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developmental sequence of racial classification, sketched in this preliminary 
work, holds for larger, more varied samples. 

A crucial task of further research is to follow the developmental course of race 
awareness to its conclusion with the inclusion of a more extended age range. As 
previously stated, the 10 year old's knowledge of racial categories bears only 
some semblance to that of the adult. It is critical that we follow the child's racial 
concept, from the preschool years to, at least, middle adolescence to document 
the major changes in the child's awareness over this span of years. Impression­
istic data (primarily anecdotal material) suggest that a.sophisticated concept of 
race, in its multifaceted manifestation, is not realized until adolescence. 

Moreover it is equally important to examine the affective, experiential, and 
environmental factors which impact on the ontogeny of the child's conception of 
race. Given that race is a particular, socially determined category, it is important to 
identify factors (e.g. popular media, school, family, environment, etc.) which 
contribute building blocks to the child's construction of racial categories. The 
anthropologist Brace observes that "The reality of races as biological entities 
. . . is to be found in the human conviction that they exist. . . They are real 
because people believe they are ... " (Williams and Morland, 1976). Thus, we 
need to examine how these nearly elusive categories of race become a shared basis 
of reference in spite of their inherent ambiguities. 

Finally, future research should examine whether the developmental stage 
sequence of racial classification identified in this study is characteristic of a 
coherent universal system of thought. Cross-cultural studies are necessary to 
correct this deficiency in the literature. Because racial typologies vary across 
societies, there may be differences in the content of children's racial categories. 
However, we speculate that the socio-cognitive developmental view will remain 
consistent across cultures, with the structure of the child's reasoning progressing 
from an idiosyncratic, to a physical, to a biological, and finally, to a social 
conception of race. 

No Place to Run, No Place 
to Hide: Comparative Status 
and F utu re Prospects 
of Black Boys 

Bruce Robert Hare 
State University of New York-Stony Brook 

Louis A. Castenell Jr. 
Xavier University of Louisana 

Something happens when the son knows that the father cannot do 
anything about it. Something happens to the father too. 

-James Baldwin (1981). 

INTRODUCTION 

Recent reports on mortality rates in the United States indicated that black males 
were the only race/sex group for whom the average life expectancy actually 
declined between 1960 and 1970 (Staples, 1978). They also have the shortest life 
expectancy and the highest high school dropout rate. Current unemployment 
rates among black youth in major cities in the United States are reported to be as 
high as 47%. While black males were approximately 6% of the population, they 
constituted over 42% of the inmates, and as of 1978, 47% of those on death row. 
Black males have traditionally entered predominately black colleges at lower 
rates than black women (Gurin & Epps, 1975). 

Little has been offered to explain the uniquely endangered status of the black 
male in America or the forces that have historically acted to limit his pos­
sibilities. To be sure, he has not been ignored, which the abundance of negative 
literature will attest. However, the socialization processes and the educational 
and occupational structures that create and perpetuate these conditions have 
scarcely been addressed. The disjunction between role expectations and reality 
must also be addressed. 

The simultaneous existence of normative male role expectations and the 
"fact" of black male underachievement provides' 'proof" of the inadequacy of 
black men. Consequently, while both the black man and those for whom he is 
supposed to provide, may intellectually understand racism as the cause of his 
relative inability to provide, the reality of his failure will impact on his life. Both 
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his self-image and his dependents' view of him will be affected. The existence of 
an aracial provider role stereotype, along with racial inequality, and the black 
man's inability to successfully play the role, makes for a racial stereotype most 
attainable by middle and upper class white men. In short, while he shares the 
burden of racism with black women, the black male's structured failure to meet 
the normative male cultural standard as a successful bread winner, protector, 
father, and husband increases his vulnerability in the general society, his own 
home, and his own mind. He has no place to run, no place to hide. 

While cultural stereotypes regarding his shiftlessness, laziness, or innate in­
feriority, are easy explanations, they fail to address the conditions against which 
he must struggle from childhood. Clearly, the preceding information, at the very 
least suggests that the prospects for black boys, as an aggregate, are relatively 
dismal. The need to investigate the mechanisms through which they are brought 
from assumed equal potential at birth, to a disadvantaged adult status, becomes 
urgent. 

It is the intent of this paper to investigate the comparative self-perception and 
achievement of a sample of IO and I I year old preadolescent black boys. The 
objective is to ascertain their current status and whether there exists early indica­
tors of their future precarious status. The attempt is to identify black boys' shared 
characteristics with their two general membership groups (i.e., blacks and 
males), their unique characteristics, and potential connections between their 
characteristics and future prospects.1?ata for the paper are from a 1977 study of 

_ 500 fifth grade students in Champaign, IL. 
There have been few studies companng olack boys and girls. Most studies of 

black children have been race studies which failed to provide information on sex 
differences. Most studies of sex differences have been on white middle-class 
children and adults (Maccoby & Jacklin, 1974). Thus the specific comparison of 
black boys and girls, and black and white boys offers an opportunity to study 
black boys in a more systematic way, and raises the possibility of eliciting a 
clearer picture of their relative status. The study of sex differences among white 
children has proven to be a poor predictor of sex differences among blacks 
(Lewis, 1975). So too has the general study of race difference proven a question­
able means of assessing within-sex race differences (Hare, 1980a). 

This study raises three questions for investigation: 

I. Do black boys and white boys differ significantly in self-perception and 
achievement? 

2. Do black boys and black girls differ significantly in self-perception and 
achievement? 

3. Does the relative self-perception and achievement of the black boys shed 
any possible light on their future status? 

The dimensions on which comparisons are made are general self-esteem, 
area-specific (i.e., school, peer, and hom,e) self-esteem, self-concept of ability, 
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achievement orientation, general anxiety, sense of control, importance of social 
abilities, and performance on standardized reading and math achievement tests. 

OVERVIEW 

Because of the scarcity of literature directed to the study of black boys, the 
following overview will be presented within the context of what is known about 
sex and race differences in general. 

Sex Difference 

Most of the psychological work on sex differences has been done with white 
middle-class American children and adults. Maccoby and Jacklin (1974) re­
ported no significant sex differences among children in general self-esteem, 
confidence in task performance, achievement orientation, sense of control or 
verbal (reading) and math ability, although they reported a tendency for girls to 
score higher in verbal abilities than boys. They also reported boys to be more 
independent; to have more positive peer interaction, possess a higher self-con­
cept of strength and potency; and to have lower anxiety scores than girls. There is 
little comparative sex data on area-specific (school, peer, and home) self-esteem. 
However, recent area-specific research (Hare, 1977a) on black and white chil­
dren of varying socioeconomic backgrounds, revealed no significant sex dif­
ferences on these dimensions when race and SES were controlled. 

Although we would generally expect similar sex findings for black boys and 
girls, the possibility of varying patterns of sex differences across racial groups 
must be considered. Arguing an egalitarian character of black culture, some 
researchers have hypothesized fewer sex differences among black children and 
adults.(Gutman, 1976; Lewis, 1975; Willie, 1976). 

Race Differences 

There is a long tradition which reports lower general self-esteem among black 
children than among white children (Clark & Clark, 1947; Grier & Cobbs, 1968; 
Kardiner & Ovesey, 1951). The theoretical premise of this school of thought was 
succinctly stated by Kardiner and Ovesey (1951) when they postulated, ~~ 

_J2!1§.ic fact is that in the Negro.~m.tiQI!--'ev(':l, good conscience and even good 
,.J2erformance are irrelevant in fac(': ofJh~.gla~i~jaci that t~e-B"e~io-iets ;-po~r 

reflection of filmSeIITritflebehavior of whites, no matter whath'edoesor wha('·'­
, his ments are" cp.297). The foundation o~u~~T; that;;;-peo~ple i;--"-' ----a predominately white culture, blacks are incapable of rejecting the negative 

images of themselves that are held by whites. This tradition has been based on 
interpretive analysis of why black children chose white dolls over black dolls, 
and studies that often used psychiatric patients to make generalizations about the 
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black population at large. Such research also frequently ignored the effect of 
socioeconomic background on self-esteem. Because such studies often compared 
lower-class blacks and middle-class whites, and attributed all differences to race, 
their results are highly questionable. 

In contrast, more recent studies with larger and more representative samples, 
and SES controls, have ranged from finding no significant differences among 
white and black boys (Edwards, 1974; Calhoun, Kuriffs & Warren, 1976) to 
finding blacks scoring higher (Bachman, 1970; Hare, 1977a). There has been 
little cross-race research on area-specific (school, peer and home) self-esteem. 
Coopersmith's (1967) major work in this area used a restricted sample of white, 
male, middle-class children. However, more recent research by Hare (1977a) 
reported a significant race difference only in school self-esteem, although a 
subsequent study by Hare (1980b) showed no significant race difference on any 
of the area-specific self-esteem measures. 

Significant race differences also have been reported on other variables ger­
mane to this article. Blacks were reported having a higher self-concept of ability 
than whites (Hare, 1980b); lower achievement orientation (Hare, 1980b; Rosen, 
1959); lower sense of control (Battle & Rotter, 1963; Hare, 1980b); higher 
concern with social abilities (Dreger & Miller, 1968; Hare, 1980b); and lower 
scores on standardized reading and math achievement tests (Coleman, Campbell 
1966; Hare, 1980b). However, these findings are from studies which did not 
compare the black and white boys separately, but rather analyzed a pooled 
sample of black and white children of both sexes. 

METHODS 

Sample 

This study was conducted in the Champaign, IL school system in the spring of 
1977. The complete sample of over 500 subjects included all fifth graders (lO­
II years old) in the district who participated with parental approval and were in 
school on the days of the survey. Over 90% of the total fifth grade population 
completed questionnaires. The literature supports the belief that both in stability 
and ability, children at this age are an ideal sample for such a study (Simmons, 
Rosenberg, & Rosenberg, 1973). 

Instruments 

A 30 item general and area-specific (school, peer, and home) self-esteem scale 
developed by Hare was used to measure self-esteem. School, peer, and home 
self-esteem were the three 10 item subscales of this general measure (Hare, 1975; 
Shoemaker, 1980). A seven item general self-esteem measure by Rosenberg 
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(1965) was also included as an additional general self-esteem measure. Self­
concept of ability was assessed by five of Brookover's (1965) items, and general 
anxiety by Sarason' s et al. (1964) scale. Academic achievement was measured 
by performance on the math and reading sections of a standardized metropolitan 
achievement test administered district wide in the fall of 1976. Sense of control 
was measured by Coleman and Campbell's (1966) three item internal versus 
external control measure. Higher scores on this measure indicate a greater belief 
in internal control. Finally, achievement orientation was measured by Epps' 
(1971) 13 item scale, and social abilities by a scale developed by Hare (1975). 

Socioeconomic divisions were developed from the Blau and Duncan (1967) 
index of occupational status. The index was divided into thirds based on head of 
household's occupation. The index is divided such that the first point approxi­
mated the separation of manual from non manual labor, and the second division 
approximates the point of separation between nonprofessional and professional 
workers. Educational background of parents was used as an additional social 
class indicator. 

Analysis 

To investigate the questions, a set of separate 2 x 3 (black boys versus black girls 
and white boys by blue collar, lower white collar, upper white collar) analyses of 
variance were used. The test reported for each main factor effect (race and sex) is 
equivalent to the test for the unique proportion of the variance accounted for by 
each factor in a hierarchical multiple regression analysis. As such, it is a conser­
vative test of the importance of race and sex, since the variance accounted for 
jointly by race and SES (or by sex and SES) is removed before assessing the 
significance of race and sex. 

RESULTS 

Sex Differences Between Black Boys and Black Girls 

Whereas literature reviewed on sex comparisons between white children reveal 
few differences, black boys and girls in our sample differed on a variety of 
important dimensions (see Tables 12-1 and 12-2). Our results were consistent 
wiJh the literature for similar aged whites in reporting no significant sex dif­
ferences among blacks in general self-esteem or sense of control. The results 
were also consistent with the literature on whites in reporting black boys scoring 
lower than black girls in general anxiety (means 11.84 and 14.54, respectively) 
and reading achievement (means 25.90 and 34.31 respectively), and in showing 
among black boys a tendency toward higher peer self-esteem, and significantly 
higher ratings of the importance of social abilities. However, our results differed 
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Variables 

Rosenberg General 
Self-Esteem 
Hare General 
Self-Esteem 
School 
Self-Esteem 

Peer 
Self-Esteem 
Home 
Self-Esteem 
Self-Concept 
of Ability 

Achievement 
Orientation 
General Anxiety 
Sense of 
Control 

Social Abilities 
Read Ability 
Math Ability 

TABLE 12.1 
Analysis of Variance for Compared Groups 

(Significance of "F Values" From Two 
by Three ANOVAs for Compared Groups) 

Black Boys 
vs. 

Black Girls 
Sex differences 

within race 

.354 

.768 

.082 

.067 

.654 

.194 

.042*g 

.042*g 

.713 

.012*b 

.004**g 

.026*g 

Black Bovs 
vs. 

White Boys 
Race differences 

within sex 

.196 

.275 

.060 

.789 

.397 

.183 

.000***w 

.691 

.031*w 

.000***bl 
O.OOO***w 
O.OOO***w 

*p oS .05; **p oS .01; ***p oS .001 
g = Girls higher; b = Boys higher; bl = Blacks higher; w = Whites higher 

from the literature on white children, in that black boys score significantly lower 
than their female counterparts in math ability (means of 24.48 and 31.96, respec­
tively), achievement orientation (means of 32.82 and 34.55), and tended toward 

lower school self-esteem. 
It should be noted that separate comparison of white boys and girls did not 

differ significantly on these dimensions. There were no significant differences 
between black boys and girls in home self-esteem or self-concept of ability. It 
should also be noted that none of the sex by socioeconomic interaction values 
were significant. In short, our data suggest some very important sex differences 
between black boys and girls, particularly with regard to the school related 
dimension of achievement (and achievement orientation), in which girls hold a 
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clear advantage. The only dimensions where the boys scored hi 
non school dimensions of social b'l't' d gher, were the a I lIes, an peer self-esteem. 

Race Differences Between Black Boys and White Boys 

Con~~~tent with more recent studies of race differences in general and a 

~f;f~~~~c~ssC~~o~~ype:;'th~~:~eself-estebem, the results indicated no signifi~:~; 
asures etween the black and wh't b 

ertheless, as previous studies of race differences I e oys. Nev­
scored significantly lower than the white boy have rePf°rted, the black boys 
and 9 88)" s on sense 0 control (means 8 98 

. , achIevement orIentation (means 32.82 and 3749) c . . , penormance on 

TABLE 12.2 
Group Means and Standard D . f eVla IOns 

Black Boys Black Girls White Boys 

Variable Mean S.D. Mean S.D. Mean S.D. 

Rosenberg 
General 
Self-Esteem 21.20 3.37 20.87 
Hare General 

4.02 22.63 3.53 

Self-Esteem 88.40 1l.39 
School 

88.85 12.05 91.86 11.59 

Self-Esteem 27.70 5.27 29.45 5.33 30.05 5.07 

Peer Self-
Esteem 29.04 4.53 27.42 
Home Self-

4.36 28.76 4.94 

Esteem 31.66 5.54 31.99 
Self-Concept 

5.01 33.05 5.13 

of Ability 18.54 3.85 19.39 3.06 18.52 3.19 

Achievement 
Orientation 32.82 5.28 34.55 
General 

5.21 37.49 5.74 

Anxiety 11.84 6.54 14.54 6.89 
Sense of 

10.38 6.44 

Control 8.98 2.04 8.76 1.68 9.88 1.70 

Social 
Abilities 33.66 3.89 31.43 
Reading 

5.05 31.06 4.41 

Ability 25.90 15.23 34.31 18.72 
Math 

51.40 26.24 

Ability 24.48 13.87 31.96 18.22 48.70 26.46 

n - 50 n - 67 n 241 
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.. 0 d 51 40) and math tests (means 24.48 and 
standardized readmg (means 25.9 an d·. ·ficantly higher on social abilities 
48·.70). The black boys, howeve~ score t~lg~l) and showed a tendency toward 
ratings (means of33.66 and 31.0 , respec Ive y , 
higher peer self-esteem (see Table 12.2). 

Black Boys Current Status and Future Prospects 

. . f· cting the future status of these 
Although the data were of IImlte~ va~ue ~~I~:;:ating picture. A picture which 
black boys, they neverthele~s pamte an I y status of black men as outlined 
was not at all inconsistent with the contemporar 

at the begi.nning of this paper. f tandardized test performance differenc~s 
The eXistence, for examp~e, bO 

tt s of the reading and math hierarchy IS 
which place black. boys at teo ~~ e attendance. Their lower achievement 
consistent with their lower rates of c~ I g hool and higher peer self-esteem 
orientation scores. and tre~ds to~a~ ~:~~ ~~o out rates of black boys, as well 
were consistent with the higher I h Ig f spceers and ~onacademic activities, in influ-

th Ortedly greater ro eo. 
as was e rep f· ·ficant differences m gener-
encing their general self-este~mbOT~e :~~e~~~h~r :~en~lack girls or white boys, 
al self-esteem between blac y , d ic liabilities black boys suffer may al­
further suggested that whatever. aca en: d social assets In short, while projec­
ready be compensated for by their perceive t b st these black boys do appear to 
tions about their relati:e future a~e. tenuo~~ ~ i~ ;ot altered during adolescence, 

c~rrentl'y hold I adn
l 
a.ttamtmheemnt fo°~~t~o:;m: ;~I;tive disadvantaged status currently 

Will ultImate y elver 
outlined for black men. 

DISCUSSION 

. d· g some reasons for the contem-
In this discussion we attempt to theOrIze regar m f bl ck boys We look at the 
porary comparative st~tus and future 'pros~~~~: °and :ith pee;s. Theoretically, 
nature of their interactIOns at h.ome'dmh

sc 
h.ld's' universe It is further assumed 

Y be consldere t e c I . . 
these three arenas rna . II the level of consensus or conflicts 
that the quality of interactIOns here, ahs we as s are critical to the self-percep­
among the significant others across t ese arena , 
tion and performance of children (Hare, 1977b). 

Black Boys at Home . 
. . d mic erformance as well as attitudes 

The existence of sex differences maca eta need to investigate sex role 
toward school among black children, Tsugbges sre the absence of differences in 
... .. black homes. 0 e su , 

socialIzatIOn practices m bl k h·ldren suggests that they feel equally 
self-esteem at home by sex among ac c I 
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adjusted. Nevertheless, unless the school is to receive total blame for the 
achievement differential, both the home and the peers deserve attention. Some 
authors have, in fact, begun to theorize about the characteristics of black child 
socialization that might shed light on these findings. For example, Kunkel and 
Kennard (1971) argued that "mothers are apt to be strong disciplinarians, partic­
ularly toward daughters, from whom they expect more responsibility than sons" 
[po 46J. McAdoo (1979) also reported more fathers expected their daughters to 
be independent and assertive in relation to their sons. Lewis (1975) concluded in 
a study of black families that "while mothers have high expectations for their 
daughters they do not expect as much from their sons" [po 236J. Allen (1978c) 
concurred by suggesting that black parents are likely to be harder on their same 
sex children, since they have responsibility for teaching the specifics of the 
future role. Thus, since fathers are likely to be out of the home more often, 
daughters are more likely to be under the more stringent continuous discipline of 
their mothers. Reid (1972), in a survey of over 200 black women, noted that 
many felt their brothers received preferential treatment, got away with more, and 
were generally raised differently. It is tenable then to conclude that black boys 
are treated differently at home than black girls. 

The combination of the Allen notion, more restrictive socialization of black 
girls than boys by mothers, and the possibility of a better fit between the black 
girls and school, probably accounts for reported sex differences in attitudes and 
academic achievement among black children. The implication for the rearing of 
black boys is that lessons from the more effective academic socialization and 
control of black girls by black families should be applied toward black boys. 

The effects of the presence or absence of fathers, and successful male role 
models as they condition the socialization of black boys should also be studied. 
Specifically, given the preponderance of athletes and entertainers over academ­
ically successful black male role models that these boys are exposed to through 
the media, one must wonder if these boys are in fact being led to the unrealistic 
view that nonacademic pursuits are higher probability roads to success. This 
possibility becomes even more tenable when one considers that they are likely to 
be exposed to educationally unsuccessful male role models in their real world. 

Black Boys in School 

Given gender performance and attainment differences, there exists a dire need to 
investigate schools as potential contributors to this pattern. While conventional 
wisdom would have us believe that every child begins the great quest for status at 
the same starting line, there is ample evidence to suggest that such egalitarian 
theories are myths (Hare, 1977b). For example, Cicourel and Kitsuse's (1963) 
study of educational decision makers, after examining the egalitarian assump­
tion, concluded that quite the opposite is true. Lavin (1965), in a study predicting 
academic performance concluded, " ... some evidence suggests that implicit 
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subjective criteria are involved in teacher grading practices ... the ~ore the 
student's atttitudes and values coincide with those of the teacher, the higher the 
student's academic performance will be" (pp. 20 and 150). Thus these studies 
suggest that the greater the commonality of characteristics and attitude between 
student and teacher, the higher the possibility of positive outcome. Conversely, 
the lower the commonality, the greater the possibility for conflict and failure. 
Other authors, such as Parsons (1959), Smith and Brache (1962), Greeley and 
Rossi (1966), and Hare (1977b), have posited that the quality of teacher/parent 
interaction also varies by their commonality of characteristic and values, with 
direct implications for the academic socialization and performa~ce of. children. 

This phenomenon may both explain why middle-class, white children are 
most effectively educated in the American public schools, and why lower class, 
nonwhite children are least effectively educated. The latter are, in theory, less 
likely to share the middle-class, white oriented values of their t.eachers. Such a 
possibility, needless to say, does not argue well for the schoohng prospects of 
black children in general, or black boys in particular. 

With specific reference to teacher behaviors and student race, Ep~s (1975) 
concluded that' 'turning from student characteristics to the learning environment 
provided by the school, there is ample evidence that teachers perceive minor~ty 
students differently than they perceive white students" (p. 311). The behef 
among black children that they can succeed, "but that someone or so~ething is 
blocking their progress" (Hare, 1980b, p. 687), and the greater discrepancy 
between their expected and actual achievement scores (West, Fish & Stevens, 
1980), suggest that black children may know this themselves. Rubovitz and 
Maehr (1973) reported a surprising race difference in patterns of gifted student 
treatment, with black gifted children experiencing more discrimination than 
those labeled nongifted. Katz (1967) concludes, in an analytic study of teacher 
attitudes, that: 

the meaning of these teacher differences is that on the average, children from low 
income homes, most of whom are Negro, get more than their fair share of class­
room exposure to teachers who are really unqualified for their role, who basically 
resent teaching them and who therefore behave in ways that foster in the more 
dependent students, tendencies toward debilitating self-criticism. (p. 177) 

Given suggested sex differences in student treatment, it seems logical to 
investigate whether there also exist within race sex differences in teacher treat­
ment of black children. If the idea that commonality of characteristics is con­
ducive to support and differences conducive to conflict, is sound, then black 
boys, and especially lower-class black boys, would theoretically e~perience t~e 
greatest potential conflict, in a middle-class, white female dommated public 
elementary school system. Black males might also be theorized to have the 
greatest difficulty in the middle-class, white male dominated postelementary 
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schools. The assumptions here are that shared sex might prove slightly beneficial 
to the relationship between black girls and their white female teachers, and that 
black girls may also be perceived as less threatening by white males. I 

While there are no data to confirm these speculations, it is the authors' 
opinion that these factors are urgently in need of investigation. The work of 
Grant (1984) may fill some of this void. The findings of her study about the 
relationship of race-sex status to schooling experiences indicate that, black boys 
are privately rated lowest in educational ability by teachers, although most often 
praised. They have the least "personal chit chat" with the teachers and are least 
likely to approach the teacher if failing. They are most often threatened by the 
teacher, sent to the principal or guidance counselor, and disciplined by calling in 
the parents. Additionally, Rosenberg and Simmons (1971), and Hare (1977a, 
consistent with the Maccoby and Jacklin (1974) finding of a sex difference 
among whites) found black girls receiving significantly higher grades than black 
boys. Interviewed teachers have also reported that black girls receive better 
conduct ratings, and behave better (more passively?) than black boys. However, 
black boys are not without school success and are most likely overrepresented in 
school athletic achievement. This further suggests that the "non-academic but 
athletically gifted" stereotype of black males may also condition school person­
nel to route black boys toward athletic activity at the possible expense of academ­
ics, both creating and reinforcing the stereotype (Braddock, 1980). 

Existing evidence concerning race and sex differences in the quality of the 
school experience, suggests that the lower attainment, greater negative attitudes, 
and higher attrition rates of black boys may, in part, be due to the unique 
problem that they present to the schools. Put simply, black males are probably 
the most feared, least likely to be identified with, and least likely to be effective­
ly taught group. If this is true, then the responsibility for their lower attainment 
should be shifted from them, their families, and peers, to the alien, indifferent if 
not hostile, climate of the schools. Furthermore, their reportedly more negative 
attitude toward school should be seen, not as the cause of their low attainment, 
but as a consequence of their mistreatment. 

It should also be noted that the school plays a unique role in allocating people 
to different positions in the occupational system through routing and grading 
practices (Anderson, 1968). Relative success in school is, in fact, the major 
avenue through which discrimination in the job market is justified. People in 
lower status jobs are said to deserve them, being the losers in a "fair" competi­
tion. 

I It should be emphasized that whatever slight advantage in treatment black girls might accrue 
relative to black boys, they also remain significantly behind Whites of both sexes in attainment. The 
fact that black girls are also least likely to attend professional schools, leaves them most underrepre­
sented in many of the highest status occupations. Thus, sex role socialization to traditional female 
typed occupational choices (nurse, teacher, social worker, etc.) also serves to discourage higher 
attainment, by conditioning them to "self-select" out (Cole, 1981). 
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Given racism and classism in America, it can be argued that the dispropor­
tionate allocation of black males to the lowest male labor slots is intended and 
functional. It goes without saying that their relative academic failure is essential 
to getting the job done. Their failure feeds the lowest ranks of the military, fills 
the unskilled labor pool, and provides necessary unemployed workers. Further­
more, the myth of equal educational opportunity increases the probability that 
these black men will blame themselves for their failure, accept their low status, 
and be seen as getting what they deserve. 

Black Boys and Peers 

Although our sample of preadolescent boys, at ages 10 and 11, are probably too 
young to be fully entrenched in a peer culture, they are already showing a trend 
toward higher peer self-esteem. It may be theorized that as black boys age and 
progressively lose in school evaluations, they shift toward peer evaluations, in 
search of higher possibilities of success and ego enhancement. As indicated by 
Castenell (1983) in a recent study of area-specific achievement motivation, if an 
adolescent is discouraged by significant others, or through repeated failure, to 
perceive achievement within the school environment, then that adolescent may 
choose to achieve in another arena. Cummings (1977) reported that as black boys 
grow older, their values are more influenced by peers than is true for other 
groups; and that the maintenance of ego and self-respect increasingly requires 
peer solidarity. These authors further support the possible existence of a pro­
gressive shift in motivation and attachment from the school to the peers among 
black boys, and particularly urban, lower-class black boys. They also suggested 
that such a shift is a logical pursuit of "achievement" and positive "strokes," 
and a flight from failure and ego damaging experiences. Given this possibility 
and the relative failure of black males in the American educational system, it is 
plausible to discuss black adolescent peer culture as a short term achievement 
arena, but a long term wash-out plan. 

Although the benefits are short term, and unlikely to payoff in the adult 
occupational structure, the black male adolescent peer culture may also be 
viewed as an achievement arena. Consistent with Castenell's (1984) area-specif­
ic achievement motivation notion, Maehr and Lysy (1978), also questioned 
traditional restricted cultural and academic notions of achievement motivation. 
They posit that contextual conditions are important in expressions of achieve­
ment motivations, and that the particular form in which achievement is expressed 
is determined by the definition that culture gives to it. They further indicated that 
motivation is manifest in a broad range of activities, and that motivational 
questions are questions of the ways in which, rather than whether, people are 
motivated. It would take no more than the observation of a serious basketball 
game in a lower-class black community playground, to observe the need to 
achieve. Other abilities such as mastering the streets, sexual conquests, supple-
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menting family income, and taking on aspects of adult roles at early ages, also 
provide opportunities to demonstrate competence (Hare, 1 977b). It should be 
noted that although the larger culture views these patterns as maladaptive and 
strange, they are, within the cultural milieu, perfectly realistic, adaptive, and 
respected responses to reality (Davis, 1948). 

The black boy's peer culture may be regarded as a dead end mainly because 
even though it ~ucceeds in providing alternative outlets for achievement through 
the demonstration of competence, it offers little hope of long term legitimate 
success. The real dangers are that it often drafts young boys into the self­
d~structive worlds of drugs and crime. The notion of "peer solidarity" (Cum­
mmgs, 1977) also suggests an anti intellectual strain between peers and the 
scho~ling exper.ience. It ~hould be re-emphasized, however, that the collectively 
negative schoolmg expenences of black boys produce this anti school sentiment, 
rat?er than the opposite. The apparent contradiction between "being cool and 
domg s~hool," bec~mes more a necessary affirmation of the possibility of being 
cool without suffenng school; and a self-protection, rather than a purely anti 
school ideology. 

In summary, given the presence of negative schooling experiences, the avail­
ability of positive peer experiences, and the inability of adolescents to perceive 
the long term consequences of youthful decisions, these boys can be said to be 
making a logical decision in shifting from school to peers. In the long run, of 
course, they are disproportionately washed out of legitimate occupational suc­
cess possibilities. 

CONCLUSION 

The data presented here document black boys' (and by inference, black men's) 
uniquely precarious status and suggest that, even if a conscious conspiracy does 
n?t exist, normative individual and institutional processes are operating to their 
disadvantage. These processes disproportionately deliver black males to the 
lowest rungs of the educational, and subsequently, occupational ladder. Perhaps 
the most surprising finding is that compared to black girls and white boys, black 
boys do not generally feel any less good about themselves, either as preadoles­
cents, or adolescents (Castenell, 1981). A plausible explanation may reside in 
Epps' (1975) conclusion of a stronger connection between school grades and 
self-esteem among whites than blacks. He argued that the finding could be 
"attributed" to the fact that the two groups base self-esteem on different at­
tributes [po 306]. The process may also have been well described by Rosenberg 
(1965) when he stated that, 

In the long run, we would expect most people to value those things at which they 
are good [emphasis added], and try to become good at those things they value. 
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They may still consider themselves poor at those things which to them are unimpor­
tant, but this is likely to have little effect on their global self-esteem. (p. 250) 

They appear to increasingly value the non school areas in which they feel they 
are good and have control over, and to devalue their negative schooling experi­
ences. This is not, however, meant to imply that school ceases to matter. Hunt 
and Hunt (1977), in a study of black youth, found a high sense of control to be 
associated with low school attachment and non school factors. They suggest a 
pattern of self-image maintenance among black boys not so much through rejec­
tion of conventional values and institutions as clear substitution of compensatory 

terms of self-respect. 
The implications for home relations are that socialization practices must en-

courage black boys to exert greater school effort, despite negative experiences. 
The implication for schooling is that the community must exercise greater influ­
ence over the process, in order to reduce the incidence of their children's mis­
education (Woodson, 1933). The implications for peers reside in the assumption 
that if home and school are consonant, there will be less room or reason to 
devalue school. Greater parental control will also reduce negative peer influence. 

Finally, and most importantly, none of these goals will be attained without the 
strengthening of a collective sense of identity and mission. This will defend and 
preserve the community, and inform black children of the community's defini­
tion of the situation, and their role in the resolution of problems. These actions 
are commonly engaged in on behalf of their children by other racial, ethnic and 
cultural groups. Black parents cannot trust the schools-or streets-to tell the 
children their story, or to do their job. Nor can black people expect an alien 
structure to have their, or their children's, best interests in mind. The motto 
during the "community control" of schools movement in New York City in the 

late 1960s is still necessary: 

We are engaged in a struggle over the control of the minds (and the futures) 
of our children. 

Cultural Cognition and Social 
Cognition as Identity 
Correlates of Black Children's 
Personal-Social Development 

Margaret Beale Spencer 
Emory University 

A preocc.upation with identity themes and issues concerning black people has 
charactenzed research on minorities during the previous four decades. The moti­
vation for the focus has its etiology in the literature concerned with black chil­
dre~'s w?ite-choice b~havior (Clark & Clark, 1939, 1940). Generally, the focus 
on I~enttty research ~s paralleled ~n volume only by black/white comparative 
studIes of IQ and achIevement. ThIS paper's focus is on the black child's under­
standing of societal values and attitudes. Specifically, the child's implicit knowl­
edge of culture, along with the more general social cognitive abilities are seen to 
shape group identity. ' 

Cultural c~gniti.on specifies the child's limited although evolving awareness 
of race ~s a blOlogical and social phenomenon. The child's basis for judgements 
concermng culture are relative, differing, for the most part, according to events, 
persons, patterns of feedback, and contexts. The capacity to "step out of self' is 
related to the child's ability to make explicit interpretations using implicit knowl­
edge about related cultural and racial issues . 

. Social cognition .as described by Shantz (1975) refers to the way in which 
chIldren conceptualIze other people: How children come to understand the 
thoughts: e~~tio~s: intentio~s, and view points of others. Social cognition refers 
to (he chIld s mtUltive or logIcal representation of others, that is, how he charac­
t~rizes others and makes inferences about their covert, inner psychological expe­
:Iences. Although not usually conceptualized as such, identity is assumed to be 
I~~uenced by underlying cognitive structural characteristics. This particular cog­
mttve-developmental perspective, or "child as constructivist view," offers as a 
basic proposition the notion that the expected developmental course of identity 

215 


