbal than did Negroes.

Whensubtest patterns were compared with delinquent poor readers
and non-delinquent poor readers on bothtests the white subjects showed
significant correlations with poor reading patterns while black subjects
lacked this relationship. This was interpreted by Henning and Levy as
support for the idea that a reading disability pattern rather than socio-
pathic personality is what is being seen in the intra-subtest Wechsler
patterns of white male delinquents.
The 1962 study published by Laskowitz was not reviewed in Shuey’s

2nd edition. Since it is one of the limited number of attempts to relate
drug addiction to race and IQ, it is reviewed here. Protocols of 497
Wechsler-Bellevue forms were randomly selected from the Psychology
Department at Riverside Hospital. The sample was representative of
the total first admission population with regard to race and sex; 220
were black, 146 Puerto Rican, and 131 white.
Male and female addicts within the three ethnic groups do not form

homogeneousgroupswith respect to specific W-B I subtest scores. When
Full Scale IQs are ranked byrace, the order is white, Negro, and Puerto
Rican. Whites are significantly higher than the other two groups but
the differences between black and Puerto Rican females wasnot significant
on the W-B Full Scale IQ. When female addicts were compared with
a comparable group of female non-addicts, there was no significant differ-
ence on 8 of the 10 W-B subtests.
White male addicts generally perform better than their Negro or Puerto

Rican counterparts. For males, Negroes’ and Puerto Ricans’ perfor-
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mances were quite similar except on the Verbal Scale where the Negro

addicts earned higher IQ scores.

In each of 6 addict groups, Performance IQ > Verbal IQ except for

white females. Also in the 6 groups Picture Arrangement + Object As-

sembly > Block Design + Picture Completion. Arithmetic score was

lowest for all groups and Comprehension washighest.

Levi and Seborg (1972) studied intelligence and school achievement

differences of a multi racial group of drug addicts, the entire population

of the California Rehabilitation Center Women’s Unit located at Patton,

California. The base group consisted of 200 white, 67 Mexican-American,

and 68 black female drug addicts. In addition, there were 79 who could

hardly read and write who were called illiterate. Of the latter group,

14 were white, 28 black and 37 Mexican-American. The base group

was given the Army Alpha, Raven, and the California Achievement

Test. The revised Beta was substituted for the Alpha in theilliterate

group.
Data are not tabled but the authors offer to provide a complete analysis

including scattergrams. Meansare given in the summary but no measure

of variability is shown. Reported IQs are on the whole much higher

than would be expected of a total prison population. For whites the

mean Alpha IQ was112; blacks 97; and Mexican-Americans 107. Raven

IQs also seemed to be elevated for delinquents: white 111; Mexican-

American 104; and black 101. On the California Achievement Test scores

were: white 10.8; black 10.5; and Mexican-American 9.8.

The authors conclude their “findings indicate very clearly that the

results of the usual group verbal I.Q. tests administered to members of

minority groups are very misleading, i.e., they did not reflect the real

intellectual capacity of the testees.” (p. 584) It should be pointed out

that the Army Alpha, designed for use in World WarI, is not the “usual”

test administered to adults in the early 1970’s. No other investigation

reviewed in this chapter chose the Army Alpha Examination. For group

testing of delinquent populations, the Wonderlic, Army General Clas-

sification Test (AGCT), the General Aptitude Test Battery (GATB),

and the Wechsler Scales are the preferred tests. Despite the claims by

Levi and Seborg that the Army Alpha doesnotreflect true capacity of

the subjects studied, the mean IQs for whites compare favorably with

national normsfor college freshmen in the 1970’s. The reviewer would

have to agree with Levi and Seborg that the group verbal test they

used does not reflect the true intellectual capacity of the subjects. For

an entire prison population, the mean scores reported are at least %4

to lo too high.
Five years after the study of women drug addicts was published by

Levi & Seborg (1972) a team of psychologists, Levi, Tanner, Wirth,

Lawson, and Sheetz (1977), examined a multiracial group of male drug
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addicts for the purpose of comparing their scholastic achievement and
intellectual ability. The Army Alpha, used in the earlier study, was omit-
ted from the study of male addicts. In its place was the Comprehensive
Tests of Basic Skills. The Raven wasretained for the study with men.
Subjects were 129 whites, 129 Mexicans, and 106 blacks, most of whom
were committed for thefirst time to the California Rehabilitation Center.
On the common mentalability test, Raven, mean scores for men were

2 to 6 points below those for women reported in the previous study.
Mean Raven IQs were: white 107, o 17; Mexican 98, o 17; black 99,
o 13. White-black and white-Mexican-American IQ differences were
significant. The blacks were significantly above the Mexican-Americans
on the arithmetic subtest.
The relationship between IQ and scholastic scoresis higher for whites,

which, according to the authors “. . . indicates that other factors besides
intelligence, as measured by the RavenIQtest, are responsible for learning
of minority groups: possibly lower quality of education,less encourage-
ment at home, perceived less rewards for academic success, etc. In spite
of the significant correlations obtained, the Raven does not appear to
be a reliable indicator of academic success for all the groups.” (pp. 456—
7) The authors conclude: “The question arises as to why drug addicts
are moreintelligent than the average population. At this point the answer
could only be speculative, but the fact remains that our population have
the capability to perform well in society when and if they wantto.” (p.
456) A more parsimonious explanation may occur to the reader.
Long (1970) studied the relationship of personality and social variables

in conforming judgment for 109 inmates of a Florida minimum security
prison. Fifty-five subjects were Negro and 54 white. It is assumedall
subjects were male since the sex was not specified. The age range was
not given.
The experimental procedure involvedtesting for differences in conform-

ing Judgment according to social structure of the groups. Subjects were
assigned to one of 4 experimental groups. Members of group 1 were
black and were tested individually with 3 white confederates. Members
of group 2 were black and weretested individually with 3 black confeder-
ates. This procedure was repeated for groups 3 and 4 composed of white
subjects.

Four measures or scales were given to each inmate: (1) California
Capacity Questionnaire, (2) Agreement Response Set Scale, (3) Form
E of the Dogmatism Scale, and (4) Vertical Line Test.
Long found subjects in each group to have similar agreement response

set and dogmatism traits but to differ significantly in IQ and conforming
behavior. A t¢ test revealed significant intelligence differences between
black and white subjects when they were tested with a black or white
confederate.
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Long says, “It would be easy to arrive at the conclusion that the

major difference among the independent variables among the four groups

was in their IQ scores.” (p. 179) He then offers an ad hoc explanation

for his findings. The reviewer is inclined to accept the parsimonious

explanation.

In a study conducted at the Youth Development Center, Milledgeville,

Georgia, McCandless, Persons, and Roberts (1972) selected from a base

group of about 500, 177 young delinquents age 15 to 17. The boys were

of low SES with IQ’s ranging from the high 40’s to the high 130’s.

Many were retarded and at least 20 percent were non-readers; 119 were

black, 58 white.

Subjects were given a series of short answer questionnaires concerning

delinquent behavior. Physical measurements were taken in an attempt

to relate mesomorphy to delinquency. A rating of attractiveness was

also made by independent raters. Unfortunately, WAIStest results were

available for only 74 subjects.

The authors found the questionnaire to report unreasonably rosy proto-

cols, especially when taking into account the given background of the

boys. Lowreliability of a questionnaire given to this group of subjects,

some of whom had IQs below 50, should not have been unexpected.

Mean WAISIQ was 75, for blacks 72, for whites 89.

The data provided no supportfor the hypothesis that links mesomorphy

to delinquency. Nor was there support for the idea that age and race

of the investigator affected response of a bi-racial delinquent group.

Theattractiveness variable, surprisingly reliable and remarkably inde-

pendentof differences between body build and race of subjects and race

and ageofthe raters, entered into no relationship with any other variable.

The largest sample of delinquents reviewed for this chapter is reported

by Murray, Waites, Veldman, and Heatly (1973) who examined the

WAIS-WISCpatterns of 2,498 delinquent boys from different ethnic

groups. The subjects were from Gatesville State School for boys where

they had been placed for various types of delinquent behavior. The age

range was from 10 to 19 years with a mean age of 14.7. The ethnic

breakdown was 1,007 Anglo, 808 black, and 663 Chicano.

The purpose of the Murray et al study was to examine WAIS and

WISCsubtest patterns of a large multi-racial group of delinquent boys.

Boys 15 years or younger took the WISC; those older than 15 took

the WAIS.
The main idea was to examine the Performance > Verbal subscale

difference reported in other studies of delinquents. Results were as ex-

pected from previous research, with Anglos scoring substantially higher

than subjects from the other 2 groups. WISC IQ’s were lower than

those of the WAJSfor all ethnic groups.
Verbal-Performance IQ differences were consistent with the Wechsler
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manual except the WISC P>V differences were twice as great as the
differences on the WAIS.
Murray and his colleagues suggest the WAIS-WISCdifference in IQ

could be the “result of test item characteristics.” No claim is made by
Wechsler that the WAIS and WISCare perfectly articulated. The tests
were designed for slightly overlapping ages but the norm groups were
quite different and the two tests were published 6 years apart. For the
results of two different intelligence tests not to differ by a few I.Q. points
in a cross sectional study would be the exception.

Fifty young male inmates of the State Correctional Institute at Camp
Hill, Pennsylvania, were subjects for a comparative study of the Kahn
Intelligence Test and the WAIS by Ream (1978). Thirty subjects were
black, 20 white, with an age range of 16 to 21. Eliminated from the
sample were subjects who were non-English speaking and those with
physical or emotional handicaps.

Since the purpose of Ream’s study was to compare group scores on
the KIT with those of the WAIS, IQ’s were not reported by race. On
the Kahn Intelligence Test, the combined mean IQ was 76, o 8. WAIS
Full Scale IQ was 92, o 11. The two tests correlated .71.
“The Truant Before the Court’? by Reinemann (1948) was not cited

by Shuey in either previous edition. It deserves review in this chapter
on delinquents because, accordingto the author, the Director of Probation
of the Municipal Court of Philadelphia, in practically all juvenile court
laws the term “delinquency” is defined so as to include truancy.
The main purpose of this study was to “spot” potential delinquents

at the earliest possible stage and to make suggestions to implementcooper-
ations between school and court.
The subjects for study were 163 boys (113 white, 50 non-white) and

57 girls (40 white, 17 non-white) who had been referred to the court
exclusively for truancy. The truant group comprised only about 10%
of the delinquents referred to the court. The exact breakdown by age
was not given. Twothirds of the group were ages 14 and 15; only 9%
were over 16. Data were analyzed under 3 major headings: (1) environ-
ment, (2) school history, and (3) court history. Aspects of environment
were examined in terms of (a) family size, (b) marital status of parents,
(c) home conditions, (d) neighborhood, and (e) employment of mother.
School history was studied by type of school and by grade. Court history
was analyzed by: (a) previous court referral, (b) sibling delinquency,
(c) physical status, and (d) intelligence.
With regard to environment, the major conclusions were: (1) Truants,

aS a group, were from large families. (2) Two thirds of the cases were
from broken homes. This was a larger percentage than found in the
total delinquent group. (3) About one third of home and neighborhood
conditions were rated “‘poor.”’
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From the school history the authors concluded: (1) One fourth of

the truants were in special classes or schools. (2) One half were retarded.

An analysis of the court history indicated: (1) Siblings of the truants

had been referred to the court for delinquency in 61% of the cases.

(2) Only in about one fourth of the truant population were the physical

examinations negative. (3) There were fewer children with low IQs in

the truant group than in the total delinquent group; 44% had IQs of

85 and below. Since all non-white subjects were lumped together, it

was not possible to make a direct black-white comparison. The median

IQ for whites was found by the reviewer to be 89; for non-whites 80.

Cattell’s Culture Fair Intelligence Test (CCFIT) and the WISC-R

IQ’s for 51 delinquents were compared by Smith, Hays, and Solway

(1977). Their purpose was to locate an intelligence screening device for

juvenile courts that would have “as little cultural bias as possible.”

Subjects were 51 male and femalereferrals to the Harris County Juvenile

Probation Department (Houston Area); 24 were white and 27 black or

Mexican-American. The age range was from 11 to 17, mean 14.9. No

effort was made to control for SES or for type of offense. Scores for

blacks were combined with those of Mexican-Americans for analysis.

This group was called “minorities.”

Mean IQs for “minorities” was 84 on the CCFIT and 76 for the

WISC-R;for whites the CCFIT mean was 95 and the WISC-R 94. Be-

cause of the larger difference on the WISC-R than on the CCFIT, the

authors conclude that the CCFIT “‘is a better measure of intelligence

for minority groups than is the WISC-R, since it eliminates at least

some of the bias in the WISC-R .. . and presents a more accurate

picture of their intellectual capacity.” (p. 181) It would, of course, be

equally accurate to say that the WISC-R and CCFITare equally good

measuresofintelligence because both tests yield approximately the same

IQ’s for whites and, furthermore, the white-minority differences are com-

parable with the important literature on bias in mentaltesting.

Wenk, Rozynko, Sarbin, and Robison (1971) investigated the effect

of different incentives upon the GATBscores of white and black inmates

at a California Reception Guidance Center. This study grew out of a

similar one conducted previously by two of the present authors who

found results contrary to their predictions “. . . that differences on non-

verbal tests would be less than differences on verbal tests and that minority

groups would ‘catch up’. Although the Mexican-American sample tended

to follow the prediction of the experimenters, the Negro sample did

not.” (p. 54)
A plausible new hypothesis was advanced:

That motivational factors were important in test performance, that

blacks were earning lower scores because of a sub-cultural de-emphasis

on intellectual competition.
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Subjects were 220 (121 white, 99 black) inmates assigned to 1 of 6
sub-samples which ranged in size from 28 to 42. Age range was not
reported; neither was sex given. It is assumedthatall participants were

Inmates were tested on 4 non-verbal tests of the GATB under one
control and 2 experimental conditions for each race. For one experimental
condition, subjects were given a “ducat” redeemable for canteen goods.
The second experimental condition involved verbal encouragement to
the inmates to improve their scores. The control group was simply re-
tested.
The hypothesis that an effective incentive (material reward) would

operate to narrow the gap between whites and Negroes was not upheld.
Whites widenedtheinitial advantage over Negroes under material incen-
tive on all scales except K, on which Negroes had an initial lead and
extended that lead upon retest.
The idea that score gain for whites and blacks would be greatest under

the material incentive and least under no incentive was not confirmed.
The authors conclude that material reward provided someincentive

for test score elevation but the efforts were slight and unrelated to ethnic
Status.

Summary

Despite over-crowded prisons and youth detention and classification
centers and the massive federal funds available for prison study in recent
years, only 14 studies published since Shuey’s 2ndedition, and 2 inadver-
tently omitted from her survey, were located that attempted to relate
psychological test results to criminal behavior of different racial groups.
Authors of one paper, Flanagan and Lewis (1969), suggest that prison
inmates comprise a more homogeneousgroup than school children and
college students and thus should be a better group to study becauseall
are usually similar in education, SES and mental ability.
Between 1966 and 1980 investigations of prison populations wereselec-

tive with regard to female delinquents. Only about 14 of 1% of the
7,000 subjects studied were not male. The small number of women exam-
ined could be a function of careless reporting. In several studies, subjects
were not identified by sex. With such a small proportion of the total
population women, present findings can only apply to males.
One paper comprised only of women drug addicts, Levi and Seborg

(1972), deserves special mention. The authors tested an entire female
prison population and reported a mean Army Alpha IQ of 112 for whites,
almost equal to the average of college freshmen in the 1970’s and almost
lo above the national adult norm for whites. Scores for female blacks
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and Mexican-Americans also seem to be elevated in the Levi and Seborg

study.
While there is no general consensus among the authors of studies

reviewed in this chapter, there are some interesting findings that may

be gleaned from their data:

(1) Mentaltest scores are not significantly related to type of criminal

offense or to whether the inmate is a “first timer” or a recidivist.

(2) There was no support for the idea that links mesomorphy to

delinquency.
(3) The Wechsler pattern of PIQ > VIQ amongdelinquents is given

modest support.
(4) Amongtruants, it was found that siblings of truants had been

referred to juvenile court in 61% of the cases.

(5) The idea that effective incentive (material reward) would operate

to narrow the gap between test scores of whites and blacks was

not supported.

One general finding of this chapter that is supported almost without

exception by data, if not by ideology,is that white-black-Spanish-Ameri-

can IQ differences found in public schools, colleges and industries also

obtain in prison. Whereas the general population mean IQ is 100 for

whites and 85 for blacks, the inmate average is more like 95 and 80 or

in some cases 90 and 75. Meansfor Spanish speaking Americans usually

fall between those of whites and blacks. These differences are found

regardless of test employed, the age of the sample, the SES ofthe subjects

or the race of the examiner.
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Special Populations, a miscellaneous collection of 13 articles not else-
whereclassified, involves fewer than 3,000 subjects, of which 1,127 are
found in one study. One study examines test performance of indigent
pregnant Negro girls; the largest in terms of numbers of subjects is
the standardization sample of the WAIS in Puerto Rico. In 8 studies
subjects are described as being mentally retarded. Some subjects of the
remaining studies are undoubtedly mentally retarded but the reason for
being selected for study was not their retardation.

Because almost one half the studies in this chapter are one-of-a-kind
involving unique groups of subjects or novel tests, no attempt will be
madeto tabulate the overall findings or summarize theresults.

Retardate intelligence and adaptive behavior were studied by Adams,
McIntosh, and Weade (1973) because “. . . there seemsto belittle infor-
mation available concerning theeffects of ethnic background on measured
intelligence or on adaptive behavior scores.” (p.1)
The 109 subjects were patients at a metropolitan state research and

training facility for mentally retarded children. The age range was from
4 to 17 with a mean just over 8. There were 56 boys (26 black, 30
white) and 53 girls (24 black, 29 white).
To comparethe retardate adaptive behavior measured by the Vineland

Social Maturity Scale with IQ was the main purpose of the study. A
2 X 2 analysis of variance showed only the main effect for IQ by race
significant. There was no effect of sex and no race-sex interaction for
IQ.
The same analysis of the Deviation Social Quotient (DSQ) showed

no significant race or sex differences.
The authors conclude that their study of retardates supports many

previous studies with these and other typesof children, indicating poorer
performance on IQ tests for blacks than for whites. They suggest, how-
ever, that the two groups are comparable on a simple measure of adaptive
behavior and the discrepancy between IQs and adaptive behavior scores

150
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is significantly greater for blacks than for whites. They also suggest that

it is possible that the lower IQs of blacks are accurate reflections of

the likelihood of their success in conventional schools, while adaptive

behavior scores may more accurately represent success in social and

vocational undertakings.

A validity study of the Slosson Drawing Coordination Test was con-

ducted by Alcorn and Nicholson (1972) of North Carolina Central Uni-

versity at Durham. Subjects were 114 boys and 77 girls (135 black and

56 white) ranging in age from 14 to 19. Subjects were Vocational Rehabili-

tation clients with IQs below 90 and wereenrolled in classes for mentally

retarded in central North Carolina. All or selected parts of the following

tests were given: WAIS or WISC, Benton Visual Retention Test, Slosson,

and the Raven Progressive Matrices.

Slosson scores were correlated with results from other scales by race

and sex. Most r’s were considerably lower than generally found between

the Wechsler scales and other intelligence tests.

Meanscores were remarkably consistent by race and by sex. Wechsler

Full Scale IQ for blacks was 70.55, for whites 71.12. Mean Slosson scores

were 28.25 for blacks and 29.07 for whites.

It appears that by restricting the range of the sample (no subjects

had an IQ above 89) Alcorn and Nicholson attenuated their Slosson

validity coefficients and at the same time equated mean scores by race

and sex on other psychologicaltests.

A study by Alley and Snider (1970) deserves special mention because

it is one of the very few studies reporting perceptual motortest perfor-

mance ofblacks to be significantly above that of whites. Participants

(32 whites, 18 blacks, ranging in age from 7 years-5 months to 9 years-

10 months) were drawn from an elementary school for educable mentally

retarded in Davenport, Iowa. The two groupsdid not differ significantly

in age or in IQ.
Thetest battery was broad including: (a) the Lincoln-Oseretsky Motor

Development Scale, (b) Purdue Perceptual-Motor Survey, (c) Balance

and Posture Area, (d) Body Image and Differentiation Area, (e) Benton

Visual Retention Test, (f) Kuhlmann-Finch Tests, (g) Marianne Frostig

Developmental Test of Visual Perception and (h) a concept-formation

measure.
The primary hypotheses were: Between the Negro mentally retarded

population and the white mentally retarded population there is nodiffer-

ence in: (1) sensory motor performance, (2) visual perception, and (3)

concept-formation performance.
On the Lincoln-Oseretsky test of sensory motor performancethe black

group obtained higher mean scores on 41 of the 53 tasks. On thirteen

tasks, the differences were significant. Some of the items on whichblacks

excelled were: winding a thread, cutting a circle, Jumping over a rope,
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catching a ball, jumping in the air and making an about face, standing
on one foot with eyes closed, throwing a ball, and balancing on tip
toe. On the basis of the Lincoln-Oseretsky findings, hypothesis #1 was
rejected.

Tests of Visual Perception indicated no significant differences between
whites and blacks. Hypothesis #2 wasretained.

There were also nosignificant differences between the two groups on
concept-formation (ITPA) performance. This is not unexpected since
the groups were of equal IQ at the beginning of the experiment (X
black IQ = 67.94; white, 65.75). The examination used to match or
equate the groups is not named.If it is the ITPA or a similar paper
and pencil test the insignificant group differences at the second testing
would not be remarkable.
The authors ad hoc conclusionsare:

1. Negro children are stimulated toward physical interaction by their
mothers and become“physically oriented” toward their environment.
Geber and Dean (1957) stated that African Negro children are af-
forded more physical contact during the nurturing period by the
mother. Because the mentally retarded is slow in his developmental
patterns, the Negro mother may overcompensate by offering more
physical contact and thereby further stimulating the mother-child
physical interaction.
2. Negro children may be motivated toward sensory motor perfor-
mance as an avenue of success. This motivation may be overtly and/
or covertly encouraged or verbally reinforced, by example, by parents,
siblings, peers and/or “hero” images. The Negro mentally retarded
child may realize by internal or external feedback that academic
and intellectual goals are inaccessible to him. He, therefore, compen-
sates by motivation and strivings with heightened zeal toward sensory
motor activities.
3. Negro and white groups used in the present investigation, as well
as previousresearch in this area, have not been specifically controlled
for such variables as measures of physical growth, previous experien-
tial training, and attitudes toward perceptual motor development.
(p. 113)

Anderson, Kern, and Cook (1968) examined the effects of race, sex
and brain damage on Raven Coloured Progressive Matrices scores. Adult
Vocational Rehabilitation clients of the Georgia Rehabilitation Center
were subjects. The 147 subjects, ranging in age from 16 to 65, were
divided into 8 groups by type of brain damage, sex and race. With only
20 blacks altogether, black subjects in all cells were in short supply;
i.e., 2, 4 and 7 subjects. Added to the small number of blacks was the
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fact that both groups were labeled brain damaged. In other words,it

was not possible to determine from the table which subjects were brain

damaged and which were not brain damaged. The significant differences

found for some of the tests should perhaps be discounted because of

the very small numbers and because the direction of the differences was

not clear from Table 1.

Blue and Vergason (1973) investigated the echoic language behavior

of culturally deprived black (60) and white (60) children from the Atlanta

public school system. Since the possible influence of school integration

was of interest to the authors, the subjects were taken from schools

with at least a 5 year history of stability and equality of racial composition.

The Rystrom Dialect Test was administered via tape recorder. An

analysis of variance was computed which indicated main effects of race

(black X 13.5; white 17.2) and grade to be significant (p < .01). There

was no significant interaction. Blue and Vergason conclude that black

children do not perform at as high a level as white children in the oral

repetition of standard English phrases. This finding supports an earlier

study by Rystrom (1969).

Although the age-race interaction was notsignificant, there is slight

evidence of a reduction in the performance gap with increasing grade

level.
The investigators were initially concerned about limited short term

memory or inattention of children in the lower grades but found no

evidence of decreased short term memory in this study. Children of

both groups were alert and responded to 99% of the taped sentences.

In a one page paper, Clegg and White (1966) report the results of

their examination with the Leiter International Performance Scale of

108 black children from a public residential school for the deaf. Subjects

ranged in age from 6 to 14, median 11. There were 63 boys and 44

girls (sic). The group mean IQ was 73.3; 70.9 for boys and 76.9 for

girls. The sex difference was notsignificant.

Covin (1976) investigated the suitability of using the Peabody Picture

Vocabulary Test, Form B, instead of the WISC for classifying children

participating in a black Head Start program. Subjects were 37 black

children (22 boys, 15 girls) who were suspected by their teachers of

being mentally retarded. The mean age was 64.3 months, o 1.6 months.

The mean PPVT Form B IQ for girls was 63.1, o 11.3; for WISC

Full Scale, IQ = 71.6, o = 7.8. For boys the mean PPVT was 64.0,

o = 11.3; for WISC Full Scale IQ, 70.0, o = 10.7. For both boys and

girls the WISC verbal, performance and full scale IQs were consistently

.75o@ or more above those of the PPVT.

This 1973 article by Goldfarb, Basen, and Kersey is perhaps misclassi-

fied but after considering other options it was decided to review the

study of pregnant indigent Negro adolescents in this chapter.
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The purpose of the study was to determine thelevel of mental function-
ing by age and to comparethe scores with published Quick Test (QT)
norms. Subjects were 323 pregnant indigent Negro adolescentsat Jeffer-
son Davis Hospital, City of Houston, Harris County, Texas. The age
range was 13 through 18.
Means and o’s were computed for each age group and compared

with those of the QT provisional manual (Ammonsand Ammons, 1962).
Analysis of variance of IQ at the various age levels indicated significant
black-white differences, ranging from 11.3 to 14.2 IQ points.
The authors offer the following explanations for their findings:

The background experience [sic] of the two samples were different
in that ours was strictly a Southern Negro population, while the
Ammons’ white sample came from Louisville, Kentucky . . .

. . educational experiences were not the only factors that could
contribute to the present discrepancy. The QTis a verbal-perceptual
test of intelligence . . . The simple verbal recognition skills required
for the QT may not have developed in our sample as highly as in
the standardization sample.

.

.
. . . Whether pregnancywasinfluential is unknown for this sample.

How suchbiological changesaffect motivationis not fully understood.
(p. 542)

“On the correlation between IQ and amount of ‘white blood’ ” was
the title of a paper by Green (1972) presented at the 80th Annual Ameri-
can Psychological Convention. Subjects for the study were members of
a Stratified random sample, ages 16 to 64, who participated as the stand-
ardization sample of the project to translate and adapt into the Spanish
language the WAISin Puerto Rico. The 1960 U.S. census was used to
obtain what Green calls “. . . the most representative sample of a well-
defined total population that has been obtained for any similar study.”
(p. 285)

In order to study “racial” differences, the sample (N = 1,127) was
divided intofive color groups. Group 1 consisted of 260 apparently pure
white individuals and Group 5 (N = 38) consisted of the darkest and
almost certainly the most purely Negro individuals in the sample.

Test administrators were carefully trained on ratings of color. Green
notes that the examiners were Puerto Rican and represented thefirst
four color groups.
A breakdown ofresults is given by color group, age, education and

other test variables. A one way analysis of variance was notsignificant.
However, when Group 5 was contrasted with a pool of the other 4
groups, differences were significant. No statistically reliable differences
existed between any of Groups 1, 2 and 3 on anytest variable. Group
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4 tended to be significantly lower than groups 1 and 2 on the Verbal

scores and on the Full Scale scores. By way of explanation ofhis findings

Green says:

. . . the Puerto Rican does not regard the Color Groups 2 and 3

as defined in this study as “Negro.” They are Puerto Rican. Color

Group 4 may or may not be considered to be “Negro” depending

on presence or absence of other traits such as hair texture or eye

color. Color Group 5 is very likely to be considered to be “Negro.”

From the results reported here, it can reasonably be concluded that

there are someresidual cognitive test differences between individuals

in Puerto Rico who are regarded as being Negro and those who

are not regarded as being Negro. Among color groups whoare not

regarded as being Negro,reliable differences in IQ do not occur.

The Puerto Rican result showsvery clearly that changes in mental

ability scores tend to follow the prejudice line much more closely

than the genetic line, if it follows the latter at all. (p. 286)

Using Green’s 5 Puerto Rican color groups, it appears that changes

in mental ability scores also tend to follow the colorline.

In a validity study of the Black Intelligence Test of Cultural Homogene-

ity (BITCH) Long and Anthony (1974) correlated scores on the WISC

with those on the BITCH. The number of subjects was small, only 30

EMRblack students, 16 girls and 14 boys. The age range was not given

but, with a median age of 16, it is reasonable to assume significant

portion of the group was older than the ceiling age of the WISC.
For the administration of the BITCH, the subjects were divided into

two groups. Subjects in Group I read the test items; subjects in Group

II heard the items read by the examiner. Group II scores wereslightly

but significantly above those of Group I. Girls were also slightly better
than boys on the BITCH.
The correlation coefficient between the BITCH and the WISC for

all subjects was .319, which is significant (.05).

The authors conclude that “The low positive correlation between the
BITCH and WISCscores suggests that there is no significant difference

between the scores obtained by Black EMR students on these tests.”
(p. 311)
The Arrow-Dottest is a perceptual motor task on which the subject

is required to draw the sho;stesi line from the point of the arrow to a

dot. An ego score (E) results when the subject drawsthe shortest possible

line, a super ego score (S) results when an overly long route to the dot

is taken, and an impulsiveness score (I) results when the subject ignores
directions and crosses the line. McCormick, Schnobrich, and Footlik

(1966) studied Arrow-Dot performance of 72 (28 boys and 44 girls)
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Negro adolescents of lower (below 80) IQ in their investigation of reading
skills. Mean age of the group was 15-9. The mean Kuhlmann-Anderson
IQ was 66.48.
There were no sex differences on the impulsiveness scale. Girls were

significantly lower on the ego scale; higher on the super ego scale. The
authors conclude test differences can not be attributed to IQ or SES
differences since sexes were equated for IQ. It is suggested, however,
that “socialization experiences” may be specific for Negro females with
low IQ.
Arrow-Dotscores were not correlated with the Kuhlmann-Anderson

IQs.
The Nalven, Hofmann and Bierbryer (1969) paper is not a study of

intelligence tests results of blacks and whites, but a study of psychologists’
estimates of a subject’s “True IQ” from the same WISCprotocols vari-
ously labeled black or white; CA 8 or CA 14; male or female; and low
or middle SES. Altogether there were 16 background information catego-
ries assigned to the same WISCprotocol.

Six hundred fifty members of the Clinical Psychology and School Psy-
chology sections of the 1967 American Psychological Association were
randomly selected to respond to the one item question (What is the
“True IQ” of the child described on the protocol?). The first 20 usable
replies for each category were selected for the experiment.
The authors found considerable variation among the “True IQ”esti-

mates. The highest mean was 104.7 assigned to a 14 year-old lower
class Negro girl; the lowest was 91.1, assigned to a 14 year-old white
middle class boy.
The four subject variables were correlated with “True IQ” ratings.

Race and SES were significantly related to True IQ; age and sex were
not.

The authors conclude:

A child’s age or sex evidently does not influence psychologists’ judg-
ments as to whether his obtained WISC Full Scale IQ score represents
an accurate estimate of his true potential. In contrast, a child’s social
class background, to a great extent, and his race, to a lesser extent,
significantly shape psychologists’ judgments as to whether his ob-
tained IQ scores are representative. The results point to the fact
that psychologists assume that lower class and Negro children’s ob-
tained WISC IQ scores represent significant underestimates of their
true intellectual capacities. (p. 274)

Smith and Caldwell (1969) examined the patterns of WISCscorediffer-
ences for black and white mental retardates. One hundred ninety-nine
subjects with WISC Full Scale IQs below 69 comprised the base group.
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There were 78 black males, 37 white males, 56 black females, and 28

white females. Both blacks and whites were of rural, low SES background.

A cross validity group of 141 was selected in the same manner as
the base group. In this group there were 55 black males, 20 white males,

52 black females, and 14 white females.

The hypothesis that mean test values were the same for both retarded

racial groups was rejected for both sexes. The black-white difference
was especially noticeable in the performance section of the WISC.

Classification of retardates of both sexes on the basis of the WISC
scores was moderately successful. The error in the base group was 27

percent and for the cross validation group, 39 percent for boys and 35
percent for girls.
The major black-white difference was in the performancetests scores.

A performance test, Coding, had the largest weight on the discriminant
functions for males. Black males scored near the whites on all WISC

verbal tests except Digit Span. For girls, the performance tests were
also the bases for classifying subjects into racial groups.
On thebasis of this and other studies, the authors conclude that South-

ern Negro mental defectives may not be typical retardates, and since

Negroes do not have the samepattern of abilities as white mental defec-

tives, perhaps they should be diagnosed andinstructed by different proce-

dures.



IX

Race of Examiner Effects
and the

Validity of Intelligence Tests
W. G. Graziano, P. E. Varca, and J. Levy

The nomological network surrounding the construct of intelligence
has been intensively and extensively investigated for many years. Despite
the magnitude of research effort, important questions aboutintelligence
have not been answered unequivocally. It is the purpose of this chapter
to review, organize, and evaluate the most recent evidence relevant to
one such question: Is an examinee’s performance onintelligence tests
systematically biased by examiners of different races? The term “race”
is used here merely for ease of exposition. It is used solely to refer to
self-identified sub-populations within the larger human population (cf.
Jensen, 1980). The literature reviewed covers the period from 1966
through 1980, although references to earlier work will be made where
necessary. The journals exhaustively reviewed were: Child Development,
Developmental Psychology, Journal ofNegro Education, Journal ofApplied
Psychology, Journal of Consulting and Clinical Psychology, Journal of
Educational Measurement, Journal of Educational Psychology, Journal
of Personality and Social Psychology, Perceptual and Motor Skills, and
Psychological Bulletin. Where relevant, articles from other journals are
cited. In addition, unpublished doctoral dissertation research was re-
viewed whenit was available.
The issue of examinerbias is important because manyissues of validity

are related to it. First, if examiners systematically bias scores against
examinees of a race different from themselves, then examinees of the

* This chapter constitutes the major portion of a paper to be published elsewhere by
professors W. G. Graziano, P. E. Varca, and J. Levy. The editors, needless to say, are
most indebted to the authors for their generosity in allowing this important paper to
be incorporated in a book that is not their own.
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same race as the examiner should obtain higher scores on such tests

than should examinees of a race different from the examiner. Second,

if such bias can be demonstrated, and if we assume more minority children

are assessed by non-minority than minority examiners, then these social

processes may account for the mean differences found between black

and white intelligence test scores. Third, if racial bias of examiners can

be demonstrated, then the predictive validity of intelligence test scores

as a whole would belessened. Fourth, if such bias can be demonstrated,

then the predictive value and practical utility of intelligence test scores

for ethnic minority examinees assessed by non-minority examiners would

be greatly diminished, and less biasing assessment procedures must be

developed.

Methodological Considerations
Many methodological pitfalls await the researcher interested in investi-

gating race of examinereffects. To facilitate the evaluation of the relevant

literature, some of the major pitfalls will be examined in this section.

First, the design of an examiner effect study must be such that race of

examiner effects are not confounded with someother aspect of the study

(see Jensen, 1980, p. 596). There are severaldifferent ways such confound-

ing can occur. Any study that uses only one examiner, or only one

examinerfor each ethnic group, has confounded race with other charac-

teristics of the examiner (e.g., the black examiner may also betaller,

more physically attractive, or of a different gender than the white exam-

iner). In such studies, differences in examinee scores for examiners of

different races could be due to any confounded attribute, or combination

of attributes. Another methodological problem occurs when examinees

are not randomly assigned to examiners. For example, if one examiner,

or group of examiners, assess only children expected to have somespecial

problem, then there is a confounding of characteristics of the child with

characteristics of examiner.
Second, when outcomesof race of examinereffects are evaluatedstatis-

tically, the power of the statistical tests must be sufficiently large to

detect any effects if they are in fact present. That is, power should be

sufficiently large to reject a null hypothesis with reasonable probability.

For relatively large effects, a small sample size will yield powersufficient

to detect the effect. For relatively smaller effects, however, larger samples

are needed to reject the null hypothesis and detect the effect (Cohen,

1977). For example, imagine an examiner effects study involving only

ten white and ten black examinees that reports no evidenceofbias. In

this case, it is possible that the sample size is too small to detect even

a relatively large bias effect. It should be noted, however, that power

is a two-edged sword. First, if a very large sample is collected, even

trivially small effects can be detected. In such cases, the theoretical and
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practical implications of such smalleffects need to be carefully considered.
Second, if the null hypothesis cannot be rejected with relatively large
samples, it is possible the effect is trivial (i.e., too small to be detected).
In such cases, even null results may be informative in evaluating the
impactor practical importance of examinereffects (cf. Greenwald, 1975).

Third, the ideal examiner effect study should be designed to detect
race of examiner X race of examinee interactions, and not designed to
detect race of examiner main effects. Following Jensen (1980, p. 597),
we shall call the former “complete designs,” and the latter “incomplete
designs.” In general, incomplete designs are vulnerable to more alternative
explanations for examinereffects than are complete designs. For example,
an examiner using an incomplete design finds children obtain higher
intelligence test scores from a black examiner than a white examiner.
Such an outcomeyields a race of examiner main effect. One explanation
is that the white examiner is biased. Other explanations are that the
black examiner is more motivating, more attractive, more novel, more
lenient, etc. This interpretative problem is aggravated when a study uses
examiners of only one race. Evidence for a race of examinereffect would
be less equivocal if the study had been designed to detect black children
obtaining higher scores from black examiners than from white examiners
and white children obtaining higher scores from white examiners than
from black examiners. This latter study was designed to detect an interac-
tion of race of examiner X race of examinee. Thereare otherless pervasive
methodological problemsthat arise in the literature, but these shall be
discussed within the context of specific studies. In all cases, the examiner
bias interpretation of studies will be evaluated in termsofits plausibility
relative to other interpretations of the data.
For ease of exposition, studies reviewed in this chapter are presented

in chronological order, and classified in a four-fold scheme as being:
(1) “adequate” or “inadequate,” and (2) “complete” or “incomplete”’
(cf. Jensen, 1980, p. 596). To beclassified as adequate, a study must
meet two minimal conditions: (a) there are at least two (but ideally,
several) examiners of each race, and (b) there are no systematic biases
in the assignment of examinees or examiners. This can usually be accom-
plished through random assignment of examinee to examiner. The inade-
quate classification is used for those studies that do not meet these two
minimal requirements. The classification of a study as “adequate”is
not intended to imply the study is necessarily valid or free of any method-
ological flaws. Independent of their classification on the adequate vs.
inadequate dimension, studies wereclassified as “complete” or “incom-
plete.” To be classified as complete, examinees must be sampled from
two or more racial groups. The incomplete classification is used for those
studies that sample examinees of only one racial sub-group.
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Inadequate Designs

Incomplete Sampling
Caldwell and Knight (1970) examined the performance of 15 sixth

grade black pupils on Forms L & M of the Stanford-Binet. Subjects

were students in the elementary school system of a southern city (75,000

population) and matched on grade andsimilarity of scores on the Califor-

nia Test of Mental Maturity.

Students were randomly divided into three groups. Group A took

Form L of the Stanford-Binet from a black female examiner and then

within a week Form M from a white male examiner. The procedure

was reversed for Group B. Group C was given both forms by the white

examiner. All tests were given in the same room. Both examiners had

graduate training on individual testing and rechecked each other’s scor-

ing. However, interjudge reliability was not given.

The authors reported no significant differences amongtest scores due

to the form of the test or examiner’s race. It should be noted that based

on the text and data presentation it appears the statistical procedures

(a two-way analysis of variance) did not employ a repeated measures

design. Thus, the results are suspect and difficult to interpret.

Carringer and Wilson (1974) investigated the effects of type of rein-

forcement (giving praise versus giving correctness/incorrectness feed-

back), subject sex, socioeconomic status (SES) and race of experimenter

on a puzzle task. Subjects were 48 first grade black students in the

Savannah, Georgia, school system equally divided for sex and SESlevel.

(Note: SES determined by father’s occupation resulted in a low and

middle SES grouping.) The task involved dropping a blue square or a

yellow cylinder-shaped puzzle piece into its appropriate place. Although

this is not a formal test of mental ability the task does resemble in

content the form- and block-matching tasks of the Stanford-Binet scale.

Procedurally the study entailed instructing subjects individually and al-

lowing them to work at the task under conditions of praise or correctness

reinforcement. Two male experimenters—oneblack and one white—were

employed to conduct the sessions. Both examiners were graduate students

at the University of Georgia.

The project was treated as two separate studies with the white examiner

examining all 48 students first and then the black examiner following

identical procedures for the same students two monthslater. Similarly,

data from the two studies were analyzed separately with a 2 X 2 X 2

(sex X reinforcement X SES) ANOVA design. Both analyses resulted

in a significant SES main effect (p < .01) with the middle SES group

performing best and a significant sex < reinforcement X SES (p < .01)

interaction. Group means were not presented.
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In order to test for differences between the black and white examiners,
data from the two studies were combined and t tests were performed
comparing all possible group means. This procedure resulted in 23 com-
parisons of which seven weresignificant at the .01 level and five at the
-O5 level. In all cases differences were in the direction of better perfor-
mance with the black examiner. Again, group means were not presented.

Several methodological flaws confoundthese results and make interpre-
tation difficult. The overall project was a repeated measures design. How-
ever, treatment order (black/white examiner) was not counterbalanced.
The black examiner followed the white examinerin all cases. Thus, learn-
ing and experience are alternative explanations for students doing better
with the black examiner. In addition, inappropriatestatistical procedures
were employed. The use of separate ANOVA procedures followed by
direct difference t tests for all possible comparisonsinflated the probability
of Type I errors. Correct analyses would have involved a repeated mea-
sures ANOVA followed by group mean comparisons in the event of
significant interactions. Also, the authors failed to use the correlated t
test method rather than the direct difference method.

Summary of Inadequate-Incomplete Studies
The twostudies in this section provide little support for the contention

that race of examineraffects scores on intellectual tasks. One study (Cald-
well & Knight, 1970) reported no significant results while the other
study (Carringer & Wilson, 1974) reporting significant race of examiner
effects was flawed methodologically.

Complete Sampling
Scott, Hartson, and Cunningham (1976) examined the effects of race

on the preschool test performance of 28 black and 37 white children
(ages 2-344 years) in a medium sized midwestern city. The sample was
not described in terms of sex composition. Subjects were from homes
in integrated but low SES neighborhoods and participants in the Home
Start, Title III ESEA project.

Level I of the Iowa Test of Preschool Development(see Scott, 1975)
was used in the testing situation. This test is designed for children from
two to five years and consists of eight dimensions (receptive language,
expressive language, large motor, small motor-A, small motor-B, visual
memory, auditory memory, and concepts).
The examiners were six females described as “paraprofessionals” with

25 hours of training on the Iowa Test and experience as a mother with
school-age children. Five examiners were white and one black. A majority
of the testing (85%) occurred in the children’s homes with the remainder
occurring at relatives’ or babysitters’ homes or day care centers. The
project employed a repeated measures design with children being tested
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by both black and white examiners at a six month interval. It is not

possible to determine from the text if order of treatment was completely

counter-balanced. |

The authors describe their statistical procedure as a “2 (race of subjects)

x 2 (race of examiners) X 2 (race of subjects < race of examiners) X

9 (skill areas and total score) analysis of variance (unweighted means)

with repeated measures on the last factor.”” This is incorrect. It appears

from the summary table in the text that data were analyzed using 2 X

2 (race of subject X race of examiner) ANOVASon theeight subtest

scores andthetotal test score. Also, it appears from the summary table

that race of examiner was not analyzed as a repeated treatment variable.

Results yielded significant main effects for examiner’s race on expressive

language (p < .05), visual memory (p < .05) and concepts (p < .01).

The black examiner produced higher scores on the concepts subtest and

the white examiners higher scores on the other two dimensions. There

were significant main effects for children’s race on visual memory
(p < .01), auditory memory (p < .05) and concepts (p < .01) with

blacks doing best on auditory memory and whites best on visual memory

and concepts. Finally, there was a significant examiner’s race X child’s

race interaction (p< .01) on the large motor subtest with white children

doing best with the black examiner and black children doing best with
the white examiner. These data, although apparently analyzed improp-

erly, provide no evidence of white examiners systematically deflating

the scores of black children on the Iowa Preschool Test.
Samuel, Soto, Parks, Ngissah, and Jones (1976) published a paper

containing two studies using junior high and high school students. This

study and the next one by Samuelare inadequate. Although two examin-

ers were used from each race, only one examiner conductedthe testing.

Thus, race of examiner effects were limited to one person. Study I em-
ployed 208 black and 208 white students equally divided by sex and
ranging from 12-16 years of age in the Sacramento, California, school
system. In addition to race of examiner and race of subject, test atmo-
sphere and expectation were investigated.

Atmosphere was manipulated by telling students their scores would
be evaluated against norms—theevaluative condition—orby asking them
to relax since no one would be compared or evaluated—the gamelike
condition. Also, the examiner wore a coat and tie and used a conspicu-
ously placed timer in the evaluative sessions. Expectation was manipu-
lated by informing students that academic records had been reviewed
and based on their class grades they should expect either an easy time
(high expectation condition) or a difficult time (low expectation condition)
with thetests.

Sessions were conducted by two pairs of examiners—both examiners
in one pair were black, while both examiners in the other pair were
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white. The examiners were in their twenties but no history of testing
or training experience was given. Sessions were divided into two parts
with the first examiner manipulating test atmosphere and expectation
and administering the Object Assembly subtest of the WISC. Next the
second examiner, blind to previous manipulations, was introduced, the
first examiner left and students were administered the Picture Arrange-
ment, Picture Completion, Block Design and Coding subtests. Both pairs
of examiners assessed white and black students.
Data were analyzed using a 2 X 2 X 2 X 2 X 2 (race of examiner

* race of student X sex X atmosphere X expectation) analysis of variance
procedure. Since results are complex, only findings pertinent to the cur-
rent topic are discussed. There wasa significant main effect (p < .001)
for student race with white students’ IQ scores (M = 111.13) higher
than black students’ scores (M = 96.67). There was a significant main
effect (p < .01) for examiner race with students of both races scoring
higher with the white examiner (M = 106.76) than the black examiner
(M = 101.04). Also, there was a significant atmosphere X expectation
interaction (p < .02) with high expectations yielding high scores in the
evaluative atmosphere and low expectations yielding high scores in the
gamelike atmosphere.

Finally, there was a complex, marginally significant (p < .10) race
of examiner X sex of student X atmosphere X expectation interaction.
The authors suggest that this four-way interaction resulted largely from
black males and white females outperforming their counterparts when
given low expectations by the white examiner in the evaluative atmo-
sphere. There were no other significant examiner race < subject race
interactions.

Samuel et al. (1976) replicated Study I using 104 black male and
104 white male students from the same school system and age groupings.
That is, data from Studies I and II were combined in a 2 X 2 X 2 X
2 X 2 factorial design (race of examiner X race of student X atmosphere
X expectation X replication) to test for significant interactions involving
the replication factor (i.e., Study I vs Study II). In general, results of
the earlier study were replicated. The main effects for race of examiner
and race of subject and the atmosphere X expectation interaction were
again significant and consistent with the previous pattern of scores.
The authors noted that IQ scores were somewhat higher in Study II

than Study I and attributed this difference to a higher level of socioeco-
nomic status (SES) among Study II students. For this reason, the male
data from both studies were combined and partitioned by SES based
on previously gathered demographics (parent occupation and homevalues
in student neighborhoods). A 2 X 2 X 2 X 2 X 2 factorial design (race
of examiner X race of student * SES X atmosphere X expectation)
resulted in a significant SES main effect (p < .01). The high SES group
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(M = 109.52) scored approximately seven points above the low SES

group (M = 102.72). Also, there was a significant examiner race x

student race X SES X atmosphere interaction (p < .01) which was some-

whatattributable to high SES blacks performing well in the evaluative

condition with the white examiner. Again, there were nosignificant two-

way interactions involving examiner and studentrace.

In 1977, Samuel reported a complex study that investigated background

and contextual influences on adolescents’ performance of intelligence

tests. A total of 416 female adolescent students under 16 years of age

(208 black, 208 white) participated in the study. All adolescents com-

pleted the performance subtests of the Weschler Intelligence Scale for

Children (WISC). The contextual and backgroundvariables investigated

in the study were: (1) test atmosphere (evaluative or game-like), (2) tester

expectation (high or low), (3) race of the tester (black or white), (4)

gender of the tester (male or female), (5) race of the adolescent (black

or white), and (6) socioeconomic status of the adolescent’s background

(above or below the group median). Because this study is large and

complex, it will be necessary to restrict our focus to those variables

crucial to the present review.
Whenthe adolescent arrived at the office provided by the student’s

school for testing, he/she encountered either one of two male examiners,

or one of two female examiners. There were four teams of examiners:

two male teams (both examiners black, both examiners white), and two

female teams (both examinersblack, both examiners white). All examiners

were graduate students or advanced undergraduate students in psychol-

ogy. The first examiner manipulated experimental atmosphere and the

adolescent’s expectations about his/her performance on thetests, and

administered the Object Assembly subtest of the WISC. The second

examiner, who wasblind to the adolescent’s previous treatment, adminis-

tered the remaining WISC performance subscales.
Results of statistical analyses were complex, and only the mostrelevant

outcomes will be summarized. First, there were statistically significant

main effects for (a) gender of examiner (female examinerselicited higher

scores than did male examiners), (b) SES background of adolescent
(higher SES adolescents obtained higher scores than lower SES adoles-
cents), and (c) race of adolescent (white adolescents obtained higher
scores than did black adolescents). Second, there was nostatistically

reliable effect for race of examiner. There was, however, a significant

gender of examiner X race of examinerinteraction. The adolescents exhib-

ited higher achievement with the female examiners than with the male
examiners, but this effect was more pronounced when the examiners

were black (i.e., the black female examiners elicited the highest WISC
scores from the adolescents). Third, there was nostatistically reliable
race of adolescent < race of examinerinteraction.
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Summary of Inadequate-Complete Studies
The three studies reviewed in this section included both races and

examined a numberof variables (i.e., SES, atmosphere, expectation) in
addition to race of examiner. One study (Samuel et al., 1976) found a
Significant but complex four-way interaction involving examiner race,
examinee race, SES, and atmosphere. Another study (Samuel, 1977) re-
ported an examiner race X examiner genderinteraction. The only study
(Scott, et al., 1976) with a significant two-way race of examiner X race
of subject interaction found that white children performed best with a
black examiner and black children best with a white examiner. Viewed
as a group, these studies do not provide strong or consistent support
for the hypothesis that examiner’s race systematically affects intelligence
test performance.

Other Studies

Quay (1971; 1972; 1974) conducted a series of studies focusing on
the impact of using standard English and non-standard English (Negro)
dialects when administering the Stanford-Binet. In all cases, only black
children were examined and only black examiners were employed. Thus,
these studies did not test race of examinereffects. However, the findings
may have implications for the race of examinerliterature.

In her first study (1971), Quay examined the Stanford-Binet perfor-
mance of 100 (55 males and 45 females) children, aged 3-8 to 5-3,
who were enrolled in a Philadelphia Head Start Program. Two black
male examiners administered the Stanford-Binet varying the type ofrein-
forcement (verbal praise and candy) and the dialect used (standard or
non-standard English). An analysis of variance found nosignificant group
differences and no significant interactions.

In her second study (1972), Quay worked with a “severely deprived”
group of children (25 males and 25 females) enrolled in a Head Start
Program in a northeastern city. The children ranged from 3-11 to 5-3
years, with a mean of 4~7 years. A black female, proficient in English
and Negro dialect, examined the children in one of the two dialect condi-
tions. Again, there were no significant group differences in Stanford-
Binet scores. |

Finally, Quay (1974) examined 104 lowerclass black children of both
sexes attending the third and sixth grades in a Philadelphia grammar
school (Note: Based on the text it appears an equal number of males
and females were examined.) A black female examiner administered the
Stanford Binet in one of two dialects—English or Negro. ANOVAproce-
dures produced a significant main effect for age (p < .01) with younger
children scoring highest. No othersignificant effects were found. In sum,
Quay’s studies do not support the hypothesis that dialectical differences
are a major factor suppressing black IQ scores.
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Research by Hall, Reder, and Cole (1975) appears to contradict Quay’s

findings. Hall et al. (1975) tested the story recall of New York City

children using standard and non-standard English dialects. Thirty-two

children (16 white and 16 black) approximately 4.5 years old listened

to stories supplemented with pictures (cf., E. J. Bartlett, 1971). The 16

black children were part of a Head Start Project in central Harlem

and the 16 white children were from a Manhattan nursery school.

Children participated in two sessions—one with a white experimenter

and one with a black experimenter. They listened to twostories in each

session—onein each dialect. Stories were assigned using a Latin Squares

design such that story presentation was counterbalanced within each

cell. Results indicated that whites performed better than blacks in stan-

dard English vernacular (p < .05) and blacks performed better than

whites in non-standard English vernacular (p < .05). The authors con-

cluded that dialectical variations are most influential when new material

must be assimilated and recalled. It should be pointed out also that
the Hall et al. (1975) study differs from the Quay (1971; 1972; 1974)

studies methodologically. Possibly, dialectical differences have greater
impact in informal social situations, for example, story telling, than in

more formal situations such as test administration.

Adequate Designs

Incomplete Sampling
Smith and May (1967) reported a study of examiner effects in which

race of examiner was considered. A total of 96 white children, all enrolled

in an “Operation Head Start’? project in a metropolitan area in the
southeastern United States, participated. Their mean age was 72 months.
(Note: Details of this study were incorrectly reported in Jensen’s (1980)
review.) All children completed, in the school setting, the Stanford-Binet
(Form L-M) andthe Illinois Text of Psycholinguistic Abilities (ITPA).
These tests were administered by six examiners (two black: one female,
one male; four white: two females, two males) who wereeither guidance

counselors or psychology graduate students. All six examiners were given
two weeks of training on the administration of the tests used in the
study. The study does not report how children wereassigned to examiners.
The results indicated that children’s performance wasaffected by different
individual examiners on both tests, but there were no reliable effects
for race of examiner. For example, the black female examinerelicited
higher scores on the Stanford-Binet than did one of the white males,
but did not differ from the other white male examiner, or any other
examiner. Different examiners mayelicit different performance, but this
study offers no reliable evidence for systematic race of examiner effects.

In an unpublished doctoral dissertation, Pelosi (1968) investigated race
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and sex of examiner effects on the intellectual performance of 96 adult
black males, enrolled in anti-poverty work experience. All participants
took a test battery consisting of (a) six subtests from the Wechsler Adult
Intelligence Scale (WAIS): Information, Comprehension, Vocabulary,
Digit-Symbol, Block Design, Picture Arrangement; (b) the Purdue Peg-
board, and (c) the IPAT Culture Fair Intelligence Test. Pelosi varied
warmth, gender, and race of examiner. There were three examiners within
each race-gender category. The study does not report how examinees
were assigned to examiners.

Pelosi found no evidence that race of examinersignificantly influenced
examinees’ performance. On all but one subtest, examinees tested by
white examiners received slightly higher scores than examinees tested
by black examiners, but these differences were small and non-significant.
It is likely, however, that the relatively small number of subjects per
cell led to statistical tests of very low power.

Goldsmith (1969), in an unpublished dissertation, examined the digit
symbol (WAIS subtest) performance of 120 male and 120 female black
students (ages 17-19) enrolled as freshmen or sophomores in a New
York City community college. Students were part of the College Discov-
ery Program (an aid program for economically and culturally disadvan-
taged students). They were contacted by mail and asked to participate.
Uponagreeing, they were randomlyassigned to a black or white examiner.
Four examiners were used—a black male, a black female, a white male,
and a white female. Examiner training was not addressed.

During testing, students were subjected to one of three incentive condi-
tions—praise, criticism, or control. Analysis of variance proceduresindi-
cated that students performed significantly better when tested by a same-
sexed examiner. Also, students did best in the praise condition. There
was nosignificant effect due to race of examiner.

Costello (1970) investigated the influence of race of examiner, pretest
sensitization, and an examiner’s knowledge of previous test outcomes
on black children’s performance on the Peabody Picture Vocabulary
Test (PPVT). A total of 62 black preschool children (30 females, 32
males) from the west side of Chicago, Illinois, participated in the pretest
sensitization phase. Children were randomly assigned to a pretest or a
no-pretest condition. The randomness of the assignment, however, is
questionable, given that 38 children received the pretest treatment but
only 24 children received the no-pretest treatment. In the pretest condi-
tion, children were given both the Stanford Binet (SB) and the PPVT,
while in the no-pretest condition, children were given tests of preschool
skills. All children were given the PPVT four months later, and the
SB nine monthslater.

Twenty-nine children were tested by two black examiners, while 28
children were tested by two white examiners. All examiners wereteachers
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from the children’s school, but no examiner tested children from his/

her own classroom (Genderofexaminers was not reported). Four months

later, children were retested either by a white psychologist or by white

teachers from their own classrooms. There werenostatistically significant

effects for any of the variables investigated. |

Turner (1971) examined the impact of mixed-race situations on CVC

trigram learning. Subjects were 80 white males (ages: 13-15 years) in

the ninth grade class of an all male parochial school (presumably in

New York City). The school faculty was all male and all white. Students

were classified as belonging to the three lowest SES groups according

to the Warner, Meeker, and Eells (1949) parental occupationclassification

system.

Eight experimenters (ages: 20-25 years), unaware of the hypothesis,
conducted the testing—two black males, two black females, two white

males, and two white females. The procedure involved presentation of
a list of eight CVC trigrams(three-letter nonsense syllables) on a memory

drum. Subjects saw thelist nine times after initial presentation and re-
ceived positive feedback (““You are doing very well’’) after thefirst, third,
and fifth trials.

Analysis of variance procedures revealed a significant main effect for
race of tester (p < .05). Students remembered more trigrams with the
white tester (M = 39.07) than the black tester (M = 36.35). There were
no significant effects due to sex of tester or tester race X tester sex
interaction. The authors conclude that samerace testers are morelikely

to motivate their subjects. This conclusionis not fully justified, however,
since only white male parochial school children participated in the study.

In an unpublished doctoral dissertation, Dill (1971) investigated the
effects of the race of examiner and kinds of reinforcements (positive,
neutral, negative) delivered to children during the course of test adminis-
tration. A total of 120 black second grade children enrolled in four
public schools in the Harlem area of New York City participated. Six
undergraduate male students (3 black, 3 white) administered the Torrance
Test of Creative Thinking (Form A, verbal and figural activities) and
the Lorge-Thorndike Test (Form A, primary level). Children were ran-
domly assigned to reinforcement conditions and examiners. Results indi-
cated that positive reinforcement led to significantly higher scores on
certain creativity subscales, that there was a significant positive correla-
tion between the composite creativity score and the intelligence score,
but that race of examiner did not have a significant effect on children’s
performance onthecreativity test. Results for the Lorge-Thorndiketest
were not reported.
Moore and Retish (1974) investigated the effect of examiner’s race

on black children’s performance on the Wechsler Preschool and Primary
Scale of Intelligence (WPPSI). A total of 42 children (28 black males,
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14 black females), all enrolled in ““Head Start” or a day care program
in an industrialized area in the midwestern United States, participated.
Their mean age was 60.37 months. All children took the WPPSI twice
over a two-week period. For a random half of the boys and a random
half of the girls, a black examiner administered thefirst test and a white
examiner administered the second test. For the other half of the sample,
a white examiner administeredthefirst test and a black examiner adminis-
tered the second test. A total of six inexperienced female examiners (3
black, 3 white) were given a 13-hour training program on test administra-
tion. When the verbal scale was analyzed, three statistically significant
effects were found: (1) an “administration” main effect—children per-
formed better at the second testing than at thefirst, (2) an “‘administra-
tion” X sex interaction—females gained more in the secondtesting than
did males, and (3) race of examiner main effect—black examinerselicited
higher mean verbal scores than did white examiners. When theperfor-
mance scale and full scale scores were analyzed, only the main effect
for examiner race was significant. In the full scale in particular, the
black examinerselicited higher mean scores (M = 93.21) from black
children than did white examiners (M = 87.74).

Summary of Adequate-Incomplete Studies
Whena study uses several examiners of two races, but uses subjects

of only onerace, it is not possible to obtain a race of examiner X race
of subject interaction. When a researcher using such a study can reject
a null hypothesis, he/she can only conclude that examiners of one race
or anotherelicit different levels of responses from the particular children
in the sample. Of the seven studies reviewed in this section, two studies
found statistically reliable race of examiner effects. One study, Turner
(1971) found that white children remembered moretrigrams when tested
by a white examiner than by a black examiner. Whether black children
would have remembered more from the white examiner also, or whether
these trigram memory effects can be generalized to intelligence testing
contexts is not known. In the second study, Moore and Retish (1974),
black examiners elicited higher performance from black children than
did white examiners on an intelligence test. Again, it is unclear whether
black examiners would haveelicited higher performance from white stu-
dents also, due to the incomplete nature of the design. Taken as a whole,
these seven studies can provideat best only mixed support for the hypoth-
esis that an examiner’s race has a systematic influence on intelligence
test takers’ performance.

Complete Sampling
Abramson (1969) investigated the influence of race of examiner on

children’s performance on the Peabody Picture Vocabulary Test (PPVT).
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A total of 201 children (88 white, 113 black) kindergarten and first-

grade children from New York City schools participated. Mean age of

the children was not reported. The examinees were two white and two

black neighborhood women who were working in the school as parapro-

fessionals. These women were selected from a larger pool of women,

based on a supervisor’s recommendation that they worked well with

children. All examiners were trained in the use of the PPVT. There

was simple random assignment of children to examiners.
Abramsonreported significant main effects for race of examiner, race

of child, and a significant race of examiner X race of child interaction,
but observed that the effects were too small to be of much “practical”
significance. It should be noted, however, that Abramson used the wrong
error term in computing his analyses of variance. Since he did present
a full summary table, it is possible to analyze the results correctly. When
the correct analyses are performed, the significant main effects and inter-
actions disappear. In sum, when the correct analyses are performed,
Abramsonfoundno evidence for an examiner’s race influencing children’s
performance on the PPVT, in either first grade or kindergarten.

In an unpublished doctoral dissertation, Dyer (1970) examinedseveral
sources of “unwanted variance’’ in the test performance of black and
white college students. Race of examiner was considered one potential
source of “unwanted variance.”’ Examinees were paid volunteers attend-
ing predominantly black or predominantly white colleges in the southern
United States. The tests used were standardized measuresof logical rea-
soning ability, widely used as selection tests by industry. All students
were tested three times at two-week intervals, to assess practice effects.
Half the students were tested by a black administrator, while the other
half were tested by a white administrator. The study does not report
how students were assigned to test administrators.
Dyer reports that both black and white college students obtained

slightly higher scores from black administrators than from white adminis-
trators. Differences attributable to race of student were two standard
deviations. Differences attributable to the potential ‘“‘unwanted’”’ sources
were approximately 14 of a standard deviation.
Gould and Klein (1971) investigated the effects of race of tester on

the intellectual performance of economically disadvantaged adolescents.
The adolescents (46 black, 38 white) attended a special demonstration
program at Yale University during the summer of 1967. All students
were administered the verbal and abstract reasoning scales of the Differen-
tial Aptitude Tests (DAT), the Marlowe-Criiwne Social Desirability
Scale, and the Edwards Social Desirability Scale. In addition, self- and
other ratings were completed. The four examiners (presumably 2 blacks
and 2 whites) were of approximately the same age and educational back-
ground (all had a minimum of a master’s degree).
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The DAT was given in a counterbalanced order by the race of the
tester. One white and one black examiner administered the verbal reason-
ing test under timed conditions (30 minutes), and then the abstract reason-
ing test under untimed conditions. The other white and black examiners
administered the abstract reasoning test first under timed conditions,
and the verbal reasoning under untimed conditions. Apparently, black
and white examiners were “yoked”into pairs.
Gould and Klein found nostatistically reliable effect for race of exam-

iner, nor did race of examiner interact with timed versus untimed condi-
tions for the two DAT measures. There were, however, significant main
effects for race of adolescent on both verbal reasoning and abstract reason-
ing. The white adolescents scored higher on both verbal reasoning
(M = 34.97) and abstract reasoning (M = 40.76) than did the black
adolescents (M = 30.33, and M= 36.18, for verbal and abstract, respec-
tively). There was no maineffect for race of examiner on the non-intellec-
tual measures, although black adolescents scored higher than white ado-
lescents on need for approval.

There weresignificant race of examiner X race of adolescent interac-
tions, but these appeared on non-intellectual attitudinal measures only.
For example, all students tended to rate all ethnic groups morepositively
in the presence of an examiner of anotherrace.

Yando, Zigler, and Gates (1971) investigated the hypothesis thatattri-
butes of teachers influence the scholastic performance of lower-class chil-
dren. The two teacher attributes investigated in this study were rated
effectiveness of the teacher and race of the teacher. A total of 12 female
elementary school teachers (6 black, 6 white), all from the same school
system as the children who participated in the study, were rated by a
white school psychologist as being “‘effective’’ or “ineffective” in working
with children. The psychologist was familiar with the teachers’ perfor-
mance and had access to ratings and judgments madebythe teachers’
principals. Of the 12 teachers, 6 were judged highly effective (3 black,
3 white) and 6 were judged non-effective (3 black, 3 white). Each teacher
was assigned 12 children (6 black, 6 white), “roughly matched” on the
basis of gender, MA, and IQ, with whom she was not personally ac-

quainted.
A total of 144 second-grade children (72 black, 72 white), drawn from

integrated neighborhood schools in the midwestern United States, partici-
pated. All children were judged to be members of lower socioeconomic
class families, based on the occupational status of head of household.

No child had a previously tested IQ of 85 or lower, nor any grossphysical
handicaps. An equal numberof girls and boys participated.

All participants completed the Peabody Picture Vocabulary Test
(PPVT). The examining teacher administered the PPVT, but did not
score it. This was donelater by the investigators. In addition, measures
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of interpersonal distance and expected classroom behaviors were col-

lected. Each child’s actual classroom behavior, as rated by the child’s

own teacher, was compared with the examining teachers’ expectation

of that child’s behavior.
Yandoetal. (1971) found no evidence that race of examinerinfluenced

children’s performance on the PPVT. There were no main effects or

interactions associated with race of examiner. There was, however, a

main effect for examiner quality: Children obtained higher MA scores
when tested by an effective teacher (M = 7.32) than by a non-effective
teacher (M= 6.92). There wasalso a child’s race X child’s genderinterac-
tion, in which white male children obtained significantly higher scores
than the other children. The non-scholastic measures show several main
effects and interactions, but their interpretation 1s complex. For example,

white examinersrated all children as significantly more attention-seeking
than black examiners, but white children were rated as more attention-

seeking than black children. Furthermore, a significant examiner quality
> examinerrace interaction reflects the fact that examinerrace differences
appeared only among the effective teachers. In summary, although the
results of this study are complex, it is clear that attributes of teacher/
examiners may influence children’s performance on scholastic tasks, but
there is no evidence in this study that the teacher/examiners’ race is
one of these attributes, when other background attributes of teachers
and children are carefully controlled.

Solkoff (1972) investigated the effects of race of examiner on children’s
performance on intelligence and anxiety scales. A total of 224 children
(112 black, 112 white) between the ages of 8 and 11 years, participated.
There were an equal number of boys and girls in each group. The black
and white children were drawn from different neighborhoods in an un-
specified city (presumably Buffalo, N.Y.), but all children fell within
the upper-lower to lower-middle class range, based on father’s education
and occupation. A total of eight inexperienced female examiners (4 black,
4 white) were given intensive training in the administration of the
Wechsler Intelligence Scale for Children (WISC), and ran six practice
trials with 3 black and 3 white children. Finally, each examiner was
observed administering the test twice by the author.
Each child was picked up at his/her home by the same black woman,

and transported to the examiner’s university office. Each examiner tested
28 children, 14 black and 14 white, with an equal number of boys and
girls in each group. Each child provided biographical information, a
score for the Sarason Test Anxiety Scale for Children, and a complete
WISC, with only the mazes sub-test eliminated. One half of the 224
WISCprotocols were scored by three experienced clinical psychologists,
all of whom were blind to the race of the child, race of the examiner,
or purpose of the study. Because there was “‘extremely high” interscorer
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reliability, the remaining 112 protocols were scored by only one psycholo-
gist. As a further check on examinerbias, each examiner’s administrations
were sporadically tape recorded to check on such gross potential sources
of bias as suggesting correct solutions or misreading instructions.

In analyzing the results, Solkoff first checked for differences between
examiners within race. Since there were nostatistically significant differ-
ences, further analyses collapsed across examiner within race, producing
a2 X 2 X 2 factorial (race of child X race of examiner X gender of
child). There were significant main effects for child’s race on all the
WISCsubscales, except Comprehension, Arithmetic, and Coding. In all
instances, the black children scored lower than the white children. There
were significant main effects for examiner’s race for the Comprehension
and Picture Completion subtests. The white examinerelicited lower com-
prehension and lowerlevels of picture completion performance than did
black examiners. The race of child X race of examiner interaction was
significant only on the Information subtest (the interaction was ordinal).
Both black and white children received higher scores from the black
examiner than from the white examiner. There were no significant main
effects or interactions on the anxiety measure.

Solkoff (1974) attempted to replicate his earlier study in anothercity
(St. Louis, Missouri). In the second study, a total of 108 children (54
blacks, 54 whites) participated. The mean age for the black children
was 10.12 years, while for the white it was 9.65 years. Four inexperienced
female examiners (2 black, 2 white) received a training program on the
use of the WISC, using proceduressimilar to the first study. Each exam-
iner tested both black and white children, and the obtained WISCperfor-
mances were scored by an experienced clinical pscyhologist who was
blind to the race of the child, race of the examiner, or purpose of the
study.

Asin the previous study, results were analyzed in a 2 X 2 X 2 factorial
design (race of child X race of examiner X gender of child). There were
significant main effects for children’s race on all of the WISC subscales,
except Comprehension, Picture Arrangement, and Coding. In all in-
stances, the black children scored lower than white children. There were

significant main effects for examiner’s race for Comprehension, Digit
Span, and Vocabulary. The black examiners elicited higher scores on
Comprehension and Digit Span, but the white examinerselicited higher
scores on Vocabulary. The race of child < race of examiner interaction
was significant on the Similarities and Object Assembly. In both cases,
the white children received the higher score with the black examiners,
but the black children received the lower score with the black examiners.
Asin the previousstudy, there were no significant main effects or interac-
tions on the anxiety measure.
The two studies conducted by Solkoff (1972, 1974) were carefully exe-
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cuted and methodologically sound. Taken together, these studies provide
little support for the claim that white examiners systematically depress
the intellectual performanceofblack children orelicit greater test anxiety
than do black examiners. There are, nonetheless, inconsistencies between
the two studies that make generalizations dangerous. For example, Solkoff
(1972) found a significant race of child < race of examiner interaction
on the Information subtest only, and indicated both black and white
children obtained higher scores with black examiners. But Solkoff (1974)
did not find the same interaction for the Information subtest; instead
only the Similarities and Object Assembly subtests showeda significant
race of child X race of examiner interaction, indicating children obtained
higher scores with examiners of another race. Perhaps differences are
due to different locations of testing, minor procedural differences, or
sampling fluctuations attributable to relatively small sample sizes.

In an unpublished doctoral dissertation, Savage (1971; see also Savage
& Bowers, 1972) investigated the effects of race of examiner on children’s
performanceof the Digit Span and Block Design subtests of the Wechsler
Intelligence Scale for Children (WISC). A total of 240 children were
randomly drawn from either a monoracial black, monoracial white, or
multiracial school at each of three grade levels (1, 3, and 5). The children
were randomly assigned to one of 20 female examiners (10 black, 10
white). White children scored significantly higher than black children
on both tasks, but black children scored significantly higher on the Block
Design task (and not Digit Span) with a same-race examiner. There
were no interactions with grade level or type of school.

In an unpublished doctoral dissertation, Barnebey (1972) investigated
the influence of examiner’s race on children’s performance onintelligence
and behavioral rating scales. A total of 80 third grade children (40 black,
40 white) from two integrated elementary schools were assessed by 20
examiners (10 black, 10 white). Each child was administered the Peabody
Picture Vocabulary Test (PPVT), the Coding B subtest of the WISC,
and a behavioral rating scale, on two occasions(test-retest). How children
were assigned to examiners was not reported. Results were analyzed in
a series of 2 X 2 X 2 factorial analyses of variance (race of examiner X
race of child X< time of test administration). There was a significant ef-
fect for time of testing on the coding measure: Children obtained higher
scores on the secondtesting. There wasalso a significant examiner race X
race of child X< time of testing interaction, which indicated black
examinerselicited higher scores from white children on the secondtesting.
There wasno evidence, however, that black children received lower scores
from white examiners than from black examiners.

France (1973) investigated the effects of “white” and “black” examin-
ers’ voices on children’s performance of the Peabody Picture Vocabulary
Test (PPVT). Recordings were made of eight male undergraduate stu-
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dents (4 black, 4 white) reading the instructions and questions to the
PPVT. Segments from these recordings were then rated by 50 undergradu-
ate students, who perceived 87.5% of the black voices as having “black
accents,’ and 96% of the white voices as having “‘white accents.” These
tapes were then used to administer the PPVT to a total of 252 elementary
school children (124 black, 128 white). Children were separated from
the experimenter by a partition and were unable to see him. Thetests
were administered solely through the tapes. The authorreports a signifi-
cant race of child X race of voice interaction on the PPVT: White chil-
dren’s scores were affected by the race of the examiner’s voice, but black

children’s scores were not. It should be noted, however, that neither

the design nor analysis format are clearly stated in the report, and there
appear to be errors in the analysis (e.g., the race of voice < race of

child interaction was tested with one and six degrees of freedom).
Wellborn, Reid, and Reichard (1973) investigated the effects of race

of examinerof children’s performance on the Wechsler Intelligence Scale

for Children (WISC). A total of 96 elementary school students (48 black,

48 white) from two rural Florida public schools participated in the study.
Six female examiners (3 black, 3 white), all of whom had at least one

graduate level course in the administration of individualintelligencetests,

assessed the children on the WISC. Each examinertested an equal number

of black and white students. Furthermore, each child was tested by both

a black and a white examiner, with a 7-day interval between test adminis-

trations. There wasa significant main effect for race of child, with black

children scoring lower than white children. There was noeffect for race

of examiner, although children did earn significantly higher scores in

the second testing session. Wellborn et al. speculate that these students

had been in integrated schools for some time, and exposure to black

and white teachers may have reduced the importance of the examiner’s

race.
Marwit and Neumann (1974) investigated the hypothesis that black

and white children may differ in their comprehension of standard English,

and this difference may affect children’s performance on standardized

tests when administered by black and white examiners. A total of 113

second grade children (60 black, 53 white) from St. Louis County (Mis-

souri) public school system participated. Four male undergraduate exam-

iners (2 black, 2 white) administered the test materials. There were two

formats for the test materials, standard English and non-standard English

forms of the Reading Comprehensionsection of the California Reading

Test for first- and second-graders. The non-standard English form was

prepared by asking two St. Louis-born blacks to translate all test materi-

als, including instructions, into the language of the black St. Louis school

child. Inter-interpreter agreement was “uniformly high.” Children were
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randomly assigned within race to conditions in a 2 X 2 X 2 design
(race of child X race of examiner X test format).

There were three significant effects. First, there was a main effect for
race of child, with white children receiving higher comprehension scores
than black children. Second, there was a main effect for format, with
children obtaining higher scores with the standard English format than
with the non-standard format. Third, there wasa significant three-factor
interaction. Black children obtained the highest scores with standard
English when tested by the white examiner. There were no comparable
differences for the white children. In general, this study offers no support
for the hypothesis that black children’s performance on standardized
tests is attenuated by white examiners, or by the use of standard English
testing formats.

Pryzwansky, Nicholson, and Uhl (1974b) investigated the hypothesis
that the urban or rural background of children would influence their
reaction to examiners of different races. A total of 70 second gradegirls
from the North Carolina public school system participated. There were
27 black girls (16 from rural neighborhoods, 11 from urban neighbor-
hoods), and 43 white girls (24 from rural neighborhoods, 19 from urban
neighborhoods). The mean age was 97.9 and 96.3 months for the black
and white girls, respectively. Eight master’s level school psychologystu-
dents (4 black, 4 white) administered the Slosson Intelligence Test to
the children. All examiners received a two-hourtraining session in which
test administration and scoring was reviewed. Children were randomly
assigned to either a black or white examiner.

Results were analyzed using 2 X 2 X 2 analyses of variance (type of
neighborhood X race of child < race of examiner). The only significant
effect was race of child, with black children scoring significantly lower
than white children. There were nosignificant main effects or interactions
with either race of examiner or type of neighborhood background. The
authors do report a “trend” for the black examiners to elicit higher
scores from black children from urban backgrounds, but this effect is
not present for black children of rural backgrounds. In any case, this
“trend” was not even marginally significant statistically. Several limita-
tions of the present study should be noted, however. The authors offer
no evidence that their samples are representative of children from urban
and rural background. Furthermore,the relatively small sample size limits
the powerofthe statistical tests to detect a genuineeffect of neighborhood
or examiner, had sucheffects actually been present.

In an effort to overcome the problems of small sample sizes and low
Statistical power that limited previous research, Jensen (1974) examined
the influence of race of examiner on children’s test performance using
a sample of approximately 9,000 children. The sample consisted of the



178 The Testing of Negro Intelligence

total white and black elementary school (grades kindergarten through
six) population of the Berkeley, California, Unified School District. All
classes in 17 schools were tested, but the 11% of the school population
who were Oriental or other ethnic minorities were excluded from the
analyses. The total school population involved in the study was 60%
white and 40% black. The child’s ethnicity was determined from the

child’s school records, which included the parent’s statementofthe child’s

race.
A total of 20 examiners, all of whom hadat least a bachelor’s degree

in psychology or education, administered the tests. There were 12 white

(10 women,2 men) and8 black (6 women, 2 men) examiners. All examin-

ers were given manuals of instructions for test administration to study

prior to three all-day training sessions on the use of individualtests.

The training sessions were intensive, and the importance ofstrict adher-

ence to standard instructions and time limits were stressed. The assign-

ment of examiners to schools and classes was random within race of

examiner. Random assignments were made on a day-to-day basis, to

assure that all examiners had an equal chance of testing in all schools.

Every school received both black and white examiners.

All children completed the following measures: (1) the Verbal IQ and

Non-verbal IQ from the Lorge-Thorndike Intelligence Test, (2) the Fig-

ure Copying Test (Ilg & Ames, 1964), (3) the Listening-Attention Test,

(4) Memory for Numbers Test, and (5) Speed and Persistence Test. A

wide variety of tests were used because it was possible that different

kinds of tests were sensitive to examiner effects in different degrees. It

is possible, for example, that the race of the examiner is morelikely to

influence a child’s motivation and persistence that his/her short-term

memory.
Results were analyzed in a series of separate 2 X 2 analyses of variance,

with race of examiner nested within race of child. The main effects for

race of examiner were based on unweighted means.To facilitate compari-

sons across grades and across tests, all differences were expressed in

sigma units. In every case, the sigma unit was the standard deviation

of test scores within the particular grade and particular test; variance

due to race of examiner, race of child, and their interaction was excluded.

Analyses of the Lorge-Thorndike Intelligence test revealed several sig-

nificant effects. First, there was a statistically significant main effect for

race of examiner on Non-verbal IQ, but only in grades one and two.

For children in these two grades, white children scored significantly

higher with white examinersand black children scored significantly higher

with black examiners. The race of examiner effect was not significant

(i.e., less than 4 of a standard deviation), and the direction of theeffect

is not consistent from grade to grade. Second, there wasa Statistically °

significant race of examiner main effect on Verbal IQ, with both black
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and white children performingsignificantly better with white examiners
than with black examiners. Again, the effects are not consistent from
one grade level to another. Third, there was a significant main effect
for race of child, with black children consistently scoring lower than
white children at all grade levels.

Analyses of the Figure Copying Test revealed a small, but significant,
effect for race of examiner. The effect was not systematic or consistent
from grade to grade (e.g., white examiners elicit higher performance
from white children at grades three and four, but black children show
no comparable effect). The main effect for race of child was consistently
significant at all grade levels.

Analyses of the Speed and Persistence tests revealed the largest race
of examinereffects in the present study, with differences amounting to
half a standard deviation or more. The white examiners consistently
elicited higher scores than did black examinersat all grade levels.

Analyses of the Listening/Attention and Memory for Numberstests
revealed the smallest race of examinereffect. This was anticipated because
the examiner served only to proctor the administration of tape recorded
instructions. Again, the race of examinereffect was small and non-system-
atic. The race of child effect was consistent and significant at all grade
levels, with white children receiving higher scores than black children.

Based on his data, Jensen (1974b) reached several conclusions. First,
the magnitude of the race of examiner effect on cognitive tests is small
and unsystematic, relative to other factors. The slight race of examiner
effect did not consistently favor children of one race or the other. Second,
the race of examiner effects have more influence on measures of motiva-
tion than on measures of cognitive ability. For example, the race of
examiner had considerable influence on children’s performance on the
persistence task, but a much smaller influence on the Lorge-Thorndike
test. Third, the results of the present study are consistent with most
otherstudiesin the literature that havefailedto find significant, systematic
race of examiner effects on cognitive ability tests. In sum, the present
study provides no support for the hypothesis that children’s performance
on standardized intelligence tests are systematically influenced by the
race of the examiner administering thetest.

In an unpublished doctoral dissertation, Abercrombie (1975) investi-
gated the hypothesis that contextual factors influence preschoolchildren’s
task performance. A total of 80 five-year-old boys (40 black, 40 white)
participated. Four male college students (2 black, 2 white) served as
examiners. The contextual factors examined were examiner’s race and
examiner’s use ofsocial reinforcement. All children completed a matching
to sample task, and productivity, accuracy, and time at task were mea-
sured. Thereis no description of how children were assigned to examiners.
Results revealed a significant race of examiner X race of child interaction
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on the productivity measure. Black children completed more pages of
the task than did white children when the examiner was white. There

was also a social reinforcement < race of examiner interaction, which

indicated that children spent less time on task when praised by a black
examiner than when praised by a white examiner.

Ratusnik and Koenigsknecht (1977) investigated the hypothesis that

children’s performance onintelligence tests was influenced by the child’s
family socioeconomic class level and by the race of the examiner. A

total of 144 preschool children (72 blacks, 72 whites) ranging in age
from four years three months to five years ten months participated in

the study. Children within each racial group wereclassified as being in

either the lower- or middle-socioeconomic group, based on the Warner,

Meeker, and Eells’ (1949) Social Status Index. The children were drawn

from geographically separate and racially homogeneous areas of metro-

politan Chicago, Illinois. All children completed the Goodenough Draw-

ing Test (1926) as the index of intelligence as one part of a preschool

day care screening activity. Six graduate speech and language clinicians

(3 black, 3 white) were trained in the administration of the drawing

test, and then examined an equal number of children from each of the

four groups (black-lower SES, black-middle SES, white-lower SES, and

white-middle SES). The authors report that the order in whichthe chil-

dren were tested was randomized. Once the data had been collected,

identifying information was removed and the drawings were coded by

a speech clinician who wasblind to the child’s group membership.

The authors analyzed the results for black children and white children

in two separate 2 X 2 analyses of variance (socioeconomic group X

race of clinician). The authors report that black children received signifi-

cantly higher scores from black clinicians than from white clinicians,

but there was no interaction with the child’s socioeconomic status back-

ground. The authors report no comparable statistically significant effect

for white children. It should be noted, however, that the authors seem

to have analyzed their data incorrectly. Since the authors report means

and standard deviations for each group on Table 1 (Ratusnik & Koe-

nigsknecht, 1977, p. 11), it is possible to recompute analyses. Consider

the means and standard deviations for the lower SES black children

examined by both groups of clinicians: For the black clinicians, M =

108.63, SD = 15.80, while for the white clinicians, M = 98.61, SD =

13.17. Assuming the design was between-subjects, the resulting tvalue

is 1.43, which is not statistically significant even with a one-tailed test.

Whena similar analysis is performed on the middle-SES black children,

we again find a non-significant tvalue for black versus white clinician.

Thus, the means reported by Ratusnik and Koenigsknecht (1977) do

not support their interpretation that black children obtain significantly

higher scores on intelligence tests from black examiners. In previous
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reviewsof this article, the mismatch between the reported data and inter-
pretation was overlooked (e.g., Jensen, 1980, p. 602).
Summary ofAdequate-Complete Studies. The fifteen studies reviewed

in this section investigated the potential influence of race of examiners,
as well as many otherancillary variables, by using subjects of two races,
examiners of two races, and two or more examiners within each race.

Of thefifteen studies in this section, only seven foundstatistically reliable
evidence for a race of examiner X race of subject interaction. In these
seven, no systematic pattern emerged: One found evidence of the examiner
effect on personality measures but not on intellectual measures (Gould
& Klein, 1971); one found that both black and white children received
higher-scores from a black examiner, but only on one subscale (Solkoff,
1972); one found black examiners elicit higher performance from white
children but not black children, but only on two subscales (Solkoff, 1974);
one found black children perform the block design, but not digit span,
at higher levels with a black examiner (Savage, 1971); one found white
children wereinfluenced by an examiner’s voice, but black children were
not (France, 1973); one found that black children obtain higher intelli-
gence scores from a white examiner using standard English than a black
or white examiner who uses non-standard English (Marwit & Neumann,
1974); and finally, one foundstatistically significant but very small race
of subject X race of examiner interactions, but these were more pro-
nounced on motivational measuresand onlyat certain grade levels, (Jen-
sen, 1974b).
Taken as a whole, these studies do not show a consistent, systematic

relationship between the race of examiner and person’s performance on
intelligence tests. This becomes particularly apparent in the large studies
(e.g., Jensen, 1974b) in which several factors are investigated simultane-
ously. In the Jensen study, for example, the race of examiner influenced
children in one pattern at one age, but in a different pattern at another
age. Furthermore, the magnitudeofthe examinereffect was small, relative
to other effects. In sum, these studies offer almost no evidence that an
examiner’s race systematically alters performance on intelligence tests.

Other studies. The following empirical studies do not directly investi-
gate the hypothesis that an examiner’s race influences performance on
intelligence tests, yet they are relevant to the general issue of race of
examinereffects. Several of these studies were reviewed in Shuey (1966),
but are reported here for the sake of completeness.
Kennedy and Vega (1965) investigated the effects of race of examiner,

school grade level, intelligence level, and type of social reinforcement
(praise, blame, control) on black children’s performance on an oddity
discrimination task. A total of 324 black children in grades 2, 6, and
10 from a rural area in Florida participated. Six male psychology graduate
students (3 black, 3 white) served as experimenters. Results revealed a
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significant race of examiner X child’s gradelevel X< type of social reinforce-
ment interaction. Blame from white examiners had a more detrimental
effect on black children’s performance than did blame from black examin-
ers. At the sixth grade level, however, the white examiner’s blame had

a less pronouncedeffect.
Katz, Roberts, and Robinson (1965) investigated the hypothesis that

black students may find a white examiner more drive-arousing than a
black examiner. Deriving predictions from the Yerkes-Dodson Law,they
predicted that when a digit symbol task is described to black subjects
as nonintellectual the presence of a white tester will facilitate performance
more than will the presence of a black tester on a relatively easy version
of the task. On medium and hard versions, however, this relationship
will be reversed. Furthermore, Katz et al. predicted that on the version
of the task that showed the greatest advantage to the white tester relative
to the black tester, describing the task as an intelligence test would lower
the score obtained from the white tester and raise the score obtained
from the black tester.
A total of 184 black male undergraduates from Fisk University were

paid volunteers. Subjects were assigned to either a white or a black
adult male experimenter based on a complex pre-test matching procedure
in order to produce equivalent groups. It is not clear from the report
how many examiners of each race were employed.

Results were generally not consistent with predictions. First, there

wasa Statistically significant task difficulty < race of examinerinteraction.

Black and white examiners elicited equivalent performance, except for

the hardest task, at which the white examinerelicited higher performance
than did the black examiner. Second, when the task was described as

an intelligence test, subjects tested by a white examiner performed less

well than when the task was described as a motor test. However, the

intelligence test description did notsignificantly facilitate the performance

of subjects tested by the black examiners. The authors note that the

net effect of describing a task as an intelligence test is to eliminate differ-

ences attributable to race of tester. Finally, there were nostatistically

significant differences between subjects tested by black and white examin-

ers on self-rated stress, or concern about doing well.

Baratz (1967) investigated the effects of race of examiner, type of

instructions, and type of social comparison onself-reported anxiety. A

total of 120 black Howard University undergraduates (67 females, 53

males) were tested in classroom groups. One white male and one black

male psychology graduate student served as experimenters. Subjects were

randomly assigned to conditions in a 2 X 2 X 2 design (race of examiner <

instruction: intelligence test vs. attitude test < social comparison: pre-

dominantly black colleges vs. predominantly white colleges). In the intelli-

gence test conditions, the subjects’ intelligence was madesalient, while
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in the attitude conditions, subject’s feelings were madesalient. In the
social comparison conditions, subjects in the predominantly black col-
leges condition were told their responses would be compared with stu-
dents at Fisk, Morgan State, and Howard, while in the predominantly

white college conditions subjects were told their responses would be
compared with students at Harvard, Yale, and Princeton. In fact, all

subjects were asked to complete the Test Anxiety Questionnaire (TAQ)
developed by Mandler and Sarason (1952).
An analysis of variance revealed two significant effects. First, there

was a race of examiner main effect, with black students reporting greater
anxiety when tested by the white examiner (M = 34.08) than by the
black examiner (M = 30.48). Second, there was a marginal instruction
X social comparison interaction, which the author does not discuss. The

reliability of Baratz’s results, however, may be questioned on at least

three grounds:(a) there was only one examinerof each race, confounding
race with acquaintanceship, teaching history, etc., (b) Katz, Roberts,
and Robinson (1965) did not find a comparable examinereffect in self-
rated anxiety in their larger study, and (c) the absolute magnitude of
the difference is quite small.

Katz, Henchy, and Allen (1968) investigated race of examinereffects
in terms of social approval seeking and stereotypes about black and
white adults. A total of 148 black males ranging in age from 7 to 10
from low-income neighborhoods in a large northern city participated
in the study. Four adult males (2 black, 2 white) examined the children
in several community centers where the children were enrolled in summer
programs.
Groups of children of about equal size and matched on age were

assigned to various testers. Each child was asked seven questions from
a specially adapted version of the Marlowe-Crowne Social Desirability
Scale (Crandall, 1966), and was then administered a 10-item paired associ-
ates task. The task was presented to each child eleven times in differential
serial orders, and the child was instructed to call out the name of the
present object as it was shown. Half of each tester’s children received
approval (““You’re doing very good. I’m pleased with how good you’re
doing”’) or disapproval (““You’re doing very poorly. I’m very disappointed
with how bad you’re doing.) The feedback was given at the end of
the third andfifth trials.

Results were analyzed in a 2 X 2 X 2 X 3 design (approval feedback
need for approval < race of tester < blocks upon performancescores).
First, there were twostatistically significant main effects: (a) approval
feedback-performance wasgenerally better with approval than with disap-
proval and (b) black examinerselicited higher performance than did
white examiners. Second, there was a significant approval feedback X
need for approval < race of examiner interaction. Children with high
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need for approval perform less well when receiving disapproval from
a white examiner than when receiving approval from a black examiner.
Children with low need for approval perform poorly in all conditions
except in the black examiner-approval condition. Third, there was a
significant race of tester X trial blocks interaction, reflecting that the
black children learned at a faster rate from black examiners than from
white.
Sherwood and Nataupsky (1968) took an approach considerably differ-

ent from previous researchers who investigated the race of examiner
issue. The authors collected biographical background data from 82 re-
searchers who had collected data on comparative studies of black and
white intelligence. Sherwood and Nataupsky found 7 biographical varia-
bles that differentiated researchers who reported no difference between
blacks and whites in intelligence, relative to researchers who reported
differences. These variables were: age when research was published, birth
order, whether the researcher’s grandparents were American or foreign
born, mother’s educational level, father’s educational level, childhood
in urban orrural setting, and undergraduate scholastic standing. Some
of these outcomesare intuitively reasonable (e.g., relatively few research-
ers whose grandparents were foreign-born reported data implying blacks
were “innately inferior”), while others are very difficult to interpret(e.g.,
researchers whoreportblacks are “innately inferior” have well-educated
mothers). While the results of this study are interesting, they shedlittle
light on the race of examiner effect as it pertains to the assessment of
individual persons.

Summary and Conclusion

The importance of examiner bias as an issue related to the validity
of intelligence tests was noted at the beginning of this paper. As previously
mentioned race of examiner has been viewed as a source of error adding
imprecision to the measurement of intelligence. Moreover, it has been
hypothesized that race of examiner is one factor contributing to the
mean differences found between black and white intelligence test scores.
The present paper reviewed the empirical literature relevant to race

of examinereffects in intelligence testing. Specifically, evidence wasre-
viewed concerning the hypothesis that white examiners systematically
elicit lower intelligence test scores from black examinees than do black
examiners. The tabulation on pages 186 and 187 provides a summary
of the 28 studies conducted since 1966 related to this hypothesis. The
second column of the tabulation indicates whether a significant race of
examiner main effect (for incomplete designs) or race of examiner X

race of subject interaction (for complete designs) was found, and whether
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the results were consistent with the hypothesis. Results that weresignifi-
cant but opposite to the hypothesis are so indicated. Significant higher-
order interactions are not summarized. Of the 28 studies, 11 reported
statistically significant race of examiner main effects or race ofexaminer
race of subject interactions. However, seven of these 11 studies have
methodological inadequacies, have apparently analyzed their data incor-
rectly, or report outcomes contrary to the hypothesis (Abercrombie, 1975;
Carringer & Wilson, 1974; Moore & Retish, 1974; Ratusnik & Koenig-
sknecht, 1977; Scott et al., 1976; Solkoff, 1974; Turner, 1971).
Taken as a whole, these studies provide no consistent or strong evidence

that examiners of different races systematically elicit diferent perfor-
mance in black and white examinees. On the other hand, these studies
do not lay to rest the issue of examiner’s race. The finding that in some
cases Same race examiners enhancetest performance while at other times
suppress performance and a numberof higher-order interactions involv-
ing other variables such as expectations or SES produce more questions
than answers. If examiner’s race affects performance under what circum-
stances does the effect consistently occur? And will the effect be positive
or negative? In sum,the empiricalliterature does not support the hypothe-
sis that race of examineris a factor contributing to mean differences in
black and white intelligence scores. However, the issue is too complex
to be resolved by testing this simple hypothesis.
One source of confusion stems from the quality of the research in

the area. It is difficult to draw firm conclusions about the work that
has been already done, due to serious methodological shortcomings. As
previously noted, inadequate designs and adequate designs with incom-
plete sampling leave many alternative explanations. Furthermore, lack
of appropriate control groups, instances of unbalanced treatment presen-
tations, possible non-random assignmentofexaminees to treatment condi-
tions, and inappropriate data analysis all make unequivocalinterpretation
of the literature difficult.
Beyond the issues noted above, the narrow conceptualization of the

race-of-examiner problem has resulted in oversimplified research ques-
tions and a disjointed, often contradictory, body of literature. Previous
work has generally been atheoretical, or loosely derived for some vague
hypothesis. Some rigorous theoretical work is sorely needed if research
in the area is to progress.

This review points to several areas in need of conceptual clarification.
If examiner’s race is a factor influencing test performance, precisely what
aspect of the examiner’s race is the causal agent presumed to influence
examinees? Is the critical variable prejudice, status difference, evaluation
apprehension, familiarity with persons similar to the examiner, dialect
differences, empathy, or some combination of these? Historically, examin-
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Study

Adequate Incomplete
Smith and May (1967)

Pelosi (1968)

Goldsmith (1969)

Costello (1970)

Turner (1971)

Dill (1971)

Moore and Retish (1974)

Race of

Examiner Effect

No

No

No

No

Yes

No

Yes

The Testing of Negro Intelligence

Sample

White children

n= 96

Black adult

males

= 96

College students
male and female

n = 240

Black children

male and female

n = 62

White adolescent

males

n = 80

Black children

n = 120

Black children

male and female

n = 42

Adequate Complete (Note: samples in this section include both races)
Abramson (1969)

Dyer (1970)

Gould and Klein (1971)

Savage (1971)

Yando, Zigler, and Gates

(1971)

Barnebey (1972)

Solkoff (1972)

France (1973)

Wellborn, Reid, and Reichard

(1973)

No

No

No

Yes

No

No

Yes

Yes

No

Children pre-
school and

grammar school
n = 201

College students
n=?

Adolescents

n = 84

Children
grammarschool
n = 240

Children
grammar school
n= 144

Children

grammarschool
n= 80

Children

8-11 yrs

male and female

n = 224

Children

n = 252

Children
grammarschool
n= 96

Test

Stanford-Binet (S-B) and
Illinois
Psycholinguistic

WAISsubtests,
Purdue Pegboard and
Culture Fair

WAISsubtest

Peabody Picture

Vocabulary Test (PPVT)
and S-B

CVC trigrams

Creative Thinking and
Lorge-Thorndike

WPPSI

PPVT

Reasoning ability

Differential Aptitude
Test

WISC

PPVT

PPVT and

WISC

WISC

PPVT

WISC
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Race of
Study Examiner Effect Sample Test

Jensen (1974) Yes Children Lorge-Thorndike
pre-school and Figure Copying
grammarschool __Listening-Attention
n = 9000 Number Memory

Speed and Persistence

Marwit and Neumann (1974) No Children California Reading Test:
grammar school (English and Non-En-
n= 113 glish

standard versions)

Pryzwansky, Nicholson and No Children Slosson IQ Test
Uhl (1974) grammarschool

females only
n= 70

Solkoff (1974) | Yes Children WISC
opposite age and sex

composition
similar to 1972
n = 108

Abercrombie (1975) Yes Children Experimental task
opposite pre-school

males only
= 80

Ratusnik and Koenigsknecht Yes Children Goodenough Drawing
(No, with pre-school Test
re-analysis) = 144

Inadequate Incomplete
Caldwell and Knight (1970) No Black children S-B

grammarschool
n= 15

Carringer and Wilson (1974) Yes Black children Puzzle task
male and female
grammarschool
n = 48

Inadequate Complete (Note: samples in this section include both races)
Samuel, Soto, Parks, Ngissah

and Jones (1976)
a—StudyI No Junior high and WISCsubtests

high school
students
n = 416

b—Study II No Junior high and WISC subtests
high school
students

n = 208

Scott, Hartson and Cunningham Yes Preschool Iowa Preschool Develop-
(1976) children ment

n= 65

Samuel (1977) No Adolescents WISC
females only

n = 416
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er’s race has been treated as a “‘macro-variable,” with all white examiners

seen as interchangeable and all black examinersseen as interchangeable.
Future research must be more analytic.

Similarly, race of subject has been viewed as a singular construct.
However, previous research has indicated that examinee’s age is one
factor moderating the race of examinereffect (e.g.: Jensen, 1974b). It is
likely that other examinee characteristics such as testing experience also
mediate the race of examinereffect.
To some extent research in the area has been correlational in nature.

That is, same-race situations were hypothesized to be associated with
good test performance and cross-race situations with poor test perfor-
mance. It may be morefruitful to focus on the processes involved in
same-race and cross-racesituations, and the subtle social process variables

mediating any race-of-examinereffects (e.g., self-fulfilling prophecy pro-
cesses).

Another area in need of conceptualclarification revolves around the
nature of the assessmenttask itself. Researchers have used a wide variety
of tests (e.g., WISC, PPVT, marble dropping). It would be naive to
assume these tests all measure the same cognitive ability to the same
extent. Also,it is probable that thetest itself will affect examiner-examinee
interactions. Sometests require an apparatus; others are paper and pencil;
and others largely oral. Some are highly structured and others projective
in nature. Are some kinds of tasks morelikely to elicit race-of-examiner

effects than are other kinds of tasks? At present, there is no clear answer.
Previous research suggests that test format will moderate the race of

examinereffect (e.g., Marwit & Neumann, 1974). However, most research

in the area has not asked precisely what intellectual ability is being mea-

sured, how it is being measured, or how race of examiner might confound

the measurement process. It seems that a taxonomyoftests susceptible

to race of examiner effects is needed before any generalizations can be

made.
Perhaps the best orientation race of examiner research can take is

not to be concerned with race of examiner, per se. Rather, the concern

should be more generally placed on the social psychology of the testing

situation. This orientation provides a broader conceptual framework and

emphasizes the interactive nature of examiner characteristics, examinee

characteristics, and contextual situations. Even if no studies found race

of examiner effects, it would be unwise to conclude that race of either

examiner or examinee are inert in the testing situation, or that in some

situations, or at some times, white examiners cannot suppress the scores

of black examinees. Thecritical issue is the precise specification of those

circumstances in which such suppression might occur.
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Doctoral Dissertations

R. Travis Osborne

In previous compilations of studies of testing Negro intelligence doc-
toral dissertations have been reviewed along with published articles and
books. Because of the almost countless number of doctoral degrees
awarded between 1964 and 1978, we decided to devote an entire chapter
to the review of dissertations reporting the results of testing Negrointelli-
gence. In addition to being listed in this chapter, a very limited number
of dissertations are reviewed elsewhere.
More than 400 unpublished dissertations thoughtto involve the testing

of Negro intelligence were examined for this chapter. Those that were
speculative or conjectural without test data were not included. Since
the dissertations were not published and are notreadily available, findings
of each study are summarized and pertinent comments of the authors
are quoted.
The reader will find some research conducted underless than optimal

conditions. To be included the study had to report the age, race, sex
of the subjects, the names of the tests administered, and the means and
standard deviations of relevant test scores. When on a few occasions
the reviewer thought the study of sufficient interest and relevance, one
or more of these criteria were waived. For example, one doctoral candi-
date investigated the response time in computerized psychologicaltests.
Ages were not given nor was the racial background of subjects. This
study was included in our review.
The 89 dissertations reviewed were conducted at 49 different institu-

tions, most of which are in the East and South.1 However, Colorado
and Utah chipped in with one study each. Three were written in Califor-
nia, one each at Stanford, University of California at Los Angeles, and
the California School of Professional Psychology. Forty dissertations were

1 Following Shuey’s system we haveclassified as Southern the 11 states of Alabama,
Arkansas, Florida, Georgia, Louisiana, Mississippi, North Carolina, South Carolina,
Tennessee, Texas, and Virginia.
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written in 15 southern universities. Most of the remainder were conducted
in the East or Midwest. Only one school, Florida State University, con-
tributed more than five studies. Three universities, Michigan, Georgia,

and MississippiState, all shared second honorscontributingfive disserta-
tions each.
To pinpoint the geographic origin of participating subjects was not

as easy as locating the university where the study was conducted. Our
best guess is that subjects of 36 dissertations were from the South. In
addition, there were eight southern probables. In at least two cases sub-
jects from more than one region were participants in a single study.
For example, one candidate compared Dearborn Heights, Michigan,
blacks with an equal number of Mound Bayou, Mississippi, blacks on
the Peabody Picture Vocabulary Test.

Altogether over 50 different psychological tests were included in the
test batteries. This number does not include projective tests, school
achievementtests, personality scales, and original tests administered along
with the tests of mental ability, which are our primary concern. In the
list of 50 tests the several forms of the Wechsler Scales are counted as
separate tests. However, alternate forms of the same tests are counted
as only one test. Because of the wide age range of subjects and the
variety of tests used in the dissertations, no effort will be made to combine
or compareresults of two or more studies. In some cases only raw scores
were reported, in some cases IQs, and in other cases z-scores were given
or confidence levels were shown. If the confidence levels were reported
in the study, they will be the basis of comparison. If confidence levels
were not given, the differences will be converted to sigma units; that
is, the difference divided by standard deviation.

For easy reference, dissertations are listed alphabetically by author
and are numbered from 1 to 89. In the summary they are referred to
by numberor by author. For discussion the dissertations are grouped
as the published articles were: preschool, school children, high school,

and so forth.

Preschool

Seventeen dissertations reviewed involved 2,130 black and 466 white

preschool children who weretested with one or more of 20 psychological
tests (Table X—A). Participating preschoolers were drawn from kindergar-
tens, anti-poverty programs, Head Start programs, andclinics. Children
of two studies were in the first grade at the time of the investigation,
but they had previously attended a Head Start program.

If there is a general theme running through the preschool research,
it is the evaluation of Head Start programs. There were four suchstudies.

Findings for Head Start enthusiasts are not encouraging. One study
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Table X-A

Dissertations Involving Preschool Pupils

Diss. No. University Region Diss. No. University Region

2 Miss. State Ss 47 Michigan N
13 Fla. State S 59 Florida S
17 Fla. State S 63 Virginia S
22 Alabama S 69 Georgia S
32 Houston S 71 Kent State N
33 Tennessee S 80 St. John’s N
41 UCLA N 83 Florida S
42 Georgia Ss 88 Catholic U. of Am. N
43 Fordham N

(diss. ##2) reported gains for blacks who attended Head Start butattrib-
uted the significant black-white differences in scores on theIllinois Test
of Psycholinguistic Abilities to possible cultural bias of the ITPA. A
multi-racial Head Start study by Hutton reported insignificant overall
differences for Anglos, blacks, and Mexican-Americans on the Slosson.

Carpenter suggested that the Head Start program is not long enough
to prepare disadvantaged children to read. In a longitudinal study Eman-
uel found Head Start attenders achieving above non-attenders in the
second grade but not in thefirst or third.
The remaining dissertations havelittle in common exceptthe subjects

were black and white preschool children. Many dissertations have novel
designs and interesting explanations for the findings. One doctoral candi-
date (diss. #£17) administered the WPPSI in “standard English” and
in “black English.” Neither the race of the examiner nor the language
of presentation attenuated the black-white score differences. Another
experimenter (diss. #69) designed a “naturalistic’’ test from schoolroom
and playground material. On the “naturalistic” test the author reported
that black students consistently scored one standard deviation below
white students.
When material reward wastried on lower SES pupils, it did not de-

crease black-white differences. The author (diss. #£63) said, ““White sub-
jects under both reward conditions showed a mean IQ increase of 9.95,
whereas Negro subjects under both reward conditions showed a mean
IQ increase of 5.18” (p. 66).
Asymptomatic lead poisoning was investigated by one doctoral candi-

date (diss. ##43) who suggested that school performance may beaffected
by an undetected, asymptomatic, increased blood lead burden.

In a multi-racial study of blacks, whites, and Lumbee Indians, Yen
found no significant differences between the races, but Lumbee Indian
boys outscored both black and white boys. The difference was only a
fraction of a point, but the direction of the difference is unique. There
were no Indiangirls in the study.
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Regional differences in mental test performance were investigated by
McAdoo who compared Dearborn Heights, Michigan, blacks with a
similar group from Mound Bayou, Mississippi. A significant difference
was found favoring Michigan blacks.

School Children

Over 60,000 public school children were subjects for 43 doctoral disser-
tations. The research was not concentrated in any one region or single
university. There were 17 dissertations written in 11 southern universities;
26 in 19 northern schools. Thirty different institutions were represented;
the University of Michigan, New York University, and Mississippi State
University contributed three dissertations each to this section (Table
X-B).

Questions under investigation concerned many of the school-related
problems of the 1960’s and 1970’s. The 43 studies fall into six broad
areas. Six dissertations examined someaspect ofthe effect of racial segre-
gation on mentalability and school achievement. Four were multiracial
studies; and four investigated the race of the examiner as it related to
student test performance. Two doctoral candidates were concerned with
achievementand intelligence of children from broken homes. Eight candi-
dates found nonsignificant black-white mental ability differences or found
that black test means were equal to the national norms. The remaining
19 dissertations in general supported the published findings of Shuey
(1966), Jensen (1969a), McGurk (1975), and Osborne (1980). All reported

significant black-white differences or reported that blacks scored approxi-
mately .75 standard deviation below national norms. All 19 studies are

reviewedin this section, but only one, that of Strauch, will be discussed.

The zeal of six candidates who investigated the effects of different
aspects of segregation on IQ and achievement is only matched by the
paucity of positive findings. One investigator (diss. #66) said unequivoca-

bly that ‘The interpretation of this analysis is that I.Q. need no longer

be regarded as a variable in achievement” (p. 24). Another candidate

(diss. £73) found a significant increase in IQ in racially mixed schools
but added this disclaimer: ““This study, because of its non-experimental

nature, leaves itself open to criticism of its internal validity. One factor

which may be operating here is regression” (p. 55). Altogether these

six studies will bring little comfort to those who believe that black children

perform better in school and earn higherIQsif they attend predominantly

white schools.
Findings from the four multi-racial studies (diss. #4, 45, 67, and

74) are ambivalent. One reported Hispanics to be highest in intelligence

but notsignificantly so. Three found that Anglo-Americans outperformed

both blacks and Spanish surnamed groups. Blacks were outscored by
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Table X-B

Dissertations Involving School Children

Diss. #

l
11
24
51
66
73

Diss. #

19
20
77
78

Effects of Segregation
on Mental Ability

and School Achievement

University

Michigan
WayneState
N. Texas State

Miss. State

So. Miss.

S. Florida

Race of Examiner

and Test

Performance

University

NYU
Michigan
Georgia
Florida State

Region

N
A
N
n
N
n

TZ
7

Region

n
n
Z
Z

White Test Performance Signif-
icantly Above Blacks or Blacks
.75 SD Below National Norms

Diss. #

14
15
23
25
27
28
34
39
46
48
50
54
62
70
79
84
86
87

University

Alabama

Indiana

Ohio State
N. Texas State

N. Carolina

Columbia

Colorado State
Columbia

Stanford

George Washing.
St. John’s
Temple
Miss. State

Wisconsin

NYU
Georgia
Kentucky
N. Carolina

Region

S

A
L
Z
N
A
Z
A
Z
A
A
L
Z
L
A
Z
A
L
A
Z
L
A
Z
Z
A
A
L
Z
Z

Diss. #

45
67
74

Diss. #

12
16
21
31
58
61
75

Diss. #

18

57

Diss. #

68

Multi-Racial

Studies of Test

Performance

University

Texas

NYU
Cal. Sch. of Prof. Psy.
Houston

Black Test Performance

Equal to White or Equal
to National Norms

University

Florida

Washington
Fordham

Fordham

Florida

Miss. State

Michigan
Penn. State

Mental Ability and School
Achievement of Children

from Broken Homes

University

Catholic U. of

Am.

Minnesota

Race X Sex

x Ability

Interaction

University

Penn. State

193

Region

A
Z
Z
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the other two groups in three of the four dissertations. These findings
came as no surprise to Sternberg whosaid, “. . . no other results can
be expected when the bulk of the sample upon which the test was stan-
dardized was composed of Caucasians”(p. 39).
The effect of parental deprivation on the intelligence and achievement

of black school children was the primary purpose of two dissertations.
The jury is still out. Deutch found at each age there was no difference
in measured intelligence between father-deprived and non-deprived boys,
and the same finding occurred irrespective of the intelligence test used.
Phillips reported:

The results of the present study support the assumption that father-
absenceis a salient determinant of the responsiveness of young Negro
boys to the race of adult reinforcing agents and the type of social
reinforcer dispensed in a task situation. (p. 66)

Amongthe 89 dissertations reviewed, there are at least seven in which
the race of examiner was one of the primary variables studied. Only
four will be mentioned here because the others involved a different age-
group or the race of examiner was of secondaryinterest to the investigator.
In dissertations #19, 20, and 77, the experimenter’s race was not found

to significantly influence students’ test performance. However, Vegare-
ported that response differences elicited as a function of the examiner
variable were due to the anxiety generated in the Negro children by
the close interpersonal contact with the white examiners in the experimen-
tal situation.
To examine the race, sex, ability interaction, Strauch obtained test

results for over 50,000 students from three separate data banks: Project

Talent, Pennsylvania State Department of Education, and the WISC-R
standardization data. Strauch said,

The main conclusion of the investigation was that the sex X race
interaction is not a real phenomenon, insofar as mental ability is
concerned. The inconsistency of the findings, along with the failure
of most analyses to demonstrate a significant interaction, led to the

conclusion that chance was probably the main determinant of the
ability interaction. (p. 1x)

His failure to find a significant sex-race interaction led Strauchto suggest,

The fact that the interaction occurs in the settings of college atten-
dance and occupational status suggests that these occurrences are

due not to an ability interaction but to environmental attributes.
Among those suggested were racial prejudice and a history of greater
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achievement motivation in the black female than the black male.

(p. 1x)

While racial prejudice may be a factorin the insignificant race-sex interac-
tion, it would be difficult to ascribe to racial prejudice the consistent 1
SD differences in black-white ability for both sexes on all threetests.
Both the magnitude and direction of the black-white difference is nothing
less than remarkable whenit is considered that more subjects were in-
volved in this one dissertation than in all the other 88 combined, and
the three projects consolidated by Strauch were conducted independently
over a period of almost two decades by state, a federal, and a private

agency.
Not all candidates found the black-white differences reported by

Strauch. Somereportedinsignificant racial differences while others inves-
tigated possible environmental causes for the black shortfall on mental
ability tests. In a study conducted at Fordham in 1969, Collins found
that many of the negative traits attributed to Negro youth were not
found to apply to the sample group. The groups were morealike than
different in intelligence scores; median IQ for the total group was 101.
She concluded, “the Negro parochial school children of the study sample
were not typical of the Negro children described in theliterature” (p.
168).

In another Fordham dissertation Duva studied the effects of asympto-
matic lead poisoning and psychological functioning of school-age urban
children. “Results indicated that there were significant differences be-
tween groups on the variables of verbal and performance IQ,test hyperki-
nesis, and educational levels of both the mother and the father’ (p.
80). Although significant IQ differences were found between the normal
and elevated lead groups, the difference was not found in school achieve-
ment, leading Duva to suggest

that the lack of significance for variables of academic achievement
and classroom performance may have been due to the confounding
effects of compensatory reading and mathematics programs in the
Newark Public Schools, raising academic skills of most children to
similar grade levels. (p. 81)

In a 1973 dissertation written at the University of Florida, Hutson
found youngblack children to perform slightly above the national average
on the WISC Similarities test. By way of explanation, he suggested that
disadvantaged Negro children are in general more adept at the kind of
thinking required on the Similarities subtest, but he could not adequately
test this hypothesis.

Raggio, writing a dissertation supervised at Mississippi State, found
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test taking stimulation (practice) on WISC Performance subtests en-
hanced disadvantaged blacks by about 14 IQ points, from an IQ of 75
to 89. Practice increased advantaged whites by only 2 IQ points, from
107 to 109.

J. S. Ryan, in a 1975 dissertation supervised at the University of Michi-
gan, selected 49 black school children from a pool of 987. Twenty-five
of the 49 children tested were intellectually superior. Thirty-eight of
the 49 children were above average intelligence.

Comparingpre- and post-test scores on the Pictorial Test of Intelligence
for 65 Title IX black children, Tillery found a mean post-test IQ of
97. Between testings the gain on the Binet was 6 points; pretest IQ =
86; post-test, 92.

Black and white children in two Florida Special Education Centers
were studied by Bowles at the University of Florida in 1968. The WISC
was given first in 1965 and then again 20 monthslater. Bowles’ findings
are spectacular, especially if his 1968 study can be replicated. He reported:

All of the Negro subjects had scored in the retarded range prior
to being assigned to special education. Many of these subjects scored
in the range of normal on theretest, leading to the conclusion that
the test instrument was not as valid for identifying retardation in
the Negro subjects as it was in identifying retardation in the white
subjects. (p. 40)

Burnes, studying at Washington University, investigated the relation-
ship between WISC scores and non-intellective factors for children of
two SES groups and two races. He reported important differences for
Full Scale IQ, Verbal IQ, and Performance IQ for the SES groups, but
he found no significant racial differences.

High School

High-school students were subjects for 13 dissertations. Participants
were 1,500 blacks, 500 whites, and 100 with Spanish surnames. Seven

studies involved only blacks; one was multi-racial (Table X—C).
The effect of desegregation on school achievement and IQ was the

concern of four candidates. The findings were contradictory. Klein, in
a dissertation written at the University of South Carolina, found it both
ways. “The integrated school setting is neither educationally deleterious

nor educationally beneficial for Negro students. . .” (p. 49). Elsewhere
he wrote:
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1. The academic achievement of matched groups of integrated and
segregated Negroes did not differ significantly.
2. The academic achievement of matched groups of integrated white
and integrated Negro students did not differ significantly.
3. The academic achievement of matched groups of segregated Negro
students and integrated white students did not differ significantly.
4. The academic achievement of Negroes attending an integrated
school was significantly greater in specific subject areas than that
of an unmatched group of Negroes attending a segregated all-Negro
school. (pp. 49-50)

Robertson found that attending a segregated junior high school nega-
tively affects grades of both Negro and white students who subsequently
attend an integrated high school. However, he found no differences in
objective measures of achievement that could be ascribed to segregation.

In terms of numberof subjects and design, a study by Jamesis probably
the best in this group. James examined three levels of desegregation.
One group of students remained in predominantly Negro schools, one
group was forced by court order to move to a predominantly white
school, and the third group voluntarily transferred to white schools.
After one year James found nosignificant differences in self-concept or
in mean IQ between the groups.

Findingself-concept lower for the experimental (integrated) group than
for the control (segregated), Bienvenu suggested:

It is, perhaps, the belief of many Negro youth and their families
that the advantages of transferring into a white school are questiona-

Table X—C

Dissertations Involving High School

Students

Diss. # University Region

5 Florida State S

6 Florida State S

7 Texas S

10 N. Carolina S
26 Ball State N

29 Pennsylvania N
35 So. Mississippi S
38 S. Carolina S

44 Oklahoma N

49 Houston S
60 Michigan N
76 Columbia N
82 Columbia N
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ble when one is confronted with unacceptance, social isolation, re-
buffs, stiff academic competition and loss of status with one’s own
racial peer group. (pp. 73-74)

Two investigators found mental test performance of black high-school
students to be within the normal range. Manning reported a mean Binet
of 91.5 for 50 black tenth-graders. Trotman found 50 blacks to have a
mean Otis-Lennon IQ of 100.2; whites earned 112.2 on the sametest.
Trotman concluded,

Theresults cannot provide definitive or conclusive evidence in support
of any of the major interpretations of the IQ difference between
the races; they are, however, pertinent to any attempt to disentangle
the variables involved in the IQ controversy. (pp. 48-49)

The seven remaining dissertations involving high school studentsall
showed black-white differences with whites consistently scoring 10 to
15 IQ points above blacks on the sametest.

College

College students were subjects for nine dissertations. With two excep-
tions, all found black-white differences to approximate 1 SD regardless
of whether the test was the American College Test, the Scholastic Apti-
tude Test, or the Primary Mental Abilities Test. At the college level

the differences appear to be more convincing thanin grade or high school
(Table X-D).
There were two studies in this section that reported insignificant racial

differences. O’Leary, in a dissertation supervised at the University of
Maryland, found little difference in learning ability of white and Negro
students on a relatively simple learning task such as paired associates.

Table X—D

Dissertations Involving College Stu-

dents

Diss. # University Region

9 Tennessee S

30 Georgia State S

36 Miss. State S

52 Utah N

53 Maryland N

56 Maryland N

64 Pittsburgh N
72 Oklahoma N

89 Connecticut N
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O’Leary’s finding would seem to support the Jensen hypothesis of attenu-
ated black-white differences on Level I tasks.
Comparing white students from Oklahoma State with blacks from

Oakwood College, Huntsville, Alabama, Tate found the black sample
of over 250 scored higher than whites on the Henmon-Nelsonintelligence
test. Tate also reported that Negroes in Social-Status Index I and II
achieved as well as their white counterparts.

Adults Not In College

Among the 89 dissertations there were only four that involved adult
subjects not in college. One (diss. £3) examinedcorecity blackilliterates.
A second (diss. #37) compared black and white homeless men found
in welfare shelters in New York City (Table X-E).
The two remaining studies of adults investigated the effect of race

or color of the examiner on test performance. Pelosi found insignificant
differences for both race and sex of examiner. Pelosi concluded that
the direction of the difference clearly contradicts the proposition that
white examiners have a deleterious effect on test performance of Negro
subjects.

In a Florida State University dissertation Winokur was interested in
verbal reinforcement and color of examiner on concept formation. No
examiner difference was found.

Delinquents or Criminals

Delinquents and criminals were subjects for three dissertations. The
number of subjects involved was small, only 348 altogether. Results
were not remarkable and were well summarized by Worthington’s com-
ments in dissertation ##85. Worthington foundresults to be in agreement
with previous studies of delinquents who scored below their non-delin-
quent contemporaries on IQ tests (Table X—F).

Following, listed in alphabetical and numerical order, are summaries
of the 89 dissertations reviewed in this chapter. The information common

Table X-E

Dissertations Involving Adults not in
College

Diss. # University Region

3 SUNY—Buffalo N
37 Yeshiva N
55 Syracuse N
81 Fla. State S
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Table X-F

Dissertations Involving Delinquents or

Criminals

Diss. # University Region

40 Ill. Inst. of Tech. N

65 Missouri N

85 Georgia S

to most studies include: number, age, and race of the subjects; location

of the study; names of tests used; results; and comments of the author.

Tests are given by nameor acronym.All tests are identified in Appendix

A where the reader will find the MMY volume and page reference for

each standard test. The primary source for a new or original test is

also cited in Appendix A.

#1 Aberdeen, F. D. Adjustment to desegregation: A description of
some differences among Negro elementary school pupils. The Uni-

versity of Michigan, 1969.
SUBJECTS AND METHOD OF SELECTION:Ss were 40

Negro school children who were bussed from black to predomi-

nantly white schools. They were in grades K—3 in 1965 in Ann

Arbor, Michigan.
TEST: Lorge-Thorndike Intelligence Test.
RESULTS: N Mn SD

Boys 17 94.9 11.6
Girls 23 100.4 13.8

COMMENT OF AUTHOR:Forthe segregated Negro child,

intelligence as measured by current standardized instruments

does not provide valid information on which to base educational

decisions for the child.

#2 Arnoult III, J. F. A comparison of the psycholinguistic abilities

ofselected groups offirst grade children. Mississippi State Univer-

sity, 1972.
SUBJECTS AND METHODOF SELECTION:From a base

of 2,300 first-grade children of Jefferson Parish, Louisiana, 60

Ss who had attended the Head Start program and 60 Ss who

had not attended the program were selected. Only children

with WISC or Binet IQs between 95 and 105 were selected

for the experiment.

TESTS: Stanford-Binet Intelligence Scale (L-M), Wechsler In-

telligence Scale for Children (WISC), and Illinois Test of Psy-

cholinguistic Abilities, Revised, 1968.
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RESULTS: Illinois Test of
Psycholinguistic Abilities

Age-Scores
N Mn SD

Black Ss in Head Start 30 66.5 5.6
Black Ss not in Head Start 30 57.2 7.8
White Ss in Head Start 30 75.3 4.9
White Ss not in Head Start 30 69.1 9.2
COMMENT OF AUTHOR:Improvement in the psycholin-
guistic age-scores for first-grade Negro children was associated
with their attending the Head Start program.

#3 Berke, N. D. An investigation of adult Negroilliteracy: Prediction
of reading achievement and description of educational characteris-
tics ofa sample ofcity core adult Negroilliterates. State University
of New York at Buffalo, 1967.
SUBJECTS AND METHOD OF SELECTION:Ss were 10
black men and 32 black women,classified as illiterate (score
of less than 1.9 grade equivalent), from adult education classes.
Their ages ranged from 22 to 66 with a median age of 46.
TESTS: Wechsler Adult Intelligence Scale, Leiter Adult Intelli-
gence Scale, Davis-Eells Games, and Experience Inventory con-
structed by the author.
RESULTS: WAIS Full Scale IQ: Mn, 67.9; SD, 9.7.
COMMENT OF AUTHOR:Noneofthe Wechsler Adult Intel-
ligence Scale subtests, or the Leiter Adult Intelligence Scale
subtests, correlated significantly with the criterion variable,
reading gain.

##4 Bernal Jr., E. M. Concept learning among Anglo, black, and Mexi-
can-American children using facilitation strategies and bilingual
techniques. The University of Texas at Austin, 1971.
SUBJECTS AND METHOD OF SELECTION:Ss were 192
eighth-grade children from eight schools. There were two
groups of 96, one experimental and one control. Four ethnic
groups were represented: (a) Anglo-American, (b) Blacks, (c)
Mexican-Americans who speak no Spanish, and (d) Mexican-
American bilinguals. Each ethnic group was further broken
down by SES—Upper Middle, Working, and Lowerclass.
TESTS: Spatial Relations Test from Primary Mental Abilities,
Letters Sets Test (LST), and Numbers Sets Test (NST).
RESULTS: While the author said there were no substantial
differences in IQ scores across treatment groups and noreliable
differences across ethnic groups, the following mean IQs were
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reported: control group, Mexican-American (monolingual),

100.5; Mexican-American (bilingual), 100.1; Anglo-American,
106.8; Black, 96.7. For the experimental group the average eth-

nic IQs were 101.8, 95.6, 101.9, and 96.1, respectively.

COMMENT OF AUTHOR:The unusual pattern of IQ scores

across SES may have been caused by some SES misclassification

of Ss in this group.

#5 Bienvenu Sr., M. J. Effects ofschool integration on the selfconcept
and anxiety of lower-class, Negro adolescent males. The Florida
State University, 1968.
SUBJECTS AND METHOD OF SELECTION:All Ss were
from lower SES ninth, tenth, and eleventh grades. The age

range was from 13.9 to 18.3. Forty blacks in the experimental
group were recent transfers from black to white schools in north
Florida. The control group had always attended an all-black

school and had remained in the same school.
TEST: California Test of Mental Maturity.

RESULTS:Experimental group mean CTMM IQ = 80; control

group mean = 78.

+6 Blair, G. E. The relationship of selected ego functions and the

academic achievementofNegro students. Florida State University,

1967.
SUBJECTS AND METHOD OF SELECTION:Ss were 462

black students in the ninth grade in Gadsden County, Florida.

There were 232 males and 230 females.
TESTS: Cattell Culture Fair Intelligence Test, Metropolitan

AchievementTest, Junior-Senior High School Personality Ques-

tionnaire, and Index of Adjustment and Values.

RESULTS: Mean CCFIT IQ was 77.5; SD, 19.9.

COMMENTS OF AUTHOR:Whenstatistics were compared

with the normal mean of 100, it was obvious that the group

was lowerin the ability measured by the test. There was hope

that this nonverbal test might contribute substantially to the

understanding of Negro potential. The principal differences in

the findings of the present study and the findings of similar

studies using white samples werein the low level of achievement

and measuredintelligence in the Negro sample.

+7 Boney,J.D. A study ofthe use ofintelligence, aptitude, and mental

ability measures in predicting the academic achievement of Negro

students in secondary school. The University of Texas, 1964.
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SUBJECTS AND METHODOF SELECTION:Random sam-
ples of 50 males and 50 females were drawn from each of the
tenth and twelfth grades. Ss all came from one Negro school
in Port Arthur, Texas. Ninety-seven percent of the Ss had “‘la-
boring class’’ parents.
TEST: California Test of Mental Maturity.
RESULTS: CTMM IQ

Mn %ile

10th grade boys 84.2 20
10th grade girls 81.9 10
12th grade boys 83.9 20
12th grade girls 81.4 10
COMMENTSOF AUTHOR:A significantfinding of this study
was the manner in which the instruments consistently yielded
substantial correlations with GPA and with achievement varia-
bles of the STEP. Although many of the scores were quite
low, the correlations were impressively high.

#8 Bowles, F. L. Sub-test score changes over twenty months on the
Wechsler Intelligence Scalefor Childrenfor white and Negro special
education students. University of Florida, 1968.
SUBJECTS AND METHOD OF SELECTION:Ss were 52
Negro and 48 white children from St. Petersburg, Florida, (Spe-
cial Education Center) and Pinellas Park, Florida, (Special Edu-
cation Center). The average age of the white children was 11+
years, and the average of the Negro children was 9 years. There
were 38 black and 31 white males and 14 black and 17 white
females.
TEST: The Wechsler Intelligence Scale for Children was admin-
istered in 1965 and again 20 monthslater.
RESULTS:Race asa single predictor producedsignificant inter-
actions in which the Negro subjects gained more than did the
white subjects in each instance.

+9 Bradley Jr., N. E. The Negro undergraduate student: Factors rela-
tive to performance in predominantly white state colleges and uni-
versities in Tennessee. The University of Tennessee, 1966.
SUBJECTS AND METHOD OF SELECTION:Students were

Negro undergraduates attending seven formerly all-white col-
leges in Tennessee. Of the base group of 583, only 275 had
ACTscores on file from fall of 1963 to spring of 1965.
TEST: American College Test (ACT).
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RESULTS:
ACT %lile

Mn Norms 1963—64

Composite 15.1 20.1
English 15.6 19.4
Mathematics 13.6 19.5

Social Studies 15.5 20.3

Natural Science 15.4 20.5

COMMENT OF AUTHOR:Even though their mean perfor-
mance on the ACT was below the twentieth percentile for na-
tional college-bound students, about half of the regularly en-
rolled Negro undergraduates madesatisfactory progress toward
baccalaureate degree attainment.

+10 Bridgette, R. E. Self-esteem in Negro and white southern adoles-

#11

cents. University of North Carolina at Chapel Hill, 1970.
SUBJECTS AND METHODOF SELECTION:Ss were from
rural segregated schools in North Carolina. A small number
of blacks attended white schools with special permission. Tests
were administered in three sessions. Although school enrollment
remained constant during the experiment, the numberofstu-
dents participating fluctuated. From the subject pool of 350
children, 156 attended all three sessions.
TEST: Otis Quick Scoring Test of Mental Ability (Form
Gamma).
COMMENTS OF AUTHOR:The Otis IQ test was adminis-
tered by the school guidance teachers (one Negro and one
white). Racial differences in IQ scores weresignificant at .001
level. White Ss tended to score above national mean, while
Negro Ss scored almost 1 SD below national average. Race
of the examiner had no appreciable effect on IQ score. IQ mea-
sures did not differ across sex. The single item assessing attitude
toward school integration was answered in a pro-integration
manner by most of the black Ss, but a few did check pro-
segregation responses. White Ss responded to either the mildly
or pro-segregation categories.

Burke, B. P. An exploratory study of the relationships amongthird
grade Negro children’s self-concept, creativity, and intelligence and
teachers’perceptionsofthose realtionships. Wayne State University,
1968.

SUBJECTS AND METHOD OF SELECTION:Ss were 65
third-grade black children enrolled in a de facto segregated
Detroit public school. There were 40 females and 25 males
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whose parents were primarily middle and upper-middleclass.
TEST: California Test of Mental Maturity, Short Form.
RESULTS: This study attempted to assess relationships be-
tween intelligence and a numberof factors including self-con-
cept and creativity. There was no correlation between intelli-
gence (total, language, or nonverbal) andcreativity. Correlation
was very high between teachers’ perceptions of creativity and
intelligence. There was no correlation between self-concept and
intelligence. The reviewer found an overall mean IQ of 93.6.
COMMENT OF AUTHOR:Unduereliance on the intelligence
test score alone may result in denying to certain children whose
creative abilities may not be completely revealed by these tests

the opportunity of fully realizing their maximum potential.

#12 Burnes, D. K.S. A study of relationships between measuredintelli-

gence and non-intellective factors for children of two socioeconomic

groups and races. Washington University, 1968.

SUBJECTS AND METHODOF SELECTION:Ss were drawn

primarily from children in a large parochial school in a metro-

politan area of the midwest. There were 40 white and 38 black

children in grades 1-4 with ages ranging from 8-0 to 8-11.

TEST: Wechsler Intelligence Scale for Children (WISC).

RESULTS: Mean Full Scale IQ for 40 white Ss was 97.8; for

38 blacks the mean was 95.2.

COMMENTS OF AUTHOR:The most basic conclusion one

could make from the comparison of the groups’ test scores

was that differences were generally related to a child’s socioeco-

nomic status and not his race. In fact, racial differences were

very slight on the subtest scores, and when comparing sums

of scores such as the Full Scale IQ and Verbal IQ, these differ-

ences were negligible. On Performance IQ, white Ss were about

5 points higher.

#13 Carpenter, F. A. A study of the reading achievement of Negro

“Head Start”first-grade students compared with Negro “‘Non-Head

Start’ first-grade students. The Florida State University, 1967.

SUBJECTS AND METHODOFSELECTION:The 361 black

Ss in the study were drawn from three elementary schools in

Brevard County, Florida. The experimental group consisted

ofall first-grade pupils in the designated schools who had been

in the eight-week Head Start program. The control group was

made upoffirst-grade pupils who had not been in Head Start.

TESTS: Metropolitan Reading Readiness Test (Form R) and

Stanford Achievement Test (Primary 1 Battery).
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RESULTS: MRR Test S Ach Test

N Mn SD Mn SD
Experimental Group 193 37.3 12.2 13.9 2.1
Control Group 168 34.8 13.2 13.9 1.9
COMMENTSOF AUTHOR:An 8-week Head Start Readiness
program may not have been long enough to adequately prepare
disadvantaged children for learning to read. While the Head
Start program was of some benefit to the experimental Ss, the
planned program during the school year may not have been
of a nature to maintain the benefit.

##14 Carroll, I. V. A comparison of the intelligence quotients of sixth

415

gradechildren of Negro and Caucasian educators and non-educa-
tors. University of Alabama, 1970.
SUBJECTS AND METHOD OF SELECTION:GroupI con-
sisted of seventh-grade students with at least one parent em-
ployed as an educator with Mobile, Alabama, School System.
There were 28 black males, 18 black females, 28 white males,
and 27 white females for a total of 101 black and white students
in Group I. GroupII consisted of seventh-graders whose parents
were not educators but who were in the same school system
as Group I. There were 28 black males, 18 black females, 28
white males, and 27 white females for a total of 101 black
and white students in GroupII. All students must have attended
the same school system (Mobile, Alabama) in grade 6. The
average age was 11.7 years.
TEST: California Short Form Test of Mental Maturity (admin-
istered in Grade 6).
RESULTS: Comparing all children of black educators with
all children of white educators on language, non-language, and
total IQ, significant differences were found in all comparisons.
These differences were in favor of children of Caucasian educa-
tors. The group means for language, non-language, and total
IQ were 10 to 13 points higher than those of children of Negro
educators.

Carwise, J. L. Aspirations and attitudes toward education of over-
and under-achieving Negro junior high school students. Indiana
University, 1967.
SUBJECTS AND METHODOF SELECTION:Ofa total of
439 black junior high-school students at Pinellas High School,
Clearwater, Florida, IQ and grade point average data were ob-
tained on 395. There were 154 seventh-graders, 125 eighth-
graders, and 116 ninth-graders. It appears this was an all-black
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+ 16

417

school. The students were described as coming from “‘low socio-
economic”’ or “impoverished backgrounds.”
TEST: Pintner General Abilities Test (languageseries).
RESULTS: Mean IQ,85.7.
COMMENT OF AUTHOR:High ability students were more
favorable than low ability students in answering certain ques-
tions about educational aspirations.

Collins, Sister M. A. Achievement, intelligence, personality and
selected school-related variables in Negro children from intact and
broken families attending parochial schools in central Harlem.
Fordham University, 1969.
SUBJECTS AND METHOD OF SELECTION: Ss were

fourth, sixth, and eighth graders from five parochial schools

in central Harlem. Schools in the study were staffed by a reli-

gious order founded specifically to educate American Indians

and Negroes. Three hundred Ss, 150 boys and 150 girls, all

black, were chosen from the three grade levels on the basis

of intactness of family.
TEST: SRA Primary Mental Abilities Test.

RESULTS:Theresults of the study did not support manytheo-

ries advanced to explain the underachievementofdisadvantaged

children. Few differences were found between the intact and

broken family groups. Many of the negative traits attributed

to Negro youth were not found to apply to the sample group.

The groups were morealike than different in intelligence scores.

COMMENT OF AUTHOR:The Negro parochial school chil-

dren of the study sample were not typical of the Negro children

described in the literature.

Crown, P. J. The effects of race of examiner and standard vs.

dialect administration ofthe Wechsler Preschool and Primary Scale

of Intelligence on the performance of Negro and white children.

The Florida State University, 1970.

SUBJECTS AND METHOD OF SELECTION:Ss were 56

kindergarten-age children, randomly drawn from “a Negro

school” and a “predominantly white school” in Wakulla

County, Florida. There were 28 white children and 28 black

children.
TEST: Wechsler Preschool and Primary Scale of Intelligence.

RESULTS:Negro children continue to score lower than white

children. Negro children did better on verbal subtests than on

performance measures. The author found nosignificant effect

of presentation language (standard English vs. black dialect)
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or race of examiner for either black or white children. Blacks

scored significantly below whites. Since both white and black
children’s performances were below norms (both races were

below national average in SES), it was suggested that SESdiffer-
ences, not race differences, were causal. Deprivation must begin

before 5 years of age.
COMMENTS OF REVIEWER: This is an important study
indicating that race of examiner or language of presentation
does not attenuate black-white IQ differences. Race difference
appeared even though both groups were alleged to be below
national average in SES. There were no individual SES data
reported, but the county had percapital incomeless than $3,700
and was designated by the Federal Governmentas “‘totally dis-
advantaged.”

#18 Deutch, J. A. Paternal deprivation: Some effects upon eight and
nine year old Negro boys. The Catholic University of America,
1969.
SUBJECTS AND METHOD OF SELECTION:The popula-
tion of this study was comprised of 56 8- and 9-year-old Negro
boys selected from those children who participated in round
4 of the Johns Hopkins Study of Prematures.
TESTS: Stanford-Binet, Gesell Development Schedule, and
Wechsler Intelligence Scale for Children.
RESULTS: Father-Absent Father-Present

Boys Boys

N Mn SD N Mn SD

Gesell (Age 3-4) 22 91 11.5 23 97 14.8
Stanford-Binet 28 89 10.6 28 90 9.1

(Age 6-7)
WISC (Age 8-9) 28 86 11.0 #28 87 12.0
COMMENTS OF AUTHOR:Ateach age there was no differ-
ence in measured intelligence between father-deprived and non-
deprived boys. The same finding occurred irrespective of the
intelligence test used. It is suggested that lower-class Negro
fathers do not serve as verbal intellectual resources for their
sons.

#19 Dill, J. R. A study of the influence of race of the experimenter
and verbal reinforcement on creativity test performance of lower
socioeconomic status black children. New York University, 1971.
SUBJECTS AND METHOD OF SELECTION:The Ss were
120 black second-grade children enrolled in four public schools
in Harlem, New York City. Reinforcement conditions consisted
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of positive, negative, and neutral statements by the examiner.
TESTS: Torrance Test of Creative Thinking and Lorge-Thorn-
dike Intelligence Test, Form A, primary level.
RESULTS:1. Positive reinforcementled to significantly higher
scores on the following creativity measures: verbal fluency,ver-
bal flexibility, and verbal total scores. In some cases, scores
obtained underthe positive reinforcement condition were not
greater than scores obtained under the neutral condition. 2.
Race of the experimenter, per se, did not have a significant
effect on creativity test performance. 3. The interaction of black
experimenters and positive reinforcement led to significantly
higher scores only for the verbal total creativity measure.

420 Dukes, P. E. Effects ofrace ofexperimenter, self-concept and racial

21

attitudes in the performance of black junior high school students.
The University of Michigan, 1975.
SUBJECTS AND METHOD OF SELECTION:The Ss, 144
eighth-grade black males, were selected on the basis of their
responses to the scales used to assess level of self-concept and
racial attitudes.
TESTS: Fourtests varying in test requirements were adminis-
tered—Code, Anagrams, Verbal Recall, and Digit Span.

RESULTS: For the first hypothesis, the experimenters’ race
was not found to significantly influence students’ performance.
The second hypothesis was partially supported. Significant F
ratios were observed for three of the four tests. However, it

was only on the Code test that students’ performance was in
the predicted direction. On the Codetest, Ss with a high self-
esteem performed better with black experimenters than Ss with
a low self-esteem, while on the other tests, Ss with a low self-

esteem performed better with black experimenters.

Duva, N. A. Effects ofasymptomatic lead poisoning on psychoneu-
rological functioning of school-age urban children: A follow-up
study. Fordham University, 1977.
SUBJECTS AND METHODOF SELECTION:Subjects were
60 black school-age children ranging in age from 5 to 7. They
lived in an area of Newark, New Jersey, habituated primarily
by low-income, disadvantaged Negro families. The subjects
were selected from children attending Martland Medical Center
Lead Clinic in Newark, New Jersey. There were 30 children
with elevated Pb (lead) levels with a mean age of 79 months
and 30 children with a normal serum Pb with a mean age of
78 months.



210 The Testing of Negro Intelligence

TESTS: Wechsler Preschool and Primary Scale of Intelligence

(subjects 5—6 years) and Wechsler Intelligence Scale for Chil-

dren—Revised (subjects of 7 years).
RESULTS: Lead Level

Normal Elevated

Mn
Age (months) 77.5 9.0 79.1 10.1

School Grade 1.3 4 1.4 i)

Verbal IQ 91.7 12.1 84.6 12.0

Performance IQ 91.3 11.4 81.1 12.3

Full Scale IQ 89.0 16.1 81.4 12.4

COMMENTS OF AUTHOR:These findings indicated that
asymptomatic lead poisoning did adversely affect performance
on a standardizedintelligence test to a significant degree. These
children also showedsignificantly more hyperkinetic behavior-
isms than did normal lead level children. It was suggested that
the lack of significance for variables of academic achievement
and classroom performance mayhave been dueto the confound-
ing effects of compensatory reading and mathematics programs
in the Newark public schools, raising academic skills of most
children to similar grade levels. Furthermore, results indicated
that parental educational level, rather than socioeconomicsta-
tus, is the most significant indicator of a child’s probability
to ingest lead.

#422 Emanuel, J. M. The intelligence, achievement, and progress scores
of children who attended summer Head Start programs in 1967,
1968, and 1969. University of Alabama, 1970.
SUBJECTS AND METHOD OF SELECTION:Ss were 559
children who completed Cattell Culture Fair Intelligence Test.
They were drawn from “two Negro elementary schools.”
TEST: Cattell Culture Fair Intelligence Test.
RESULTS: There was nosignificant difference between Head
Start attendees (HSA) and non-attendees (HSN) at grade 1.
HSA scored significantly above HSN at grade 2 but not at
grade 3.

423 Emmons, C. A. A comparison of selected gross-motor activities
of the Getman-Kane and the Kephart perceptual-motor training
programs and their effects upon certain readiness skills of first-
grade Negro children. The Ohio State University, 1968.
SUBJECTS AND METHOD OF SELECTION:Ss were 121
black male and female first-graders from a Texas elementary
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school. A control group and two experimental groups (physical
exercise-training and motor training) were formed.
TESTS: California Short-Form Test of Mental Maturity (Pre-
Primary, K-1) and Metropolitan Readiness Test (Form A)
scores taken from school records.
COMMENT OF AUTHOR:It would appear that the changes
that took place were due only to chance, and neither the Kep-
hart nor the Getman-Kane training program in gross motor
skills was of significant value to increase certain mental pro-
cesses as measured by the California Test of Mental Maturity
and the Metropolitan Readiness Test.

#24 Evans, C. L. The immediate effects of classroom integration on
the academic progress, self-concept, and racial attitude of Negro
elementary children. North Texas State University, 1969.
SUBJECTS AND METHOD OF SELECTION:The Ss were
99 black children drawn from grades 4, 5, and 6 from “a large
urban school district.” Their distribution was as follows: 28,

grade 4; 44, grade 5; 27, grade 6.
TESTS: Pooled results of the Primary Mental Abilities Tests

and the Kuhlmann-Anderson Test.
RESULTS:Integrated Ss: Mn IQ = 90.0; SD, 11.5. De facto
segregated Ss: Mn IQ = 90.2; SD, 10.4.
COMMENT OF AUTHOR:Direct comparison with normative
groups is not necessarily valid; that is, a disadvantaged child
with an IQ of 86 is not the equivalent in ability of an advantaged
child with similar scores.

#25 Gay, C. J. Academic achievement and intelligence among Negro
eighth grade students as a function ofthe selfconcept. North Texas
State University, 1966.

SUBJECTS AND METHOD OF SELECTION:Ss were 207
Negro children, ages 12-15, in the eighth grade. There were
105 boys and 102 girls. Ss attended a segregated junior high
school located in a medium-sized metropolitan city. Ss lived
predominantly in low-rent housing.
TEST: Otis Quick Scoring Mental Abilities Test—Beta Test,
Form A.
RESULTS: MN SD

IQ of Males 86 14
IQ of Females 90 12
IQ of Combined 88 13

group



212 The Testing of Negro Intelligence

COMMENTSOF AUTHOR:Subjects’ intelligence contributed
more highly to the subjects’ scores on an achievementtest than
it did to their grade point averages. Speculation might be that
the Otis Quick Scoring Tests of Mental Ability do not test
adequately the experiences most commonto culturally disad-
vantaged minority groups, while teachers generally adapt sub-
ject matter content and teaching methods to experiences and
levels of understanding of their students.

#26 Georgi, N. J. The relationship of self-concept in high school Negro
students in Muncie, Indiana to intelligence, achievement, and grade
point average. Ball State University, 1971.
SUBJECTS AND METHOD OF SELECTION:The Ss were
drawn from 278 Negro students enrolled in grades 10 and 11
in Muncie, Indiana. One-third of the total population was se-
lected for this study. There were 45 boys and 47 girls.
TEST: Lorge-Thorndike Intelligence Test.
RESULTS:Intelligence test means for males and females were
91.2, SD 13.3, and 92.1, SD 10.2.
COMMENT OF AUTHOR:Self-concepts of Negro students,
both male and female, were inter-related with intelligence, with
reading achievement, and with grade point average.

#27 Harris, G. R. A study of the academic achievement of selected
Negro and white fifth-grade pupils when educationalability is held
constant. The University of North Carolina at Chapel Hill, 1967.
SUBJECTS AND METHOD OF SELECTION:The Ss were
1,161 fifth-grade pupils, 591 Negro and 570 white, drawn from
18 elementary schools in central North Carolina. The students
were placed in one of five IQ levels: 70 and below, 71-85,
86-100, 101-115, and above 115.
TEST: SRA Tests of Educational Ability.
RESULTS: The mean IQ of the total group was 97.8, of the
Negroes, 91.6, and of the whites, 104.2.

COMMENTS OF AUTHOR:The white pupils performed sig-
nificantly better on the SRA Tests of Educational Ability than
the Negro pupils. White pupils generally performed better on
the achievement tests even when educational ability was held
constant. At lower levels of educational ability the achievement
of Negro and white pupils was approximately the same. There
was a pattern of increasing difference in achievement between
Negro and white pupils in each higher level of educational
ability. |
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4##28 Harris, H. The development of moralattitudes in white and Negro
boys. Columbia University, 1967.
SUBJECTS AND METHOD OF SELECTION:The Ss were
100 white and 100 black boys in grades 4-6, ranging in age
from 9% to 11% with an average of 11 for both groups. They
were drawn from six public schools in the New York City
area.
TEST: Wechsler Intelligence Scale for Children—Vocabulary.
RESULTS: Level of maturity of moral attitudes was related
to race, social class, and intelligence. Negro children in the
study were found to beless intelligent than the white children.
COMMENT OF AUTHOR: Generally, children who gave
more mature responses on all five subtests of moral attitudes
were likely to be more intelligent than children who did not.

329 Herskovitz, F. S. The effects ofan educational-vocational rehabili-

tation program uponthe self-concepts ofdisadvantaged youth. Uni-

versity of Pennsylvania, 1969.
SUBJECTS AND METHOD OF SELECTION:Ss were se-

lected by Philadelphia school counselors and vice-principals

for evaluation by the school psychologist. The IQ range for

the 88 blacks was 56 to 109 (median, 80), and ages ranged

from 15-10 to 18-5. The group had a high incidence of delin-

quency, gang activity, and mental retardation.

TEST: Wechsler Adult Intelligence Scale.

COMMENTSOF AUTHOR:Theoverall level of self-esteem

did not covary with scores on the WAIS. A modest association

was found between scores on the WAISand reading andarith-

metic tests in both pre- and post-test. The relationships ofWAIS

scores to production earnings andratings by staff were of lower

order; that is, brighter students did not perform work tasks

moreefficiently and did not get higher ratings for attitude and

performance from supervisors. Arithmetic scores were posi-

tively associated with both earnings andratings.

#30 Howell Jr., G. C. An investigation ofresponse time in computerized

psychological tests. Georgia State University, 1977.

SUBJECTS AND METHOD OF SELECTION:Ss were 98

graduate and undergraduate volunteers from various classes

of business administration at Georgia State University. Ages

and the number of whites and blacks were not given.

TEST: Primary Mental Abilities Test—Adult Form—Auto-

mated Presentation.
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COMMENTS OF AUTHOR: Although the coefficients were
of only moderate strength, the data indicated a tendency for
white Ss to excel over black Ss on each of the six subtests.
The poorer performance of black Ss relative to white Ss in
this test battery was due to incorrect answers, not speed of

performances.
COMMENTSOF REVIEWER: The primary purpose of the
study was to investigate response time to a computerized admin-
istration of psychological tests. Because of the otherwise weak
design, one reviewer suggested that only minimum notice should
be madeofthis study.

Hutson, B. A. M. Conservation and the comprehension of syntax

in economically disadvantaged seven-year-old Negro children. The
University of Florida, 1973.
SUBJECTS AND METHOD OF SELECTION:The Ss were
25 black boys and 25 black girls eligible for free lunches at a
public school in a medium-sized southern city. The age range
was from 7.0 to 8.8.
TEST: Wechsler Intelligence Test for Children. Vocabulary,
Block Designs, and Similarities subtests only. IQs were prorated
from these threetests.
RESULTS: MnIQ SD

Boys 95.4 10.9
Girls 94.5 9.5

COMMENTS OF AUTHOR: Vocabulary and Block Design
were both below the national average, but Similarities was
slightly above the average. The difference in means would seem
to be more likely due either to the type of response required
on the test, to specific differences in experiences relevant to
each of the tests, or to the pattern of mental abilities in this
group of children.

#32 Hutton, J. B. Relationships between preschool screening test data
and first grade academic performance for Head Start children.
University of Houston, 1970.
SUBJECTS AND METHODOF SELECTION:Ss were 108
children enrolled in a 1967 Head Start program in Harris
County, Texas. All Ss were eligible for first-grade enrollment
in fall of 1967. There were 20 white, 52 black, and 36 Hispanic
children. Their mean age was 75.9 months, standard deviation,
3.9.
TESTS: Slosson Intelligence Test, Sprigle School Readiness
Screening Test, and Screening Test of Academic Readiness.
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RESULTS: Slosson Intelligence Test
N IQ(Mn) SD

Whites 20 71.3 10.4
Blacks 52 68.2 12.3
Hispanics 36 64.3 9.7

COMMENTSOF AUTHOR:Thethree ethnic groups did not
differ significantly on mean scores when an overall F test was
applied. However, the groupsdid differ on the individually ad-
ministered tests.

+33 Ilardi, R. L. Family disorganization and intelligence in Negro pre-

school children. The University of Tennessee, 1966.

SUBJECTS AND METHOD OF SELECTION:Ss, chosen

from the Child Development Program, were born to a random

sample of mothers who applied for prenatal care at John Gaston

Hospital, Memphis, Tennessee. Children must have gone

through the 4-year program and have had complete records.

All Ss were within 3 months of their fourth birthdays. Stable

and unstable groups were matched for race, age, and SES.

TEST: Stanford-Binet, 1960 Revision.

RESULTS: Group N Mn IQ SD

Stable 224 91.7 9.6

Unstable 189 87.5 10.4

Organic 37 81.3 9.8

Total 450 88.8 12.2

COMMENT OF AUTHOR:Largesignificant differences were

found in the IQ scores obtained by the several examiners who

administered the tests.

COMMENTSOF REVIEWER:After administration of the

Stanford-Binet, Ilardi found that mean IQ of the unstable group

wassignificantly lower than the mean IQ of the stable group.

Since the only variable altered was that of family organization,

Ilardi concluded that family disorganization affects intelligence

test performance, producing a lower IQ score. In addition,this

deficit was greater for girls than boys, the reason for this being

that in Negro homes the amount of parental interaction for

Negro boys is the same in stable and unstable homes. Quality

rather than quantity of child-parent verbal interaction was seen

as the key here by the author.

+##34 Jackson, A. M. Differential characteristics of reasoning ability in

Negroes and whites. Colorado State University, 1967.
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SUBJECTS AND METHOD OF SELECTION: From a base
group of 296 junior high-school children from Denver, Colo-
rado, 240 were selected for this study. There were 60 black
boys, 60 black girls, 60 white boys, and 60 white girls.
TEST: Otis Intelligence Test.
RESULTS: Middle SES Lower SES

Mn SD Mn SD

White 110.0 13.3 101.8 11.4
Black 98.6 11.7 95.5 11.7

COMMENTS OF AUTHOR:Thepresent research was based
on the premise that convergent and divergent thinking, as postu-
lated by Guilford (1959), were different cognitive factors and
may be directly related to race, sex, and socioeconomic level.
Race accounted for more of the variance than the other two
factors of SES and sex. White Ss scored significantly higher
on the Symbolic Divergent Test and also received significantly
higher mean scores when the three tests of divergent thinking
were combined. White Ss achieved significantly higher scores
on all tests of convergent thinking.

#35 James, D. H. The effect of desegregation on the self-concept of
Negro high school students. University of Southern Mississippi,
1970.

three groups: A—those remaining in predominantly Negro
schools; B—those voluntarily moving to predominantly white
schools; and C—those forced by federal judges to move to
predominantly white schools. (For post-tests, only 136 students
wereavailable.)
TESTS: Otis Beta (pre-test) and Otis Gamma(post-test).
RESULTS: Pre-test Post-test

N Mn N Mn

Group A 171 81 96 81
Group B 22 81 15 82
Group C 28 82 25 83

COMMENTSOF REVIEWER:Theauthor found nosignifi-
cant difference at or beyond the .05 level of significance in
self-concept among any of the groups for a period of one year.
Nosignificant difference was found in mean IQ scores for any
of the groups in post-test or pre-test. The highest significant
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levels were found in areas of Self-Criticism, Family Self, and

Personality Integration.

+36 Johnson, G. A. A study of the relative academic success of Negro

junior college graduates who transferred to Negro senior colleges

in Mississippi in 1964. Mississippi State University, 1970.

SUBJECTS AND METHODOFSELECTION:Sswere 1,013

native students and 412 transfer students from Mississippi

Negro junior colleges who wereclassified as juniors at Missis-

sippi senior colleges in fall term, 1964. Six senior colleges and

ten junior colleges were represented.

TEST: American College Test.

RESULTS: ACT scores
Mn SD N Range

Transfer 10.8 4.0 412 01-22

Native 10.6 4.7 1013 01-31

Note. Entrance scores were mainly ACT; when ACT was

not used, SAT, CTMM,or CQTscores were converted to ACT

equivalents.
COMMENTOF AUTHOR:Nostatistically significant differ-

ences were found between transfer and native students when

factors of ACT scores, academic probation, and academic drop-

out were employed.

+37 Kean, G. G. A comparative study of Negro and white homeless

men. Yeshiva University, 1965.

SUBJECTS AND METHOD OF SELECTION:Three groups

of 30 Ss each wereselected as follows: (a) The Ss for Group

N-1 were homeless native American Negro men (mean IQ 88),

selected from the Men’s Shelter of New York City Department

of Welfare. (b) Group N-1 was matched with Group W-1 which

was composed of native American white homeless men (mean

IQ 88). (c) Group N-1 was matched with Group N-2 which

was composed of native American Negro men (mean IQ 94)

who had permanent residence and regular employment.

TEST: Information, Comprehension, and Picture Completion

subtests of the Wechsler Adult Intelligence Scale.

COMMENTS OF AUTHOR:There were minimal statistical

differences among groups; the presence of sociopathological and

psychopathological forces were detected to be responsible for

homelessness in N-1 and W-1. Sociopathological forces had a

more significant role for N-1, psychopathological forces were

more predominantcausalfactors in W-1. Ss had limitedintellec-
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tual potential and revealed limited abilities in areas requiring
a general knowledge of facts and practical judgment.

#38 Klein, R. S. A comparative study of the academic achievement
ofNegro 10th grade high school students attending segregated and
recently integrated schools in a metropolitan area of the South.
University of South Carolina, 1967.
SUBJECTS AND METHOD OF SELECTION:There were
five major groups of tenth-grade Ss: 38 integrated blacks; 38
integrated whites; 38 segregated blacks; 38 segregated whites;
and a randomlyselected group of 38 segregated black students.
Ss were matched for IQ; the group mean IQ was 93. Schools
were located in a metropolitan area of South Carolina.
TESTS: Otis Intelligence Test, Cooperative English, Biology,
Arithmetic, Algebra I, Algebra II, and Plane Geometry.
COMMENT OF AUTHOR:Theintegrated schoolsetting is
neither educationally deleterious nor educationally beneficial
for Negro students, at least over an 8-month period.

#39 Laryea, E. B. Race, self-concept and achievement. Columbia Uni-
versity, 1972.
SUBJECTS AND METHODOF SELECTION:Ss were sixth
graders selected from public school districts in New Jersey.
District ##1 was middle SES with 43 black males, 38 black
females, 108 white males, and 120 white females. District +2
was lower SES with 78 black males, 99 black females, 34 white
males, and 32 white females.
TESTS: Lorge-Thorndike Intelligence Test (District #1) and
short form Test of Academic Aptitude (District #2).
RESULTS: IQs—Dist. 1 N Mn SD

Black boys 43 94.9 14.7
White boys _—108 110.3 14.6
Black girls 38 99.7 11.5
Whitegirls 120 110.1 13.1

IQs—Dist. 2 N Mn SD

Black boys 78 86.7 13.0
White boys 34 99.1 15.0
Black girls 99 84.5 10.5
White girls 32 94.2 16.2

COMMENT OF AUTHOR:The purpose of the study was
not to compareIQ butto extend the research on therelationship
between self-concept and achievementto black students in sixth
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grade and to determine if the relations observed for white stu-

dents also held for blacks.

#:40 Levine, B. L. Psychometric and demographic comparisons ofNegro

#41

and white delinquents. Illinois Institute of Technology, 1969.

SUBJECTS AND METHODOF SELECTION:TheSs were

165 black and white male delinquents between the ages of 10

and 17 housed at the Illinois Youth Commission, Reception

and Diagnostic Center (R & D), Joliet, Illinois. There were

97 black and 68 white Ss. Only first admissions were selected

for study. No effort was made to match Ss for education, SES,

etc.

TESTS: R & D battery was made up of Lorge-Thorndike Intel-

ligence Test, Stanford Achievement Test, SRA Non-verbal Test,

Revised Beta Examination, Wechsler Intelligence Scale for Chil-

dren, and Stanford-Binet, Form L-M. All subjects did not take

all tests of the battery. The Occupational Aptitude Test Battery

(OAT), developed by Phil and Harriet Shurrager, was made

up of six subtests: (a) Learning Figures, (b) Learning Reversals,

(c) Learning Accuracy, (d) Learning Number Accuracy, (€)

General Ability, and (f) Shop Tools.

COMMENTS OF AUTHOR:Thepurpose of the study was

to determine whether or not Negro and white male delinquent

adolescents would show comparable test performance on the

Reception & Diagnostic Center Test Battery and the Occupa-

tional Aptitude Test Battery. Results showed that the tworacial

groups differed significantly on all seven tests. While both

groups did poorly overall, the whites did significantly better

than the Negro delinquents.

Levinson, F. V. D. K. Early identification of educationally high

risk and high potential pupils: Influences of sex and socio-cultural

status on screening techniques. University of California, Los Ange-

les, 1976.
SUBJECTS AND METHOD OF SELECTION:Ss were 209

kindergarten children from four Los Angeles public schools.

There were 75 Anglo, 39 black, and 95 Spanish-speaking chil-

dren. Ages ranged from 60 to 81 months, mean was 71 months,

SD 4.0.
TESTS: Sprigle School Readiness Test, Peabody Picture Vocab-

ulary Test, Wechsler Preschool and Primary Scale of Intelli-

gence, ABC Inventory, and Bender-Gestalt.

RESULTS: Multivariate analyses showed that for the majority

of subtests, Anglo Ss scored higher than black and Spanish-
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speaking Ss, and that black Ss scored higher than Spanish-speak-
ing Ss. The mean Peabody Picture Vocabulary Test total scores
were 59.2 for Anglo Ss; 47.2 for the black Ss; and 27.6 for
Spanish-speaking Ss.

#42 Long, M. L. The influence of sex, race, and type of preschool
experience on scores on the McCarthy Scales ofChildren’s Abilities.
University of Georgia, 1976.
SUBJECTS AND METHODOF SELECTION:Sshadpartic-
ipated in preschool (pilot program to aid children not ready
for formal grade 1). All Ss were from the Dublin, Georgia,
area. The names of all children enrolled in kindergartens
(and non-kindergarten children) were obtained by contacting
churches, day-care centers, nursery schools, and via newspaper
ads. Parents were contacted by phone for permission to use
their children as Ss. For post-test, there were 138 Ss, 35 black
and 103 white.
TESTS: McCarthy Scales of Children’s Ability and Kaufman
Short-form of MSCA.
RESULTS: In comparing the mean raw scoresofblack children
with the mean raw scores of white children on all the MSCA
scales, a consistent difference in favor of white children was
found onall scales. The differences on the MSCA Verbal, Gen-
eral Cognitive, and Kaufman Short-form MSCA were of such
a magnitude as to be deemed significant at the .05 level of
significance.

#43 Mac Isaac, D. S. Learning and behavioral functioning of low in-
come, black preschoolers with asymptomatic lead poisoning. Ford-
ham University, 1976.
SUBJECTS AND METHOD OF SELECTION:TheSs were
80 black preschool children attending the lead clinic at Martland
Medical Center in Newark, New Jersey, between April and
August, 1975. The mean age was 65 months.
TESTS: Wechsler Preschool and Primary Scale of Intelligence,
Beery-Developmental Test of Visual-Motor Integration, and
memory subtests of the McCarthy Scales of Children’s Abilities.
COMMENT OF AUTHOR:Thesefindings suggest the possi-
bility that some urban school children, exhibiting patterns of
hyperkinetic behavior and impaired school performance and
consequently labeled “learning disabled” or “MBD,” may in
fact be affected by an undetected, asymptomatic, increased blood
lead burden.
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#44 Manning, E. J. Intelligence and reading achievementof black dis-

advantaged tenth grade students. The University of Oklahoma,

1977.
SUBJECTS AND METHOD OF SELECTION: Ss were 25

males and 25 females randomly selected from 515 black students

in participating school systems with predominantly black popu-

lations. The Ss were from the tenth grade with lower socioeco-

nomic status.
TESTS: Henmon-Nelson Test of Mental Ability (Form A) and

Stanford-Binet (Form L-M).

RESULTS: Mn IQ SD

Henmon-Nelson 89.2 11.1

Stanford-Binet 91.5 14.7

COMMENTS OF AUTHOR:The meanintelligence scores of

the total student population were within normal range on the

Stanford-Binet Intelligence Scale and the Henmon-Nelson Test

of Mental Ability. However, the mean score wasslightly below

the meanscore for the general population, consistent with re-

search findings for the lower socioeconomic level as a group.

4t45 Marsh, L. K. Self-esteem, achievement responsibility, and reading

achievementoflower-class black, white, and Hispanic seventh-grade

boys. New York University, 1974.

SUBJECTS AND METHOD OF SELECTION:Ss were 303

seventh-graders from New York junior high schools in lower

SES areas. Eliminated were those children in slow track classes

and those with physical or emotional problems. Also eliminated

were youngsters in bilingual classes and those with IQ below

75. There were 101 Ss in each group (black, white, Hispanic).

TESTS: Goodenough-Harris Measure of Intellectual Maturity

and Metropolitan Achievement Test.

RESULTS: IQ Reading

Mn SD Mn SD

White 97.9 14.5 7.3 2.3

Black 96.5 16.5 6.1 2.0

Hispanic 99.7 13.5 5.5 2.1

COMMENTOF AUTHOR:A significant finding was that in-

tellectual maturity correlated significantly with achievement in

the black and white samples but not in the Hispanic sample.

COMMENT OF REVIEWER: There was no comment on

equivalence of IQ scores in black, white, and Hispanic Ss except

that the author noted that Anastasi and de Jesus found no
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significant differences among black, white, and Puerto Rican
preschool Ss on GoodenoughTest.

#46 Matzen, S. P. The relationship between racial composition and
scholastic achievement in elementary school classrooms. Stanford
University, 1965.
SUBJECTS AND METHOD OFSELECTION:Ss were se-
lected from several large school districts in the San Francisco
Bay area.
TEST: California Test of Mental Maturity.
RESULTS: N MnIQ_ SD

Black 294 93.6 6.1
Sth grade—

White 258 109.8 10.2
Black 259 91.3 7.9

7th grade—
White 252 106.3 10.5

COMMENTS OF AUTHOR: When means were computed
separately for Negro and non-Negro students, the fifth-grade
data showed marked racial differences in achievement, SES,
and intellectual ability. Class averages for seventh-grade non-
Negroes were higher than the comparable averages for Negroes,
but the differences were not as large as those in grade 5.

#47 McAdoo, H. A. P. Racial attitudes and self concepts of black
preschool children. The University of Michigan, 1970.
SUBJECTS AND METHOD OF SELECTION:Ss were 78
black preschool children with a median age of 5.8 years. There
were 43 children from Mound Bayou, Mississippi, and 35 from
Dearborn Heights, Michigan.
TESTS: Peabody Picture Vocabulary Test and Williams and
Roberson Measure of Racial Attitudes.
RESULTS: N Mn IQ SD

Southern 43 86.7 14.8
Northern 35 96.9 11.3

COMMENTS OF AUTHOR:Thefindings were: (a) No corre-
lation was found between racial attitudes and self-concept. (b)
Children in theall-black southern rural community weresignifi-
cantly higher in self-concept, while no difference was found
in their racial attitudes. (c) No correlation between IQ and
the two main variables was found, and the Northern sample
was significantly higher than the Southern one in IQ scores.
(d) Nosignificant difference was found between children from
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intact and those from nonintact homes on the two main varia-

bles. However, the nonintact children were consistently higher

on all self-concept scores and subscores, and they had a nonsig-

nificantly more positive attitude towards blacks. (e) Boys were

significantly higher than girls on self-concept, while no statisti-

cally significant sex difference was found on the racial attitude

scores. With modified scoring of the self-concepttest, boys were

nonsignificantly higher than girls.

+48 McClary, G. O. Cognitive and affective responses by Negro and

white childrentopictorial stimuli. The George Washington Univer-

sity, 1969.
SUBJECTS AND METHOD OF SELECTION:The Ss were

four groups of boys and four groups of girls, each from the

first- and fifth-grade levels in regular public elementary schools

in Richmond, Virginia. All Ss attended racially segregated

classes. At each grade level there were two separate groups

of 22 Negro males, Negro females, white males, and white fe-

males.

TESTS: Metropolitan Reading Readiness Test, Lorge-Thorn-

dike Intelligence Test, and Peabody Picture Vocabulary Test.

RESULTS: Peabody Picture Vocabulary Test IQs:

N Gradel N_ Grade 5

Black (M & F) Modified 44 92.7 44 91.2

Black (M & F) Regular 44 93.7 44 92.4

White (M & F) Modified 44 99.2 44 103.8

White (M & F) Regular 44 1000 44

=

109.5

COMMENTS OF AUTHOR:All children, both Negro and

white at the first- and fifth-grade levels, had significantly more

errors on PPVT items with human content than on items with

all non-human content. At both levels white children hadsignifi-

cantly higher IQ scores on the PPVT than Negro children.

Thefinding regarding preferences of pictures of white or black

Ss on PPVT—modified by author—tended to confirm theoreti-

cal positions and previous research which indicate that, at both

levels, both Negroes and whites show low identification with

pictures of Negroes and high identification with pictures of

white humans.

+49 Miller, M. D. Patterns of relationships of fluid and crystallized

mental abilities to achievement in different ethnic groups. Univer-

sity of Houston, 1972.

SUBJECTS AND METHOD OF SELECTION:TheSs were

from the same geographical region (Aldine, Texas) and of the
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There were 85 Mexican-Americans, 95 whites, and 90 blacks.
The age range was from 16 to 20 years.
TESTS: Cattell Culture Fair Intelligence Test and Primary
Mental Abilities Test. Scores on both were converted to stan-
dard scores with mean 0 and standard deviation 1.00.
RESULTS:Thehypothesis that group meanswerederived from
a single population was rejected. The three ethnic groups repre-
sent three distinct populations. White-black difference was
about 1 SD on “gc” tests and about .5 SD on “of.”
COMMENT OF AUTHOR:From the study there were basi-
cally two conclusions; the first was that ethnic groups can be
differentiated in terms of intellectual abilities when these are
defined under Cattell’s theoretical classification into fluid and
crystallized modes of functioning, and the second wasthat dif-
ferent ethnic groupsutilized their fluid and crystallized intellec-
tual components in different manners to attain educational
achievement.

#50 Misa, K. F. Cognitive, personality, and familial correlates of chil-
dren’s occupational preferences. St. John’s University, 1966.
SUBJECTS AND METHOD OF SELECTION:The Ss were
255 black and white students from the fourth, fifth, and sixth
grades in suburban New York City with an age range of 9 to
13. There were 88 from the fourth grade, 95 from the fifth,
and 72 from the sixth. There were 115 black Ss and 140 white.
The Ss were selected from those who shared an interest in
one of four occupational categories.
TEST: Otis Quick-Scoring Mental Ability Test, Beta Form.
RESULTS: N Mn SD

Black males 58 103.3 10.4
White males 66 115.9 10.0
Black females 57 101.8 9.1
White females 74 114.7 12.9

Note. Black-white differences were significant at the .001 level.
COMMENTS OF AUTHOR:Every comparison resulted in
Caucasian boysobtaining significantly higher mean scores than
Negro boys. Caucasian girls obtained significantly higher mean
scores than Negrogirls.

4##51 Moorehead, N. F. The effects of school integration on intelligence
test scores of Negro children. Mississippi State University, 1972.



Doctoral Dissertations
225

SUBJECTS AND METHOD OF SELECTION:The Ss were

black children enrolled in integrated classes from the time of

their entry into school. The groups consisted of 30 Ss from

each ofthe first three grades. Children from special education

classes for EMRswerealso included. The age ranges were 6—

4 to 7-3 for first-graders, 7-4 to 8-3 for second-graders, and

8-4 to 9-3 for third-graders.

TEST: Wechsler:Intelligence Test for Children.

 

RESULTS: Grade 1 Grade 2 Grade 3

Mn N Mn N Mn N

Verbal IQ 82.1 30 £87.1 30 £889 30

Performance IQ 80.9 30 83.2 30 88.7 30

Full Scale IQ 79.9 30 83.8 30 87.8 30

COMMENTOF REVIEWER:Significant increases in Verbal,

Performance, and Full Scale scores were found between the

first- and third-graders but not betweenfirst- and second-graders

nor between second- and third-graders.

#52 Needham, W.E.Intellectual, personality, and biographical charac-

teristics of southern Negro and white college students. University

of Utah, 1966.

SUBJECTS AND METHODOF SELECTION:The Ss were

175 college students consisting of the following: 31 whites from

Tulane University; 79 whites from Louisiana State University

at New Orleans; and 65 blacks from Dillard University.

TEST: Guilford-Zimmerman Aptitude Survey Verbal Compre-

hension.

RESULTS: N Mn SD

Tulane 31 37.3 13.1

LSU-NO 70 28.8 11.3

Dillard 58 16.4 9.2

COMMENTS OF AUTHOR:Thefindings indicated Negro

Ss scored significantly lower on the majority of the intellectual

tests than did white Ss. It was consistently found that there

were no significant differences between white and Negro groups

in terms of Word Fluency, a symbolic, divergent thinking intel-

lectual trait. Comparing personality, there were no consistent

racial differences in Manifest Anxiety, and this appeared more

a function of class standing and age than race. Negro Ss as a

group also placed less value on Support and Recognition than

white Ss of essentially the same age and class standing.
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#53 O'Leary, B.S. Learning measuresaspredictors oftaskperformance
in two ethnic groups. University of Maryland, 1972.
SUBJECTS AND METHODOF SELECTION:The Ss were
46 white and 48 Negro freshmen and sophomores from the
University of Maryland.
TESTS: Wonderlic Personnel Test, French’s Wide Range Vo-
cabulary and Arithmetic Tests, and a digit span test.
RESULTS:Results indicated there was little difference in the
learning ability of white and Negro students on relatively simple
learning tasks such as the paired-associate task. However, per-
formance onthis relatively simple task did not predict perfor-
mance on the programmed instruction criterion. With more
complex learning tasks such as the concept and principle learn-
ing tasks, white students obtained higher levels of achievement
and also exhibited a larger gain-in-proficiency than their Negro
counterparts even though there were nosignificant pretest dif-
ferences between the two groups. Thus, it is unlikely that the
use of such measuresas predictors will eliminate mean differ-
ences in predictor performance for white and NegroSs.
COMMENTSOF AUTHOR:Theresults suggested that learn-
ing measures may be less biased as compared to traditional
psychological tests. Learning measures exhibited biased rela-
tionships in 25% of the predictor-criterion comparisons as op-
posed to 67% for the traditional tests. However, in over half
the biased relationships observed, criterion performance was
over-predicted for Negroes, indicating that a reduction ofbias
might result in fewer Negroes beingselected.

#54 Olshin, D. The relationship of race and social class to intelligence
and reading achievement atgrades one andfive. Temple University,
1971.
SUBJECTS AND METHODOF SELECTION:Ss were 160
children from elementary schools of the Baltimore City Arch-
Diocesan school system. There were 80 from thefirst grade:
20 lower SES black, 20 lower SES white, 20 middle SES black,
and 20 middle SES white. There were 80 children from the
fifth grade with the same SESdistributions as shown for the
first grade.
TESTS: Wechsler Preschool and Primary Scale of Intelligence
and Wechsler Intelligence Scale for Children.
COMMENTS OF AUTHOR:Racial membership was highly
related to performance on the Full Scale IQ for the groups at
grades 1 and 5. Racial membership was moderately related
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‘to performance on the Verbal IQ for the groups at grade 1.

For the groups at grade 5, racial membership was moderately

related to performance on the Performance IQ for the groups

when tested at grade 1. For the groups at grade 5, racial mem-

bership was highly related to performance on the Performance

IQ. The cumulative deficit hypothesis of decrease in IQ from

the first to the fifth grade groups was not quantitatively sup-

ported. However, differences in the results for the WISC-fifth

grade groups were more accentuated than for the first grade

groups. There was a tendency toward greater differences in

the results for the lower-class than the middle-class groupsat

the fifth grade than at thefirst grade. There wasalso a tendency

toward greater differences in the results for the Negro than

the Caucasian groupsat the fifth grade than at the first grade.

+55 Pelosi, J. W. A study of the effects of examiner race, sex, and

style on test responses of Negro examinees. Syracuse University,

1968.
SUBJECTS AND METHOD OF SELECTION:Ss were 96

black males with an age range of 16 to 25, mean 18.2 years.

Ss were selected from 200 enrollees in a Neighborhood Youth

Corps summer work project in Syracuse, New York. Each $

received $5 for participating. |

TESTS: Wechsler Adult Intelligence Scale (six subtests) and

Cattell Culture Fair Intelligence Test.
RESULTS: Mean WAISverbal IQ was 94.0, SD 13.0. Black-

white examiner differences were notsignificant. Style of exam-

iner, warm-cold, was notsignificant. Sex differences of examin-

ers were not significant.
COMMENTS OF AUTHOR:Thedirection of the trend for

examiner race and examinerstyle is an interesting one. None

of the mean differences werestatistically significant, of course,

but the overall direction of the difference clearly contradicted

the proposition that white examiners have deleterious effects
on test performance of NegroSs.

#56 Pfeifer Jr.,C. M. Academic ability and university climate in biracial
academic prediction. University of Maryland, 1972.

SUBJECTS AND METHODOF SELECTION:Ss were 168
college students at the University of Maryland. There were
108 whites and 60 blacks.
TEST: Scholastic Aptitude Test.
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RESULTS: Mean SATScores

Mn SD N

White freshmen—verbal 498.6 89.1 50
White upper classmen—verbal 508.2 77.3 58
White freshmen—math 536.1 102.2 50
White upper classmen—math 548.0 94.1 58
Black freshmen—verbal 392.1 69.6 25
Black upper classmen—verbal 439.3 92.1 35
Black freshmen—math 409.8 91.3 25
Black upper classmen—math 420.3 81.8 35
SUMMARY:This study was not designed to compare black-
white SAT scores. The purpose was to study academic ability
and university climate in biracial predictions.

#57 Phillips, J. Performance offather-present and father-absent south-
ern Negro boys on a simple operant task as a function of the race
and sex of the experimenter and the type of social reinforcement.
University of Minnesota, 1966.
SUBJECTS AND METHODOF SELECTION:Ss were drawn
from five all-black elementary schools serving predominantly
disadvantaged lower-class areas in a mid-southern city. One-
half of the Ss were from a home with a father figure, and
one-half were from a home withouta father figure. Their ages
ranged from 9.0 to 10.11 years.
TESTS:Otis Quick Scoring Mental Abilities Test (IQ) and Met-
ropolitan Achievement Test (ACH).
RESULTS: Father Present Father Absent

N Mn SD N Mn SD

IQ 114 843 13.4 113 81.4 13.2
ACH 119 3.7 1.7 %117 36 1.6
COMMENTS OF AUTHOR: Overall responsiveness and
changes in rate of responding after the onset of one of three
conditions of social reinforcement(praise, silence, or criticism)
were related to the race and sex of the adult reinforcing agent
by meansofa TypeIII analysis of variance design. As predicted,
Ss responded more to Negro than white experimenters, and
father-absent Ss were more responsive than father-present Ss.
The expectation that father-absent Ss, assumed to be lacking
in identification with the noncompetitive Negro male sex-role,
would be more responsive to white experimenters andless re-
sponsive to Negro experimenters than father-present Ss was
supported by results obtained when Ss werecriticized for their
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performance. Theresults of the study supported the assumption

that father-absenceis a salient determinantofthe responsiveness

of young Negro boys to the race of adult reinforcing agents

and the type of social reinforcer dispensed in a task situation.

#58 Raggio, D. J. Effect of test taking experience simulation on the

scores of black, disadvantaged and white, non-disadvantaged chil-

dren on selected subtests of the WISC performance scale. Missis-

sippi State University, 1974.

SUBJECTS AND METHODOF SELECTION:Ssweredisad-

vantaged black children from a rural county in Mississippi of

lower SES. The nondisadvantaged white children were from

a metro area of Mississippi with a family income greater than

$10,000 a year. There were 32 children in each group,all in

grade 2, with a mean age of 8 years.

TEST: Wechsler Intelligence Scale for Children (Performance

section).
RESULTS: Test Test

Simulation Simulation

Absent Present

Mn SD Mn SD

Black—disadvantaged 74.8 12.0 88.6 7.3

White—nondisadvantaged 106.6 16.0 108.7 16.3

COMMENT OF AUTHOR:Thedifference in mean IQ scores

that occurred between the black disadvantaged groups as a

result of the TTES was much greater than the difference that

occurred between the white nondisadvantaged groupsasa result

of the TTES.

+59 Resnick, M. B. Language ability and intellectual and behavioral

functioning in economically disadvantaged children. University of

Florida, 1972.

SUBJECTS AND METHOD OF SELECTION:Ss were 135

black children of indigent mothers from Alachua County, Flor-

ida. All children were delivered normally in local hospitals.

TESTS: Bayley Scales of Infant Development, Stanford-Binet,

Arthur’s Adaptation of Leiter International Scale, and Peabody

Picture Vocabulary Test.
RESULTS: N Mn SD

Bayley Scale (IQ) 128 849 13.1

Stanford-Binet (IQ) 135 90.9 11.9
Leiter Scale (scores) 130 2.9 2.7

Peabody (IQ) 129 79.6 13.0
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COMMENTS OF AUTHOR:Thisresearch indicated that the
Bayley Scales of Infant Development at 2 years of age and
the Stanford-Binet at 3 years of age were mainly composed
of a language component which was highly correlatedto intel-
lectual measurement derived from these tests. Kagan stated
that IQ scores becomestable after 2 years of age. This research
indicated thatat 2 years ofage language competence had become
a major factor in intellectual performance.

#60 Robertson, W. J. The effects ofjunior high school segregation expe-

+61

rience on the achievement, behavior and academic motivation of
integrated tenth grade high school students. The University of
Michigan, 1967.
SUBJECTS AND METHODOF SELECTION:Ss were 120
tenth-grade students from Pontiac, Michigan, public schools.
No special education or mentally handicapped students were
included. The major independent variable was the average
Negro-white ratio at the students’ junior high schools during
their attendance. The three levels were called High Segregation,
Moderate Integration, and High Integration.
TESTS:Cattell Culture Fair Intelligence Tests and Otis Quick
Scoring Intelligence Test, Gamma.
RESULTS: Cattell Otis

(Raw Scores) (Raw Scores)
Mn Mn

Black 42.7 32.2
White 49.7 44.2

Black-white differences were significant at .001.
COMMENTS OF AUTHOR:Theresults of this study sug-
gested that attendance at a segregated junior high school nega-
tively affects the grades of both Negro and white students who
subsequently attend an integrated high school. There were no
systematic differences in objectively measured achievement, be-
havior ratings, or academic motivation that could be ascribed
to the segregation experience variable. The Negro-white differ-
ences on objective achievement and grades could be ascribed
to differences in the abilities measured by the Otis test.

Ryan, J. S. Early identification ofintellectually superior black chil-
dren. The University of Michigan, 1975.
SUBJECTS AND METHOD OF SELECTION: Ss were 21
children selected from 417 black kindergarten pupils and 28
selected from 570 black third-graders.
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TESTS: Goodenough-Harris Draw-A-Man Test, Stanford-Bi-

net, and Leiter Intelligence Performance Scale.

RESULTS: Intellectual superiority was defined as an IQ of

120 and above. Achievement data obtained from the Wide

Range Achievement Test revealed none of the third-grade chil-

dren identified as intellectually superior were functioning up

to their ability in arithmetic. Identification was more difficult

at kindergarten than at third grade. The Draw-A-Man was

found to be ineffectual in identifying superior black children.

#62 Ryan, L. E. An investigation of the relationship between the scores

earned by selected Negro and white children on the Wechsler Intelli-

gence Scale for Children and the Wide Range Achievement Test.

Mississippi State University, 1973.

SUBJECTS AND METHOD OF SELECTION:The Ss had

been tested within a 3-year period on WISC and WRATfor

special education classes. The age range was from 6-5 to 15—

11. Their IQ range was from 46 to 85. Ss with severe physical

handicaps were not included.

TESTS: Wechsler Intelligence Scale for Children and Wide

Range Achievement Test.

RESULTS: WISC

Full-Scale

iQ
N Mn SD

White boys 119 72.3 8.9
White girls 64 68.6 9.1

Black boys 271 65.1 9.3

Black girls 158 63.6 9.0

COMMENTS OF AUTHOR: Knowledge of race, sex, age,

and IQ as measured by the WISCsignificantly increased the

predictability of WRAT scores. The preponderanceofthe evi-

dence shows that the WISC is not a valid test for southern

Negroes.

#63 Sandy, C. A. The effects ofmaterial reward, sex, race, and socioeco-

nomic strata on the Pintner-Cunningham Primary Test scores of

kindergarten students. University of Virginia, 1970.

SUBJECTS AND METHODOF SELECTION:The Ss were

187 (129 black; 58 white) kindergarten children from 12 public

school classes in Richmond, Virginia. Ss were matched as to

SES and occupation of the family head.

TEST: Pintner-Cunningham Primary Test.
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COMMENTS OF AUTHOR:The major hypotheses of this
study were based on the assumption that material reward pro-
vided to lower socioeconomicstrata Ss would serve as a motiva-
tor to improve measuredintelligence. Based on the assumption
that the discrepancy was due primarily to poor motivation for
cognitive tasks rather than to intellectual inferiority, it was
hypothesized that lower socioeconomicstrata kindergarten Ss
receiving material reward would “catch up” with their middle
socioeconomic strata counterparts in terms of measuredintelli-
gence. Largely as predicted, middle socioeconomic strata Ss
did have higher mean pre-test IQs than lower socioeconomic
strata Ss. However, on post-testing, with material reward intro-
duced, the hypothesized IQ increases of lower socioeconomic
strata rewardedSs, in excess ofIQ increases of the other groups,
were not found. Other analyses of data indicated that, by them-
selves, the major variables of socioeconomic Strata, reward con-
dition, and sex did not contributesignificantly to the predictabil-
ity of IQ change; however, knowledge of race did contribute
significantly (p < .01) to the predictability of IQ change.

##64 Smith, W. R. B. Therelationship between self-concept ofacademic
ability, locus of control of the environment, and academic achieve-
mentofblack students specially admitted to the University ofPitts-
burgh. University of Pittsburgh, 1972.
SUBJECTS AND METHOD OF SELECTION:Ss were 147
black freshman volunteers enrolled in the University of Pitts-
burgh Community Education Program for minority and poor
students admitted under special conditions.
TEST: Scholastic Aptitude Test (total score).
RESULTS:

Mn SD N

1970-71 709.3. 124.7 74%
1971-72 808.6 143.5 82%»

458 of 80Ss
555 of 67 Ss

COMMENTS OF AUTHOR:Therewasnosignificant relation-
ship between SAT scores and academic achievement for either
sample. There wasnosignificant relationship between self-con-
cept of academic achievement and SATscores for the 1970—
71 sample, but there wasa significant relationship in the 1971-
72 sample.
COMMENTOF REVIEWER:Smith’s findings suggested that
the higher the self-concept of academic ability, the higher the
academic achievement.
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+65 Soltz, W. H. Comparative study of Negro-white differences on the

MMPIand PAS. University of Missouri, 1970.

SUBJECTS AND METHODOF SELECTION:Ss were con-

victed female felons serving prison terms at Tipton, Missouri,

State Penitentiary. There were 52 whites and 24 blacks. The

age range was 17 to 53, mean of 27.6.

TESTS: Wechsler Adult Intelligence Scale (the vocabulary test

was not given); the WAISwasused as the assessment measure

for the Personality Assessment System (PAS).

White Black Differ-

RESULTS: Mean Mean ence

Performance 1Q 95.2 87.5 7.7

Verbal IQ 96.4 89.0 7.4

Full Scale IQ 95.6 88.1 7.5

COMMENTS OF REVIEWER:Soltz’s results indicated that

the factor scales of Harrison and Kass were supported by the

data. Personality description of Negro-white differences was

foundto be similar to somepast research. Trends were indicated

in PAS data not in the expected direction. Soltz suggested that

greater significance had to be placed on sex variables in future

PASresearch.

+66 Starnes, T. A. An analysis of the academic achievement of Negro

students in the predominantly white schools of a selected Florida

county. University of Southern Mississippi, 1968.

SUBJECTS AND METHOD OF SELECTION:The Ssfor

the investigation were fourth, sixth, and eighth grade Negro

students who were enrolled in the public schools of an urban,

northwest Florida county during the 1966-67 school year. The

schools and classes from which the Ss were drawn were ran-

domly selected. The Ss from the predominately white schools

were assigned to Group A,and the Ss from the predominately

Negro schools were assigned to Group B. The numberofstu-

dents in Groups A and B wasnotgiven.

TEST: California Test of Mental Maturity.

RESULTS:Results tended to substantiate the basic hypothesis

of the study, namely, Negro students in predominately white

schools make greater achievement gains than those that attend

predominately Negro schools. These findings were also consis-

tent with the findings of the U.S. Department of Health, Educa-

tion, and Welfare which also indicated that a positive relation-

ship exists between achievement of Negro students and the

environment of predominately white schools. (The .25 confi-

dence level was adopted.)
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COMMENTSOF AUTHOR:In summary,the intercorrelation
analysis further substantiated the basic hypothesis of this study
that Negro students in predominately white schools would make
greater achievement gains than Negro students in predominately
Negro schools. The achievement-IQ ratio for the predominately
Negro school group was .380. That ratio indicates that IQ ac-
counted for 14.4 percent of the variance in the achivement
gain of that group. On the other hand, the achievement-IQ
ratio for the predominately white school group was only .054,
and it was not significant. The correlation ratio indicates that
IQ accounted for less than 1 percent of the variance in the
achievement of the predominately white school group. Since
IQ and achievementwere correlated in the predominately Negro
school group, but not in the predominately white school group,
the superior achievementgain ofthe latter group mustbe attrib-
uted to factors other than native ability, namely, those elements
of the predominately white schools which distinguish them from
the predominately Negro schools.

#67 Sternberg, R. I. The relation between total and partial IQ’s on
the 1960 Stanford-Binet: A cross-ethnic comparison. California
School of Professional Psychology, Fresno, 1976.
SUBJECTS AND METHOD OF SELECTION:Ss werestu-
dents referred for testing in New York City schools for admis-
sion selection purposes, periodic evaluation, and special evalua-
tion for state aid. All were normalevaluative referrals (excluding
referrals for behavioral problems or intellectual deficiencies)
whohad notbeen previously tested with Stanford-Binet. There
were 52 white, 36 black, and 18 Puerto Rican Ss. The age
range was 5.8 to 16.0, mean of 10.2 years.
TEST:Stanford-Binet Intelligence Scale, Form L-M, 1960 Revi-
sion.

RESULTS: Mean IQs

Full Test Vocabulary Test

White 115.8 115.8
Black 100.7 96.9
Puerto Rican 106.5 94.3

COMMENT OF AUTHOR:This study indicated that whites
score up to one standard deviation above other ethnic groups
on measures ofintelligence.

#68 Strauch, A. B. An investigation into the sex X race X ability interac-
tion. The Pennsylvania State University, 1975.
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SUBJECTS AND METHODOF SELECTION:Ss were made

available from three large data sources: (a) the standardization

sample of the WISC-R in which there were 2,200 children rang-

ing in age from 6 to 16; (b) Pennsylvania Department of Educa-

tion results of 153,000 children in grades 5, 8, and 11, who

were tested in 1974; and (c) data from Project Talent tests

which were taken by 400,000 high-school students in 1960.

TESTS: Wechsler Intelligence Scale for Children—R, Educa-

tional Quality Assessment (EQA), verbal and math subtests,

and Project Talent Test of Cognitive Ability.

RESULTS: Cognitive Ability

N Mn SD

Male 1,693 150.9 47.9

White Female «41,678 +~=s-«156.3. «45.8
Black Male 97 90.5 38.9

Female 111 92.0 37.9

WISC Verbal IQ

N Mn SD

Male 945 103.3 14.7

White Female 925 100.7 14.3

Black Male 143 87.6 12.5

Female 162 88.0 13.7

Educational Quality Assessment—Grade 5

Verbal N Mn SD

Male 21,124 17.8 5.6

White Female 20,544 «419.0 +54
Black Male 1,216 13.7 4.9

Female 1,249 14.2 4.7

Math

Male 21,104 19.3 4.8

White Female 20,539 «=«19.5.s«4«A
Black Male 1,213 15.0 4.5

Female 1,244 15.1 4.4
COMMENT OF AUTHOR:Although the literature supports
the notion of a female superiority to resist stress at young ages,
the failure to discern an interaction led to questions regarding
the application of this phenomenon to explain race and/or sex
differences in mental ability.

##69 Summerford, J. D. Study of the basic concepts of disadvantaged
kindergarten childrenin artificial and naturalistic contexts. Univer-
sity of Georgia, 1977.
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SUBJECTS AND METHOD OF SELECTION:Ss were 22
white and 25 black kindergarten children from a rural northeast
Georgia county. The pupils had beenassignedto classes through
stratified random selection to balance classes by race and sex.
Ss were also placed in one of four experimental groupsby ran-
dom selection. The mean age was 71 months, SD 5 months.
TESTS: Boehm Test of Basic Concepts and “Naturalistic Tests”
devised by Summerford.
RESULTS: __Black White

Test Mn SD Mn SD

Individual Boehm 18.8 5.0 24.0 3.4
Group Boehm 18.4 5.7 23.9 3.3
Classroom 19.3 5.9 24.2 3.4
Playground 19.3 5.2 24.8 2.9

N = 25 N = 22
COMMENT OF AUTHOR:Black students consistently score
approximately one standard deviation below white students on
concept tests (Boehm Test and Naturalistic Tests).
COMMENTS OF REVIEWER: Summerford utilized Boehm
Test of Basic Concepts and “Naturalistic Tests” which he de-
vised. These naturalistic tests consisted of 30 concepts from
the Boehm Test “restructured to provide naturalistic measures
of children’s knowledge of basic concepts.”” The two forms are
the Classroom Test (requiring students to manipulate familiar
objects found in classrooms) and the Playground Test (having
pupils actively position their bodies in relation to playground
apparatus). “Basic Concepts” is never fully defined; how-
ever, they are supposedto represent “‘the four context categories
of space, quantity, time and miscellaneous.”

3#70 Sweet, R. C. Variations in the intelligence test performance of
lower-class children as afunction offeedback or monetary reinforce-
ment. The University of Wisconsin, 1969.
SUBJECTS AND METHOD OF SELECTION:Ss were 204
children from Milwaukee city schools with an age range of 6
to 13. Of these, 156 had been referred for psychological evalua-
tions; 72 were middle-class whites, 48 were lower-class whites,

36 were lower-class blacks. The remaining 48 had never been
referred for testing.
TEST: Wechsler Intelligence Scale for Children given under
three conditions: Treatment C, standard procedures; Treatment

K, subject was told when responses were correct; Treatment
M,following a correct response, subject was given a monetary

reward.
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RESULTS: C K M

Middle-class white PF IQ 105.7 104.3 105.0

V IQ 107.4 104.3 109.3

Lower-class white PF IQ 92.0 91.2 94.1

V1Q 88.6 99.4 103.8

Lower-class black PF IQ 92.7 91.9 90.9

V IQ 89.2 91.6 92.7

Neverreferred PF IQ — — —

V IQ 105.9 102.4 111.7

COMMENTS OF AUTHOR:The main findings of this study

were as follows:
1. As predicted, MCWsdid not differ in performance across
treatments.

2. LCWsperformed as predicted, except for the unexpected

improvement of LCWstested under feedback conditions (K).
3. LCNstested under conditions of monetary reward (M) did
not differ from LCNstested under standardized (C) or feedback
(K) conditions. These results were not predicted. However,
there were no differences between LCWsand LCNstested under
standardized procedures. This last finding wasin line with previ-
ous data whichindicated that there were no differences between
LCWsand LCNsin their previous Full Scale WISC IQs.
4. Comparisons between Group R and NRverified the predic-
tion regardingthe lack of a significant Referral Status <X Treat-
ment interaction. However, there was an unexpected Referral
Status main effect, due most likely to a Group R sampling
artifact.
5. There were no significant Examiner or Examiner X Treat-
menteffects.

##71 Takacs, C. P. Comparison of mental abilities between lower socio-
economic status five-year-old Negro and white children on individ-
ual intelligence measures. Kent State University, 1971.
SUBJECTS AND METHOD OF SELECTION:Ss were 60
black and 60 white children from selected counties of Ohio.
The children were 5 and 6 yearsof age, from lower SES families,
and were enrolled in the Head Start program.
TESTS: Wechsler Preschool and Primary Scale of Intelligence
and Merrill Palmer Developmental Test.
COMMENTS OF REVIEWER: Takacs’ results showed a
quantitative difference in intellectual performance on some of
the subtests with black children performing less well than white
children; however, there were only negligible qualitative differ-
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ences in the intellectual processes. In contrast, while quantita-
tive performance levels for the two sexes were similar, there
appeared rather large differences in the intellectual processing
of various tasks. The major hypothesis of race differences in
mental abilities was supported for Spatial Organization and
Verbal Comprehension, and was rejected for Ideational Flu-
ency, Language Problem Solving, and Originality. The hypothe-
sis of deficiency of black children on spatial tasks was supported.

#72 Tate, D. T. A study of the relationship of socio-economic status
and intelligence and achievementscores ofwhite and Negro groups.
Oklahoma State University, 1967.
SUBJECTS AND METHOD OF SELECTION:Ss were 257
Negroes from Oakwood College, Huntsville, Alabama, and 277
whites from OklahomaState University, Stillwater, Oklahoma.
TESTS: Henmon-Nelson Test of Mental Ability, ACT battery,
and Hollingshead’s Two-Factor Index of Social Position.
RESULTS: The F ratios derived from the undifferentiated
groups, except by race, showed the Negro sample consistently
significantly higher on the intelligence measures. The achieve-
ment variables showed Fratios significantly higher for the white
sample, prior to controlling for socioeconomicstatus.

#73 Taylor, D. R. A longitudinal comparison of intellectual develop-
ment of black and white students from segregated to desegregated
settings. University of South Florida, 1974.
SUBJECTS AND METHOD OF SELECTION: All Ss had
attended segregated schools for grades 1-3, then enrolled in
desegregated schools for grade 4. The schools were in Hillsbor-
ough County, Florida. There were 220 black Ss and 780 white
Ss, randomly selected to yield appropriate “‘proportional per-
centage” from each school. Subjects’ SES wasassessed.
TEST: Otis-Lennon Mental Ability Test, Elementary II Level.
RESULTS:Black increase in deviation IQ = 6.5, t = 7.0. White
increase in deviation IQ = 4.2, t = 12.9.
COMMENTS OF AUTHOR:

1. The black students in this study significantly increased
their mental ability scores by an average of about 6.5 (DIQ)
points. Thus, for most black children, entry into the racially
mixed public schools had a positive effect on their intellectual
development.

2. Black students from the lower socioeconomicstatus group
benefited slightly more than those from the middle socioeco-
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nomic group in terms of intellectual development. However,

both groups showedsignificant gains.

3. The white students in this study significantly increased

their mental ability scores by an average of about 4.2 (DIQ)

points. Thus, for most white students, entry into the racially

mixed public schools had nodeleterious effect on their intellec-

tual development. They did, in fact, make significant gains.

4. White students from the lower socioeconomic status group

showed more of a gain in intellectual development than did

the whites from either the middle or the upper socioeconomic

status groups. The whites from the middle group also experi-

enced significant gains. However, while the white upper group

experienced some gains, these were not foundto be significant.

+74 Thorne, J. H. An analysis ofthe WISC and ITPA andtheir relation-

ships to school achievement, socio-economic status, and ethnicity.
University of Houston, 1974.

SUBJECTS AND METHOD OF SELECTION:The popula-
tion of this study was 417 students, 202 normals and 215 referred

or specially placed students. There were 322 students classified
as ““Other’’, who were primarily Anglo with four Oriental-sur-
named students. Forty-seven were black and 48 were Spanish-
surnamed. The study was conducted in Aldine, Texas. All were

between 6.0 and 10.0 to remain within the overlapping age
range of the ITPA and WISC. Ethnicity was determined from
school records and examiner’s observationsat the time oftest-
ing. A Spanish surnamewasthe basis for determining Mexican-
American ethnic groups.
TESTS: Illinois Test of Psycholinguistic Abilities, Wechsler In-
telligence Scale for Children, and Wide Range Achievement
Test.
COMMENTS OF AUTHOR:The evidence clearly indicated
that while there were ethnic patterns, these patterns each corre-
lated significantly with school achievement as measured by the
WRAT. The WRATindicated that all three ethnic groupsfol-
lowed the samegeneral curve, but the “Other” group was consis-
tently higher and the Spanish-surnamed group wasconsistently
lower than the black group.

475 Tillery, W. L. A comparison of the Pictorial Test of Intelligence
(PTI) and Stanford-Binet (S-B) with disadvantaged children. The
Pennsylvania State University, 1972.
SUBJECTS AND METHOD OF SELECTION:Ss were 65
black children from Title IX schools in the Philadelphia, Penn-
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sylvania, area. At the time of the study, the Ss were in the
second grade with a mean age of 84.9 months. Of the nine
examiners used, four were female and three were black.
TESTS: Stanford-Binet, Form L-M, Pictorial Test of Intelli-
gence, and Wide Range Achievement Test.
RESULTS: Pretest Post-test

N Mn SD Mn SD

PTI 65 90.6 15.3 96.7 14.2
Binet 65 85.7 13.2 91.5 15.6

COMMENTOF REVIEWER:ThepurposeofTillery’s investi-
gation was to compare the PTI and S-Bin termsoftest-retest
reliability and predictive validity.

#76 Trotman, F. K. Race, IQ, and the middle-class. Columbia Univer-
sity, 1976.
SUBJECTS AND METHOD OF SELECTION:Ss were ninth-
grade girls from Teaneck, New Jersey, public schools. Those
who did not have one or more of the selected tests were elimi-
nated. The numbereliminated was only 4%. Invitations offering
$5 an hour were extended to the mothers of the Ss to conduct
interviews in their homes. One hundred mothers were inter-
viewed and gave their permission to use the IQs and school
records of their children.
TESTS: Otis-Lennon Mental Ability Test and Metropolitan
Achievement Test.
RESULTS: Black White

N Mn SD N Mn SD

Otis-Lennon SO. 100.2 12.7 S50 112.2 13.3
Metropolitan 50 76.8 20.8 50 91.4 12.6
COMMENTS OF AUTHOR: Theresults provided little or
no support for the genetically-deficient interpretation of the
relatively poor intelligence test performance ofblack Americans.
Neither could the data provide fuel for either side of the debate
over cultural deficiency versus cultural difference.

477 Tufano, L. G. The effect of effort and performance reinforcement
on WISC-R/IQ scores of black and white EMR boys. University
of Georgia, 1975.
SUBJECTS AND METHOD OF SELECTION:Ss were 60

boys from Oglethorpe County, Georgia, public schools. There
were 30 blacks and 30 whites; the age range was from 10 to
14 years.
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TESTS: Wechsler Intelligence Scale for Children—R and Iowa

Test of Basic Skills.
RESULTS: Ss were randomly assigned to treatment groups:

reinforcementfor effort vs. for performance. Modeof treatment

did not differentially affect WISC-R scores. Examiner-race in-

teraction was insignificant.
COMMENT OF AUTHOR:Black and white students’ ITBS

scores clearly indicated the two groups differed intellectually.

#78 Vega, M. The performance ofNegro children on an oddity discrimi-

nation task as a function of the race of the examiner and the

type of verbal incentive used by the examiner. The Florida State

University, 1964.
SUBJECTS AND METHODOF SELECTION:Ss were 324

Negro school children, grades 2, 6, and 10, from a southern

rural area. White examiners tested one-half of the Ss, and the

other half were tested by Negro examiners. The children were
tested under three reward conditions: praise, blame, and no

incentive. Oddity problems were presented twiceto elicit two
series of responses. Between presentations, Ss were told they
had done well or donepoorly or told nothing about their perfor-
mance.
TEST: California Test of Mental Maturity.
RESULTS: For the total sample, Negro examinerselicited de-
creased trial two mean reaction time, while white examiners
elicited increased trial two mean reaction time. Ss tested by
Negro examiners reduced trial two mean reaction time under
all incentive conditions; those tested by white examiners showed
decreased trial two mean reaction time under praise and no
incentive but demonstrated a marked increase under reproof.

4#79 Whipple, D. W. A study of the relationships among ethnic-social
class, intelligence, achievement motivation and delay of gratifica-
tion. New York University, 1972.
SUBJECTS AND METHOD OF SELECTION:Ss were 189
seventh-grade students attending Catholic parochial schools in
Newark, New Jersey.
TESTS: Lorge-Thorndike Nonverbal Group Intelligence Test.
Achievement motivation was measured by Thematic Appercep-
tion Test as revised by McClelland.
COMMENTS OF AUTHOR:It was found that of the three
independentvariables studied, intelligence accounted for by far
the largest proportion of variation in delay of gratification, in
fact, twice as much as achievement motivation and three times
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as much asethnic-social class. This has contradicted the basic
assumption taken beforehandin this study, that delay of gratifi-
cation is primarily determined by social class, i.e., is a function
of the white middle-class value system. The results showed that
when intelligence and achievement motivation are taken into
account(partialled out), ethnic-social class and delay ofgratifi-
cation are not significantly related. When comparing the two
ethnic-social class sub-samples, the main difference appeared
to be in the muchgreater predictive importanceofintelligence
in the black lower-class group. It can be tentatively concluded
that at lower levels of intelligence, delay of gratification ability
is greatly affected by intelligence. As a group achieves a higher
mean intelligence and a higher averagesocial class, other fac-
tors, such as achievement motivation andsocial class, contribute
relatively more to the ability to delay gratification.

#80 Williams, D. E. Self-concept and verbal mental ability in Negro
pre-school children. St. John’s University, 1968.
SUBJECTS AND METHOD OF SELECTION:Ss were black
children enrolled in preschool programs in New York City.
From a master list of applications on file at anti-poverty pro-
grams, the first 50 boys and 50 girls were chosen. There were
also 81 children enrolled in an integrated preschool program.
Of the total 181 Ss, there were 98 boys and 83 girls. The Ss
were divided into six groups as follows:
Group 1—De Facto, boys (father present),
Group 2—De Facto, girls (father present),
Group 3—De Facto, boys (father absent),
Group 4—DeFacto,girls (father absent),
Group 5—Pre-K girls (father present),
Group 6—Pre-K_ boys (father present).

TESTS: Van Alstyne Picture Vocabulary Test and U-Scale Test.
RESULTS: Mental Age Scores

N MN SD IQ Equivalent

Group 1 26 52 10.7 96
Group 2 24 50 10.0 90
Group 3 24 51 7.1 94
Group 4 26 48 8.4 88

Group 5 33 54 9.5 101
Group 6 48 51 7.4 96

COMMENTS OF AUTHOR:Negrogirls enrolled in a subur-

ban integrated preschool program were significantly superior

in mental ability to Negro girls enrolled in an urban de facto
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#81

segregated preschool program. Negro boys enrolled in a subur-

ban integrated preschool program were not superior in verbal
mental ability to boys enrolled in a de facto segregation pro-
gram.

Winokur, D. J. The effects of verbal reinforcement combinations
and color of examineron shifts in concept formation. The Florida
State University, 1964.
SUBJECTS AND METHOD OF SELECTION:Ss were 80
adult Negro patients from South Carolina State Hospital. The
IQ range was from 70 to 110, with a mean of 80. There were
44 males and 36 females with a mean age of 32. Patients who
were receiving shock treatment or those otherwise judged to
be confused or out of contact were not included in the study.
TEST: Wechsler Adult Intelligence Scale (only the Comprehen-
sion, Digit Symbol, and Block Design subtests).
COMMENTS OF AUTHOR:Theprimary focus of investiga-
tion was the comparison of the Nothing-Wrong with the Right-
Nothing verbal reinforcement combination in a conceptual
learning task. Acquisition of a simple color concept and subse-
quent relearning of a simple shape concept underthe two condi-
tions were studied. The concept shift was a nonreversal one
as the shift was madeto a different dimension. The conclusion
wasthat the NW combination was seen to be superior to the
RN combination only in the case of a shift both in concept
and in reinforcement condition. It was also found that more
Ss failed to learn the first concept under the RN than under
the NW condition. Half of the Ss were run by a white and
half by a Negro examiner. No examiner differences in learning
performance were found. The variable of race of examiner was
not, apparently, a significant one in this study.

482 Winter, G. D. Intelligence, interest, and personality characteristics
of a selected group of students: A description and comparison of
white and Negro students in a vocational rehabilitation administra-
tion program in Bassick and Harding high schools, Bridgeport,
Connecticut. Columbia University, 1967.
SUBJECTS AND METHOD OF SELECTION:There were
80 Ss from list of candidates for the Vocational Rehabilitation
Administration Pilot Project at Bassick and Harding high
schools. The first 20 candidates who met race and sex require-
ments were chosen. Ss were assigned to four groups: WM, BM,
WF, and BF.
TEST: Wechsler Adult Intelligence Scale.
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RESULTS:On the Performancesection of the Wechsler Adult
Intelligence Scale whites scored significantly higher, at the .01
level, than the Negroes. This reflected the higher mean score
of the white male (96.9) over both the white female (91.3) and
Negro male (91.35) and the comparatively low mean score (84.5)
for the Negro female. The difference between the elevated white
male mean score and the depressed Negro female mean score
accountedfor the significanceofthe difference. The meanscores
for the white males, white females, and Negro males wereall
in the average range while the mean score for the Negro females
was in the dull normal range.
COMMENTS OF AUTHOR:Theresults of the Wechsler
Adult Intelligence Scale would tend to lead the counselor to
the conclusion that his group of Negroes is capable of producing
on the level of his white counselees in the area of verbal tasks.
He must, however, take into consideration that their production
in the area of nonverbal tasks is lower than had been expected.
It had been commonly held that occupations in the field of
mechanicsor other manipulative industrial arts would be appro-
priate fields for Negroes. The results of the study with the
Negro group being significantly lower in the area of Perfor-
mance IQ would tend to contra-indicate the choice of non-
verbally oriented occupations. This would be particularly true
for the Negro female who often was chosen for assembly line
production, since her scores on Performance IQ were exception-
ally low for the group.

483 Wolfe, B. E. A comparison of the impact of two kindergarten pro-
gramsonthe creative performance ofdisadvantaged Negro children.
University of Florida, 1970.
SUBJECTS AND METHOD OF SELECTION:Ss for the
study were 40 black 5-year-olds from Jacksonville, Florida. The
group wassplit into groups and matched on SES,cultural back-
ground, age, sex, and school readiness.

TEST: Stanford-Binet.
RESULTS: Pre- and Post-treatment mean [Qs

Pre Post

N Mn SD Mn SD

Learning to Learn 20 90.0 9.7 99.2 11.1
Public Kindergarten 20 89.5 8.4 88.3 12.8
COMMENT OF AUTHOR:The Learning to Learn program
appeared to be more effective in enhancing the intellectual per-
formance of its participants than in augmenting their creative
performance.
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4£84 Woodall, F. E. Relationships between social adaptability and below
average intelligence test performance for black and white elemen-
tary school children. University of Georgia, 1975.
SUBJECTS AND METHOD OF SELECTION:Ss were 101
mentally retarded children. There were 48 blacks and 53 whites
whose ages ranged from 6 to 13 years with a mean of 8.7
years. They were selected for inclusion only if they obtained
a FSIQ between 52 and 84. There were two groups into which
they were divided: retarded (FSIQ, 52-69) and low average
(FSIQ, 70-84).
TESTS: Wechsler Intelligence Scale for Children-R and Young
Educable Mentally Retarded Performance Profile (YEMR).
RESULTS:Blacks and whites scored significantly different on
the Comprehension subtest and the Picture Arrangement sub-
test. The analyses by race of the Verbal, Performance, Full
Scale IQ, and Habile Index were notsignificant.

COMMENTS OF AUTHOR:There appears to belittle differ-
ence in the scoring patterns ofblack and white southern children
on the WISC-R. This conclusion contradicts some previous
research on the WISC,the predecessor to the WISC-R. There
may be some variation in scoring patterns of southern black
and white children but not within the IQ range in this study.

##85 Worthington, C. F. An analysis of WISC-R score patterns ofblack
adolescent male delinquents. University of Georgia, 1977.
SUBJECTS AND METHOD OF SELECTION:Ss were 105
black males ranging in age from 12 to 15, of lower SES, and
divided into two groups, delinquents and nondelinquents. The
nondelinquent group was from public school, grades 7 and 8,
whoparticipated in free or reduced lunch program (low SES).
There were 45 nondelinquents. There were 60 delinquents di-
vided into two groupsof 30, aggressive and nonaggressive. This
classification was based on types of delinquent acts and ‘‘diagno-
sis” of two professionals. The delinquents were from a local
juvenile detention home group facility for delinquents and a
residential center for delinquents. All delinquents had to have
been incarcerated twice or more on delinquency charges.
TEST: Wechsler Intelligence Scale for Children-R.
RESULTS: Mean Full Scale IQs

N Mn SD

Control Group 45 84.2 13.1
E-1 Aggressive 30 68.5 12.3
E-2 Nonaggressive 30 73.4 10.4
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COMMENTS OF AUTHOR:Thesefindings are in agreement
with results of previous research in which delinquent Ss scored
lower than their nondelinquent contemporaries on IQ tests.
In the present study all three IQ scores, Full Scale, Verbal,
and Performance, were in the borderline retardation group or
lower for the delinquent Ss. The black adolescent male from
lower SESis mostlikely to become a delinquent and educational
failure is one of the most consistent characteristics. Implications
for school personnel are for the early identification for these
high risk students. Identification of the poorest readers in the
primary grades is a logical beginning. If so identified, they
should then be examined with a number of evaluative instru-
ments.

+86 Wyatt, M. A. A study of the interaction between personality traits,
IQ, and achievement in Negro and white fourth grade children.
University of Kentucky, 1972.
SUBJECTS AND METHOD OF SELECTION:Ss were 109
fourth-grade children from two elementary schools of a large
urban community. Both schools were completely integrated,
and both had recently begun a new method of teaching. One
group was from a diverse but depressed neighborhood. The
other group was from an integrated government housing project
with an average yearly income of $4,000. There were 37 white
boys, 35 white girls, 19 black boys, and 18 blackgirls.
TEST: Lorge-Thorndike Intelligence Test—Level B.
RESULTS: No significant difference was found between the

Negro and white children’s ability. There was no significant
interaction between sex and school, nor between sex and race.

COMMENTSOF AUTHOR:It is of interest to note that al-
though no differences in ability were found between the races,

a difference was found in achievement. This points out that
factors, other than intelligence as measured by an [IQtest, are

operating in the way a child performs in school.

+87 Yates, L. G. Comparative intelligence ofNegro and white children

from a rural-southern culture. The University of North Carolina

at Chapel Hill, 1967.
SUBJECTS AND METHOD OF SELECTION:Ss were 731

children in grades 2-8 from a rural, southern, segregated mill

community. Children were selected at random from two Negro

elementary schools and two white schools.

TESTS: Stanford-Binet, Form L-M, Primary Mental Abilities,

and Stanford Achievement Test.
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RESULTS: Stanford-Binet IQs were computed by reviewer
from mental ages given in Table 12:

White Black

Grade N Mn N Mn
2 56 109 45 88
3 52 106 68 93
4 50 107 51 94
5 39 105 62 89
6 51 104 52 87
7 55 102 55 88
8 52 101 43 86

COMMENTS OF AUTHOR:Results indicated that significant
race differences in these Negro and white children, who were
significantly different in mean mental age, were all in favor of
the white children. These differences were found at every grade
level and on every variable except spelling at grades 5 and 8
and number at grade 6. The variables which were significant
varied with gradelevel in a pattern which seemed to be influ-
enced by the changes in test form which occurred at grades
3, 5, and 7. It was hypothesized that this test effect was related
to a slower rate of developmentin the Negro than in the white
children of the skills and knowledge necessary for the new test
forms. As the Negro gained the necessary skills, the number
of variables involved in race differences decreased only to in-
crease again when a more advancedtest form was introduced.
If this hypothesis is correct, a factor which may have contrib-
uted to this slowness is schooling. The schooling of Negro and
white children of the community may not have been of equal
quality, and manyofthe variables which appeared only at grades
3, 5, and 7 are influenced by school curriculum.

#88 Yen, S.M. Y. A comparative study of test variability with Peabody
Picture Vocabulary Test, Goodenough’s Draw-A-Man Test, and
Stanford-Binet Intelligence Scale as intellectual measurement with
a group ofurban low socio-economic statuspre-schoolpupils. Catho-
lic University of America, 1969.

age range was from 4.0 to 4.11. There were 20 white boys;
20 white girls; 20 black boys; 20 black girls; and 20 American
Indians (Lumbee), 17 boys and 3 girls. All the children were
free from physical handicaps and lived in environments of low
SES. Family structures were different.
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TESTS: Draw-A-Man (DAM), Peabody Picture Vocabulary

Test (PPVT), and Stanford-Binet (S-B).

 

RESULTS: White White Black Black Indian

Boys Girls Boys Girls Total

DAM MN 88.0 94.5 87.2 101.4 89.3

SD 17.9 15.2 13.3 13.6 11.0

PPVT MN 87.1 91.3 83.8 93.6 88.8

SD 15.6 16.1 18.1 16.8 22.6

S-B MN 99.9 101.6 94.5 99.2 100.6

SD 10.4 10.8 11.8 13.0 13.6

COMMENTS OF AUTHOR:Thesefindings differ from most

of the previous studies of a similar nature in which children

from poverty areas with low SES have been found to obtain

rather low IQ scores. There was moderate to high correlation

between PPVT and S-B but moderate to poor correlation be-

tween DAM and PPVTand between the DAM andS-Bscale.

There were nosignificant differences in reference to attributable

variables, such as inherentracial abilities and family differences.

Zagarow, H. W. The prediction of academic success for black

and white college students. The University of Connecticut, 1973.

SUBJECTS AND METHOD OF SELECTION:Ss were 558

college freshmen (279 white, 279 black) admitted to the main

campusof the University of Connecticut, September, 1970, and

September, 1971. Ss were matched on the basis of sex. All

were resident students admitted by the regular admissions pro-

cedure.
TEST: College Entrance Examination Board (Scholastic Apti-

tude Test).
RESULTS:Scholastic Aptitude Test

Verbal Quantitative

N Mn SD Mn SD

Black 279 417 109 425 97

White 279 546 78 582 72

COMMENTOF AUTHOR:Theresults of this study indicated

that the predictive efficiency of the optimum established batter-

ies (HS Avg., SAT-V, SAT-M,sex, age, mother’s occupation,

father’s occupation) for both the black and white samples was

not significantly increased by the addition of new noncognitive

predictor variables to those batteries.
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National Longitudinal Study
of the

High School Class of 1972:
An Analysis of

Subpopulation Differences
R. Travis Osborne

Introduction
This original monograph was prepared especially for Volume 2 of

The Testing of Negro Intelligence. Although the National Longitudinal
Study (Levinsohn, Lewis, Riccobono, and Moore, 1976) tapes are avail-
able to all investigators through the Freedom of Information Act and
numerous studies based on the NLS data have been published, none
has analyzed the unique subpopulation differences reported here. Pre-
sented first will be new evidence from the NLS regarding race, sex,
and SES differences in intelligence and achievement. Next, test scores
from stratified random sample of school children from all 50 states
and the District of Columbia will be analyzed by geographic region
and degree of pupil integration.
The National Longitudinal Study (NLS) of the High School class of

1972 was designedto:

provide statistics on a national sample of students as they move
out of the American high school system into the critical years of
early adulthood. . . . The primary purpose of NLSis the observation
of the educational and vocational activities, plans, aspirations, and
attitudes of young people after they leave high school and theinvesti-
gation of the relationships of this information to their prior educa-
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tional experiences, personal, and biographical characteristics (Levin-
sohn et al., 1976, pp. iii; 1).

The study was supported by the National Center for Education Statistics,
Office of the Assistant Secretary for Education in the Department of
Health, Education, and Welfare. The base year (1972) survey data, with

which this report is concerned, were collected by the Educational Testing
Service.
The population from which the sample was drawn consisted of all

twelfth-grade students enrolled in 1972 in all public, private, and church-
affiliated high schools in the 50 states and the District of Columbia.
The sample design was a deeply stratified two-stage probability sample

with schools, as first-stage sampling units, selected from files maintained
by USOEandby the National Catholic Education Association. Schools
were sampled based on the following variables: type of control, geographic
region, grade 12 enrollment, proximity to institutions of higher learning,
percentage of minority group enrollment, income level of the community,
and degree of urbanization. Schools located in low-income areas and
schools with a high percentage of minority students were sampled at
about twice the sampling rate of other schools so the numberofdisadvan-
taged students might be increased.

Students, as second-stage units, were sampled from each school at

the rate of about 18 per school with 5 additional students being selected
from each schoolas alternates.
Data were collected on 22,532 students from 1,318 schools. For a

more complete description of the sampling procedure, the readeris re-

ferred to NLS Data File Users Manual (Levinsohnet al., 1976).
Although the NLS base group numbered 22,532, all students did not

complete every instrument. Only 16,683 completed the Base Year Ques-

tionnaire, 15,860 submitted usable test books, but 21,625 filled out the

Student Record Information Form. This monograph is primarily con-

cerned with the 15,860 participants who completed the psychological
test battery, a number which must be further reduced in some cases

because a small number of students who completed the test battery failed

to provide information for proper SESorotherclassification. Nonetheless,
the size of the NLS base test group we will analyzeis still substantial—
over 14,000 high school students, with males and females about equally

represented: 7041 and 7172, respectively.
The socioeconomic status of each student was determined according

to: (a) father’s education, (b) mother’s education, (c) parents’ income,

(d) father’s occupation, (e) household items which are indicative of per-

sonal wealth. After factor analysis had revealed a commonfactor with

approximately equal weights for each component, the components were

then standardized, and the sum of these five standard scores yielded
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the SES raw scores which ranged from —2.3930 to 2.4540. The SES
raw scores were then divided into quartiles: the upper quartile ranged

from 0.4410 to 2.4540; the two middle quartiles from .4409 to —.4975;

and the lower quartile from —.4976 to —2.3930. Participants whose SES
raw scores were in the lower quartile were assigned a code of1; in the
middle two quartiles, a code of 2; and in the upper quartile range, a
code of 3. The final breakdown of the total sample:

National Longitudinal Study

SES Classification

High SES Medium SES Low SES

Black 104 591 1,243
White 3,422 6,337 2,516

The 50 states and the District of Columbia were divided into four
regions: North East; North Central; South; and West. The rationale
for the classification by states is not made clear in the NLS Data File
Users Manual (Levinsohn et al., 1976). The states within each NLS
region are listed in Table XI-—A.

In several NLS publications the regional divisions were merely South
or North, with the states listed under South in Table XI-A being one

group, and all other states being called North. Consequently, the terms
North and South applied to the NLS regions have next to nothing to
do with latitude.
The distribution of the NLS white population by region follows fairly

closely the U.S. Census estimate for 1977, Table XI-B.
Approximately 29.1% of the U.S. white population is found in the

16 “southern” states and the District of Columbia; 29.83% of the NLS
white sample is found in these states. Because of the arbitrary decision
to place Delaware, Maryland, West Virginia, the District of Columbia,
Oklahoma, and Texas in the South, black population distribution is
skewed and does notreflect the region’s true ratio of blacks, Table XI-
C. The NLS sample of blacks further dilutes the proportion of blacks
outside the South. The South, as defined in the NLS, reported 50.55%
of the total U.S. black population in 1977. The NLSassigned 66.9%
of all NLS blacks to this region. The District of Columbia alone has
more blacks than the total number of blacks in 11 of the 13 states in
the NLS Western region. The six states gratuitously assigned to the
South by NLS are homes for more blacks than the total number of
blacks wholive in 8 of the 9 states of the North East. The NLS geographic
regions do not correspond to the nine WWI Army Service Commands
nor to the six Army Areas nor any combination of Areas and Commands.
For example, Delaware is in II Area along with Pennsylvania and Ohio.
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Table XI-B

Distribution of U.S. White Population

Total White Population

by Region. U.S. Census
Estimate, 1977

%

Northeast 25.54

North Central 27.16

South 29.10

West 18.19

Table XI-C

Total White Popu-
lation in NLS

Sample by Region

N %

2895 23.58
3700 30.14
3662 29.83
2018 16.43

Distribution of U.S. Black Population

Total Black Population
by Region. U.S. Census

Estimate, 1977

Total Black Popu-
lation in NLS

Sample by Region

253

% N %

Northeast 21.66 264 13.62

North Central 19.89 202 10.42

South 50.55 1298 66.97

West 7.88 174 8.97

New Mexico, Oklahoma, Texas, Arkansas, and Louisiana comprise the

IV Area. Thus, the South as defined by the NLS wasgrossly overrepre-
sented by blacks. For the types of analyses reported by NLSthe assign-
ment of states to a region madelittle difference in the outcome. NLS
investigators seemed to be interested in attendance in black colleges,

college survival rates, and reasons for “failure of desegregation in the
South to raise achievement test scores. . .”” (Crain and Mahard, 1978,

p. 58).
Here weare primarily interested in tests of Negro intelligence as they

relate to SES and geographic region. Since this is our primary concern,
and since we are quite aware of the attenuating effect of blacks on total
mean mentalability scores, we plan to follow the NLS geographicclassifi-
cations, but shall make analyses for blacks and whites separately. Our
subpopulation definitions—race, SES, and geographic region—are those
of the NLS.

The sample on which our analyses will be based and which we will
refer to as the total group includes the NLS sample of white and black
students who took the psychological tests. Other races have been ex-
cluded. Since seven of the nine race classifications comprise only 10%
of the total sample, only the two largest groups—whites and blacks—
are examined in our sample.
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The NLS Test Battery
A 69-minute test battery administered to each student provided mea-

sures of both verbal and non-verbal ability. The battery consisted of
six tests described in the preliminary NLS Data File Users Manual as
follows:

1. Vocabulary. A brief test using synonym format. The items were
selected to avoid academic orcollegiate bias and to be of an appro-
priate level ofdifficulty for the twelfth grade population. (15 items,
5 minutes)

2. Picture Number. A test of associative memory consisting of a
series of drawings of familiar objects, each paired with a number.
The student, after studying the picture number pairs, is asked
to recall the number associated with each object. (30 items, 10
minutes)

3. Reading. A test based on short passages (100-200 words) with
several related questions concerning a variety of reading skills
(analysis, interpretation) but focused on straight-forward compre-
hension. In combination with the vocabulary test, it provides a
meansto derive a verbal score which can allow links to the norma-
tive data available for SAT. (20 items, 15 minutes)

4. Letter Groups. A test of inductive reasoning requiring the student
to draw general concepts from sets of data or to form and try
out hypotheses in a nonverbal context. The items consist of five
groupsofletters among which four groups share a common charac-
teristic while the fifth group is different. The student indicates
which group differs from the others. (25 items, 15 minutes)

5. Mathematics. Quantitative comparisons in which the student indi-
cates which of two quantities is greater, or asserts their equality
or the lack of sufficient data to determine which quantityis greater.
This type of item is relatively quickly answered and provides mea-
surement of basic competence in mathematics. (25 items, 15 min-
utes)

6. Mosaic Comparisons. A test which measuresperceptual speed and
accuracy through items which require that small differences be
detected between pairs of otherwise identical mosaicsortile-like
patterns. A deliberately speededtest, it has three separately timed
sections consisting of increasingly more complex mosaic patterns.
(116 items, 9 minutes) (pp. 22-23)

The test battery data consisted of 11 subtotal and total scores in all—
one score each for Vocabulary, Reading, Letter Groups, and Mathemat-

ics; two subscores and a total for Picture Number; and three subscores
and a total for Mosaic Comparisons. All tests were scored with the
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formula: R-W/(C-1) where R = numberof right responses, W = number

of wrong responses, and C = numberof responses per item. The formula

scores were then standardized with a mean of 50 anda standarddeviation

of 10, with scores ranging from 1 to 99. Our analyses of the NLS battery

will include the total scores of each test and an ability index whichis

the sum of the standard scores earned on the Reading, Mathematics,

Vocabulary, and Letter Groupstests.
Data pertaining to the students’ scores on standardized tests (College

Board Scholastic Aptitude Test and American College Testing Program)

were obtained from a Student’s School Record Information Form.

Although the term subpopulation is widely used and generally under-

stood, Jensen’s (1973a) definition, which follows, will be used in our

analysis of the NLS data.

Subpopultaion has the advantageofbeing a theoretically neutral term.

Unlike such terms as social class and race, a subpopulation does

not connote more than its bare operational definition. Thus, the term

subpopulation does not beg any questions. It can help to prevent

us from mixing up the questions with the answers. Andit can help

to forestall fallacious thinking about social classes and races as Pla-

tonic categories. A subpopulation is simply any particular subdivision

of the population which an investigator chooses to select for whatever

purpose he mayhave. The only requirementis operational definition,

that is to say, clearly specified objective criteria for the inclusion

(and exclusion) of individuals. The reliability of the classification

procedureis strictly an empirical question and not a matter of seman-

tic debate. It can be answeredin termsofreliability coefficient, which

can take any value from 0 (noreliability whatsoever) to 1 (perfect

reliability). A subpopulation can consist of redheads, or females, or

owners of a Rolls Royce, or persons with incomes under $4000 per

annum, or whatever criteria one may choose. All other questions

follow, their relevance depending on the purposes of the investigator

(p. 28).

Based onthis definition of subpopulation,it is believed that race, sex,

socioeconomic status, and geographic region areall classifications which

maybe usedlegitimately to assign membersof the NLS sample to various

subpopulations. Theseclassifications have all been discussed in the section

dealing with a description of the sample. Thefirst point of the analysis

will deal principally with subpopulation differences in ability and achieve-

ment levels of the students in the base year of the study, whenall of

the students were in grade 12.
To determine theeffects of race, sex, socioeconomic status (SES), and

geographic region on measuresof ability and achievement, an analysis
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Table XI-D

Analysis of Variance: The Effects of Race, Sex, Socio-economic Status, and
Geographic Region on Means of Various Ability and Achievement Measures

  

Interactions

c
S
“Bb
oO

me
o

e n & x
oO aa) nN 5p n
wn an fx) 2g ox)

x x n n
Main Effects o o x x x

ete @ S x “
Test Race Sex SES Region a2 a Y a) n

Vocabulary ** ** ** * ** *

Picture Number ** * * ek

Reading * * * x

Letter Groups ** *% * x *

Mathematics *% ** ** ek

Mosaic Comparisons ** ¥% ** ** *
SAT-Verbal ** * x * x

SAT-Math 4k ak *x * *

ACTTotal ek * x *« *

Ability Index? ** ** **

 

Note. All possible interactions were computed but only those significant at the .05 level are
shown.

* Vocabulary + Reading + Mathematics + Letter Groups.
* p< .05.
** non < Ol.

of variance, using the principle of least squaresto fit a fixed-effects linear
model to our data, was computed with the SAS program for the general
linear model (Barr, Goodnight, Sall, and Helwig, 1976, pp. 127-144).
The results of this analysis of variance are given in Table XI-D. Both
race and socioeconomic status show significant main effects on each of
the 10 measures of ability or achievement. Sex showssignificant main
effects on the six tests of the NLS battery (but not the ability index)
and SAT math. The region in which the high school was located had
a Significant effect on all variables except Picture Number, Mosaic Com-
parisons, and SAT math. Thereare relatively few significant interactions
among the four classifications (only 8 of a possible 110).

Sex Differences in Ability and Achievement
Since tests of the NLS battery vary in length, content, and difficulty,

tabled results are shown in T-scores for the NLStests, in the customary
scoring system of the ACT and SAT, andalso in standard deviation
units. This procedure does not convert all scores to Wechsler-type scaled
scores, but it does make it possible to compare at a glance mean group
differences even though the tests may differ widely in score range and
means. The advantagesof the system are illustrated in Table XI-E when
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comparing sex differences on the NLS vocabulary test and the SAT
verbal section. Means show a difference of .4 points favoring girls on
the vocabulary test and 5.7 points favoring boys on the SAT verbal.
The difference divided by the standard deviation method showsthefirst
test to favor girls by a .04 SD whichis significant. The other comparison
yields a .05 SD insignificant difference favoring boys. Of course a .4
point test score differenceis oflittle practical importance. In the remain-
der of this monograph, whereverpossible, group differences are shown
in SD units as well as in the more conventional systems.
Some sex differences in psychological tests are fairly well established.

The direction of the difference is convincing, but its magnitude is of
little predictive or useful importance. In their seminal work, Maccoby
and Jacklin (1974) found that girls’ verbal abilities mature somewhat
more rapidly than boys’. After about age 11, female superiority on verbal
tasks becomes increasingly apparent. Girls score better on higher-level
verbal tasks as well as on tests of word fluency. The differences reported
by Maccoby and Jacklin amounted to about .25 SD. Converted to IQ
equivalents, this would mean that girls outperformed boys on the verbal
scales of mental tests by about 4 IQ points. The SE, of the verbal IQ
of the WISCis 3 at age 13.5.

Maccobyand Jacklin (1974) found that boys are better on both visual-
spatial and mathematical abilities. The spatial differences are not present
in early childhood but show up in adolescence. The sameis true for
mathematical ability when differences become apparent in the teens. In
terms of IQ points, test differences favoring boys approach the SEm.
However, when the verbal and mathematical sections are combined, as
they are in the Wechsler scale and the SAT,differences are offsetting,
resulting in only a fraction of a SD difference, as we shall see in the
next section.

Table XI-Elists, by sex, means and standard deviations for the NLS
ability and achievement measures. Although the analysis of variance
indicates that 7 of the 10 are significant, the real differences are in fact
quite small. Significant differences follow the pattern reported by Maccoby
and Jacklin (1974) and manyothers. At the high-schoollevel girls are
better on verbal-reading tasks; boys are better in mathematics. The two
largest differences in Table XI—E favor boys and are found on the math
sections of the SAT and NLS. Onthefive reading and verbaltests of
the NLS, girls were the high scorers.
The observed sex differences range from a score difference equivalent

to .O1 SD to a difference of .39 SD, with the average SD equivalent
for the 10 tests of .16 SD. In terms of IQ equivalents, the mean difference
is equal to only 2 IQ points. This gives us the right to assumethat
practically there are no differences in mean scores earned by males and
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females on the NLS measures; as a consequence, we shall not make

any further analysis by sex.

Racial Differences in Ability and Achievement
Table XI-F lists the mean scores earned by white and black students

on the 10 measures of ability and achievement. On each of the six tests
of the NLS battery and the composite ability index whites exceeded
blacks, with score differences ranging from .64 to 1.16 SD equivalents.
The tests measureall aspects of ability and achievementincluding vocabu-
lary, associative memory, reading, inductive reasoning, mathematics, and

perceptual speed and accuracy. On the College Board Scholastic Aptitude
Tests, which measure verbal and mathematical aptitudes, and on the
ACT, which measures achievement in four subject areas, white students
exceeded black students by differences equivalent to more than a full
standard deviation.

Racial Differences in Ability and Achievement by Socioeconomic Status
Despite the convincing arguments of Tyler (1965), Shuey (1966), and

Jensen (1973a; 1980) that the relationship of measured intelligence to
socioeconomic status is one of the best documented findings in mental
test history, we shall examine again with new data the SES—mental

ability association. In summarizing her findings on the SES—IQcorrela-
tion in The Testing of Negro Intelligence (2nd edition), Shuey wrote:

Where Negro pupils have been compared with whites of the same
occupational or socioeconomic class and where children from two
or more classes have served as subjects, a greater difference has been
found between the racial samples at the upper than at the lower
level. McGurk and Sperrazzo and Wilkins, for example, have reported
large differences between the means of their Negro and white Ss
identified as belonging to the high socioeconomic group and smaller
differences between the meansof their samples belonging to the low
socioeconomic group (p. 519).

Dr. Shuey’s remarks are no less appropriate today than when they were
written in 1966. Fifteen years of unlimited funds, the most sophisticated
experimental techniques, and massive government intervention have
made no detectable change in the SES—IQ correlation.

In the NLS base groups there were three SES levels; high, medium,
and low. When the data were analyzed by race and SES, somecells
were found to have fewer than 30 subjects. In our analysis of the NLS
data, high and medium SESclassifications were collapsed making our
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final grouping (a) high-medium SES,and (b) low SES,rather than high,

medium, and low. The breakdown wasas follows:

Collapsed Socioeconomic

Classification

High-Medium Low
SES SES

Black 695 1,243

White 9,759 2,516

From Table XI-D it wasseen that for students in the National Longitudi-
nal Study SES had a significant effect on tests of mental ability and
school achievement. Table XI-G shows means and SDsfor the 10 NLS

measures by SES for the total group and for each race. Again it was
seen that test means vary in the expected direction, high-medium >

low SES. Therelationship holds for the highly verbal tests such as Read-
ing and Vocabulary and the verbal section of the SAT as well as for
the “culture fair’ tests, Picture Number and Mosaic Comparisons. SES
differences for the latter tests are somewhat less than those for verbal
tests, but all differences are significant even for the smallest groups.
The within-race differences between the two SES groupsare the same

for white and black students. That is, SES affects test performance of
both racial groups about the same. When the two races are grouped
separately by SES, whites outscore blacks on each NLS measure with
the average black-white difference approximately the same in high-me-
dium and low SES groups.

In the high-medium SES groups the average between-race difference
was equivalent to .92 SD and .82 SD in the lower SES group (Table
XI-H). If converted to IQ equivalents, the differences would represent
approximately 14 IQ points for the high-medium SESand 12 IQ points
for the low. These IQ differences follow a pattern described by Shuey
in 1966, but they are not quite as large, especially for the high-medium
SES pupils. Shuey reported black-white differences of 20 IQ points at
the high end of the SES scale and 12 points at the low. However, consider-
ing only the longer, more reliable measures, our findings are very similar
to Shuey’s. Both the verbal and mathematics SAT scales yield black-
white differences of about 1 SD for the two SES groups. The ACT,
which is thought to be more achievement oriented than some of the
NLSbattery, produced the highest SES differences, about 1.25 SDs.
The consistency of the findings is remarkable when it is considered

that Shuey’s results are based on the analysis of 32 different studies
conducted in the 1950’s and 1960’s, while our findings are based on

one, large, nationwide study of 14,000 high-school graduates a decade
later.
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Table XI-G

The Testing of Negro Intelligence

Meansand Standard Deviations of Measures of Ability and Achievement: By
Race and Socioeconomic Level

Test

Vocabulary

Black
White

Total

Picture Number
Black

White

Total

Reading
Black
White

Total

Letter Groups
Black
White

Total

Mathematics

Black

White

Total

Mosaic Comparisons
Black
White

Total

SAT-Verbal

Black

White

Total

SAT-Math
Black

White

Total

ACT Total

Black

White

Total
Ability Index?

Black

White

Total

@ Vocabulary + Reading + Mathematics + Letter Groups.

Regional Differences in Achievement and Ability

No.

695
9759
10454

695
9759
10454

695
9759
10454

695
9759
10454

695
9759
10454

695
9759
10454

324
4452
4776

318
4446
4764

139
3240
3379

695
9759
10454

High-Medium SES

Mn

44.7
53.0
52.5

45.7
51.6
51.2

45.0
52.7
52.2

44.3
52.6
52.1

43.6
52.9
52.3

44.0
51.9
51.4

354.8
467.2
459.5

373.6
500.3
491.9

13.6
20.5
20.2

177.7
211.3
209.1

SD

8.5
9.7
9.5

9.3
9.8
9.9

9.2
9.4
9.5

10.5
8.7
8.8

8.4
9.3
9.5

9.9
9.2
9.3

96.2
105.9
109.3

97.5
110.9
114.3

28.9
29.7
30.6

No.

1243
2516
3759

1243
2516
3759

1243
2516
3759

1243
2516
3759

1243
2516
3759

1243
2516
3759

230
398
628

226
394
620

192
408
600

1243
2516
3759

Low SES

Mn

41.4
48.0
45.8

44.4
49.3
47.6

41.2
48.4
46.0

41.0
48.9
46.3

40.7
48.1
45.7

42.1
49.6
47.1

329.6
430.4
393.5

354.8
466.1
425.5

12.3
19.1
16.9

164.4
193.4
183.8

9.7
9.8

10.1

8.2
9.5
9.7

10.3
9.6

10.5

7.6
9.3
9.5

10.9
9.6
10.6

76.9
98.9
103.5

81.4
105.1
110.9

4.0
5.3
5.9

25.7
30.4
32.0

Since Hippocrates tried to explain the differences in character and
personality between the populations of Asia and Europe, men have been
interested in the geographyofintellect. Until fairly recently philosophers
and psychologists lacked tools to measure observable differences, relying
for the most part on generalizations and descriptions. The development
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Table XI-H

Differences in Black and White Pupils in Ability and Achievement Scores by

Socioeconomic Levels

High-Medium SES Low SES

Test White-Black Diff. SD _ White-Black Diff. + SD

Vocabulary 8.3 .83 6.6 .66

Picture Number 5.9 .60 4.9 .49

Reading 7.7 .78 7.2 73

Letter Groups 8.3 85 7.9 81

Mathematics 9.3 94 7.4 75

Mosaic Comparisons 7.9 81 7.5 17

SAT-Verbal 112.4 1.02 100.8 91

SAT-Math 126.7 1.09 111.3 .96

ACTTotal 6.9 1.25 6.8 1.24

Ability Index* 33.6 1.02 29.0 .88

Average 92 82

a Vocabulary + Reading + Mathematics + Letter Groups.

by Robert M. Yerkes (1921) during WWIof a system of mental measure-
ment opened up to psychologists the first opportunity to examine on a
large-scale basis individual and regional differences in intelligence. With
WWIrecruits as a data base, Yerkes reported regional differences in
the Army Alpha and Beta test scores that usually favored soldiers from
the North and East over the South. Also apparent were urban-rural
differences, which generally favored the recruits from thecities.

Perhaps the best-known,although certainly not the best, studies derived

from WWIdata were those of Klineberg (1935; 1944) who selected from
Yerkes’ Tables 200 and 262 the four southern states where the white
Alpha medians were lowest and the four northern states where the black
Alpha medians were highest. Klineberg tabulated the medians of these
eight groups and observed that northern Negroes were superior to the
white groups from a number of southern states. Of course, as Garrett
(1960) and many others pointed out, Klineberg not only selected the
states by test scores, but failed to include scores on the Beta Examination,

the test given to most Negro recruits. If the Canadian psychologist had
reported the results of both WWItests, the false impression that race
made no difference would have been avoided.
WWII mental test data were usually analyzed by Army Command

and AGCT Grade rather than by state and mental agelevel.

A comparison of the AGCT Grade distribution of the whites in
the all Southern Command (IV) with the Grade distribution of the
Negroes in the particular Northern Command (I) where their scores
were best shows that proportionally, five times as many Southern
whites as Northern Negroes were in Grade I, and proportionally,
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two times as many Southern whites as Northern Negroes were in
Grade II; at the lower end of the scale, there were relatively fewer
Negroes than whites in Grade V but more Negroes in Grade IV.
Combining Grades I andII, and similarly Grades IV andV,it appears
that about 21] percent of the Southern whites and 9 percent of the
Negroes of the best Northern Commandscored in the two highest
Grades, and about 5/J percent of the Southern whites as opposed to
59 percent of these Northern Negroes scored in the two lowest Grades
of the Army test (Shuey, p. 352).

In Table XI-D it was shown that on 7 of the 10 NLS measures there
were significant regional differences in test performance. The two culture
fair scales, Picture Number and Mosaic Comparisons, and SAT-math
test showed insignificant regional differences. The pattern of regional
test score differences was not as clear for the NLS battery (Table XI-
I) as it was for the Alpha, Beta, and AGCT. Both black and white
students in the North East tended to be the highest scorers on the NLS
test while those students from the West were best on the SAT and ACT.
If only the combined black-white means are considered, the South was
lowest on all but one test. With two-thirds of all NLS blacks assigned
to the Southern region, this finding is not unexpected. When scores in
Table XI-I are examined by region and race rather than combined group,
regional differences are attenuated. The largest regional differences di-
vided by the standard deviations for each of the 10 measures range from
.09 to .48. The averagegreatest difference for blacks is .24 SD; for whites,
.21 SD; and for the total group, .34 SD. Converted to IQ equivalents
these differences would be equal to 3 IQ points for whites, 4 for blacks,
and 5 for the combined group. This is not to say students of both races
living in the South do not lag behind students of other regions, especially
those of the North East and West. On some tests, however, blacks and

whites scored higher than students from other regions. The differences
were not significant, but the direction of the differences is surprising.
On the SAT math section southern blacks scored higher than blacks
from the East. On the NLS math tests, southern whites were higher
than whites from the West. Looking at mean scores of the races sepa-
rately, there were reversals of the general trend, South < North East.
However,all differences are small and are perhaps the result of sampling
accidents.

Weshall now determine if black-white differences in scores vary among
the four geographic regions. Table XI-J shows the differences in mean
scores earned on the various measures of ability and achievement by

white and black students and the standard deviation equivalents of these
differences. Note how similar the differences are across regions, with
the mean differences for the four regions being equivalent to 1.00, .97,
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.98, and .98 standard deviations. We conclude that, regardless of the

geographical area from which subsamples are drawn, whites exceed blacks
in meanscores by a difference equivalent to approximately 1 SD.
From the above analysis it is clear that the student’s geographical

region has apparently the same effect on scores earned by both black
and white students. High scores are generally from the North East, and

low scores of both races are from the southern region. On no NLS
test did blacks of one region equal or exceed the whites from their own
or any other region.

Effect of Integration on Black-White NLS Score Differences
It has been observed that the average difference between blacks and

whites on the NLS measures of mental ability and school achievement
is equivalent to 1.02 standard deviations. When blacks and whites are
grouped by geographic region, the average black-white score difference
is also equal to about 1 SD in each of the four regional groups (Table
XI-J). The average black-white score differences in the two SES groups
are .92 SD and .82 SD (Table XI-H). From this evidence we must
conclude that, although socioeconomic status, and to a lesser degree

geographic region, have significant effects on test scores of both black
and white students, these two variables do not explain score variances
between the two races. We must look elsewhere for factors which may
be related to differential mental test performance of black and white
school children.

For manyyears, and certainly since the Supreme Court handed down
the Brown vs. Board of Education ruling in 1954, conventional wisdom
has had it that blacks perform less well in segregated classes than in
classes with whites; that “‘separate but equal’’ educational opportunities
cannot, in fact, be equal. The NLS survey provides data which can help
determine the extent to which black-white differences in ability and
achievement scores can be attributed to segretation. Students in the NLS
sample were asked to indicate the percent of white students in their
classes and to respond to the question, ““When you were in high school,
about how manyof your teachers were white or Caucasian?” The break-
down whichthestudents used to indicate the percentage of white students
at each of the four grade levels was as follows: None = 0; 1-10% =
1; 11-25% = 2; 26-50% = 3; 51-75% = 4; 76-90% = 5; 91-99% =
6; and all (100%) = 7. The possible responses to the question relative
to the number of white teachers in the student’s high school were:
None = 0; Some = 1; About half = 2; Most = 3; and All =4.
The first step in the analysis of the effects of school integration on

achievement and ability scores was to correlate these measureswith self-
reported indexes of degree of school integration. These indexes (percent-
age of white students in grade 12 and proportion of white teachers in
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Table XI-K |

Correlations between Various Measures of Ability and Achievement and Certain

Indexes of Degree of Pupil and Teacher Integration

Percent White Proportion of

Students— White Teachers
Grade 12 in High School

Test Black White Black White

Vocabulary 04 .03 10 .08

Picture Number —.02 05 .03 07

Reading .02 04 13 07

Letter Groups .0O 07 ll _ 09

Mathematics 07 .06 14 .09
Mosaic Comparisons —.11 03 .04 .04

SAT-Verbal 14 .06 1S .08
SAT-Math 13 07 AS .06
ACTTotal .07 .09 11 .10
Ability Index? .04 .06 AS .10

@ Vocabulary + Reading + Mathematics + Letter Groups.

high school) are not available as continuous variables but are reported
as mentioned above on an eight-point scale for percent of white students
and on a five-point scale for proportion of white teachers. Table XI-K
shows the results of this analysis. For both blacks and whites all rs
between indexes of school integration and test scores show negligible
relationships (7's of .15 or less). Neither racial composition of the senior
class nor the racial composition of the high school teachers of a school
is significantly related to test performance of the seniorclass.
To maximize achievement, perhaps there is an optimum white-non-

white ratio of class and teacher composition which may or may not be
the same for black and white students. In order to examine the observed
test scores earned by black and white students in schools with varying
proportions of white high-school teachers, Table XI-L was prepared.
On 8 of the 10 ability measures, the within-race differences between
the highest and the lowest means of the five teacher-integration groups
were equivalent to about .5 standard deviation or less for both the black
and white students. A few other observations from the table will be
made. On the ACT, black students who attended high schools with all

white teachers earned a mean score equivalent to a full standard deviation
higher than blacks who attended high schools with no white teachers.
On the Readingtest scores of the NLS battery those blacks who attended
schools where most of the high-school teachers were white exceeded
those blacks who attended schools which had no white high-school teach-
ers by a difference equivalent to .79 standard deviation. The mean stan-
dard deviation equivalent difference between highest and lowest integra-
tion groups for the 10 ability measures was .46 for blacks and .43 for
whites. It is apparent from Table XI-L that, for both blacks and whites,
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students attending schools where mostorall of the high-school teachers

were white scored higher than did students who attended high schools

where less than 50% of the teachers were white. The observed score

differences are equivalent to about .5 standard deviation. Converted to

IQ equivalents, these differences would represent approximately 8 IQ

points.
Weshall now comparethedifferences between black and white students

who attended schools that had approximately the same proportion of

white high-school teachers. Table XI-M shows the black-white score

differences on each of the 10 ability and achievement measures for each

of the five teacher-integration groups. It is interesting that the average

black-white difference in schools where all high-school teachers were

white is about the same as in schools where none of the high school

teachers were white (differences equivalent to about 1 SD). The least

black-white differences occurred for students attending schools where

about one-half the high-school teachers were white. The averages of

the differences for the five integration groups is about .92 standard devia-

tion.
Although statistically the degree of pupil integration affects ability

and achievement scores, especially for whites, the actual observed differ-

ences for both white and black students are quite small. When grouped

according to 12th-grade integration ratios, the maximum scoredifference

for blacks ranged from a standard deviation equivalent of .04 (Picture

Number) to .36 (SAT-math) with a mean difference of .18; for whites

it ranged from .12 (Mosaic Comparisons) to .31 (ACT) with a mean

of .22. It should be noted that the greatest differences between any two

integration groups tend to occur in ACT or SATvariables, subsamples

which are composedprimarily of students planning to enter college (Table

XI-N).
Our next step was to compare mean NLSscores of 12th-grade blacks

and whites within each of the four integration groupings. Although the

number of blacks and whites who attended 12th-grade classes in which

pupil enrollment was 0-25% white was approximately the same, the

mean scores of the whites exceeded those of blacks on the average by

.95 SD (Table XI-O). In classes where whites are in the minority

(0O-25%) or whereblacks are in the minority (76-100% white students)

or where blacks and whites are almost evenly represented (26-50% and

51-75% whites), whites consistently exceed blacks on NLStests by a
difference of approximately 1 SD.

To summarize the effects of integration on test performance of white

and black students:
1. The relationships between each of 10 measures of ability and

achievement with indexes of pupil and teacher integration were negligible.

(All correlation coefficients were .15 or below.)
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2. Within each of four pupil-integration groups at the 12th-grade level,

whites exceeded blacks on ability and achievement scores by an average

amount equivalent to .96 SD.

3. When white and black students were grouped according to the

proportion of their high-school teachers who were white, it was found

that the average of the greatest group difference on each of the 10 mea-

sures was equivalent to about .5 SD for both blacks and whites while

the average white-black difference within the five teacher-integration

groups was equivalent to .92 SD.

4. Theeffect of degree of teacher or pupil integration on scores earned

by each race was considerably less than the black-white differences within

each integration group.

In order to bring together the various score differences which have

been presented in tabular form, Figure XI—-1 was prepared. The figure

displays the range and meansofblack-white differences in standard devia-

tion equivalents for each of the 10 ability and achievement measures

as well as for an average of these measures. In the analysis for Figure

1 black and white pupils were divided into the 16 subgroups discussed

previously. Score differences were computed for each group for each of

b}—4 RANGE OF BLACK- WHITE SCORE DIFFERENCES @ MEAN OF WHITE-BLACK SCORE DIFFERENCES
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10 test variables. Differences ranged from a standard deviation equivalent
of .38 to 1.75.

In Figure 1 the averages of the differences for the 10 tests in the
NLSbattery on eachofthe 16 subpopulationsare also plotted. Differences
in SD units range from .58 to 1.30, with a mean difference equivalent
to .94 SD.

Concluding Remarks
It has been found universally since the seminal work of Robert M.

Yerkes (1921) during WWIthat there is a significant mean difference
in mental test performance between U.S. blacks and whites. The racial
difference that has appeared most consistently and which hasattracted
most attention from researchersis the 15 IQ points or 1 standard deviation
discrepancy in the mean mental test scores of blacks and whites. The
NLSdata are no exception to this established law. The finding stands
up regardless of the nature of the mental task, the degree of pupil and
teacher integration, the geographic region of residence, or the socioeco-
nomic status.
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College Admissions: A

21-year Analysis of CEEB

Scholastic Aptitude Test

R. Travis Osborne

This is the second of two monographs prepared especially for Volume

2 of The Testing ofNegro Intelligence. The University System of Georgia

is one of the select few state-wide systems of higher education that has

kept and published admissions test data for all branches of the System

for over 20 years. Test results for the 21-year period provide exceptional

opportunity to examine subpopulation score differences during two de-

cades of greatly expanding facilities and radically changing educational

practices. During the period covered by this study, 1957-1977 inclusive,

over 300,000 freshmen entered the various branches of the University

System; all were required to take the College Board Scholastic Aptitude

Test. Results were summarized and published each year for use by admis-

sions officers and high school counselors. The purpose of the test was

outlined in the first Normative Data Manual:

In 1957, the Board of Regents of the University System of Georgia

required that all entering freshmen in any of the 16 undergraduate

units of the University System submit, prior to admission, the scores

on the College Board Scholastic Aptitude Test. This requirement

was enacted to permit a searching analysis of measures which might

prove effective for guidance purposes, or for identifying, against the

time when the number of applicants may far exceed facilities, those

most likely to succeed in each unit of the System. It wasalso felt

that a period of intensive search for factors related to success in

the different colleges, and the establishment of pilot programs, might

identify the issues which must be taken into account in anysensible,

selective admissions program. The Director of Testing and Guidance

277
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is charged with supervising and conducting such research as may
be necessary to establish the meaning and appropriate use of such
measures by each individual unit.
The Scholastic Aptitude Test of the College Board provides two

measures of academic aptitudeor general intelligence, relatively unaf-
fected by training. The verbal score reflects ability to handle ideas
expressed as language, while the mathematical scorereflects ability
to work with ideas expressed in numbers or mathematical concepts.
In varied research over the country, this test has generally proved
to be a useful predictor of academic performancein college (1958,
p. vi).

In 1957 the 16 units of the University System admitted 5,190 freshmen.
In 1977 there were 33 units in the System admitting 23,101 freshmen.
Thus, between 1957 and 1977 the numberof freshmen accepted to the
University System of Georgia colleges increased over 300%, and the
numberof colleges to accommodate them doubled.
The year to year variations and the composition of the classes entering

the System are duly recorded in an official publication of the University
System Board of Regents, Normative Data Manuals, which are summa-
rized and reported in Appendix B of this monograph. In 1957, there
were no black students attending any one of the 13 “predominantly”
white institutions. Three colleges in the System were “predominantly”
or all black. In fact, for the first 11 years of the Regents’ admissions
testing program,test results were listed separately for the races. Beginning
in 1968, scores for the races were combined, but test scores for individual
units of the System continued to be summarized as before.
For three years, 1967, 1968, and 1969, the verbal and mathematics

scores of the SAT were summed, and only the total scores were reported.
Tapes and records of the part scores were destroyed. In the tables in
Appendix B, verbal and mathematics scores for the years 1967, 1968,
and 1969 were prorated from the reported total scores. That is, the
total scores are correct as shown in the normstables, but the part scores
are estimated. There is no satisfactory way to arrive at a good estimate
of the standard deviations for the prorated scores. With this minor excep-
tion, tables in Appendix B are summaries by college and by year for
data contained in the Normative Data Manuals. In the normstables,
high school achievement and college achievementdata are also published.
Since we are primarily concerned with psychological test scores, achieve-
ment measures will not be directly considered nor discussed.
One reason for selecting the SAT in the first place was that it was

designed to yield consistent and reliable scores from year to year. This
is accomplished by the psychometric professionals at Educational Testing
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Service working under contract with the College Entrance Examination

Board.
Test form equating has been a paramountconcern inall College Board

tests since 1941. Equating successive test forms is not performed by

some statistical legerdemain, but by simply adding test sections that

are identical across test administrations and across testing years. By

retaining identical items in the test forms in a systematic way, all forms

can be reported on the samescorescale.

Until fairly recently, the experts were successful in maintaining a steady

mean of 500 and a standard deviation of 100 year after year. However,

in the mid and late 60’s, changes in scores became apparent to test

users and test makers alike. Changes were not limited to the College

Board tests. The other large, national testing agency, the American Col-

lege Testing Program, reported similar declines beginning about the same

time.
Explanations for the SAT and the ACT declines ranged from the

ludicrous to the unthinkable. Fred Hechinger (Hechinger, 1974) invoked

the “Yogi Bear” hypothesis to explain the declining SAT scores. About

the same time Nobel Laureate William Shockley suggested the problem

could be related to dysgenics.

Because score declines were observed in so many different groups and

so manydifferent areas and for both major testing programs, the College

Board staff concluded that the decline was real and not the result of

some fluke sampling accident.

Many causes for the decline have been investigated by Educational

Testing Service; among them, changes in user colleges, changes in test

taking populations, increasing number of SAT repeaters, and increasing

numberof low SESstudents. Public schools have been cited as accounta-

bility factors in the score decline. It is claimed by somethat high schools

are graduating less capable students than in previous years. Trends for

promoting and graduating students who have not masteredessential skills

and reduction in course requirements are usually the focus of explanations

pointing to the schools.

Only recently has the question of differential performance by blacks

and whites been acknowledged by the College Board. In January, 1976,

Breland, writing in a publication jointly sponsored by College Board

and the Educational Testing Service, stated, “However, in relation to

college enrollments as a whole, the increase in minority enrollment is

such a small proportion that it is unlikely that a significant part of the

score decline could be attributed to this increase. . . . Such a small

proportional increase in minorities could have only minimal impact on

these scores” (Breland, 1976, p. 19).

However, testifying before the U.S. House of Representatives Sub-
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Committee on Civil Service, May15, 1979, W. H. Manning, Vice Presi-
dent of Educational Testing Service, said, “While scores for whites and
disadvantaged minority groups overlap, a typical result is to find that
only 10-20% of disadvantaged minority groups score above a point that
is average for whites.”
A mean majority-minority difference equal to the standard deviation

of the combined group is not insignificant even if the minority group
accounts for only 10% of the total SAT test takers. This, of course, is
contrary to Breland’s 1976 statement, but in a letter to Saturday Review,
April 4, 1974, Osborne said, “The amountof decline can be predicted
by anyone familiar with Jensen’s 1969 HERarticle . . . an increase of
1% in black enrollment is accompanied by a decline in mean total SAT’s
by four or five points” (pp. 8-12).
Data in this monograph cover a period of history of the University

System of Georgia which reflects the change in mean SAT scores as
the System moved from a completely segregated system through a period
of token integration, to a fully integrated program. In 1957 there were
16 units in the University System. Thirteen were all white, three all
black. In mid 1961, two black students transferred from black schools
in the Atlanta area to the University of Georgia in Athens. Within three
to five years, all units of the University System had some black students
enrolled. Whites in significant numbers did not seek admission to the
black schools until the early 70’s.

In the late 60’s and early 70’s, there was no accurate way of determining
the race of University System applicants. For several years, the Depart-
ment of Health, Education and Welfare eliminated that bit of information
from all University System applications. The question was restored by
the agency in the 70’s to assist in determining University compliance
with HEW guidelines.
From 1957 through 1967 the System SAT normstables reported annual

summary information for each school in the System and a composite
table for blacks and whites separately (Appendix B). For reasons not
clear, beginning Fall 1968, the System composite table lumped together
blacks and whites. Since a student’s race could not be obtained by the
admissions office, there was no accurate method for determining the
racial composition of students attending various units of the System be-
tween 1968 and 1972. In 1972, under court order, the System registrars
were required to obtain race or national origin of enrolled students. A
summary of minority and total enrollments for the University System
was published in the System Summary, September, 1977 (Table XII-
A). This table not only gives the number of minority students attending
majority schools between 1972 and 1976 inclusive, but it also shows
the number of majority students attending minority branches ofthe Sys-
tem. From Appendix B, Table XII-A, and national trends published



Table XII-A

University System of Georgia Minority* and Total Enrollments
I

II

1972 1973 1974 1975 1976 1976

Universities

Georgia Institute of Technology 155 168 249 351 407 9,496

Southern Technical Institute 31 67 66 94 110 1,993

Georgia State University 1,785 2,052 2,284 2,920 3,003 20,283

Medical College of Georgia 136 143 220 237 198 2,602

University of Georgia 896 536 634 732 753 21,238

Subtotals, Universities 3,003 2,966 3,453 4,334 4,471 55,612

Senior Colleges

Armstrong State College 153 292 479 466 435 3,276

Augusta College 337 278 369 438 447 3,647

Columbus College 302 564 763 937 1,013 5,277

Georgia College 210 350 474 534 540 3,510

Georgia Southern College 270 192 351 368 377 6,114

Georgia Southwestern College 181 241 383 431 452 2,409

North Georgia College 34 39 43 42 58 1,857

Valdosta State College 433 391 550 576 659 5,011

West Georgia College 375 368 421 558 581 5,366

Subtotals, Senior Colleges 2,295 2,715 3,833 4,350 4,562 36,467

Junior Colleges

Abraham Baldwin Agric. College 89 124 148 261 251 2,577

Albany Junior College 166 211 208 406 475 2,040

Bainbridge Junior College — 41 75 99 88 538

Brunswick Junior College 166 189 237 274 251 1,167

Clayton Junior College 72 115 92 117 96 3,107

Dalton Junior College 49 44 55 92 71 1,599

Emanuel County Junior College — 34 70 70 114 391

Floyd Junior College 105 111 117 196 197 1,558

Gainesville Junior College 47 48 59 91 66 1,556

Gordon Junior College 55 92 90 105 152 1,203

Kennesaw Junior College 88 134 56 59 50 3,211

Macon Junior College 134 144 183 337 352 2,506

Middle Georgia College 90 61 124 194 199 1,695

South Georgia College 175 200 238 284 297 1,263

Waycross Junior College — — — — 45 341

Subtotals, Junior Colleges 1,236 1,548 1,752 2,585 2,704 24,752

Totals 6,534 7,229 9,038 11,269 11,737 116,831

Enrollments at Predominantly White Institutions

Black Students

In Fall Quarters of Years Shown

  

All Students

Fall Quarter

Enrollments at Predominantly Black Institutions

 

White Students

In Fall Quarters of Years Shown All Students
Fall Quarter

1972 1973 1974 1975 1976 1976

Senior Colleges

Albany State College 44 63 70 122 93 2,228

Fort Valley State College 11 44 117 229 198 1,870

Savannah State College 103 275 292 421 385 2,656

Subtotals, Senior Colleges 158 382 479 772 676 6,754

Junior Colleges

Atlanta Junior College — — 63 84 67 1,684

Subtotals, Junior College — — 63 84 67 1,684

Totals 158 382 542 856 743 8,438

GRAND TOTALS 6,692 7,611 9,580 12,125 12,480 125,269

 

* Black students at predominantly white institutions, white students at predominantlyblackinstitu-

tions
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by the College Board (Breland, 1976), it was possible to estimate with
a high degree of accuracy the number of minority students attending
majority schools during five additional years. We now have a record
for the racial composition of freshman students enrolled in the University
System for 10 consecutive years, which, when combined with the 1]
preintegration years, 1957-67, gives the 21 years covered by the study.

Figure XII-1 traces the rise and the decline of verbal SAT for the
University System of Georgia. For the first 10 years, beginning in 1957,
there was a steady increase in mean scores for students attending white
Segregated state supported colleges in Georgia. For black schools of the
System, the trend wasalso positive from 1961-67.

Beginning in 1968, black and white test scores for the System were
combined, making it impossible to determine exactly the number of mi-
nority students attending majority schools. Combined black-white means
were reported in the norms tables and are plotted on Figure XII-1.
The drop in mean verbal scores for the combined group between 1969
and 1975 is clear and steady.
To comparepatterns ofscore change for minority and majority groups,

means for the predominantly white and predominantly black units were
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Figure XII-1. Mean SAT Verbal scores for white and black students of the University
System of Georgia, 1957-1977.
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computed from the data in Appendix B. After 1966, not all students

attending predominantly white schools were majority members. Thus,

the differences observed are under-estimates of the majority-minority

differences as per the Manning report and the System Summary, both

mentioned earlier. This is seen in Figure XII-1 where a graph of the

SAT verbal means of the University System, combined black and white,

are shown as well as a graph representing mean scores for the predomi-

nantly white institutions. In the same figure is a graph of the means

for the predominantly black schools. The difference between the Univer-

sity System mean and the mean for the predominantly white schoolsis

approximately 10 SAT points for any year beginning in 1968. These

differences are consistent over the 10-year period andarestatistically

significant.
The decline in scores is attenuated when only predominantly white

institutions are considered (Figure XII—1). From a high in 1969 of 442

on the verbal scale to the low point of 400 in 1975, the University System

suffered a loss on the verbal scale of 10%. For the predominantly white

schools, the loss was 9%. However, during this sameperiod, black institu-

tions showed a net loss of only 4% on the verbal scale. In fact, the

average of the minority schools showed a steady but modest increase

in verbal SAT scores from 1961 to 1972.
To examinein a different waythe effect on the overall mean of combin-

ing blacks and whites into one composite score, another graph was pre-

pared and is shown in Figure XII-1. From the University System Sum-

mary, it is possible to determine accurately the numberofblacks attending

majority units in the System. From Appendix it is possible to determine

the mean SAT scores for the predominantly white and predominantly

black schools. It is assumed that black students in the various predomi-

nantly white units of the University System are not unlike the black

students in predominantly black units of the System. With this informa-
tion, mean scores for white students attending predominantly white units

were estimated. The result is seen in Figure XII—1. The loss for white

students in predominantly white schools from 1966—75 is now 31 SAT
points. Thus, almost one-third of the decline in mean, verbal SAT scores

of predominantly white units is directly attributable to the combining
of black and white test scores. As we shall see later, national norms

are also attenuated because of the increasing number of black students
added to the data base.
The above procedure was applied to the SAT math scores with the

results shown in Figure XII—2. 1965 was the high point in performance
of the SAT math sections for majority schools of the System. The low
point after 1965 was 1975. The loss for the combined groups was 50
points or 11%. For the predominantly white units the loss was 10%;
and for the adjusted or corrected means for predominantly whiteinstitu-
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Figure XII-2. Mean SAT Mathematicsscores for white and black students of the Univer-
sity System of Georgia, 1957-1977.

tions, the loss was 7% between 1965 and 1975. Although math scores
tended to be higher than verbal by approximately 25 SAT points for
both minority and majority students, the percent loss between 1965 and
1975 was almost the same as on the verbal section. It is interesting to
note on Figure XII—2 that there was no significant decline in math scores
for predominantly black schools between 1965 and 1975. In fact, there
was a net gain of 7 SAT points during the period the System-wide white
schools were in decline. The gain for black schools was only 2%, but
nevertheless, it bucked the national trend of declining SAT scores. Thus,
the decline in SAT performance in the University System seemed to be
selective for predominantly white schools. Those schools with the largest
percentage of blacks seemed to show the largest decline.
The next step was to examine SAT scores for two large universities

in the University System by methodsapplied to the entire system. Results
are much the sameas for the entire System except in the case of Georgia
Institute of Technology where native minority students in some years
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constituted less than 1% of the total freshman class. The overall changes

at Tech are small but still apparent in Figures XII-3 and XII-.

The University of Georgia mean SAT scores loss is similar to the

whole University System, or as we shall see later, to the decline in the

national average. Increasing black enrollment is accompaniedby declining

means for verbal and math SAT scores at the University of Georgia.

Graphically, the trendis clear. Statistically, the differences are significant.

Are these trends unique to Georgia where until 1961 there were two

separate but equal systemsofhigher education,or are the trends national?

A report published jointly by the College Board and Educational Testing

Service gives a summary of SAT verbal and math meansforall students

who took the test between 1957 and 1974 (Breland, 1976). The same

report also gives the total minority college enrollment for nine years,

1964-1972. Additional information in the report enables a reader to

estimate fairly accurately the number and percentage of minorities en-

rolled nationally in 1962, 1963 and also 1973 and 1974. With this informa-

tion we now have data for 13 years, 1962 through 1974, during which

time SAT scores peaked and began what appeared to be a dramatic
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nation-wide decline. Since the SAT test takers are fairly representative
of the more than five million college freshmen who take entrance examina-
tions each year, it is assumed that SAT results can be generalized nation-
ally. The assumption is not unreasonable because the same declining
trends we have observed for SAT are also seen in the American College
Testing program. Together the two programs serve over 90% of the
colleges and universities requiring preadmissiontests.
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In this section of the study, national means from Breland (1976) were

plotted for the verbal and math sections of the SAT (Figure XII-5).

Breland also gives the total minority college enrollment for 1964-72.

Figure XII-5 shows a monotonic decline of both verbal and math

College Board scores beginning in 1962 and extending through 1974.

Although the math scores are higher by about 25 points than those

for the verbal section, the slopes of the two graphsare not too different.

From a peak of 478 in 1962 to the low point in 1974, the loss on the

verbal scale was 8.57%. For the same period, the math decline was 29

points or 5.78%. The two curves represent meansfor all College Board

scores reported between 1957 and 1974. These meansdiffer insignificantly

from the means of students enrolled in college.

Data in the Manning report and data from the College Board files

(Breland, 1976) give national means and standard deviations for both

blacks and whites for the five year period, 1972-1976. Manning shows

in 1972 whites had a mean verbal scale score of 462; blacks, 342. The

combined verbal score reported for 1972 by Breland was 443. In 1972

minorities made up 8.7% of the total freshman enrollment. Thus, for

each percentage point of minority enrollment in the total subject pool,

mean verbal scores declined approximately 2.18 points. From the Univer-

sity System norms tables where the number of blacks and whites are

well documented, the SAT point loss for 1% of minority enrollment

ranges from 1.4 to 1.9 points. Two and eighteen hundredths SAT points

decline for 1% black enrollment is not too far off the results found in

Georgia. A second curve was generated by joining the estimated white

verbal means for each year.
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These estimates are larger by 4 to 8 points than those that would
have been obtained by the method used for the University System and
the two universities reported in Figures XII-1 through XII-4. The Bre-
land-Manning derived curves are based on national College Board data
involving reports of several million students. The nationalcurveis perhaps
a good estimate of what happens to the SAT means when the subject
pool is changed significantly.

In Figure XII-5 it is seen that the SAT score decline is attenuated
when meansare adjusted for the percentage of blacks in the total group.
For the 13 years for which data are available, score loss for the verbal]
scale for the total group is 8.6%, for the white group, 6.5%. As was
found in the Georgia data, math scores hold up muchbetter than verbal
(Figure XII-5). In fact, the estimated national math scores for whites
were at or above the theoretical mean of 500 for 11 of 13 years. The
two years that it was below were two years the percentage of blacks
were estimated. The 25 point math-verbal difference found in the Georgia
data is confirmed on the national level by data from Breland (1976)
(Figure XII-5).
To examine the declining SAT scores in another way, correlations

were computed between the mean of combined black-white scores and
the percentage of minority enrollment. Data for the computations were
obtained from Appendix B, Table XII-A, Breland (1976) and Manning
(1979). Correlations for two universities, the University System of Geor-
gia, and the national average are shown in Table XII-B.All correlations
are negative. The University of Georgia correlations are —.45 for verbal
scores and —.58 for math scores. The University System, Georgia Tech,
and the national normsyield high negative correlations between mean
SAT scores and percent of black enrollment for both verbal and math
scores, with 7s ranging from —.87 to —.97.

Beginning the first year for which percent minority college enrollments
and mean SATscoresare available, verbal test scores have been in decline.
On the national scale the loss between 1962 and 1974 was 8.6%; for
the white mean, 6.5%. This compares with a 5.8% loss on the national

Table XII-—B

Rank Order Correlations between SAT Scores and Percent Blacks for Four
Groups

  

Years included SAT Verbalvs. SAT Math vs.
in Sample percent Blacks percent Blacks

Georgia Institute of Technology 1968-77 —.93 —.88
University of Georgia 1968-77 —.45 —.58
University System of Georgia 1968-77 —.89 —.87
National population! 1962-74 —.97 —.96

 

1 All scores reported by Educational Testing Service, 1962-1974.
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scale for the math test and a 3.9% loss on the white scale. During this

same time, black schools of the University System of Georgia enjoyed

an 11.5% increase in verbal scores. At first glance it would appear that

national norms should be enhanced by the addition of even a small

number of improving blacks. The reason for the paradox is that the

mean for the blacks is consistently 1.20 standard deviations below the

white mean. Additionally, blacks make up less than 10% of the total

test reports. In 1962 the white mean was 513 on the math scale; in

1972 it was 500, the theoretical mean for the SAT; and in 1974 it was

493.

Summary

From the early 1940’s to the early 1960’s College Entrance Examina-

tion Board SAT scores remained stable around a mean of 500 and a

standard deviation of 100. In the early and mid 60’s, despite the built-

in controls, scores began to decline. A numberof variables, external to

the students taking the test, were hypothesized to influence test perfor-

mance and result in the score decline.
Published articles, educational research reports, and doctoral disserta-

tions suggest that SAT score decline is the result of a) a greater number

of lower SES students attending college; b) high schools graduating less

capable students; c) societal factors such as drug usage, alcoholism, and

television watching. The evidence is ambiguousor negative. The parsimo-

nious explanation, the addition of an increasing number of blacks to

the subject pool, was rejected out of hand because “such a small propor-

tional increase in minorities could only have a minimal impact on mean

scores” (Breland, 1976, p. 19). This monograph has offered evidence

from a 21-year longitudinal study of the University System of Georgia

of higher education and the results from national norming data that

the recent SAT score decline is related in a significant way to the number

of blacks in the data base.
Between 1962 and 1974, on national norms, math scores for whites

declined insignificantly from a mean of 513 to 493 or 3.9% in 13 years.

The white decline on math scores is from 513, which is 13 points above

the theoretical mean of 500. For this period the loss of whites on the

verbal scale was 6.54% or about one-half of 1% per year. In the University
System of Georgia, scores for blacks on both College Board tests actually

increased between 1962 and 1974. The paradox is explained by the fact
that the means for blacks on both scales of the SAT are consistently

1.20 standard deviations below those of whites tested the same year.
The test score declining trend becomesincreasingly apparent andsignifi-

cant when blacks are added to the subject pool.
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Summary and Conclusions
R. Travis Osborne and Frank C. J. McGurk

The Ist and 2nd editions of Audrey Shuey’s The Testing of Negro
Intelligence examined over 380 studies involving testing Negro intelli-
gence. Her surveys, covering a span of more than 50 years, reviewed
every significant study on the subject published between World WarI
and 1966.
Volume 2 follows the general plan of the first two editions, but, with

few exceptions, it contains entirely new research published after 1965
and before 1980. Considered are test results of some 3,000,000 children
and adults (black, white, Mexican-American, Spanish-speaking Ameri-
can, Chicano, Puerto Rican, and Asian), who were examined with one
or more of over 100 different psychological tests. With rare exceptions,
all subjects are U.S. citizens.
Volume 2 comprises 13 chapters which carry basically the same head-

ings as the earlier editions. Shuey’s 2nd edition on high school and college
students was divided into two chapters, one covering high-school, the
other college students. Chapter V, “The Armed Forces,” and Chapter
VI, “Veterans and other Civilians,” were combined in Volume 2 and
titled “Adults Not in College,” and a new chapter was added, ‘Race
of Examiner and Mental Test Performance.” Shuey’s chapters on “Selec-
tive Migration” (X) and “Racial Hybrids” (IX) have been dropped from
Volume2.

Eighty-nine dissertations containing researchin thefield of Negrointel-
ligence as determined by psychometric tests are reviewed in Chapter
X. Dissertation reviews follow the general outline and pattern of Shuey’s
2nd Edition. Chapters XI and XII are original monographs prepared
especially for this new book.

Preschool Children

Forty-nine studies were reviewed in Chapter II. Altogether, there were,
roughly, 5,000 children including 3,700 blacks, 1,000 whites, 400 Chica-

290
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nos, and 200 Puerto Ricans; these numbers, however, should be consid-
ered approximations because some authors used the same children in
more than one study.
The 49 articles were grouped into 7 categories, including a miscellane-

ous category of 7 articles (14.3%). The largest category discussed race
differences as SES differences (13 articles, 26.5%), and included a “‘longi-
tudinal” series of reports by Golden and Birns (1968), Golden et al.
(1971), and Birns and Golden (1972).
Twelve other articles (24.5%) sought to describe the effects of Head

Start programs on black and white children, the most comprehensive
of which was Wargo,et al. (1971). Seven articles (14.3%) were interested
in problems related to the validity of tests for black children, andall
of these were characterized either by small samples or by oddly-chosen
samples. Five articles (10.2%) compared the scores of black children
on 2 or more tests, but were not validity studies. Another category of
3 articles (6.1%) studied the effects of race of examiner, test familiarity,
pretesting, and the dialect in which the test was administered, and a
further set of 2 studies (4.1%) were concerned with the comparison of
the factorial structure of psychological tests for blacks and whites.
The Stanford-Binet Intelligence Scale was the most frequently used

test; the Peabody Picture Vocabulary Test was second, and the Wechsler
Preschool and Primary Scale of Intelligence wasthird.
Among the 49 studies, median sample size was 34 for blacks and 37

for whites. The modal sample size was 15 for both racial groups. In
26 of the articles (53%) the method of selecting the subjects was not
given. Seventy-seven authors made 66 estimates of black mean IQ and
25 estimates ofwhite mean IQ. The median ofthe black mean IQ estimates
was 89; that for whites was 109. Taking 15 as the SD of the white
scores, black overlap was 9%. This was lower than the estimates of
Yerkes (1921), Shuey (1966), and McGurk (1975).

School Children

Considering the numberof authors, the variety of tests, and the range
of hypotheses investigated, Chapter III was by far the largest in Volume
2. Altogether, 126 articles were reviewed including upwards of 100,000
black, white, Chicano, Puerto Rican, and Asian children. These numbers
must also be regarded as approximations for the same reason given for
ChapterII.
The articles reviewed wereclassified by authors’ purposesinto 8 catego-

ries. A group of 35 articles (27.8%) discussed racial differences, perse,
and someofthese, particularly Jensen’s (e.g., 1971) involved large samples
of children. A further group of 25 articles (19.8%) described the validity
of intelligence tests for blacks and whites, and included Kennedy’s (1965)
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follow up of a large sample from an earlier study (Kennedy, Van De
Riet, and White, 1963).

Fourteen articles (11.1%) dealt with the effects of SES on racial IQ

differences. Here was included the large and famous Coleman Report
(1966). In 13 other articles (10.3%), the authors’ purposes were direct
discussions of the effects of school intervention programs, and this cate-
gory was distinguished by four sets of longitudinal studies: Darlington,
et al. 1980; the Gray and Klaus (or Klaus and Gray) series (1965, 1968,

and 1970); the Scott series (1973, 1974, and 1976); and the Westinghouse

Learning Corporation, Ohio University Report (1969). In none of these

articles was there any clear indication that such programs improved
the test scores of blacks.

Aside from the miscellaneous category of 16 articles (12.7%), no other
category equalled or exceeded 10% of the total numberofarticles re-

viewed.
Some form of the Wechsler Intelligence Scale for Children was the

most popular test. The Stanford-Binet Intelligence Scale was second,

and the Lorge-Thorndike Intelligence Scale was third.

Among the 126 articles, mean sample size was 35 for blacks and 64

for whites. In 44 studies (35%) the method of selecting the samples

was not given. One hundred and ninety-three (193) authors made 179

estimates of black mean IQ, and 88 estimates of white mean IQ. The

number of children had been given for these estimates, but there were

other estimates of mean IQ for which Ns were not given. The median

of the mean IQ estimates was 89 for blacks, and 103 for whites. Assuming

the SD of the white scores to be 15, black overlap was 16% whenall

estimates were used, but only 13% when only those studies with random

samples or all-available-children samples were used. The latter overlap

agrees closely with the estimates of Yerkes (1921), Shuey (1966), and

McGurk (1975). :

High School Students

The small number of studies involving high school students (17) was

surprising when compared to the 55 studies located by Shuey in her

2nd Edition. However, among the present 17 studies, the number of

subjects was substantial (over 16,000), but an exact tally was not possible

because, in one study, the sample was described as 70% black.

Six articles (35.3%) concerned racial differences, and 7 otherarticles

(41.2%) described test validity in some aspect. The remaining 4 articles

(23.5%) discussed racial differences as SES differences, self-perception,

and the factorial nature of creativity.

Median sample size for 15 samples of blacks was 50; for 8 samples

of whites, it was 40. The median IQ of the black estimates was 90,
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and that for the white estimates was 108 (N had been given for each
estimate). Assuming, again, a SD of 15 for the white distribution of
scores, black overlap was 12% for all 15 estimates, but dropped to 5%
when only the studies with random samplesorall-available-subject sam-
ples were considered. The latter overlap estimate was based on a very
small number of estimates; the former figure of 12% is in keeping with
the estimates of Yerkes (1921), Shuey (1966), and McGurk (1975).

College Students

Test scores of more than 2,000,000 college students are represented
in the 28 studies and one monographreviewed in Chapter V. To a greater
extent than in previous chapters, the subject pool has an international
background.
The major purpose of the majority of the studies was to examine

the forecasting efficiency of preadmission tests for blacks. The significant
findings are:

1. Blacks score, on the average, at least 1o below whites on the
College Board Scholastic Aptitude Test and on the American Col-
lege Test.

2. Blacks are predicted by tests to do better than they actually do
in college classrooms.

3. The mean correlation between the Scholastic Aptitude Test and
the Grade Point Average (.55) for black college students remains
stable from year to year.

4. Black-white mental test overlap of 6 to 10% is constant from
year to year.

5. Novel tests designed especially to reflect knowledge of the black
environment correlate insignificantly with traditional tests such
as the Scholastic Aptitude Test and the American College Test
and are unvalidated.

6. When U.S. minority groups are compared on test of scholastic
aptitude, such as the Graduate Record Examination, all groups,
including American Indians, Mexican-Americans, Asian-Ameri-
cans, and Puerto Ricans earn scores above those of blacks.

Adults not in College

Authors of 21 studies reviewed in Chapter VI were not so muchinter-
ested in racial differences in test performance as they were in determining
whetherdifferential validity of employmenttests is established and recom-
mended for U.S. blacks and Spanish-speaking Americans.
The subjects in Chapter VI range in age from young adults to senior
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citizens. About 60% are white, 38% black, 2% Spanish-speaking Ameri-

cans. The variety of tests is wide, ranging from an original battery de-

signed for the Bell System to a novel test called the Black Intelligence

Test of Cultural Homogeneity (BITCH).

Racial comparisons of test performances revealed the usual scale of

difference: whites > Spanish-speaking Americans > blacks. Where scores

or normative data are given, white-black differences range from .75 to

more than 1 SD equivalent. While there is almost unanimous agreement

among the authors that racial differences in mean test scores on such

tests as the Wonderlic, AFQT, and the WAISaresignificant, there is

no consensus that the tests can be used with equal effectiveness for job

selection of applicants from different ethnic groups. The case made for

differential validity is in no way as sound and convincing as the case

of those who argue for single-group prediction.

Delinquents

Amongthe studies reviewed for Volume 2 of The Testing of Negro

Intelligence, only 16 attemptto relate psychological test results to criminal

behavior of different racial groups, despite the fact authors of one paper

suggest that prison inmates comprise a more homogeneous group than

school and college students and consequently should beeasier to study,

since they are usually similar in education, SES, and mental ability.

While there is no consensus among the authors, these general observa-

tions are made from their data:

1. Mental test scores are not significantly related to type of criminal

offense or to whether the inmateis a “‘first timer’’ or a recidivist.

2. There was no supportfor the idea that links mesomorphyto delin-

quency.
3. Among truants, it was found that siblings of truants had been

referred to juvenile court in 61% of the cases.

4. The idea that effective incentive (material reward) would operate

to narrow the gap between test scores of white and black inmates

was not supported.

Onegeneralfinding of this chapter supported almost without exception

by the data is that the ethnic IQ differences found in public schools,

colleges and industries show up in prison. Whereas the general population

mean IQ is 100 for whites and 85 for blacks, the inmate average is

closer to 95 for whites and 80 for blacks or in some cases 90 for whites

and 75 for blacks. Means for Spanish-speaking Americans usually fall

between those of whites and blacks. These differences are found regardless

of the test employed, the age of the sample, the SES of the subjects or

the race of the examiner.
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Special Populations

There were only 13 studies dealing with special populations notelse-
whereclassified. Results of eight studies differed insignificantly from the
majority of those reviewed in previoussections, with blacks scoring signif-
icantly below whites or in single group studies significantly below pub-
lished norms. The five remaining studies support a contradictory view:
black-white test score differences are small or the meansvary insignifi-
cantly. In the case of perceptual motor tasks, blacks were found to excel
whites. In regard to the relationship of skin color to mean mentalability,
one investigator found differences “tend to follow the prejudiceline rather
than the genetic line.”

Race of Examiner

Race of examiner has been viewedas a sourceof error adding impreci-
sion to the measurementof intelligence. It has also been hypothesized
that the race of the examiner is one factor contributing to the mean
difference found between black and white intelligence test scores.

Reviewed in Chapter IX are 28 related experiments involving over
12,000 subjects. Evidence was examined concerning the hypothesis that
white examiners systematically elicit lower intelligence test scores from
black examinees than do black examiners.
Of the 28 studies, 11 reported significant race of examiner main effects

or race of examiner X race of subject interaction. However, 7 of the
11 studies have methodological inadequacies, apparently analyzed their
data incorrectly, or report outcomes contrary to the hypothesis.

Takenas a whole, the empirical literature does not support the hypothe-
sis that race of examiner is a factor contributing to the mean differences
in black-white intelligence tests score differences.
The issue of the relationship of the race of examiner to differences

in test scores may be too complex to be resolved by testing the simple
hypothesis that race of examineris a factor contributing to mean differ-
ences in black-white intelligence scores. Inadequate research designs with
incomplete sampling leave many alternative explanations, all of which
need conceptualclarification. For example, what aspect of the examiner’s
race is the causal agent present to influence examinees’ test scores? Are
some tests morelikely to influence race of examiner effects than others?

Geographic Region

Black-white differences in ability and achievement are quite similar
across regions of the U.S. with the mean differences for the four main
regions being equivalent to 1.00, .97, .98, and .98 standard deviation
units. Regardless of the region from which such samples are drawn whites
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exceed blacks in mean scores by a difference equal to approximately 1

SD.
It is clear that a student’s region has the sameeffect on scores earned

by students from both ethnic groups. High scores are generally found

in the North East, and low scores of both races are from the southern

region. In no test of the National Longitudinal Study did blacks of one

region equal or exceed whites from their own or any other region.

Effects of Integration

The most comprehensive study of the effects of integration was the
National Longitudinal Study. Results of this survey may be summarized
as:

1. A negligible relationship exists between each of the 10 N.LS.tests
of ability and achievement with indexes of pupil and teacherintegration.

2. Within each of four integration groups at 12th-grade level, whites
exceed blacks on ability and achievement scores by an average amount
equal to .96 SD.

3. When white and black students are grouped accordingto the propor-
tion of their high-school teachers who were white, it was found the
average of the greatest group difference on each of the 10 N.L.S. scores
is equivalent to about .5 SD for both blacks and whites. The average
white-black ability-achievement difference within the 5 teacher-integra-
tion groupsis equivalent to .92 SD.

4. The effect of teacher or pupil integration on scores earned by each
race is considerably less than the black-white difference within each inte-
gration group.

Declining SAT Scores

A 21-year longitudinal study of a state university system of higher
education and the results of national norming data demonstrated that
the recent SAT score decline is related in a significant way to the number
of blacks in the data base.

Between 1962 and 1974, on national norms, SAT math scores for

whites declined insignificantly from a mean score of 513 to 493 in 13
years. For this period the loss of whites on the verbal scale was 6.54%
or about 4% of 1% per year. In the University System of Georgia, scores
for blacks on both SATtests actually increased between 1962 and 1974.
The paradox is explained by the fact that the mean for blacks on both

scales of the SAT are consistently 1.20 standard deviation units below
whites tested the same year. The SAT declining trend becomesincreas-
ingly apparent when blacks are added to the subject pool.
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Concluding Remarks

The remarkable consistency in test results, whether they pertain to
school or preschool children, to children between Ages 6 to 9 or 10 to
12, to children in Grades 1 to 3 or 4 to 7, to high-school or college
students, to enlisted menorofficers in training in the Armed Forces—
in World War I, World WarII, or the Post-Korean period—to veterans
of the ArmedForces, to homeless men ortransients, to gifted or mentally
deficient, to delinquent or criminal; the fact that differences between
colored and white are present not only in the rural and urban South,
but in the Border and Northern states; the fact that the colored preschool,
school, and high school pupils living in Northern cities tested as far
below the Southern urban white children as they did below the whites
in Northern cities; . . . the tendency toward greater variability among
whites; the tendency for racial hybrids to score higher than those groups
described as, or inferred to be, unmixed Negro; the evidence that the
mean overlap is between 7 and 13%; the evidence that the tested differ-
ences appear to be greater for logical analysis, abstract reasoning, and
perceptual-motor tasks than for practical and concrete problems; the
evidence that the tested differences may be a little less on verbal than
on nonverbal tasks; the indication that the colored elementary or high-
school pupil has not been adversely affected in his tested performance
by the presence of a white examiner; . . . the unproved and probably
erroneous assumption that Negroes have been less well motivated on
tests than whites; the fact that differences were reported in practically
all of the studies in which the cultural environmentofthe whites appeared
to be similar in richness and complexity to that of the Negroes; the
fact that in many comparisons, including those in which the colored
have appeared to best advantage, Negro subjects have been either more
representative of their racial group or more highly selected than the
comparable whites; all taken together, inevitably point to the presence
of native differences between Negroes and whites as determinedbyintelli-
gencetests.

This remarkable statement becomes all the more remarkable when it
is recognized as Audrey Shuey’s concluding words in her 2nd Edition.
Volume 2’s documentation of racial differences in mental ability is even
more convincing.



Appendix A
List of Tests

This list identifies all mental tests for which test scores are reported in Volume
2 of The Testing of Negro Intelligence. Tests are listed in alphabetical order
by title and in some cases also by acronym. For tests reviewed in the Buros
Mental Measurement Yearbooksor in Tests in Print, the MMYor TIP volume
and test reference are shown in the list. For new or original tests and tests
out of print, the author’s source or the journal reference is cited. In some
cases the publisher is given.
Our procedure for identifying tests cited in Volume 2 differs from that of

the 2nd Edition, where tests were reviewed in detail by Professor Shuey. Since

the Buros Yearbooks are readily available and provide impartial reviews of
published tests, we decided not to duplicate test reviews found in the 2nd Edition

or in standard reference works.
The list does not show projective tests, occupational rating scales, or personal-

ity inventories that are not usually classified as intelligence tests. Tests listed
here are also included in the subject index.

ABCInventory to Determine Kindergarten and School Readiness, 7th MMY,
739.

Academic Promise Tests, 7th MMY, 672

ACE, 6th MMY,438.
ACT, 7th MMY, 330.
AFQT, see Armed Forces Qualification Test.
AGCT, 6th MMY,441.
American College Test, 7th MMY, 330.

American Council on Education Psychological Examination, 6th MMY, 438.
Ammons Full-Range Picture Vocabulary Test, 6th MMY, 521.

Arithmetic Test, Mukherhee, B. N. Simple arithmetic test. Unpublished Ph.D.
thesis, University of North Carolina, 1963.

Armed Forces Qualifications Test, Anastasi, Anne, Psychological Testing. Lon-

don: The Macmillan Company, 1968, 229-230.

Army Alpha, TIP I, 726.
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Army Beta, 6th MMY, 494.
Army General Classification Test, 6th MMY,441.
Army Group Examination, Alpha, TIP I, 726.
Arrow-DotTest, 6th MMY, 220a.
Bayley Scales of Infant Development, 7th MMY,402.
Bell System Qualification Test I, Gael, S., Grant, D. L., & Ritchie, R. J. ‘‘Test

validation for minority and non-minority clerks with work samplecriteria.”
Journal of Applied Psychology, August, 1975, 60(4).

Bender-Gestalt Test, 7th MMY, 161.
Benton Visual Retention Scale, 6th MMY, 543.
BIT, see Black Intelligence Test.
BITCH, TIP II, 343.
Black Intelligence Test, Boone, J. A., & Adesso, V. J. “Racial differences on

a black intelligence test.” Journal of Negro Education, 1974, 43, 429-436.
Black Intelligence Test of Cultural Homogeneity, TIP II, 343.
Boehm Test of Basic Concepts, 7th MMY,335.
Calendar Test, Remondino, C. Revue de Psychologie Applique, 1962, 12, 62-

81.
California Achievement Tests, 7th MMY,5.
California Capacity Questionnaire, TIP I, 730.
California Mathematics Test, 7th MMY,455.
California Reading Test, 7th MMY, 683.
California Short-Form Test of Mental Maturity, 7th MMY, 337.
California Test of Mental Maturity, 7th MMY, 338.
Cancellation Test, “A twin study of spatial ability.” by Steven S. Vandenberg,

University of Louisville School of Medicine, Report No. 26, April, 1967.
Card Rotations Test, 6th MMY, 551.

Cattell Culture Fair Intelligence Test, 6th MMY, 453b.
Cattell Infant Intelligence Scale, 6th MMY, 515.
CCFIT, 6th MMY, 453b.
Chicago Non-Verbal Examination, TIP I, 735.
Clark’s Doll Test, Clark, K., & Clark, M. Racial identification and preference

in Negro children. In T. Newcomb and E. Hartley (Eds.). Readings in
Social Psychology. New York: Holt, 1947.

Cognitive Abilities Test, 7th MMY, 343.
Columbia Mental Maturity Scale, 6th MMY, 517.
Comprehensive Tests of Basic Skills, 7th MMY,9.
Cooperative English Tests, 6th MMY, 256.
Cooperative Guidance and Placement Program-Form SP6, 1970. College En-

trance Examination Board. Educational Testing Service. Princeton, N.J.,
1970.

Cooperative Reading Comprehension Test, 7th MMY, 16 and 17.
Cooperative School Ability Test, 7th MMY, 347.
CTMM,7th MMY,337.
CTMM,S-F, 7th MMY, 337.
Cube Comparisons Test, 6th MMY, 551.
DAT, 7th MMY,673.
Davis-Eells Test of General Intelligence, Sth MMY, 326.
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Detroit Tests of Learning Aptitude, 7th MMY, 406.

Developmental Test of Visual-Motor Integration, 7th MMY, 867.

Deviation Social Quotient, Silverstein, A. B. Deviation social quotients for the

Vineland Social Maturity Scale, American Journal of Mental Deficiency,

1971, 76, 348-351.
Differential Aptitude Tests, 7th MMY, 673.

Digit Span Test, Original test devised by author, see Jensen, A. R., “Interaction

of Level I and Level II abilities with race and socioeconomicstatus.” Journal

of Educational Psychology, 1974, 66, 99-111.

Drawing A Man,by F. L. Goodenough. Goodenough, F. L. The measurement

of intelligence by drawings. Yonkers: World Book Company, 1926.

Educational Quality Assessment, Pennsylvania Department of Education. Man-

ual for interpreting elementary school reports. Harrisburg, PA: Division of

Educational Quality Assessment, 1974.

EdwardsSocial Desirability Scale, Solomon, L. F., & Klein, E. B. The relation-

ship between agreeing responseset and social desirability. Journal ofAbnor-

mal and Social Psychology, 1963, 66, 176-179.

Employee Aptitude Survey, 6th MMY, 769.
Environmental Participation Index, 7th MMY, 660.

Figure Copying Test, Jensen, A. R. Do schools cheat minority children? Educa-

tional Research, 1971, 14, 3—28.

Form Board Test, 6th MMY, 551.

French’s Wide Range Arithmetic Test, 6th MMY, 551.

French’s Wide Range Vocabulary Test, 6th MMY, 551.

GATB, 7th MMY,676.
Gates Reading Survey, 7th MMY, 689.

General Ability Tests, 6th MMY, 768b.

General Aptitude Test Battery, 7th MMY,676.

Gesell Developmental Schedules, 6th MMY, 522.

Goodenough Drawing Test, Goodenough, F. Measurementofintelligence by

drawings. New York: Harcourt Brace, and World, 1926.

Goodenough-Harris Drawing Test, 7th MMY, 352.

Graduate Record Examination Aptitude Test, 7th MMY, 353.

Guilford-Martin Personnel Inventory, 6th MMY, 109.

Guilford’s Five Tests of Divergent-Covergent Thinking, Guilford, J. P. The

nature of humanintelligence. New York: McGraw Hill, 1967.

Guilford-Zimmerman Aptitude Survey, 6th MMY, 772.

Harris-Goodenough Drawing Test, 7th MMY, 352.

Heim Self-Judging Vocabulary, Heim, A. W.Self-judging vocabulary test. Jour-

nal of Genetic Psychology, 1965, 72, 285-294.

Henmon-Nelson Test of Mental Ability, 6th MMY, 462.

Hunter College Aptitude Scale for Gifted Children, in Lesser, G., Fifer, G.,

& Clark, D. H. Mental abilities of children from different social classes

and culture groups. Monographsofthe Society for Research in Child Devel-

opment, Serial No. 102, 1965, Vol. 30, No. 4.

Identical Pictures Test, 6th MMY, 551.

Illinois Test of Psycholinguistic Abilities, 7th MMY, 442.

Impulsiveness-Ego-Superego Test, 6th MMY, 220.
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Inference Test, 6th MMY, 551.
Inter-American Test of General Ability: Picture Vocabulary, Coleman, J. S.

‘Equality of educational opportunity,’ U.S. Government Office, 1966.
Iowa Test of Pre-School Development, Scott R. Iowa Test of Pre-School Devel-

opment. Cedar Falls, Iowa: Go MoIndustries Press, 1975.
Iowa Tests of Basic Skills, 6th MMY, 13.
ITBS, 6th MMY,13.
ITPA, 7th MMY, 442.
Jr.-Sr. High School Personality Questionnaire, 7th MMY,97.
Junior Eysenck Personality Inventory, 7th MMY,96.
Kahn Intelligence Test, 7th MMY,411.
Kuhlmann-AndersonIntelligence Tests, 6th MMY, 466.
Kuhlmann-Finch Tests, TIP, I, 785.
Leiter Adult Intelligence Scale, 6th MMY, 525.
Leiter International Performance Scale, 6th MMY, 526.
Letters Sets Test, 6th MMY, 551.
Lincoln-Oseretsky Motor Development Scale, TIP I, 1669.
Listening-Attention Test, Jensen, A. R. Do schools cheat minority children?

Educational Research, 1971, 14, 3-28.
Logical Reasoning Test, 6th MMY, 551.
Lorge-Thorndike Intelligence Tests, 7th MMY, 359-360.
L-T, 7th MMY, 359-360.
Marianne Frostig Developmental Test of Visual Perception, 7th MMY, 871.
Marlowe-CrownSocial Desirability Scale, Crown, D. P. & Marlowe, D. A new

scale of social desirability independent of psychopathology. Journal of Con-
sulting Psychology, 1960, 24, 349-354.

Mazes Test, “A twin study of spatial ability.” Vandenberg, S. S., University
of Louisville School of Medicine, Report No. 26, April, 1967.

McCarthy General Cognitive Indexes, McCarthy, D. Manual of the McCarthy
scales of children’s abilities. New York: The Psychological Corporation,
1972.

McCarthy Scales of Children’s Abilities, TIP II, 506.
Mechanics of Expression, 6th MMY,258.
Memory For Numbers, Jensen, A. R. Do schools cheat minority children? Edu-

cational Research, 1971, 14, 3-28.
Merrill-Palmer Developmental Test, 6th MMY, 527.
Metropolitan Achievement Tests, 7th MMY, 14.
Metropolitan Readiness Test, 7th MMY, 757.
Metropolitan Reading Readiness Test, TIP I, 1500.
Michigan M-Scales, Cameron, H. K. Journal of Negro Education, 1968, 37,

252-257.
Monroe Standardized Silent Reading Test, 6th MMY, 798.
National College Freshman Testing, see American Council on Education Psycho-

logical Examination.
National Longitudinal Study Test Battery, Data File Users Manual. Levinsohn,

J., Lewis, L., Riccobono, J., and Moore, R. Center for Educational Research
and Evaluation, Research Triangle Institute, Research Triangle Park, North
Carolina, 27709, 1976.
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National Merit Scholarship Qualifying Test, 7th MMY, 670.

National Teacher Examinations, 7th MMY, 582.

Newcastle Spatial Test, Smith, I. M., & Lawes, J. S. Newcastle Spatial Test.

Bedford, England: Newnes Educational Publishing, 1959.

NMSQT, 7th MMY, 670.
NTE, 7th MMY,582.
Object-Aperture Test, Dubois, P. H., & Gleser, G. Object-Aperture Test. Ameri-

can Psychologist, 1948, 3, 363.

Otis Alpha, 6th MMY, 481a.

Otis Gamma Tests of Mental Abilities, 6th MMY, 48lIc.

Otis-Lennon Mental Ability Test, 7th MMY, 370.

Otis Quick-Scoring Mental Ability Test, 6th MMY, 481.

Otis Quick-Scoring Mental Ability Test, Beta Test, Form A, 6th MMY, 481b.

Paper Folding Test, 6th MMY, 551.

Peabody Picture Vocabulary Test, 7th MMY, 417.

Personality Assessment System, Gittinger, J. W. Personality Assessment System,

Volume I: The E Series; Volume II: The I Series. New York: Human

Ecology Fund, 1964.
Personality Rating Scale, 6th MMY,158.

Pictorial Test of Intelligence, 7th MMY, 418.

Picture Order Test, Hagen, J. W. Theeffect of distraction on selective attention.
Child Development, 1967, 38, 685-694.

Pintner-Cunningham Primary Test, TIP I, 827a.

Pintner General Abilities Test—Verbal Series, TIP I, 827.

PMA, 7th MMY,680.

Porteus Maze Test, 7th MMY,419.

PPVT, 7th MMY,417.

Preliminary Scholastic Aptitude Test, 7th MMY, 375.

Pre-Nursing and Guidance Examination, 6th MMY,1162.

Preschool Inventory Test, 7th MMY, 404.

Primary Mental Abilities, 7th MMY, 680.

Programmer Aptitude Test, 7th MMY, 1089.
Project Talent Test of Cognitive Ability, 6th MMY, 764.

PSAT, 7th MMY, 375.

Purdue Pegboard, 6th MMY,1081.

Purdue Perceptual-Motor Survey, 7th MMY,874.

Quick Test, 7th MMY, 422.

Raven’s Coloured Progressive Matrices, 7th MMY, 376b.

Raven’s Progressive Matrices, 7th MMY, 376.

Reading Progress Test, TIP II, 1589.

Revised Beta Examination, 6th MMY, 494.

Revised Visual Retention Test, 6th MMY, 543.

Rystrom Dialect Test, Rystrom, R. C. Testing Negro-standard English dialect

differences. Reading Research Quarterly, 1969, 4, 500-511.

Sarason Test Anxiety Scale, Sarason, S. B., Davidson, K., Lighthull, F., and

Waite, R. A. A test anxiety scale for children. Child Development, 1958,

29, 105-113.

SAT, 7th MMY, 344.
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S-B, (Forms L and M), 5th MMY,413.
S-B Form L-M, 7th MMY,425.
SCAT, 7th MMY, 347.
Scholastic Aptitude Test, College Board, 7th MMY,344.
School and College Ability Tests, 7th MMY, 347.
Screening Test of Academic Readiness, 7th MMY,765.
Self-Judging Vocabulary Test, Heim, A.S. Self-judging vocabulary test. Journal

of Genetic Psychology, 1965, 72, 285-294.
Sequential Tests of Educational Progress, 6th MMY,25.
SET, 6th MMY,1045.
Shah’s Nonverbal Group Test, Original test devised by author; Shah, Gunvant

B. “Construction and standardization of a nonverbal grouptest ofintelli-
gence with special reference for the Gujarat State. Unpublished doctoral
dissertation, University of Baroda, 1964.

Ship Destination Test, 6th MMY, 500, 551.
Shipley—Institute of Living Scale for Measuring Intellectual Impairment, 7th

MMY,138.
Short Employment Tests, 6th MMY, 1045.
SIT, 7th MMY, 424.
Slosson Drawing Coordination Test, 7th MMY, 140.
Slosson Intelligence Test, 7th MMY, 424.
Social Perception, Whiteman, M. The performance of schizophrenics on social

concepts. Journal of Abnormal and Social Psychology, 1954, 49, 266-271.
Spatial Relations Test, TIP I, 1930.
Speed and Persistence Test, Jensen, A. R. Do schools cheat minority children?

Educational Research, 1971, 14, 3-28.
Sprigle School Readiness Screening Test, 7th MMY,766.
SRA Non-Verbal Test, TIP I, 840.
SRA Primary Mental Abilities, 7th MMY, 680.
SRA Tests of Educational Ability, 6th MMY, 495.
Stanford Achievement Test—Reading, 7th MMY,708.
Stanford-Binet Intelligence Scale, Forms L and M, 5th MMY,413.
Stanford-Binet Intelligence Scale (L-M), 7th MMY,425.
Stenquist Test of Mechanical Ability, Stenquist, J. L. Yonkers: World Book

Company, 1921
STEP, 6th MMY,25.
Surface Development Test, 6th MMY, 551.
Terman-McNemarTest of Mental Ability, TIP I, 860.
Test Anxiety Questionnaire, Mandler, G., & Sarason, S. B. A study of anxiety

and learning. Journal of Abnormal and Social Psychology, 1952, 47, 166-
173.

Test of Academic Aptitude (Short Form), 7th MMY,387.
Tests of Academic Progress, 7th MMY,31.
Torrance Tests of Creative Thinking, 7th MMY, 448.
U-Scale, Clark, E. T. Preliminary manual for the U-Scale. Department of Psy-

chology, St. John’s University, 1966.
Utility Test, 6th MMY, 551.
Van Alstyne Picture Vocabulary Test, 6th MMY, 537.
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Vane Kindergarten Test, 7th MMY, 428.

Vineland Social Maturity Scale, 6th MMY, 194.

WAIS, 7th MMY,429.

Wallin Pegboard B, Stutsman, R. Mental measurement of preschool children.

Tarrytown-on-Hudson, N.Y.: World Book Company, 1931.

W-B I, 6th MMY, 539.

W-B II, 6th MMY, 539.

Wechsler Adult Intelligence Scale, 7th MMY, 429.

Wechsler-Bellevue Intelligence Scale—Form I, 6th MMY, 539.

Wechsler-Bellevue Intelligence Scale—Form II, 6th MMY, 539.

Wechsler Intelligence Scale for Children, 7th MMY,431.

Wechsler Intelligence Scale for Children—Revised, Manual for the Wechsler

Intelligence Scale for Children—Revised. New York: The Psychological

Corporation, 1974.
Wechsler Preschool and Primary Scale of Intelligence, 7th MMY, 434.

Wide Range Achievement Test, 7th MMY,36.
Wide Range Vocabulary Test, 6th MMY, 551.

Williams and Roberson Measure of Racial Attitudes, Williams, J., & Roberson,

K. A methodforassessing racial attitudes in preschool children. Educational

and Psychological Measurement, 1967, 27, 671-689.
WISC, 7th MMY,431.

Wonderlic Personnel Test, 7th MMY, 401.

Woody-McCall Mixed Fundamentals in Arithmetic, 4th MMY, 421.
Word Fluency, 6th MMY, 562.

WPPSI, 7th MMY,434.

WRAT, 7th MMY,36.
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UNIVERSITY SYSTEM OF GEORGIA
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Since 1966, scores of important theoretical, speculative and conjectural articles

and books have been published on the testing of Negro intelligence. Sucharticles
which do not report new test findings may not have been reviewed in Volume
2 and thus may not be called to the attention of the reader. In this section
significant theoretical contributions, reflecting both environmental and hereditary
explanations for black-white mental test score differences, are brought together
in an Annotated Bibliography. Entries cited in this section are not cited in
the overall subject and author indexes unless they also happen to appear in
the body of the text.

Adams, J., & Ward, R. H. Admixture studies and the detection of selection.

Science, 1973, 180, 1137-1142.
Data analyses of admixture studies give little evidence of natural selec-
tion operating in U.S. black populations. Summary.

Alker, H. A., & Closson, M. B. Admission standards, the perceived legitimacy
of grading and black student protests. Cornell Journal of Social Relations,
1973, 8, 219-233.

This study falsifies the claim that black students, who fail to meet
traditional admissions standards but are nonetheless admitted to col-
lege, subsequently becomepolitically active. On the contrary, it is
students with exceptional talent for college work, as identified by SAT
verbal aptitude scores, who,if they receive lower grades, becomepoliti-
cally active. Several interpretationsofthis result, including status incon-
sistency and institutional racism, are discussed. Abstract.

Allen, G., & Pettigrew, K. D. Heritability of IQ by social class: Evidence incon-
clusive. Science, 1973, 182, 1042-1044.

American Psychologist special issue, Psychology and children: Current research
and practice, 1979, 34(10).

Andor, L. E. Aptitudes and abilities of the black man in Africa 1784-1963.
Johannesburg: South African Council for Scientific and Industrial Research,
1966.
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An annotated bibliography compiled by L. E. Andor with an introduc-

tion by W. Hudson.

Angoff, W. H., & Ford,S. F. Item-race interaction on test of scholastic aptitude.

Journal of Educational Measurement, 1973, 10(2), 95-106.

Several samples of black and white students were drawn from the

1970 PSAT administration in Georgia and studied for item X race
interaction on both the verbal and mathematical sections of the test.
When subsamplesof candidates were drawn from their respective racial
groups, matched on mathematical for the study of verbal items and
matched on verbal for the study of mathematical items, there was
an observable decrease in the size of the item X race interaction, sug-
gesting that one factor contributing to that interaction was simply
the difference in performance levels on the test shown by the two
races. Abstract.

Armor, D. J. The evidence on busing. The Public Interest, 1972 (Summer),
No. 28, 90-126.

The available evidence on busing, then, seems to lead to two clear
policy conclusions. One is that massive mandatory busing for purposes
of improving student achievementand interracial harmonyis noteffec-
tive and should not be adoptedat this time. The otheris that voluntary
integration programs such as METCO, ABC, or Project Concern
should be continued and positively encouraged by substantial federal
and state grants. Summary.

Armstrong, C. P. Psychodiagnosis, prognosis, school desegregation and delin-
quency. The Mankind Quarterly, 1964, V(2), 1-18.

There is no evidence of “pathogenicity” to Negro children from segre-
gated schools, but rather of “pathogenicity” from desegregated schools
as shown by truancy, nervous habits, home deserting and juvenile
delinquency. Summary.

Ashline, N. F., Pezzullo, T. R., & Norris, C. I. Education, inequality, and
nationalpolicy. Lexington, Massachusetts: D. C. Heath and Company, 1976.

Attah, E. B. Racial aspects of zero population growth. Science, 1973, 180, 1143-
1152.

. . . this article is concerned with the consequences of different rates
of approach to zero growth. Specifically, what would be the effects
of different rates on the short- and long-term growth of the respective
segments of the population? How long would it take the population
to stabilize, and how much would the population have increased by
then? What intermediate trends would appear in the proportion of
nonwhites in the population, and what would betherelative sizes of
the white and nonwhite segments in the long run? Summary.

Bachman, J. G., Kahn, R. L., Mednick, M. T., Davidson, T. N., & Johnston,

L. D. Youth in transition (vol. 1): Blueprint for a longitudinal study of
adolescent boys. Ann Arbor, Michigan: Braun-Brumfield, Inc., 1967.

Bachman, J. G. Youth in transition (vol. Il): The impact offamily background
andintelligence on tenth-grade boys. Ann Arbor, Michigan: Braun-Brum-
field, Inc., 1970.

Our conclusions about racial differences are limited, as we said they



Annotated Bibliography 351

would be. And we havespecifically avoided any firm conclusions about
the causes of these differences. In spite of these uncertainties, and in
spite of the sampling limitations acknowledged earlier, we feel that
the data on test scores and race add evidence to the view that so-
called “racial differences” are primarily—ifnot exclusively—differences
in cultural and educational opportunities. Summary.

Baker, J. R. Race. New York: Oxford University Press, 1974.

In summary, then, this is an outstanding book which should be read
by anyone who wants to know what science has to say about race,
and who may wish to cogitate about the problems which areraised
in our society by the problem of race. Baker explicitly denies concern
in his book with practical problems;it is left to the reader to ponder
the practical consequences of the facts revealed. This is as it should
be; we have to take our facts from zoologists, anthropometrists, psy-

chologists, and other scientists concerned with the problem ofrace,

but it is we, as citizens, not they, as scientists, who have to resolve

the political, ethical and moral problems which are raised by these
stubborn facts. They will not go away because werefuse to pay atten-

tion; nor will measures taken on grounds of compassion, rather than
fact, resolve the problems. Many will blame Baker, as they blamed
Jensen, for pointing out unwelcomefacts; but these facts are not of
their making. We mayregret that nature produced man in such genetic
diversity, but it is idle to blame the messenger for the message; let
us rather try to draw wise conclusions from the uncompromising facts
here outlined. Review by H. J. Eysenck in Books and Bookmen, 19,
March, 1974.

Bane, M. J., & Jencks, C. The schools and equal opportunity. Saturday Review
of Education, September 16, 1972, 37-42.

Quality education will reduce socioeconomic inequality, the reformers
claim. This is a delusion. Schools have few long-term effects on the
later “success” of those who attend them. An advance report by the
authors of the forthcoming study Inequality: A Reassessment of the
Effect of Family and Schooling in America. Summary.

Banfield, E. C. The unheavenly city revisited. Boston: Little, Brown and Company,

1974.
Because the book has proved to be so controversial and because it is
being used in a wide variety of college courses, I have cited many
more authorities, and a much wider range of them, than I did before.
I make no pretense of “covering” the literature, however, because
this is not intended to be that kind of book and because I take up
sO many matters in it. This is an essay—as I said in the preface to
the original version, “an attempt by a social scientist to think about
the problemsof the city in the light of scholarly findings.” Summary.

Bart, W. H., & Lele, K. Defusing the intelligence X race debate: Comparison
of intelligence item hierarchies for two races. Paper presented at the Annual
Meeting of the American Educational Research Association (61st, New
York, NY, April 4-8, 1977).

Bartlett, D. P., Newbrough, J. R., & Tulkin, S. R. Raven Progressive Matrices:
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An item and set analysis of subjects grouped by race, sex, and socialclass.

Journal of Consulting and Clinical Psychology, 1972, 38, 154.

Baughman, E. E. & Dahlstrom, W. G. Negro and White Children. New York:

Academic Press, 1968.

Here, then, are unwelcome facts, about race differences that we are

bound to evaluate on a dimension of better or worse, superiority or

inferiority, differences that a democratic society must be committed
to try to reduce bytheintelligent extension of opportunity. Here are
more helpful facts, about correlates of these differences, which suggest
directions in which remedy may be sought. Here is a fine example
ofbasic research ona socially important topic that deploys quite modest
resources in ways that subsequent research can confidently build on.
Here is a study of children in the rural South that has much broader
relevance. Review by M. Brewster Smith in Science, January 31, 1969,
163, 461-462.

Baughman, E. E. Black Americans; a psychological analysis. New York: Aca-
demic Press, 1971.

While the strength of this book lies with the author’s insistence on
confronting theoretical controversies with empirical data, its major
weakness is in the exclusion of much significant research on blacks
and whites. Three chapters on theaffective states of blacks—‘Self Es-
teem,’ ‘Rage and Aggression,’ and ‘Psychopathology’—makeslittle
use of the extensive research literature on alienation, anomie, alcohol-
ism, suicide and homocide, and mentalillness.. . . Baughman’s sugges-
tions regarding education. . . are most disturbing. After arguing that
integration of public schools has demoralizing effects on black children
who must compete with the better-prepared white children, he suggests
that it might be better to integrate schools beginning at thefirst grade
and proceed in a ‘grade-per-year’ desegregation plan. . . . This book,
despite its good intentions, may arouse suspicion and hostility in its
black readers. Review by W. L. Yancey in Am J. Soc. 78:450, S ’72
(taken from Book Review Digest, 1972).

Bayh, B. Our nation’s schools—a report card: ‘“‘A”’ in school violence and vandal-

ism. Preliminary report of the subcommittee to investigate juvenile delin-
quency, based on investigations, 1971-1975. Printed for the use of the

Committee on the Judiciary, Washington: U.S. GovernmentPrinting Office,
1975.

Bereiter, C. The future of individual differences. Harvard Educational Review,

1969, 39(2), 310-318.
Bersoff, D. N. P. v. Riles: Legal perspective. School Psychology Review, 1980,

9(2), 112-122.
Bethell, T. Burning Darwin to save Marx. Harper’s, 1978 (December), 31-38;

91-92.
It is evident, surely, that the Age of Egalitarianism in which wereally

do live is in little danger of being supplanted. It becomes more secure
with every passing day: we have more and more equality, although
the idea of “more equality’’ obviously becomes contradictory at some
point. But the idea of equality is now obligatory: it is settled and
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certain, fixed in the firmament of opinion. To resist it ever so slightly
is to invite the label fascist. In fact, we live not so much in the Egali-
tarian Age as in the Age of Compulsory Equality. Summary.

Biesheuvel, S. An examination of Jensen’s theory concerning educability, herita-
bility and population differences. Psychologia Africana, 1972, 14, 87-94.

Block, N. J., & Dworkin, G. (Eds.) The IQ controversy. New York: Pantheon
Books, 1976.

. . the publication of Block’s and Dworkin’s The IQ Controversy is
particularly timely and valuable. It is in the genre knownas a “reader,”
that is to say it gives us a conspectus of prevailing opinions in the
words of those who hold them .. .
A special strength of their book—and one that enormously enhances

its value for college reading—is their generousallocation of space to
such real professionals as Richard Lewontin and John Thoday, with
a passing quotation from Michael Lerner.
Review by P. B. Medawarin The New York Review, February 3, 1977.

Bodmer, W.F., & Cavalli-Sforza, L. L. Intelligence and Race. Scientific Ameri-

can, 1970, 223(4), 19-29.

Our aim in this article is to review, mainly for the nongeneticist, the

meaning of race and I.Q. and the approachesto determining the extent
to which I.Q. is inherited. Such a review can act as a basis for the
objective assessment of the evidence for a genetic componentin race
and class I.Q. differences. Summary.

Bowen, W. G. Admissions and the relevance of race. Educational Record, 1977
(Fall), 333-348.

Brace, C. L., Gamble, G. R., & Bond, J. T. (Eds.) Race andintelligence. Washing-
ton, DC: American Anthropological Association, 1971.

Viewed from a humanitarian perspective, it would substantially im-
prove the lot of mankind if the energy currently being devoted to
the dubious demonstration of innate human unworth were rechannelled
to the task of removing the non-innate but very real social inequities
that cripple the lives of the very people for whom Jensen professes
such concern. Summary.

Broman, S. H., Nichols, P. L., & Kennedy, W. A. Preschool IQ: Prenatal &
early developmental correlates. Hillsdale, New Jersey: Lawrence Erlbaum
Associates, 1975.

The sample of 12,210 white children had a mean IQ of 104.5 with a
standard deviation of 16.7. The mean IQ in the sample of 14,550
Negro children was 91.3 with a standard deviation of 14.0. This differ-
ence of 13 points is similar to that found in most comparative studies
of intellectual performance of Negroes and whites in the United States
(Kennedy et al., 1963; Shuey, 1966; Dreger & Miller, 1968). Within
socioeconomic status and sex subgroups, the IQ differences ranged
from about 8 points in the lowest socioeconomic level to 13 points
in the highest. Summary.

Brown, W. W., & Reynolds, M. O. A model of IQ, occupation, and earnings.
The American Economic Review, December 1975, 65(5), 1002-1007.
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Brozek, J. Nutrition, malnutrition, and behavior. Annual Review of Psychology,

1978, 29, 157-177.
Burket, G. R. PROJECT TALENTIdentification, Development, and Utilization

of Human Talents: Selected pupil and school characteristics in relation to

percentage ofNegroes in school enrollment. Washington, DC: Project TAL-

ENT Office, University of Pittsburgh, 19€3.

Aptitude and Achievement. Consider first the means of the nineteen
selected Pr-ject TALENTtests that are shown in Tables 1-14. The
most obvious trend is the tendency for the mean scores to decrease

as the per cent of Negroes in school enrollment increases. The trend
affects tests of nonverbal abilities (e.g., test 4, Abstract Reasoning)
to about the sameextentas tests of verbal abilities (e.g., test 2, Reading

Comprehension). It cuts across geographical areas, appearing with al-
most the samestrength in the four Office of Education areas sampled:
the Mideast, the Great Lakes area, the Southeast, and the Southwest.

Summary.
Burt, C. Inheritance of general intelligence. American Psychologist, 1972, 27,

175-190.
Inheritance of General Intelligence was Cyril Burt’s acceptance speech
of the E. L. Thorndike award from the American Psychological Associ-
ation. He concluded what wasto be his last formal paper with these
remarks:

Thus, notwithstanding the provisional nature of the results here
recorded, I think one claim can now safely be advanced. The
recent cry that “‘the old issue of nature and nurture is out of
date” is itself outdated. Modern genetics, besides its many profit-
able applications to agriculture and stock-breeding, has already
made valuable contributions to human physiology, pathology, and
medicine; it will assuredly prove yet more informative andfruitful
in the field of psychology. (p. 189)

After a short illness Burt died on October 10, 1971.

See also in this section:
Cronbach, L. J. Hearnshaw on Burt. Science, 1979, 206, 192-194.

Dorfman, D. D. The Cyril Burt question: New findings. Science, 1978,
201(4362), 1177-1186.

Dorfman, D. D. Burt’s tables. Science, 1979, 204, 246-254.

Eysenck, H. J. The case of Sir Cyril Burt. Encounter, 1977, 48, 19-

24.
Gillie, O. Burt’s missing ladies. Science, 1979, 204, 1035-1039.

Hearnshaw,L. 8. Cyril Burt, Psychologist. Ithaca, NY: Cornell Univer-
sity Press, 1979.

Rubin, D. B. Burt’s tables. Science, 1979, 204, 245-246.

Stigler, S. M. Burt’s tables. Science, 1979, 204, 242-245.

Buss, A. R. Regression, heritability, and race differences in IQ. Developmental
Psychology, 1975, 11(1), 105.

Carothers, J. C. The mind of man in Africa. London: The Garden City Press
Limited, 1972.

The book is concernedessentially with the mentality of man indigenous
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to sub-Saharan Africa, both in regard to those aspects that are seen
as ordinary or normal, and those that are seen as strange or disturbed,
by the societies in which helives. It is thus also and inevitably concerned
with the parts that may have been played in his mental development
by hereditary and by environmental factors. I have therefore attempted
to present the reader with all those data in both these fields that,
derived from the New World as well as from Africa, seem most relevant
to this theme. Summary.

Chase, A. The legacy of Malthus: The social costs of the new scientific racism.
New York: Alfred A. Knopf, 1977.

With the uncanniness of the drug agent’s dog sniffing traces of mari-
Juana among passengers’ baggage, Chase detects and enthusiastically
exposes every whiff of racism (most of them real, some imagined)
among Americanscientists and writers. . . . Total public health, total
health to every individual, is, in his belief, the single most important
key to human betterment. He judges all ideas and theories from this
singleminded perspective. There is no ‘population problem,’ only ‘a
sociobiological problem called poverty.’ Of the literally thousands of
writers’ ideas Chase examines, few emerge unscathed, few escapehis
ridicule. Chase’s work is logical, well researched and documented,
yet, in the end,a ‘single cause’ hortatory explanation of mostofsociety’s
problems. His is a valuable perspective that should be of wide use as
a holding for both undergraduate and graduate libraries. Choice, J1/
Ag °77, 14: 748, in Book Review Digest, 1977.

Clarizio, H. F., Craig, R. C., & Mehrens, W. A. (eds.) Contemporary issues in
educational psychology (2nd edition). Boston: Allyn and Bacon,Inc., 1974.

In short, the book is groundedin a very traditional view of the field
of Educational Psychology, and theissues reflect a survey of controver-
sies in the field, rather than an analysis of its fundamental questions.
Review by Karen K. Block in Contemporary Psychology, 1975, 20 (10),
787-788.

Clark, K. Pathos of Power. Harper & Row, 1974.
Clark is pleased to tender, once again, some things useful for the
public to hear, and heis willing to lay them out with a full hand,
with none of those petty reservations that may be the mark of a small
nature.. . . The occasionsfor these papersare often public and ceremo-
nial—e.g., Clark’s receipt of an honorary degree, his inauguration as
president of the American Psychological Association. They are mo-
ments when a tremorof style is expected and one mightfeel freer to
speak in a more personal vein, without footnotes or shadings. One
need not feel any special strain on these occasions to render a perfect
justice to those with whom one disagrees—for Clark, men like Daniel
P. Moynihan, Edward Banfield, Christopher Jencks, David Armor,
Daniel Bell, and Nathan Glazer—and so Clark strikes out then in
rather unmeasured assaults on what he calls a ‘new breed of social
science mercenaries.”” Review by Hadley Arkes in “The Problem of
Kenneth Clark” in Commentary, November, 1974, 37-46.
* Pathos of Power, Harper & Row, 179 pp., $7.95.
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Cleary, T. A., Humphreys, L. G., Kendrick, 8. A., & Wesman, A. Educational

uses of tests with disadvantaged students. American Psychologist, 1975 (Jan-

uary), 15-41.
A report prepared at the request of the American Psychological Associ-

ation’s Board of Scientific Affairs. It was published in the hope that

it would stimulate discussion of the important issues involved. Sum-

mary.
Coleman, J. The concept of equality of educational opportunity. Harvard Educa-

tional Review, 1968, 38(1), 7-22.

Although there is wide agreement in the United States that our society

accepts and supports the fundamentalvalue of equal opportunity, when

it comes to areas of specific application there is considerable disagree-

mentover its meaning.In this article, the author traces the evolutionary

shifts in interpretation of the concept of equality of educational oppor-

tunity, not only putting into perspective the different views which form

the basis for disagreement today but also indicating how the current

direction of change may influence the interpretation of this concept

in the future. Abstract.
Coleman, J. S. Equality of educational opportunity. Washington, DC: U.S. Gov-

ernment Printing Office, 1966.
. . . Itis obvious that this is not a good study ofthe effects of education

on minority-group performance;it is just the best that has ever been

done. Moreover, it provides the best evidence available concerning

the differential effects—or rather the lack of such effects—of schools.

AAAS members may find it hard to believe that the $28-billion-a-

year public education industry has not produced abundant evidence

to show the differential effects of different kinds of schools, but it

has not. That students learn more in “‘good”’ schools than in “‘poor”

schools has long been accepted as self-evident fact not requiring

verification. Thus, the finding that schools with widely varying charac-

teristics differ very little in their effects is literally of revolutionary

significance. Review by R. C. Nichols in Science, December 9, 1966,

154, 1312-1314.
Coleman J. S. Busing backfired. The National Observer, June 7, 1975.

Colman, A. M. ‘Scientific’ racism and the evidence on race and intelligence.

Race, 1972, 14, 137-153.
In conclusion, a word of explanation is necessary for the use of the

phrase ‘scientific racism’ in the title of this paper. I do not for one

momentbelieve that Jensen and Eysenck, like so many previous adher-

ents to the geneticist doctrine, are racists in the crude sense of viewing

American blacks with hatred or wishing to oppress them. Eysenck,

for example, is anxious to explain that such sentiments do not necessar-

ily flow from his ‘scientific’ beliefs. Summary.

Condas, J. Personal reflections on the Larry P.trial and its aftermath. School

Psychology Review, 1980, 9(2), 154-158.

Conklin, K. R. Why compensatory schooling seems to make “no difference.”

Journal of Education, 1974, 156, 34-42.

Crew, L. The new alchemy. College English, 1977, 38(7), 707-711.
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_. . I question the wisdom of thus legislating linguistic conformity.

That very conformity makes it very likely that we will not discover

and nurture the hundreds of otherwise very talented minority students

who happen to have minimal facility with a linguistic skill we never

require of the majority, viz., the ability to master an alien dialect as

a condition of being taken seriously. Summary.

Cronbach,L. J. Heredity, environment, and educational policy. Harvard Educa-

tional Review, 1969, 39(2), 338-347. .

Cronbach,L. J. Five decades of public controversy over mental testing. American

Psychologist, 1975 (January), 1-14.

Anarticle prepared for an American Academy of Arts and Sciences

study entitled “Social Science Controversies and Public Policy Deci-

sions.”

Cronbach, L. J. Hearnshaw on Burt. Science, 1979, 206, 192-194.

Cronin, J., Daniels, N., Hurley, A., Kroch, A., & Webber, R. Race, class,

andintelligence: A critical look at the IQ controversy. International Journal

of Mental Health, 1975, 3(4), 46-132.

Jensen’s attack on blacks thus provides a rationale with which to under-

cut any andall reforms. Typically, an ideology whose main thrust is

racist also contains ideas that hurt everyone—hencethe crucial impor-

tance of destroying “Jensenism.” Summary.

Darlington, C. D. The genetics of society. In A. J. Gregor (Ed.), A Symposium

on Race: An Inter-disciplinary approach. Honolulu, Hawaii U. P., 1963.

Darlington, C. D. The evolution of man and society. New York: Simon and

Schuster, 1969.

Darlington, C. D., F. R. S. The little universe of man. London: George Allen

& Unwin, 1978.

Davis, B. D., & Flaherty, P. (Eds.) Human diversity: Its causes and social signifi-

cance. Cambridge, MA:Ballinger Publishing Company, 1976.

Defense Race Relations Institute Library Bibliography, compiled by library divi-

sion, Patrick Air Force Base, Florida, 1973.

Department of Educational Accountability Annual Test Report, 1977-78. Mont-

gomery County Public Schools, Rockville, MD: December, 1978.

The breakdownof the test results by racial/ethnic category generally

indicated that Asian students scored the highest, followed in order

by White, Hispanic, and Black students. This was true for most of

the CAT, ITBS, TAP, and MFRTresults. The major exception was

for Asian students in Grade 11 on the MFRT. They scored below

Whites and at roughly the same level as Hispanics. This general trend

has also been found on the tests administered nationwide by the Na-

tional Assessment of Educational Progress (NAEP) for Whites, His-

panics, and Blacks. All groups performedbetter than their counterparts

in most school districts around the country. Summary.

Deutsch, M., Katz, I., & Jensen, A. R. (Eds.) Social class, race, and psychological

development. New York: Holt, Rinehart and Winston, 1968.

This is a book that ‘“‘seeks to clarify the present state of knowledge

about social and biological influences on intellectual development.”

It fails in its objective primarily because 10 of its 11 chapters either
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ignore biological influences or dismiss them with rather fatuous argu-mentation. This is done in Spite of the fact that the family, twin,and adoption studies to date show environmental differences, as theyexist and are measured today, accounting for only 10 to 30 per cent
of the variancein IQ test scores. Review by J. M. Hornin Contemporary
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The Columbia University Forum, 1967, 10(1), 5-6.
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A distinguished geneticist pores over the evidence for the heritability
of intelligence, finds it ambiguous, and is not convinced by Jensen’s
argument. Abstract.

Dorfman, D. D. The Cyril Burt question: New findings. Science, 1978, 201(4362),
1177-1186.
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Dreger, R. M., & Miller, K. S. Comparative psychological studies of Negroes

and whites in the United States. Psychological Bulletin, 1968, 70, 1-58.
This is a review of psychological studies concerning Negroes and whites
in the United States for the most part from 1959 through 1965. The
topics covered include: the physical substrata of psychological and
psychosocial functions, physical and motor development, psychophysi-
cal functions, intellectual functions, educational and occupational at-
tainment and aspirations, temperament, social perceptions and atti-
tudes, mental illness, crime and delinquency, family organization.
Abstract.

Dupuy, H. J., & Gruvaeus, G. The construction and utility of three indexes of
intellectual achievement. (Vital and health statistics: Series 2, Data evalua-
tion and methods research; no. 74); DHEW Publication No. (HRA) 78-
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intelligence. Quadrangle/The New York Times Book Company, 1977.

In the first six chapters, the whole race-IQ debate is revealed as a
scientifically useless discussion. Since there are no biological races to
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begin with, the question of the inferiority or superiority of a race is

meaningless. IQ itself is a measure of limited significance; there is

no sign that ability to do well on IQ tests is largely inherited, and if

it were largely inherited, this would tell us nothing about the cause

of group differences. Furthermore, group differences in average IQ

(regardless of how the groups are defined) are readily explained by

the different environments to which members of different groups are

exposed. The question of whether group differences are to any degree

the result of genetic differences is both scientifically trivial and practi-

cally unanswerable. The persistence of the questionis traceable primar-

ily to a misunderstanding of genetics by a small group of scientists.

Summary.

Ehrman, L., Omenn, G. S., & Caspari, E. (Eds.) Genetics, environment, and

behavior: Implications for educational policy. New York: Academic Press,

1972.
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Erlenmeyer-Kimling, L., & Jarvik, L. F. Genetics and intelligence: A review.

Science, 1963, 142(3598), 1477-1478.

A survey of the literature of the past 50 years reveals remarkable

consistency in the accumulated data relating mental functioning to

genetic potentials. Intragroup resemblance in intellectual abilities in-

‘creases in proportion to the degree of genetic relationship. Abstract.

Erlenmeyer-Kimling, L., & Stern, S. E. Heritability of IQ by social class: Evi-

dence inconclusive. Science, 1973, 182, 1044-1045.
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No. 1, pp. 15; 18. |

Exhibit C: IQ trial, Defense experts testify. APA Monitor, April 1978, Vol. 9,

No. 4, pp. 8-10.

Eysenck, H. J. Race, intelligence and education. London: Temple Smith, 1971.

Eysenck thinks that despite the genetically blurred outlines of the

groups concerned (which he recognizes), and the uncertainties of what

it is that IQ tests measure, and the differences in their social, medical,

cultural and educational experience,it is important to study IQ differ-

ences between US whites and blacks. This is in order to estimate the

contributions of genetic and environmental factors to the differences

which have emerged. His bookis largely a defense of Jensen’s approach

to this problem, a plea for further work in this andallied fields, and

a claim that on the data so far available it looks highly probable that
differences in gene frequencies are largely responsible for the IQ differ-

entials found. Review. This book was also published in the United

States as The IQ argument: Race, intelligence and education, New

York: The Library Press, 1971.
Eysenck, H. J. The inequality of man. San Diego, California: EDITS Publishers,

1975.
Eysenck has written a generally inflammatory book clearly designed
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to tempt the lay reader into a pseudo-battle between Truth and Igno-rance. For the careful reader the battle fades out inconclusively. This
book is an uncritical popularization of Jensen’s ideas without the
nuances and qualifiers that make much of Jensen’s writing credible
or at least responsible. It is a maddeningly inconsistent book filled
with contradictory caution and in-caution; with hypotheses stated both
as hypotheses and as conclusions; with both accurate and inaccurate
Statements on matters of fact. It is carelessly put together, with no
index, few references, and long, inadequately cited quotes. Further-
more, considering the gravity of Eysenck’s theses, the book has an
occasional jocularity of tone that is offensive. Review. Sandra Scarr-
Salapatek, Science, 174(1223), December, 17, 1971.

Eysenck, H. J. National differences in personality as related to ABO blood
group polymorphism. Psychological Reports, 1977, 41, 1257-1258. (a)

Blood group polymorphismsofthe ABO system are related to personal-
ity differences, AB being more frequent among introverts, and the
ratio A/B being higher among stable subjects. In view of the fact
that Japanese are more introverted and more neurotic than British
samples, it was predicted that Japanese, as compared with British,
would have a higher proportion of AB carriers and a lower A/Bratio.
Both predictions were confirmed by studyof the established frequencies
for blood groups in the two countries. Summary.

Eysenck, H. J. The case of Sir Cyril Burt. Encounter, 1977, 48, 19-24. (b).
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1168.
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as measured by gainin IQ. Following his design, 19% of 796 S’s in
36 classes at 3 elementary schools were indentified to their teachers
showing exceptional potential for intellectual gain, when in fact their
names had been randomly selected. After one semester no trends could
be drawn from analysesofgrade level, sex, and minority group member-
ship; nor was the “expectancy advantage”ofthe selected S’s significant
(p < .05). Summary.

Fogel, W. R., & Engerman, S. L. Time on the cross: The economics ofAmerican-
Negro slavery. Boston: Little, Brown, & Company, 1974.

The book hasraised issues that cut across the usual ideological lines.
People concerned with giving blacks a “usable past” can’t decide
whether the book will give today’s American blacks more to be proud
of or will deprive them of conventional explanations for current prob-
lems which rest partially on the assumption that slavery destroyed
Negro family structure. Review by C. Holden in Science, December,
1974, 186, 1004-1007.

Friedrichs, R. W. The impact of social factors upon scientific judgment: The
“Jensen Thesis” as appraised by members of the American Psychological
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Furby, L. Implications of within-group heritabilities for sources of between

group differences: IQ and racial differences. Developmental Psychology, 1973,

9(1), 28-37. a

In particular, our present knowledgeofthe relative shapes and heritabil-

ities of the IQ distributions for blacks and whites suggests, but does

not prove, that blacks and whites have similar genotypes for IQ but

differ on IQ-determining environmental factors. Abstract.

Gage, N. L. 1.Q. heritability, race differences, and educational research. Phi

Delta Kappan, 1972 (January), 308-312.

It is not that “compensatory education has beentried and it apparently

has failed.”” Compensatory education needs more research and better-

supported tryouts over a period of decades, not merely a single enthusi-

astic Presidential administration. Summary.

Garber, H., & Heber, R. The Milwaukee Project: Early intervention as a technique

to prevent mental retardation. The University of Connecticut Technical

Paper, National Leadership Institute, Teacher Education/Early Childhood,

U.S. Department of Health, Education, & Welfare, March, 1973.

Howard Garber and Rick Heber are professors at the University of

Wisconsin. Their research specialities are learning disabilities. The Mil-

waukee Project is one of the most important longitudinal studies ever

undertaken and it has yielded heartening results. For many poorchil-

dren, early education of a nursery school variety can overcome mild

ravages wrought by poverty. For others, however, those born into

grinding poverty to mothers with severly limited maternal teaching

skills, the usual preschoolis too little and too late. Structured cognitive

instruction must begin for these children in the cradle. The Milwaukee

Project shows that the intellectual potentials of children don’t have

to be mangled by poverty and ignorance of parents. Cradle Schools

can become an effective intervention mechanism to save them from

this fate. The Milwaukee Project will be replicated widely as commu-

nity agencies focus more clearly on specific needs for the intervention
to prevent schoolfailure. Abstract.

Garrett, H. E. Klineberg’s chapter on race and psychology: A review. Mankind

Quarterly, 1960, 1(1), 3-10.
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Gentry, W. R. The Ertl index and IQ: A validity study. Unpublished Master’s

thesis, The University of Georgia, 1974.

The Ertl hypothesis that the latency of the visual evoked responseis

significantly related to psychometric intelligence is not supported in

this study. The correlations between the CNEA scores and IQ were

all at chance level, with the exception of one significant positive correla-

tion which was in the opposite direction from that predicted by Ertl.

It was also shown that there were no significant differences between

the CNEAscoresfor the two groups. That is, the normal and retarded

students differed by fifty points in IQ but did not differ in their response

time to a light stimulus. Summary.
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ings of a conference under the auspices of Russell Sage Foundation, the
Social Science Research Council, and the Rockefeller University. New York:
The Rockefeller University Press and Russell Sage Foundation, 1968.

Goldberger, A. S., & Lewontin, R. C. Jensen’s twin fantasy. Washington, DC:
U.S. Department of Health, Education, and Welfare; National Science
Foundation, March, 1976.

It should now beclear that the twin method cannotbe used to extract
meaningful estimates of the variances, and covariance, of the genetic
and environmental components of humanintelligence. Any plausible
model for the resemblance between the twins will have so many more
unknownparameters than observationsthatthe task is futile. Summary.

Goldberger, A. S. Jensen on Burks. Educational Psychologist, 1976, 12(1), 64—
78.

Wecritically examine the portions of Arthur Jensen’s books that con-
cern Barbara Burks’ 1928 study of adoptive families. Jensen cites the
low correlations of children’s IQs with measures of home environment
as evidence that environmentplays only a minorrole in the determina-
tion of intelligence. We find that Burks’ sample was highly selective,
that her environmental measures were limited, and that Jensen has
misrepresented the content and implications of her study. Abstract.

Goldman, R. D. Hidden opportunities in the prediction of college grades for
different subgroups. Journal ofEducational Measurement, 1973, 10(3), 205—
210.

Goldstein, J. A critique of ‘unequal educational opportunity.’ Educational Psy-
chologist, 1978, 12(3), 332-344.

Gordon, C. Looking ahead: Self-conceptions, race and family as determinants
ofadolescent orientation to achievement. Washington, DC: American Socio-
logical Association (for the Arnold M. and Caroline Rose MonographSe-
ries), 1968.

Gordon, E. W., & Wilkerson, D. A. Compensatory education for the disadvan-
taged; Programsandpractices: Preschool through college. New York: College
Entrance Examination Board, 1966.

Gordon, R. A. Crime and cognition: An evolutionary perspective. Proceedings
of the 11 International Symposium on Criminology held in the OscarFreire
Institute, August 7th, 1975.

The diffusion of the humanspecies over the planet prior to and during
what might be called “the abstract reasoning revolution” virtually
guaranteed separations and isolations that would produce stragglers
during the crucial transition phase. Critics of the hypothesis of genetic
differences in IQ between groups overlook the fact that a one or two
standard deviation difference is not large on the scale of nature, al-
though it may loom large on the scale of humanaffairs. Thus, there
seems to be an aspect of inevitability to the theory I have set forth,
concerning the present criminal crisis in urban communities. This as-
pect should not be surprising, for there are ample precedents in the
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study of biological populations for self-initiated critical phases. Sum-

mary.
|

Gordon, R. A., & Rudert, E. E. Bad news concerning IQ tests. Sociology of

Education, 1979, 52(3), 174-190. . . —

In concurrence with previous studies, no indications of racial bias in

IQ tests were found. This evidence could be nullified only by assuming

that explicit selection on IQ scores occurs throughout ourstatus attain-

ment models. . . . Since the use of IQ tests for selection purposesis

typically a matter of public record, such an assumption seems highly

unrealistic. The ultimate significance of the failure to find bias in IQ

tests will depend on how easily changed IQ eventually proves to be,

on a proper understanding of the magnitude of group differences, on

assessments of the importance of IQ in determining other outcomes,

and on the social importance of the outcomes so determined. Summary.

Gould, S. J. Morton’s ranking of races by cranial capacity: Unconscious manipu-

lation of data may bea scientific norm. Science, 1978, 200, 503-509.

Samuel George Morton,self-styled objective empiricist, amassed the

world’s largest pre-Darwinian collection of human skulls. He measured

their capacity and produced the results anticipated in an age when

few Caucasians doubted their innate superiority: whites above Indians,

blacks at the bottom. Morton published all his raw data, andit is

shown here that his summary tables are based on a patchwork of

apparently unconscious finagling. When his data are properly reinter-

preted, all races have approximately equal capacities. Unconscious or

dimly perceived finagling is probably endemicin science, since scientists

are humanbeings rooted in cultural contexts, not automatonsdirected

toward external truth. Summary.

Greenberger, E., & Marini, M. M. Black-white differences in psychological matu-

rity: A further analysis. Center for Social Organization of Schools, Report

No. 136, September, 1972. Baltimore, MD: The Johns Hopkins University.

Gunnings, T. S. Responseto critics of Robert L. Williams. Counseling Psycholo-

gist, 1971, 2, 73-77.
Guy, D. P. Issues in the unbiased assessmentofintelligence. School Psychology

Digest, 1977, 6, 14-23.

Hall, V. C., & Turner, R. R. Thevalidity of the “different language explanation”

for poor scholastic performance by black students. Review of Educational

Research, 1974, 44, 69-81.

From the evidence they have gathered, the present researchers believe

that it would serve no useful purpose to teach English as a second

language to speakers of NNEif the goal is improved comprehension

of SE. The black child has a great deal of contact with SE on radio

and television and with people outside his family and neighborhood.
If these contacts are not sufficient, then increased contact without

formal education may be the most beneficial treatment (e.g., integra-

tion). Integration itself needs to be more carefully studied so that the

additional benefits of several cultures learning from each other can
be attained. The present authors know of no research or demonstration
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project directed toward maximizing the effects of integration. Finally,
the authors are convinced that more effort should be directed toward
studying universals of cognitive development rather than toward rela-
tively superficial performancedifferences such as spoken dialects. Sum-
mary.

Harwood, J. The race-intelligence controversy: A sociological approach, I-Pro-
fessional factors. Social Studies of Science, 1976, 6, 369-394.

To understand why science develops as it does . . . what one must
understand . . . is the manner in which a particular set of shared
values interacts with the particular experiences shared by a community
of specialists to ensure that most membersof the groupwill ultimately
find one set of arguments rather than another decisive. . . The debate
about race and intelligence only begins to make sense whenit is seen
as one internal to academic life; between two groups of men who
differ in personality, in academic background, and in political and
social allegiance. Abstract.

Harwood, J. The race-intelligence controversy: A sociological approach, II-‘Ex-
ternal’ factors. Social Studies of Science, 1977, 7, 1-30.

Hébert, J-P. Race et intelligence. Paris: Copernic, 1977.
‘Jean-Pierre Hébert,” according to the information supplied by the
publishers, is a pseudonym for four researchers who are known for
their scientific work—twogeneticists, one ethnologist, and onespecial-
ist in psychometric problems. They state that they have chosen anony-
mous publication so that criticism and discussion of the book might
be based on the issues themselves and to avoid polemics involving
individual people. Review by O. E. Favreau in Contemporary Psychol-
ogy, 1979, 24(1), 23-24.

Herrnstein, R. I1.Q. The Atlantic Monthly, 1971, 228(3), 43-64.
. . . The main significance of intelligence testing is what it says about
a society built around human inequalities. The message is so clear
that it can be madein the form ofa syllogism:

1. If differences in mental abilities are inherited, and
2. If success requires those abilities, and
3. If earnings and prestige depend on success,
4. Then social standing (which reflects earnings and prestige) will
be based to some extent on inherited differences among people.

Summary.
Herrnstein, R. J. .Q. in the meritocracy. Boston: Little, Brown, & Company,

1973.
In the barrage of criticisms directed against Herrnstein, it is most
noteworthy that no substantive counter evidence to his argument has
yet comeforth. Thus Herrnstein’s opposition in the debate has raged
on ideological rather than onscientific grounds. Herrnstein states: “One
can search thescientific literature from one end to the other...
andfind nosignificant empirical challenge to the sizeable genetic contri-
bution to scores on intelligence tests.” In five engrossing chapters,
he reviews the history of mental testing, the current theory and research
on the meaning and natureofintelligence, its significance for educa-
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tional and occupational attainments, the roles of genetic and environ-

mental factors in the causation of individual differences in mental abil-

ity, and finally, in “The Specter of Meritocracy,”’ his interpretation

of the social implications of all this. As a specialist myself in this

aspect of psychology, I can attest that these chapters provide the most

up-to-date, accurate, and balanced nontechnical account of the main-

stream theories and research onintelligence that can be foundin print

today. Both for nonspecialists and students of the behavioral sciences

who want an overview of what’s what about IQ, this is the book to

read. Review. Jensen, A. R., Chicago Tribune, June 24, 1973.

Hirsch, J. Behavior-genetic, or “experimental,” analysis: The challenge of science

versus the lure of technology. American Psychologist, 1967, 22(2), 118-

130.
Hirsch, J. Behavior-genetic analysis and the study of man. Science and the

Concept of Race, Columbia University Press, 1968, pp. 37-48.

I shall examine here someofthe fallacies that have led to the widespread

and long persisting misuse of the race concept. It is my intention to

show that the notorious nature-nurture or heredity-environment ques-

tion is, in fact, a pseudo question—a question that is being resolved

neither in favor of the position which asserts a racial hierarchy nor

of that which asserts absolute bisocial uniformity. Summary.

Hirsch, J. Jensenism: The bankruptcy of ‘“‘Science”’ without scholarship. Unpub-

lished manuscript, University of Illinois at Urbana-Champaign. Research

support by Grant No. US PH MH 10715-09, awarded by the National

Institute of Mental Health, DHEW.

Horn, J. N. The IQ myth revisited. Texas Psychologist, 1975, 27(2), 19-21.

On April 22, 1975, CBS presented an hour-long program, “The IQ
Myth,” which argued that intelligence as currently measured has no
genetic basis and that IQ tests present a social danger. The following

letter addressed to Dan Rather, the program commentator, presented
the other side of the issue. It is reprinted below with the permission

of Dr. Joseph Horn—TP Editor. All in all Mr. Rather, I believe your
program can be quite accurately characterized as biased in the extreme
and designed to foist on the American public the notion that IQ testing
today is a menace to society. I believe if you or your staff will do
some further research you will agree that the program as originally
presented wasso in error as to require correction. In the final analysis,
the confidence that the public has in the news mediarests in the convic-
tion that journalists, if given the evidence, will change their minds
and do everything in their powerto rectify their mistakes. Summary.

Houts, P. L. (Ed.) The myth of measurability. New York: Hart Publishing
Company, 1977.

Sponsored by The National Association of Elementary School Princi-

pals with support from the Ford Foundation.

Hudson, L. Intelligence, race, and the selection of data. Race, 1971, 12(3),

283-292.
Humphreys, L. G., & Dachler, H. P. Jensen’s theory of intelligence. Journal

of Educational Psychology, 1969, 60(6), 419-426.



366 The Testing of Negro Intelligence

Criterion groups were formed in accordance with Jensen’s designs.
In contrast to his findings, both IQ and socioeconomic status (SES)
are positively correlated with rote-memory scores, and thereis little
interaction. Also, correlations between rote memory measures and
other intellectual variables show very little variability around very
modest levels of correlations in the four criterion groups. Abstract.

Humphreys, L. G. Statistical definitions of test validity for minority groups.
Journal ofApplied Psychology, 1973, 58(1), 1-4.

This study considers the problem of deciding when

a

selection test is
invalid for members of a minority group. Thereis both a strong empiri-
cal and theoretical basis for rejecting the choice zero correlation be-
tween test and criterion as an appropriate null hypothesis. This choice,
for one thing, typically requires that the population valueofthe correla-
tion be higherin the minority group than in the majority group. Recom-
mended instead is the direct comparison of correlations in minority
and majority samples. Only in the event that the minority correlation
is significantly lower and the confidence limits around that correlation
include no useful levels of the relationship should the correlation be
considered essentially zero. Abstract.

Hunt, J. McV. Has compensatory education failed? Has it been attempted?
Harvard Educational Review, 1969, 39(2), 278-300.

Ingle, D. J. Possible genetic bases of social problems: A reply to Ashley Montagu.
Midway, 1970 (Winter), 105-121.

Jencks, C., Smith, M., Acland, H., Bane, M. J., Cohen, D., Gintis, H., Heyns,
B., & Michelson, S. Inequality: A reassessment of the effect offamily and
schooling in America. New York: Basic Books, 1972.

The most striking finding is that, no matter how schools are assessed,
which school a child goes to has a negligible effect on success, however
measured. Schools may be integrated or segregated, expensive or cheap,
with rich students or poor students, or merely ranked by degree of
success, but differences between them make verylittle difference to
students’ success. The idea that schools make a big difference is a
Statistical illusion. Schools whose students have high IQ or achievement
scores, or that have high percentages of students going onto college,
do so almost entirely because the students in them come to school
with high scores and with family backgrounds that lead to college.
Review by A. L. Stinchcombe in Science, November, 1972, 122, 603-

604.
Jencks, C., & Brown, M. Theeffects 0} desegregation on student achievement:

Some new evidence from the equality of educational opportunity survey.
Sociology of Education, 1975, 48, 126—140.

Reanalysis of the 1966 Equ:lity of Educational Opportunity Survey,
using a quasi-longitudinal design, suggests that the test performance
of students in 51—75 percent white schools improvedrelative to national
norms between first and sixth grade. Both black and white students
in such schools showed improvement. Black students’ performance
relative to national norms seemed to decline slightly if they were in
76-100 percent white schools and seemed to remain constant if they
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were in 0-50 percent white schools. The racial composition of high

school did not appear to have had any appreciable effect on either

black or white students’ test scores between ninth and twelfth grades.

Abstract.

Jencks, C. Who gets ahead? The determinants of economic success in America.

New York: Basic Books, Inc., 1979.

Who Get Ahead?is a descriptive account of the determinants of eco-

nomic success in America. Derived from a contract report by Harvard’s

Center for the Study of Public Policy to the National Institute of

Education and the Department of Labor, the book summarizes the

efforts of Christopher Jencks and 11 colleagues to provide a thorough

analysis of available data on the relationships amongthe family charac-

teristics, academic ability, personality, and educational, occupational,

and economic achievement of American men. Review by R. D. Mare

in Science, May 16, 1980, 208, 707—709.

Jensen, A. R. Cumulative deficit in compensatory education. Journal of School
Psychology, 1966, 4, 37-47.

The term cumulative deficit has becomepart of the specialized vocabu-
lary associated with the conceptof “cultural deprivation.”” The purpose
of this article is to delineate the meaning of the term cumulative deficit,
to distinguish it from other, related terms, and to outline briefly some
hypothesis concerning its psychological basis. Abstract.

Jensen, A. R. Social class, race, and genetics: Implications for education. Ameri-
can Educational Research Journal, 1968, 5(1), 1-42. (a)

In our efforts to improve education we should not lose sight of the
focal point of our concern—theindividual child. This meansthe biolog-
ical as well as the social individual, for man’s intelligence and educabil-
ity are the products of biological evolution as well as of individual
experience. Not to recognize the biological basis of educability is to
harmfully restrict our eventual understanding and possible control of
the major sources of diversity in human capacities and potentialities.
Summary.

Jensen, A. R. Patterns of mental ability and socioeconomic status. Proceedings
of the National Academy of Sciences, 1968, 60(4), 1330-1337. (b).

Children who are above the general average on Level I abilities but
below the average on Level II performance usually appear bright and
capable of normal learning and achievement in manysituations, al-
though they haveinordinate difficulties in school work underthe tradi-
tional methods of instruction. Many such children who are classed
as mentally retarded in school later becomesocially and economically
adequate persons whenthey leave the academicsituation. On the other
hand, children who are below average on Level I, and consequently
on Level II as well, appear to be much more handicapped in the
world of work. One shortcoming of traditional IQ tests is that they
make both types of children look muchalike. Tests that reliably assess
both Level I and Level II are needed in schools, personnel work,
and the armed forces. Equally important is the discovery or invention
of instructional methods that engage Level I more fully and provide
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thereby a means of improving the educational attainments of many
of the children now called culturally disadvantaged. Summary.

Jensen, A. R. Reducing the heredity-environment uncertainty: A reply. Harvard
Educational Review, 1969, 39(3), 449-483. (a)

Jensen, A. R. How muchcan weboast IQ? Harvard Educational Review, 1969,
39(1), 1-123. (b)

Jensen, A. R. The Jensen thesis: Three comments (I. Race and the genetics of
intelligence: A reply to Lewontin.) Bulletin of the Atomic Scientists, 1970,
26(5), 17-23. (a).

Jensen, A. R. The heritability of intelligence. Engineering and Science, 1970,
33(6), 1-4. (b)

So the conclusion we come to—which is certainly valid at least in
the white European and North American populations in which the
research was conducted—is this: In accounting for the causes of the
differences among persons in IQ, the genes outweigh theeffects of
environment by 2 to 1. As environmental conditions are improved
and made morealike for all persons in the society, the average intelli-
gence level of the population will be somewhat increased, and the
IQ differences among persons will be slightly reduced. But of course
the differences that remain will inevitably be due even moreto genetic
factors. Summary.

Jensen, A. R. IQ’s of identical twins reared apart. Behavior Genetics, 1970, 1,
133-148. (c)

Analysis of the data from the four major studies of the intelligence
of MZ twinsreared apart, totaling 122 twin pairs, leads to conclusions
not found in the original studies or in previous reviews of them. A

Statistical test of the absolute difference between the separated twins’
IQ’s indicates that there are no significant differences among the twin

samples in the four studies. All of them can be viewed as samples
from the same population andcan therefore be pooled for more detailed

and powerfulstatistical treatment. Summary.
Jensen, A. R. The IQ controversy: A reply to Layzer. Cognition, 1972, 1(4),

427-452. (a)
Jensen, A. R. Educability, hereditary transmission and differences between popu-

lations. Revue de Psychologie Appliquee, 1972, 22(1), 21-34. (b)

Jensen, A. R. The case for I.Q. tests: Reply to McClelland. The Humanist,

1972 (Jan./Feb.), 14. (c)

Jensen, A. R. Genetics and education: A second look. New Scientist, 1972 (Oct.

12), 96-98. (d).
Academic aptitudes and special talents should be cultivated wherever

they are found, and a wise society will take all possible measures to

ensure this to the greatest possible extent. At the same time, those

who are poor in the traditional academic aptitudes cannot beleft by

the wayside. Suitable means and goals must be found for making their

years of schooling rewarding for them, if not in the usual academic

sense, then in ways that can better their chances for socially useful

and self-fulfilling roles as adults. Summary.

Jensen, A. R. Genetics and education. New York: Harper, 1972. (e)
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The Jensen controversy has hada significant impact on scientific think-

ing about individual differences in ability, and the 1969 HER article

is still the best available statement of Jensen’s position. This article

is certainly required readingfor all serious students on individualdiffer-

ences, andit is basic to the understanding of the continuing controversy

as it unfolds. Review by R. C. Nichols, Educational Studies, 1974,

Vol. 5, Nos. 1/2, pp. 35-38.
Jensen, A. Race, intelligence and genetics: The differences are real. Psychology

Today, 1973, 7(7), 80-86. (a)
Jensen, A. R. Personality and scholastic achievement in three ethnic groups.

The British Journal of Educational Psychology, 1973, 43(Part 2), 115-125.

(b)
Scores on the Junior Eysenck Personality Inventory of some 2,000
white, Negro, and Mexican-American school children, ages 9 to 13,

were examinedin relation to measuresofintelligence and homeenviron-
ment as predictors of scholastic achievement. Summary.

Jensen, A. R. Educability & group differences. New York: Harper & Row,
1973. (c)

In sum, the case erected by Jensen for the proposition that a substantial
genetic component exists in the IQ difference between the black and
the white population is neither frivolous nor compelling. The opposing
view, that no such genetic componentexists, has long been popular
amongsocial scientists and educators. But popularity is not corrobora-
tion. Jensen has demonstrated that the genetic hypothesis is a viable
one andthat it must be considered seriously. Review by Carter Denni-
ston in Science, 1975 (Jan. 17), Vol. 187, pp. 161-162.

Jensen, A. R. Mental tests not culture-biased for blacks. National Academy of
Sciences, Autumn Meeting, Washington, DC, 1973. (d)

Jensen concluded from his research on culture bias in mental tests
that the well-known average IQ difference of about 15 points between
whites and blacks, whatever its cause, will have to be explained in
terms of factors other than culture biased tests. Summary.

Jensen, A. R. Educational differences. London: Methuen & Company, Ltd.,
1973. (e)

Apart from the preface, a marvellously cogent piece of grumbling
about the unwarranted disfavor that the extreme hereditarians and
environmentalists-on-the-rebound have managed between them to heap
upon the genetic theory of intelligence, the best reading is provided
by some 40 pagesentitled, ““Can we and should we measure and study
race differences?” That, after all, is where Professor Jensen got himself
into political hot water, by arguing both that we can and that we
Should. Review from Economist, 1973 (December 8), 249:119.

Jensen, A. R. How biased are culture-loaded tests? Genetic Psychology Mono-
graphs, 1974, 90, 185-244. (a)

The culture-loaded Peabody Picture Vocabulary Test (PPVT) and the
culture-reduced Raven’s Progressive Matrices (Colored and Standard
forms) were examined and comparedin termsofvarious internalcrite-
ria of culture bias in large representative samples of white, Negro,
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and Mexican-American school children, from kindergarten through
the 8th grade, in three California school districts. On both the PPVT
and the Raven the three ethnic groups, which show large meandiffer-
ences, show verylittle difference in the rank order of item difficulties,
the relative difficulty of adjacent items, the loadings of items on the
first principal component, and the choice of distractors for incorrect
responses. Abstract.

Jensen, A. R. Race and mentalability. Paper presented at a Symposium of
the Institute of Biology on “Racial Variation in Man.”’ Royal Geographical
Society, London, September 19 and 20, 1974. (b)

In terms of what is already known about human evolution, about a
host of other kinds of genetic racial differences, about the relative
contributions of the constancy(relative to the variability within groups)
of White-Negro differences in IQ and a wide variety of other indices
of cognitive development from childhood to maturity, it appears highly
probable that genetic factors are involved to a substantial degree in
the lower average IQ of American Negroes. So far, I have not seen

a serious attempt to adduce evidence, or comprehensive argumentation
based thereon, to the effect that this hypothesis is either improbable
or scientifically unwarranted. Summary.

Jensen, A. R. Test bias and construct validity. Invited address presented at

the 83rd Annual Convention of the American Psychological Association

in Chicago, September, 1975.
The large general factor measured by ourstandardtests ofintelligence

is clearly the same factor in blacks as in whites. The hypothesis that

this general factor is a capacity for cognitive complexity, conscious

mental manipulation and transformation of stimulus inputs, has led

to predictions that are borne out empirically at a high level of signifi-

cance. Neither science nor the cause of social justice is served by

denying these findings. As researchers our response is to question,

analytically criticize, replicate results, determine their limits as to other

mental tests and populations, seek the causes of test scores variance,

pit alternative theories against one another—andopenly renounce those

hypotheses that objective evidence repeatedly disproves. Summary.

Jensen, A. R. Twins’ IQs: A reply to Schwartz and Schwartz. Behavior Genetics,

1976, 6(3), 369-371. (a)

Jensen, A. R. Heritability of IQ. Science, 1976 (October 1), 194, 6; 8. (b)

Finally, the evidence for the substantial heritability of IQ does not

depend upon complex analyses in quantitative genetics. The fact that

genetic factors are strongly involved in individual differences in IQ

is firmly established by numerousstudies of adopted children, whose

IQ’s are much less correlated with the IQ’s of their adoptive parents

(and with assessmentsoftheir adoptive environments) than with assess-

mentsoftheir biological parents, with whom they have had nopostnatal

relationship, and by studies showing that identical twins reared apart

are more similar in IQ than fraternal twins reared together. Summary.

Jensen, A. R. g: Outmoded theory or unconquered frontier? Creative Science

& Technology, 1979, II(3), 16-29.
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Intelligence is not an entity, but a theoretical construct. If there is a

more important construct in all of psychology, I cannot imagine what

it is. The construct of intelligence is obviously and immensely impor-

tant—to individuals and to the whole society—educationally, and occu-

pationally, without doubt; and also, I daresay, for the general quality

of humanlife. Its scientific importance goes without saying, for it is

only through scientific study that we may gain a better understanding

of this most important psychological construct. Summary.

Jensen, A. R. Bias in mental testing. New York: The Free Press, 1980.

Jensen’s findings clearly have horrendous implications. Indeed they

come close to saying that blacks are a natural and permanent under-

class—an idea so shocking that the book is likely to spark the most

explosive debate yet over race and IQ. While his critics will not have

their shots until his book is published, their job, according to Jensen,

is simple enough: disprove the evidence or learn to live with it. But

he is confident that his evidence will stand. “I think I have shown

that the black-white differencesare real, not artifacts of the test system,”

he says. Review in Time, September 24, 1979, 49.

Jensen, A. R. The current status of the IQ controversy. Unpublished manuscript.

This article is based on lectures given by the author at the Universities

of Adelaide, La Trobe, Melbourne, and Sydney, in Australia during

September-October 1977. The lectures were cancelled by the authorities

in three other Australian universities because of threatened demon-

strations against the author’s appearance on their campuses. Summary.

Jensen, A. R., & Osborne, R. T. Forward and backward digit span interaction

with race and IQ: A longitudinal developmental comparison. Unpublished

manuscript.

Longitudinal data on forward and backward digit span (FDS and BDS)

obtained atfive age levels between 6 and 13 years in samples of white

and black children, along with WISC data from four age levels, were

used to test the following hypotheses relevant to Jensen’s Level I-

Level II theory ofabilities: (a) FDS and BDSinvolve different factors

of cognitive ability, (b) BDS is more g loaded than FDS, (c) whites

and blacks show a larger average difference in BDS than FDS, (d)

the difference between FDS and BDS decreases with increasing age

(or mental maturity), and (e) whites and blacks of the same WISC

mental age do notdiffer in either FDS or BDS.All of these hypotheses

are born out in general by the data, although not always consistently

at every age level. Abstract.

Jorgensen, C. C. IQ tests and their educational supporters Journal of Social

Issues, 1973, 29(1), 33-40.

This article examines the validity of present IQ tests for measuring

the intelligence of black Americans. It is concluded that such tests

havelittle validity, and the issue facing contemporary psychologists

is why the discipline should continue to condone their use in black

communities. Abstract.

Joseph, A. Intelligence, IQ and race—When, how and why they becomeassociated.

San Francisco: R & E Research Associates, Inc., 1977.
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Kagan, J. S. Inadequate evidence and illogical conclusions. Harvard EducationalReview, 1969, 39(2), 274-277,
Kamin, L. J. The science and politics of I.Q. Potomac, MD: Erlbaum, 1974.

The author of this book Steps squarely into the controversy over the
heritability of IQ, motivated at least as much by the political implica-
tions of the questions as byits scientific interest. His position is that
those who interpret the evidence as indicating that individual differ-
ences in IQ are largely inherited are ‘fundamentally incorrect.” Secon-
darily, he wishes to counteractthe effects of hereditarians upon policymakers, largely by impugning the evidence upon whichtheir caserests.
Review by D. N. Jackson in Science, 1975 (Sept. 26), Vol. 189, pp.
1077-1080.

Kamin, L. J. Social and legal consequences of I.Q.tests as classification instru-ments: Some warnings from ourpast. Journal of School Psychology, 1975,13(4), 317-323.
Social science instruments are not neutral. The concepts they are imbed-
ded in, the aspects of reality they enable us to see, all have social
and political consequences. That school psychologists need to pay close
attention to the sociopolitical implications of their assessment instru-
ments is illustrated through the woeful history of the use and misuse
of the concept of intelligence in the United States during thefirst
third of this century. Summary.

Kamin, L. J. A reply to Munsinger. Behavior Genetics, 1977, 7(5), 411-412.
Kamin,L. J. A positive interpretation of apparent “cumulative deficit.” Develop-

mental Psychology, 1978, 14, 195-196.
Two recent studies by Jensen suggest that a cumulative deficit in IQ
occurs in socioeconomically deprived black children. The child’s IQ
is thought to deteriorate progressively with age. The twostudies, how-
ever, are cross-sectional in design. They might thus be interpreted as
indicating that social and educational changeshavefacilitated IQ devel-
opmentin recently born black children. There are data which demon-
strate that young black children have higher IQs than their older sib-
lings, holding constant the age at testing. Abstract.

Kaplan, A. R. (Ed.) Human behaviorgenetics. Springfield, IL: Charles C Thomas
Publishers, 1976.

No two humansare exactly alike constitutionally. Their perceptions
as well as their reactions to the same objective experiences aredifferent.
Individual humandifferences are subject to constant modification by
the effects of environmental variables. These effects are modulated
by the individuals’ constitutional characteristics, which are the products
of dynamic interactions between biological and psychosocial variables.
Dichotomies between psychosocial and biological aspects of human
behavior developmentareartificial. The discipline of human behavior
genetics is involved with explorations andinterpretationsof the biologi-
cal and psychosocial variables in an integrated context. Abstract.

Karlsson, J. L. Inheritance of creative intelligence. Chicago: Nelson-Hall, Inc.,
1978.



Annotated Bibliography
373

Genetic studies of abnormalties and physical disorders are fairly com-

mon. Diabetes mellitus, alcoholic tendencies, schizophrenia, epilepsy,

myopia, and hypertension are all thought to have a genetic basis. Yet,

studies of how these disorders correlate with highly desirable personal-

ity traits have been relatively undeveloped. Dr. Jon Karlsson, an emi-

nent geneticist, explores this territory in his study of giftedness and

heredity. Abstract. —

Katz, I. Some motivational determinants of racial differences in intellectual

achievement. Journal International de Psychologie, 1967, 2(1), 1-12.

This paper will examine the academic achievement of Negro students

from the standpoint of some general concepts of motivational processes

underlying the developmentofintellectual achievement behavior. Ab-

stract.

Kaufman, A. S., & Dicuio, R. F. Separate factor analyses of the McCarthy

Scales for groups of black and white children. Journal ofSchool Psychology,

1975, 13(1), 10-18.

The picture is one of consistency, and these findings have definite

theoretical and practical implications. Of primary importance is the

fact that when the MSCAis administered to a black or white child,

the examinercan feel secure that the Scale Indexes thus obtained corre-

spond fairly closely to the theoretical abilities underlying the tasks

in the battery. Summary.

King, J. C. The biology of race. New York: Harcourt Brace Jovanovich, Inc.,

1971.
Culture plays the major role in determining how human beings judge

and react to one another. It is culture, not genotype, that leads one

population to attempt to kill off another which it considers racially

different. The purpose of this book has been to show that in spite of

all their differences . . . human beings constitute one species whose

most precious asset is, in fact, their diversity. Summary.

Kuttner, R. E. (Ed.) Race and modernscience:A collection ofessays by Biologists,

Anthropologists, Sociologists and Psychologists. New York: Social Science

Press, 1967.

For the solution of the problem of different races living together in

mutual helpfulness and respect, we need, in addition to good will,

relevant information and sound objective thinking. This book is a

storehouse of the former andit should stimulate the latter. Its objectiv-

ity and dispassionate treatment of problemsassociated with race should

discourage prejudice on the one hand and wishful thinking on the

other, and encourageserious efforts to learn the facts and to use them

wisely. Review by Charles C. Josey.

Langerton, E. P. The busing coverup. Cape Canaveral, FL: Howard Allen Enter-

prises, Inc., 1975.

Larry P. y. Riles, Civil Action No. 71-2270 (Northern District of California,

1971).

See also in this section:

Exhibit A: IQ trial, Plaintiffs take the stand. APA Monitor, December

1977, Vol. 8, No. 12, pp. 4-5.
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Exhibit B: IQ trial, State witness testifies. APA Monitor, January, 1978,Vol. 9, No. 1, pp. 15; 18.
Exhibit C: IQ trial, Defense experts testify. APA Monitor, April 1978,Vol. 9. No. 4, pp. 8-10.
Bersoff, D. N. P. v. Riles: Legal perspective. School Psychology Review,1980, 9(2), 112-122.
Condas, J. Personal reflections on the Larry P.trial andits aftermath.School Psychology Review, 1980, 9(2), 154-158.
MacMillan, D. L., & Meyers,C. E. Larry P: An educational interpreta-

tion. School Psychology Review, 1980, 9(2), 136-148.
Madden, P. B. Intelligence test on trial. School Psychology Review,

1980, 9(2), 149-153.
Reschly, D. J. Psychological evidence in the Larry P. opinion: A case

ofright problem—wrongsolution. School Psychology Review, 1980,
9(2), 123-135.

Lawler, J. M. IQ, heritability, and racism. New York: International Publishers,
1978.

Let me conclude then, by strongly recommending the book to my
educational colleagues since it provides the best available critique of
the theory and method of IQ testing. It also demonstrates clearly
the value of a developed philosophical perspective for dealing creatively
with an educational issue and thusis an example of cross-disciplinary
work which is much needed in the field of education. Finally, IQ,
Heritability and Racism proves, for those that need it proved, that a
Marxist analysis can powerfully illuminate this critical educational
issue. Foreword by Roger R. Woock.

Layzer, D. Heritability analyses of IQ scores: Science or Numerology? Science,
1974, 183, 1259-1266.

Under prevailing social conditions, no valid inferences can be drawn
from IQ data concerning systematic genetic differences among races
or socioeconomic groups. Research along presentlines directed toward
this end—whateverits ethical status—is scientifically worthless. Sum-
mary.

Lerner, B. The war ontesting: David, Goliath & Gallup. The Public Interest,
1980 (Summer), No. 60, 119-147.

Lerner, I. M. Heredity, evolution, and society. San Francisco: W. H. Freeman
and Company, 1968.

Lesser, G. S. Problems in the analysis of patterns of abilities: A reply. Child
Development, 1973, 44, 19-20.

Lewontin, R. C. Race andintelligence. Bulletin of the Atomic Scientists, 1970,
26, 2-8.

In this article, Richard C. Lewontin, professor of biology at the Univer-
sity of Chicago, dissects the Jensen paper which precipitated the grow-
ing controversy last year. Professor Lewontin’s conclusion: Jensen is
wrong! Summary.

Loehlin, J. C., Vandenberg, S. G., & Osborne, R. T. Blood group genes and
Negro-white ability differences. Behavior Genetics, 1973, 3 (3), 263-270.

Data on samples of 40 and 44 Negro adolescents from two twin studies
were used to test Shockley’s hypothesis that blood group genes more
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U.S. Negro population. This was not found to be the case. This result

may not, however, be a very strong test of the genetic basis of the

between-group IQ difference, because of independent assortment of

blood group and ability genes over a number of generations among

U.S. Negroes. Abstract.

Loehlin, J. C., Lindzey, G., & Spuhler, J. N. Race differences in intelligence.

San Francisco: Freeman, 1975. .

This book is the most comprehensive, critical, and balanced review

of the race-IQ issue ever to be published. Meticulously written by

three cautious, qualified scholars with backgroundsin psychology and

anthropology, it should help reduce the fervor that the controversy

has generated in recent years and help move the central question it

addresses out of politics and back to science where it belongs. The

book could be misread, misinterpreted, and misquoted,given the incon-

clusiveness of the available evidence, but only if readers insist upon

using it mischievously to continue the holy war between hereditarians

and nonhereditarians. Review by B. K. Eckland in Science, Vol. 190,

1975 (November, 21), pp. 775-778.

MacMillan, D. L., & Meyers, C. E. Larry P: An educational interpretation.

School Psychology Review, 1980, 9(2), 136-148.

Madden,P. B.Intelligence test on trial. School Psychology Review, 1980, 9(2),

149-153.
McClelland, D. C. 1.Q. tests and assessing competence. The Humanist, 1972,

32, 9-12.
McGurk, F. C. J. Race differences—twenty years later. Homo, 1975, 26, 219-

239.
The Negro of today bears the same relationship to the contemporary

white as did the Negro of the World War I era to the white at that

time. Socioeconomic changes have not resulted in a higher relative

intellectual status for the Negro. Summary.

Mercer, J. R. IQ: The lethal lable. Psychology Today, 1972 (September) 44—

47; 95-97.
Miele, F., & Osborne, R. T. Racial differences in heritability ratios for verbal

ability. Homo, 1973, 24, 35-39.

Milkman, R. A simple exposition of Jensen’s error. Journal of Educational

Statistics, 1978, 3(3), 203-208.

Miller, K. S., & Dreger, R. M. (Eds.) Comparative studies of blacks and whites

in the United States. New York: Seminar Press, Inc., 1973.

As a comprehensive review of black-white comparisons which success-

fully avoids the twin traps of propaganda and “value-free objectivity,”

this volume will constitute a lasting reference work.It will be indispens-

able to researchers, students, and public servants in the areas of race,

race relations, and urban studies, and will also be useful and enlighten-

ing to concerned citizens. Summary.

Miller, L. P. (Ed.) The testing ofblack students: A symposium. EnglewoodCliffs,

NJ: Prentice-Hall, Inc., 1974.

Montagu, A. (Ed.) Race and IQ. New York: Oxford University Press, 1975.
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as a usuable concept over thirty years ago in his classic Man’s MostDangerous Myth, and that he here debunks the term ‘IQ’ and takeson all those—including Arthur Jensen, William Shockley, R. J. Herrn-stein and H. J. Eysenck—whoclaim to have found a link betweenthe two. Weare further told that parents, educators, psychologists,lawmakers, and anyoneinterested in this difficult and controversialsubject upon which so muchsocial and political action must be basedwill find this book of fundamental interest. This is not a view withwhich I can concur. Theassiduous reader will find little here to clarify
his understanding of the substantive issues, but much to enlighten
him on the ways in which polemicsin this field are conducted nowa-
days. Review by H. J. Eysenck.

Moore, C. L. Racial preference andintelligence. The Journal of Psychology,
1978, 100(1), 39-43.

Moore, R. S. Racism in science and society. Patterns of Prejudice, 1975, 9(6),
5-9.

Moynihan, D.P. Sources of resistence to the Coleman report. Harvard Educa-
tional Review, 1968, 38(1), 23-35.

Munsinger, H. A reply to Kamin. Behavior Genetics, 1977, 7(5), 407-409.
Myers, H. F., Rana, P. G., & Harris, M. Black child development in America

1927-1977: An annotated bibliography. Westport, Connecticut: Greenwood
Press, 1979.

Newby, I. A. Challenge to the court: Social scientists and the defense ofsegrega-
tion, 1954-1966 (Revised edition). Baton Rouge, Louisiana: Louisiana State
University Press, 1969.

This book, a scurrilous work which at no time should have been hon-
ored with print, was reviewed by me in NATIONAL REVIEW (Feb.
13, 1968) at the timeofits first appearance. Louisiana State University
Press has now taken the step of issuing a “revised edition.” Actually,
the original plates were re-used; the revision consists solely of appended
short statements of defense by some of those writers who were victim-
ized by Newby’soriginal charge of “scientific racism”—A. James Gre-
gor, Frank C. J. McGurk, R. T. Osborne, Wesley Critz George, Carle-
ton Putnam, Nathaniel Weyl and Ernest van den Haag. A final reply
by Newbycloses the present volume. Review in National Review, Sep-
tember 9, 1969, 21(35), 915-917. |

Nichols, R. C. Policy implications of the IQ controversy. In L. S. Shulman
(Eds.), Review of research in education (Vol. 6). Itasca, Illinois: Peacock,
1979.

The IQ controversy appears to be the result of the presumed implica-
tions ofthe heritability of intelligence for the distribution of educational
resources. Since the heritability has been demonstrated to be neither
0.0 nor 1.0, the policy implications do not follow directly from the
empirical results but depend instead on variouspolitical values. Addi-
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tional research arising out of the controversy suggests that the initial

assumption that the distribution of educational resources will have

important effects on broader social problemsis not correct. Summary.

Nichols, R. C., & Otterbein, C. S. Multivariate analysis of twin data: Some

methods and findings. In Improved Methods for Family Analysis of Educa-

tional Data. Symposium presented at the meeting of the American Educa-

tional Research Association, San Francisco, California, April, 11, 1979.

Osborne, R. H. The biological and social meaning of race. San Francisco:

W. H. Freeman and Company, 1971.

In terms understandable to the layman,thirteen distinguished scientists

discuss the current state of knowledge about race. While treating this

complex subject within the context of population concepts and the

science of genetics, they emphasize social factors. Summary.

Osborne, R. T., & Miele, F. Racial differences in environmental influences on

numerical ability as determined by heritability estimates. Perceptual and

Motor Skills, 1969, 28, 535-538.

Osborne, R. T. Unequal educational opportunity. Psychological Reports, 1973,

33, 412. (a)

From the tabled results it is clear that in Georgia, school expenditure

does not have a notable positive effect on school achievement. On

the contrary, the relationship between expenditure per child and

achievementis significantly negative. Also negative are the rs between

percent non-white population and IQ and achievement. However, the

relationship between expenditure per child and non-white population

percentage is positive and significant. Summary.

Osborne, R. T. Fertility ratio: Its relationship to mental ability, school achieve-

ment, and race. The Journal of Psychology, 1973, 84, 159-164. (b)

Osborne, R. T., Noble, C. E., & Weyl, N. (Eds.) Humanvariation: The biopsychol-

ogy of age, race, and sex. New York: Academic Press, 1978.

In the spectrum of recent books dealing with race and sex differences,

this one, while its chapters vary, on the whole falls clearly toward

the hereditarian side. I need not, therefore, waste time peddling it to

psychologists of that persuasion—they will doubtless read it in any

case, nodding approval as they go. Rather, let me urge the dedicated

environmentalists to take a look at it. Some of its chapters won’t give

them too much trouble, but some ought to shake them upa little.

And the shaking up of fixed ideas may well be what is most needed

these days in this difficult and controversial area. Review in Contempo-

rary Psychology, 1979, 24(7), 571.

Page, E. B. How weall failed in performance contracting. Educational Psycholo-

gist, 1972, 9, 40-42.(a)

Page, E. B. Miracle in Milwaukee: Raising the IQ. Educational Researcher,

1972, 1(10), 8-16. (b)
The Milwaukee Project, then, is here viewed as deficient on three

counts: biased selection of treatment groups; contaminationofcriterion

tests; and failure to specify the treatments. Any one of these would

largely invalidate a study. Together, they destroyit. Further serious

questions have emerged aboutthe availability of technical information
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of the most widely publicized studies in educationa] history. Its “re-sults” are known to millions. Andit may exert an influence over na-tional policy. Summary.
Peterson Jr., D. A. Theeffects of sickle-cell disease on black IQ and educationalaccomplishment: Support for Montagu and “Sociogenic Brain Damage’’.American Anthropologist, 1974, 76, 39-42.
Portes, A., & Wilson, K. L. Black-white differences in educational attainment.American Sociological Review, 1976, 41, 414-43].

Main andinteractive effects of racial differences in educational attain-ment are examined on thebasis of a recent longitudinal sample ofthe U.S. high school population. Availability of appropriate measurespermits comparison between “comprehensive” models of the attain-
ment sequence between blacks and whites. In agreement with past
results, it is found that blacks have higher educational attainment
than whites of similar parental status and ability. This additive race
effect disappears, however, when the full set of intervening variables
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Learning ability in low SES children, 46—47

Leiter Adult Intelligence Scale, 201

Leiter International Performance Scale, 9, 10,

27, 153, 229, 231

Letters Sets Test, 201

Lincoln-Oseretsky Motor Development Scale,

151, 152

Listening-Attention Test, 54, 178, 179

Lorge-Thorndike Intelligence Tests, 33, 48, 52,

53, 54, 56, 59, 65, 66, 71, 84, 87, 88, 95,

96, 104, 134, 169, 178, 179, 200, 209, 212,

218, 219, 223, 241, 246, 292

Low achievers, 1Q’s of, 41

M

Marianne Frostig Developmental Test of Visual

Perception, 151

Marlowe-Crown Social Desirability Scale, 141,

171, 183

Mathematics training, racial differences in im-

pact of, 130

McCarthy General Cognitive Indexes, 61

McCarthy Scales of Children’s Abilities, 61,

220

Memory for Numbers, 52, 56, 178, 179

Mental ability

and blood type genes, 74

differences and blood group genes, 65

interaction of

with race and sex, 234-235

with race and socio-economic status, 55—

56

racial differences in, 237-238

as related to self-concept, 242-243

Subject Index

relationship of to achievement, 223-224

by social class and culture group, 63-64

Mental defectives, racial differences in intelli-

gence of, 156-157

Mental retardates, perceptual motor perfor-
mance of, 151-152

Mental retardation, measurement of by a cul-
ture-specific test, 155

Mental test scores

effects of race of examiner on, 54

relationship of to social status and homeenvi-
ronment, 7

Mentally retarded children, 150-151
classification of, 39, 41

race and sex differences in IQ of, 106-107

Merrill-Palmer Developmental Test, 237
Metropolitan Achievement Tests, 85, 91, 202,

221, 228, 240

Metropolitan Readiness Test, 91, 92, 211

Metropolitan Reading Readiness Test, 17, 205,

223

Mexican-Americans

concept learning among, 201-202

strategies for assessing intellectual patternsin,

67-68

Michigan M-Scales, 112

Migration and Negrointelligence, 263

N

National College Freshman Testing, 110

National longitudinal study, 249-276

National Longitudinal Study Test Battery, 254,

258, 259, 261, 264, 265, 269, 271

National Merit Scholarship Qualifying Test, 111,

112

National Teacher Examinations, 38, 109, 110,

111, 130

Nature-nurture controversy, 11

Non-intellective factors, relationship of to mea-

sured intelligence, 205

Non-intellectual correlates of academic achieve-

ment, 112

O

Occupational preferences, cognitive, personality,

and familial correlates of, 224

Offenders, intelligence of, 146

Otis Alpha, 48

Otis GammaTests of Mental Abilities, 216, 230

Otis-Lennon Mental Ability Test, 85, 198, 238,

240

Otis Quick-Scoring Mental Ability Test, 139,

140, 204, 212, 216, 218, 228
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Otis Quick-Scoring Mental Ability Test, Beta

Test, 48, 211, 216, 224
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Paternal deprivation, effects of upon Negro boys,
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Peabody Picture Vocabuiary Test, 5, 7, 8, 9, 11,

13, 14, 17, 19, 21, 22, 26, 27, 29, 31, 32,

33, 45, 46, 47, 48, 50, 51, 55, 59, 60, 61,

63, 70, 78, 85, 95, 102, 140, 153, 168, 170,

171, 172, 173, 175, 176, 188, 190, 219, 220,
222, 223, 229, 247, 248, 291

Perceptual development of preschool children,

7-8

Perceptual motor performance of mental retar-

dates, 151-152

Perceptual motortraining, effects of upon readi-
ness skills, 210—211

Personality

characteristics

of college students, 225

racial differences in, 243-244

of children from intact and broken families,

207

correlates of occupational preferences, 224
measures, prediction of intellectual perfor-

mancefrom, 6

Negro-white differences in integrated class-
rooms, 32-33

traits, interaction of with achievement andIQ,

246

Personality Assessment System, 233

Personality Rating Scale, 6

Pictorial stimuli, cognitive and affective re-

sponses to, 223

Pictorial Test of Intelligence, 196, 239, 240
Picture Order Test, 134

Pintner-Cunningham Primary Test, 48, 231

Pintner General Abilities Test, 48, 207

Police applicants, intelligence test scores of, 133-
134

Porteus Maze Test, 10, 39

Prediction

of academic achievement, 44, 101-102, 122,

248

of college success, 113-114, 117-118, 119-120,

121, 227-228

of high school achievement, 107

of intellectual performance, 6
of Negro-white intelligence research, 184

Preliminary Scholastic Aptitude Test, 100, 101,

102, 103

Preschool children, 5-30
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Preschool enrichment programs, 80-81

Preschool experience, influence of on ability

scores, 220

Preschool programs, impact of on creativity, 244

Primary Mental Abilities, 32, 34, 35, 73, 80, 81,

96, 198, 211, 213, 214, 246

Programmer Aptitude Test, 109, 116

Project Talent Test of Cognitive Ability, 235

Psycholinguistic abilities, 200-201

differences among culturally deprived chil-

dren, 19, 22-23

by socio-economic status, 85

Psychoneurological functioning, effects of lead

poisoning on, 209-210

Puerto Rican children, performanceof, 21, 61-

62

Purdue Pegboard, 168

Purdue Perceptual-Motor Survey, 151

Q
Quick Test, 71, 101, 120, 134, 140, 154

R

Race

analysis of Raven Progressive Matrices by, 33

block design performanceas a function of, 68—

69

effects of

on ability scores, 220, 231-232

on arithmetic achievement, 95

on creative thinking abilities, 48

on Progressive Matrices scores, 152-153

on self-concept and achievement, 218-219

on story recall, 167

on “True IQ,” 156

interaction with.

interviewer and respondent, 134-135

IQ and digit span, 57-58

mental abilities and socio-economicstatus,

55-56

sex and ability, 234-235

relationship of to

anxiety, 48-49

environmental factors, 134

intelligence, 70, 71, 85-86, 105-106, 226—

227

motivation, 105-106

perceptual-motor development, 51

reading achievement, 17, 226-227

scholastic achievement, 77, 222

social class, 17, 105-106

socio-economic status, 70-71
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Race differences, see also ethnic differences

in ability as related to blood group genes, 65
in Bender-Gestalt performance, 61-62
in black intelligence test scores, 111
in characteristics of teachers, 130

in cognitive capacity, 43

in cognitive development of disadvantaged

children, 20

in cognitive synthesis, 42-43

in college students, 114-115, 119, 120
in computerized testing, 59-60

in conforming behavior, 79-80

in convergent and divergent thinking, 89

in correlation of scholastic apptitude test

scores with college grades, 118

in delinquents, 219

in developmental scores, 43-44

in educational growth and aptitude, 78-79

in the effects of speed and practice on perfor-

mance, 103

in the effects of test conditions, 171

in ego function relevant to academic achieve-

ment, 64

in heritability of mental test performance, 72-

73

in heritability of spatial ability, 73-74

in homeless men, 217-218

in impact of mathematics training, 130

in intellectual ability and achievementof drug

addicts, 143-144

in intellectual assessment, 81—82

in intelligence test scores, 11, 61, 63, 69-70,

75, 86-87, 88-89, 96, 99, 129-130, 246—

247

and achievement, 231

of mental defectives, 156-157

and personality, 243-244

of rural children, 5O—51

in learning abilities, 82

in mental abilities, 33-34, 52-53, 237-238

in MMPI and PASscores, 233

in perceptual motor performance, 151-152

in performanceas a function of race of exam-

iner, 179-180

in personality, 32-33

in prediction of college success, 227-228

on Raven Progressive Matrices, 87-88

in reasoning ability, 215-216

in Rorschach responses, 31-32

on selection instruments, 135

in social desirability, 140—141

in structure ofintelligence, 82
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in students in a vocational rehabilitation pro-
gram, 243-244

in teacher expectation,, 127

in test performance of job applicants, 136
in test scores of teachers, 110-111

in validity of employment andtraining selec-
tion, 126

in validity of SAT, 115

in WISCscores, 35

in WPPSIscores, 11-12

Race of examiner, see Examiner’s race

Race-item interaction on scholastic aptitude,

100-101

Racial attitudes

effects of integration on, 211

effects of on performance, 209

of preschool children, 222-223

Racial preference and intelligence, 14

Raven’s Coloured Progressive Matrices, 18, 47,

48, 52, 55, 78, 82, 152

Raven’s Progressive Matrices, 13, 27, 33, 47, 52,

54, 87, 88, 96, 101, 134, 143, 144, 151

Readiness skills, 210-211

Reading Achievement

of adult Negro illiterates, 201

cognitive correlates of, 32

comparison of Head Start and Non-HeadStart

children, 205-206

of disadvantaged students, 221

of lower-class children, 221-222

prediction of, 49-50

relationship to race and social class, 226-227

Reasoning ability, race difference in, 215-216

Reinforcement

effects of on IQ scores of EMR boys, 240—

241

effects of on shifts in concept formation, 243

Reliability and validity, 96-97

Revised Beta Examination, 135, 137, 143, 219

Rystrom Dialect Test, 153

S

Sarason Test Anxiety Scale, 83, 173

SAS, user’s guide to, 256

Scholastic achievement

of drug addicts, 143-144

and ethnicity, 54-55, 239

relationship of to

fertility, 72

IQ, 72, 239

racial composition, 222

self-concept, 69

socio-economic status, 239
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item-race interaction, 100-101
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217, 227, 228, 232, 248, 255, 256, 258, 259,
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60, 78, 79, 96, 112, 118

School children, 31-99
School problems of Negro boys, 77
Screening Test of Academic Readiness, 214
Segregation, effects of, 32, 102, 113, 200, 202,

204-205, 211, 216, 218, 222, 224-225, 230,
233-234, 238-239

Self-concepts
of ability and school achievement, 69
in a low-income population, 67
of preschool children, 222-223
as related to

academic achievement, 211-212, 232
creativity, 204-205
desegregation, 216-217
educational-vocational rehabilitation, 213
integration, 202, 211
intelligence, 204-205, 212, 242-243

of lower class children, 221-222
relationship of to school success, 43
of southern adolescents, 204

Sequential Tests of Educational Progress, 36, 78,
79, 191, 203

Sex

analysis of Raven Progressive Matrices by, 33
effects of on

ability scores, 220
arithmetic achievement, 95
creative thinking abilities, 48
performance, 161-162
Progressive Matrices scores, 152-153
test responses, 70, 227, 231-232
“True IQ,” 156

interaction with race and ability, 234-235
Sex differences

in heritability of mental test performance, 72—
73

in high risk and high potential pupils, 219-
220
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the psychology of, 258
on Raven Progressive Matrices, 87-88

Shah’s Nonverbal GroupTest, 62, 63
Short Employment Tests, 136
Slosson Intelligence Test, 31, 32, 151, 177, 214Slum children, intellectual developmentof, 59
Social adaptability, 245
Social class

in America, 169
analysis of Raven Progressive Matrices by, 33
relationship of to

intelligence test Scores, 105-106, 226-227
motivation, 105-106
race, 17, 105-106
reading achievement, 226-227
reading readiness, 17

Social class differences
in cognitive development, 5-6
in intellectual characteristics, 93-94
in mental abilities, 63-64
in personality characteristics, 93-94
on Raven Progressive Matrices, 87-88

Social desirability, as a function of crime and
race, 140-141
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effects of on

‘arithmetic achievement, 95
high risk and high potential pupils, 219-
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test scores, 231-232
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relationship of to

achievement, 238, 239
anxiety, 48-49
convergent and divergent thinking, 89
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home environment, 7
intelligence, 70-71, 75, 76-77, 86-87, 97,
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mental test performance, 7
race, 70-71
WISCscores, 35
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effects of on self-concepts, 413

SRA Tests of Educational Ability, 212 of the socially disadvantaged, 130-131

Stanford Achievement Test-Reading, 54, 65, 66,

71, 75, 82, 91, 92, 93, 96, 205, 219, 246 Ww
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=
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236, 237, 239, 258, 277-289, 292
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Teacher attitudes, 41-42

Teacher expectation, based o
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Teacher’s race and effectiveness, 172-173
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Test Anxiety Questionnaire, 183

Test bias, see Bias in testing
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