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Black children are strikingly overrepresented in special
educational programs. For example, 43 percent of the black
children in New Jersey’s public school system were classi-
fied as Educable Mentally Retarded (EMR) at a time when
black children comprised only 17.8 percent of the public
school population.1 Disproportionately large numbers of
black children have thus been placed in special instructional
tracks, a phenomenon not exclusive to the New Jersey edu-
cational system. Serving as the basis for cognitive ability
labels such as EMR, psychometric intelligence tests are the
preponderant diagnostic tool for assessing childhood intel-
ligence and consistently yield substantial black-white per-
formance differences favoring whites.2 Cognitive measures
that reduce this black performance disadvantage have been
developed, including the Kaufman Assessment Battery for
Children (K-ABC). Although the K-ABC appears to be a more
racially equitable battery, it is argued that the K-ABC is not a
better psychometric test of mental ability because it does
not sufficiently measure a purported general intelligence
factor, or g.3

First, I will confirm that classical intelligence tests such
as the Wechsler Intelligence Scale for Children-Revised
(WISC-R) and Stanford-Binet do in fact assess this so-called
g factor more than the K-ABC; that is, they are more highly
g loaded. Second, however, I will discuss the nature and
calculation of a test’s g loading and illustrate that highly g
loaded mental measures assess critical relational thinking
and abstract cognitive processing abilities. Third, I will ar-
gue that black children are likely to fail these types of tasks
because their socialization experiences do not include a
maternally created “zone of proximal development” that pre-
pares them for the mental manipulations required by highly
g loaded tests. I propose that once this failure occurs, anxi-
ety effects interfere with subsequent black test performance.

That is to say, fourth, I will demonstrate that black chil-
dren enter the testing milieu with high anxiety due to their
black-specific socialization experiences. As a result of this
high test anxiety, once blacks fail a number of test items
that are highly g loaded, they perform even more poorly on
subsequent items because content-specific difficulties are
compounded by high anxiety-mediated interference. More
precisely, fifth, I will show that black children experience a
paramount desire to exit the high anxiety testing environ-
ment rather than persist trying on subsequent-to-failure test
items. Attribution theory will allow us to conclude that the
internal attributions that black children generate for their fail-
ure may particularly hinder their continued exertion of trying
behaviors. Such lack of persistence is of course self-de-
feating because it will proffer black children with depressed
intelligence quotient (IQ) scores, thereby creating the black-
white performance disparity. Since the proposed original
cause for this black performance disadvantage is the high g
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loading of certain tests, I will end by arguing that interpreta-
tion of the large black-white gap on highly g loaded mental
batteries is dangerous without adequately considering the
different socialization patterns of blacks and whites.

To summarize, I propose the following socialization-
mediated self-defeating model to explain black children’s
intelligence test performance: encountering highly g loaded
items —> poor performance on these mentally challenging
items —> ascent of anxiety-mediated interference —> de-
sire to exit from the high anxiety testing milieu —> low per-
sistence on subsequent items through disengagement from
test-taking. Because I define black children’s failure on highly
g loaded mental tasks as the ultimate origin for their self-
defeating low motivation, after attempting to prove the links
that my model proposes, I will argue that highly g loaded
classical measures such as the WISC-R and Stanford-Bi-
net are not adequate for assessing black children’s cogni-
tive capacity. However, more poorly g loaded measures such
as the K-ABC may be biased against whites and thus do not
offer a suitable alternative to the classical batteries. I will
conclude by offering a potential resolution to this dilemma:
combining qualitative with quantitative assessment proce-
dures in order to evaluate a child’s mental ability with maxi-
mal accuracy.

Let me place the implications of my model in perspec-
tive. The proposed anxiety-mediated handicapping of black
children may be especially dire because elevated test anxi-
ety levels are associated with higher performance for high
intelligence students; in contrast, higher anxiety is coupled
with a depression of the mental test scores of lower intelli-
gence students.4, 5 Thus, even if black children are in fact
less cognitively capable than their white peers, this black-
white mental disparity may be dangerously amplified due to
the anxiety-mediated interference that high anxiety blacks
may experience during test-taking. In terms of the specific
nature of the anxiety components of my self-defeating model,
I will show that black children enter the formal test-taking
milieu with high test anxiety due to such psychosocial fac-
tors as black maternal discipline and evaluation techniques
and black stereotype anxiety. I will demonstrate that in or-
der to escape from this anxiety-loaded testing environment—
an environment that becomes particularly distressing spe-
cifically after the proposed black failure on highly g loaded
items—black children are likely to fail to persist after en-
countering a number of difficult test items. As a result, black
children obtain poor test results.

I do not contend that white children find no test items chal-
lenging. However, I will illustrate that they are more accustomed
to the abstract relational thinking needed to succeed on highly
g loaded tests and are less “cognitively rigid” because of their
socialization experiences. Highly g loaded measures are thus
not the extremely debilitating agents that they are for blacks. I
will further argue that even when white children do encounter
sufficiently difficult test items, they are more motivated to per-
sist trying after their probable failure on these items because



Journal of Undergraduate Sciences90

of low test anxiety (unlike black children) and external-to-self
causal attributions for their difficulties. As a point of embark-
ment for analyzing my model, consider a study conducted by
Zigler and Butterfield indicating that anxiety-mediated motiva-
tional levels do in fact play a central role in governing intelli-
gence test performance.6 They demonstrated that increases in
children’s IQ scores after attending nursery school were due
largely to the reduction of crippling anxiety-based negative mo-
tivational factors such as a general wariness of adult-run envi-
ronments like the testing milieu. However, before we begin
considering the data that support my model, let us first exam-
ine the magnitude of black-white performance differences on
various mental tests.

The Black-White Performance Gap is Largest on
Classical Intelligence Tests

Converging empirical evidence indicates that black chil-
dren score approximately one standard deviation (about 15
IQ points) lower than white children on classical standard-
ized tests of intelligence such as the Stanford-Binet and the
WISC-R.7, 8 In fact, this one standard deviation difference
appears on the Stanford-Binet in samples as young as three
years of age.9, 10 Using Naglieri and Jensen’s test data from
a sample of fourth- and fifth-graders, we can compare this
“classical” black-white gap to the racial performance dis-
parity manifested on the K-ABC.11

The K-ABC’s Mental Processing scale (eight constituent
subtests) is utilized to calculate an examinee’s K-ABC IQ.12

For raw test scores, the black-white difference (considered in
standard deviations) in K-ABC Mental Processing composite
scores was only 57% ([0.42 σ/0.73 σ] x 100) of that exhibited
on the Full Scale WISC-R; for standardized scores, only 75%
([0.58 σ/0.77 σ] x 100).11 (The Full Scale WISC-R score is a
summary measure used to compute a WISC-R IQ score that
consists of verbal and performance composites.) There was a
pronounced contraction of the black-white gap from 9.1 IQ
points on the WISC-R to 6.0 IQ points on the K-ABC.11 Is the
K-ABC therefore a more racially equitable battery than classi-
cal cognitive measures such as the WISC-R and Stanford-Bi-
net? Let us formulate an operational definition of test bias in
order to explore this possibility.

The K-ABC Suffers Less from Racial Test Bias than
the Classical Mental Batteries

A psychometric test is racially biased when it fails to as-
sess the same abilities in different racial groups; empirical proof
of such bias requires demonstrating that the test items (or
subtests) do not have the same relative difficulty for the groups.9,

13-15 Statistical evidence for racially asymmetric rank orderings
of items by difficulty usually takes two forms: (1) a low correla-
tion between the rank ordering of the test items according to
their relative difficulty for one group’s test data and another
group’s comparable rank ordering, or (2) a significant racial
group x items analysis of variance (ANOVA) interaction.16 Ap-
plying these bias detection techniques to the data for classical
measures such as the WISC-R and Stanford-Binet reveals that
these tests suffer from severe racial bias.9-11 Moreover, given
that subtest scores on classical batteries such as the WISC-R
correlate more highly for lower IQ examinees and blacks are
indeed the ones achieving lower IQ scores on these assess-
ment measures, standardly employed cognitive tests will con-
sistently (in a virtually categorical fashion) proffer blacks with
poor cognitive competency ratings.17 In other words, appar-

ently few (if any) of the constituent subtests comprising classi-
cal batteries are immune from the racial bias problem due to
their high intercorrelation.

How does the K-ABC stand up to this bias litmus test?
The K-ABC data do not evidence the same profound cor-
ruption by racial bias that afflicts the WISC-R and Stanford-
Binet.12 Is the K-ABC then the assessment tool of choice? A
number of psychologists, led by the psychometrician Jensen,
would answer with an emphatic “no.” Jensen has argued
that the K-ABC only yields a reduced black-white difference
because it measures a “general” intelligence factor, or g fac-
tor, to a lesser extent than other psychometric tests; conse-
quently, he concludes that the K-ABC is not a superiorly
constructed test, but rather a battery that obtains greater
racial parity by including particular subtests that do not suf-
ficiently assess g.3 In order to understand this claim, let us
consider the nature of the g factor.

The General Intelligence Factor g:  Its Nature and
Calculation

Spearman suggested the hypothetical construct of a gen-
eral intelligence factor g which represents the largest common
factor assessed by all mental tests.18 This g factor attempts to
account for the positive intercorrelations among all cognitive
tests. Having observed that all mental tests are in fact posi-
tively intercorrelated, Spearman argued that the underlying
common ability that they measure is “g,” a general mental ca-
pacity due to its ubiquity. “A working definition of intelligence,
then, is that it is the g factor of an indefinitely large and varied
battery of mental tests”.14 In other words, the theoretical con-
struct of g is the psychometrician’s main measure of cognitive
ability. The extent to which a test such as the K-ABC, WISC-R,
or Stanford-Binet measures g—that is, the correlation between
a test and this purported general factor common to all mental
measures—is deemed the test’s g loading.14

How is a g loading actually calculated? The mean of the g
loadings of a test battery’s constituent subtests is the test’s
overall g loading.14 Recalling the definition of g as the “largest
common factor,” the proportion of the total variance in scores
on a subtest shared in common with the battery’s other subtests
is that subtest’s g loading. This proportion of shared variance
is first determined by factor analysis; the square root of this
calculated proportion of common variance then constitutes the
subtest’s g loading.14 Once the g loadings of all the subtests
comprising a test battery are calculated, the mean of these
loadings is calculated to assign an average g loading to the
composite battery. Allow me to illumine this g loading discus-
sion with a concrete example. Consider a hypothetical matrix
of correlations between the scores on four subtests constitut-
ing a test battery. Each of the four subtests’ g loadings can be
extracted from this correlational data using factor analysis.

Subtest A B C D Row Total

A [0.63] 0.63 0.51 0.44 2.21
B 0.63 [0.63] 0.49 0.37 2.12
C 0.51 0.49 [0.51] 0.32 1.83
D 0.44 0.37 0.32 [0.44] 1.57

Column Total 2.21 2.12 1.83 1.57 7.73

Factor Loading 0.79 0.76 0.66 0.56 2.78

Psychology



Psychology91

First, we estimate the so-called “communalities” of the
subtests, for these are the (bracketed) values appearing in
the matrix’s principal diagonal. A subtest’s communality is
the proportion of variance in scores that it shares in com-
mon with the other subtests.14 Since the correlation between
two subtests is a measure of their shared variance, to a first
approximation a subtest’s communality is the largest corre-
lation that it bears with any other subtest in the correlation
matrix.14 Following this principle, correlation values are en-
tered into the matrix’s principal diagonal.

Second, the row and column values are summed and
each subtest’s column total is divided by the square root of
the row grand total (7.73)½. We divide by the square root of
the row grand total because the column totals and row grand
total are at the r level (both are sums of correlation values),
yet a correlation between two subtests measures their pro-
portion of common variance; the square root of the correla-
tion between two subtests is the actual correlation of each
subtest with the element common to both subtests, or each
subtest’s loading on the general factor—the statistic of prime
interest.14 Therefore, we must divide the column totals by
the square root of the row grand total to calculate the g load-
ings that we desire because r / (r)½ = (r)½. Doing so, we
arrive at our initial crude estimates of each subtest’s load-
ing on the general factor. This first extracted factor, the so-
called principal component, is the general factor because it
accounts for more of the variance common to the subtests
than any other factors that can be subsequently extracted.14

Third, we extract the second factor common to the
subtests. This is accomplished by subtracting from the origi-
nal values in the correlation matrix that part of each correla-
tion accounted for by the already extracted g factor. Because
the correlation between two subtests is the sum of the prod-
ucts of their factor loadings, the correlation between two
subtests due to the general factor is the product of their g
loadings.14 For example, the overall correlation between
subtests A and B in the original matrix is 0.63. The part of
this correlation attributable to the general factor is the prod-
uct of the g loadings of A and B, or 0.79 x 0.76 = 0.60.
Consequently, we are left with a residual correlation of rAB =
0.03 (0.63 - 0.60). We build a residual correlation matrix in
this manner. Provided that this matrix is still statistically sig-
nificant (i.e., r values are not so low that measurement error
could account for them), we perform the same operations
on this residual matrix that we did on the original matrix to
extract the subtests’ loadings on the second factor. Having
calculated the loadings on the second factor, we then gen-
erate the next residual matrix, extract the loadings on the
third factor, and repeat this process until we arrive at a sta-
tistically insignificant residual matrix.

Fourth, after extracting all significant factors, we improve
our estimates of the subtests’ g loadings. Recall that our
first estimate of a subtest’s communality was quite crude
(i.e., the largest correlation shared with any other subtest).
Since a subtest’s precise communality is the sum of its
squared factor loadings, we are now in a position—having
calculated the various factor loadings—to recalculate the
subtests’ communalities.14 We incorporate these refined
communalities into the principal diagonal of the original cor-
relation matrix and repeat the factor analysis. By reiterating
this processing of factor extraction and communality recal-
culation, we converge on the true communality values of
the subtests and thus their true g loadings. Upon calculat-
ing each subtest’s true g loading, we square this value to
determine the amount of each subtest’s variance accounted

for by g; it then follows that the percentage of the variance
in the composite test scores accounted for by g is the mean
of the squared g loadings of the constituent subtests x 100.14

We square the g loadings because recall that our g load-
ings are at the (r)½ level; however, it is the r form that repre-
sents the proportion of shared variance between two
subtests, and thus we must transform our g loadings by
squaring them. Referring to our hypothetical example and
using the crude g loadings obtained after only one round of
factor extraction, the percentage of variance accounted for
by the general factor g is about 49% (([0.792 + 0.762 + 0.662

+ 0.562]/4) x 100). Now that we have examined the general
factor in depth, let us consider how Jensen uses g loading
arguments to attempt to discredit the K-ABC’s utility.

Application of the Spearman Hypothesis to
Intelligence Test Data

The concept of g has been used to construct the
“Spearman hypothesis” to account for the varying magni-
tude of the black-white performance gap on different mental
tests. The hypothesis contends that a cognitive test’s black-
white discriminability is directly proportional to its g loading:
measures with higher g loadings yield larger black perfor-
mance disadvantages.3 In support of this hypothesized re-
lationship, meta-analytic review of the data from 121 cogni-
tive tests indicated that the overall correlation between the
test batteries’ g loadings and the respective sizes of their
white performance advantage was r = +0.59.11

Jensen and his proponents have dismissed the K-ABC’s
usefulness by applying the Spearman hypothesis to the K-
ABC to conclude that its smaller black-white gap is an arti-
fact of its lower g loading.3 The K-ABC, specifically its Men-
tal Processing scale from which an examinee’s IQ is calcu-
lated, does indeed have a lower g loading than other stan-
dardized intelligence tests. For example, in a population of
fourth- and fifth-grade children, the mean g loading of the K-
ABC Mental Processing composite was 0.43, lower than the
WISC-R subtests’ mean g loading of 0.51.11 In a study con-
ducted by Peoples, Fagan, III, and Drotar, the g loading of
the Stanford-Binet was quite high as well, namely 0.68.9

Therefore, the K-ABC appears to be less g loaded than clas-
sical test batteries. Indeed, specific non-g factors account
for 29.0% of the variance on the WISC-R, whereas specific
factors account for 41.9% of the variance on the K-ABC.11

Jensen thus concludes that the reduction of the white per-
formance advantage on the K-ABC is a product of the greater
specificity of the K-ABC’s test items. Most notably, the K-
ABC has a number of subtests which may offset the black-
white performance disparity by assessing a non-g specific
memory span factor to a large extent.11

Although the g loading data lend support to the
Spearman hypothesis, we must carefully consider the im-
plications of a high g loading. Jensen’s denunciation of the
K-ABC due to its low g loading places him in the camp that
views g as an adequate marker of mental ability. Indeed,
Jensen asserts, “We identify intelligence with g. To the ex-
tent that a test orders individuals on g, it can be said to be a
test of intelligence” (p. 224).14 Jensen thus favors the use of
the Wechsler and Stanford-Binet batteries over the K-ABC
because of the higher g loadings of the former tests and
poorer g loading of the latter. However, it behooves us to
consider the content nature of cognitive measures that are
highly g loaded. I intend to argue that a highly g loaded test
may be inappropriate for assessing black children’s mental
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capacities. Highly g loaded tests may foreordain poorer black
performance because blacks’ socialization experiences do
not prepare them for success on these measures (in con-
trast with white socialization experiences). So allow me to
begin exploring this hypothesis with a discussion of the con-
stitution of highly g loaded tasks.

Highly g Loaded Measures Assess “Noegenetic” and
Abstract Mental Ability

Spearman determined that tests highly loaded on the
general factor assess cognitive capacities dealing with
“noegenesis” and “abstractness” (p. 229).14 Noegenesis re-
fers to the discerning of relationships among variables and
the use of inductive and deductive reasoning. The inventive
and creative nature of noegenetic processes is antithetical
to the simple imitative and reiterative character of less highly
g loaded mental tests, tasks that require examinees merely
to engage in rote memorization or apply already defined
rules (reproductive tasks). Spearman’s characterization of
highly g loaded tests as measures of abstractness alludes
to their assessment of an examinee’s conceptual thinking
power rather than the test-taker’s ability to discriminate prop-
erties directly through use of sensory perception.

Based on these two defining criteria, highly g loaded
measures include verbal analogies, sentence completion,
and arithmetic problem reasoning; tests with moderate g
loadings (0.4 to 0.5) include figure recognition and spatial
visualization tasks requiring more direct perception and sen-
sorimotor manipulation in order to be completed success-
fully; finally, rote memorization tasks have extremely low g
loadings that fall below 0.3.14 Overall, highly g loaded tests
require the greatest amount of nonsuperficial cognitive pro-
cessing or “conscious mental manipulation” (p. 231) by the
test-taker.14 Let me now reiterate my socialization-mediated
self-defeating hypothesis in order to place this discussion
of highly g loaded tasks in the context of my model: black
children confront highly g loaded test items —> probable
failure on these items —> the rise of anxiety-mediated inter-
ference —> desire to exit from the distressing testing milieu
—> low frequency of trying behaviors on subsequent test
items and disengagement. I will begin proving my model by
using Moore’s empirical data on white-socialized and black-
socialized adoptees to demonstrate that black-socialized
children are in fact less likely to succeed on highly g loaded
measures due to their lack of training in the critical rela-
tional thinking that we have just discovered is crucial for
success on these highly g loaded tasks.

Black-Socialized Children’s Failure on Highly g Loaded
Measures May be Due to the Lack of a Zone of Proximal

Development

Moore examined the socialization patterns of tradition-
ally adopted black children (i.e., black adoptive patterns and
thus exposure to black socialization experiences) versus
transracially adopted blacks (i.e., white adoptive parents and
thus rearing under white socialization experiences).19 Using
this adoption paradigm to partial out that part of the vari-
ance in children’s mental test scores attributable to social-
ization variables, a number of studies have attested to the
benefit of being raised in a white home environment: the
typical one standard deviation poorer performance of blacks
on the WISC was virtually eradicated when black children
were white-socialized.20-22 Moore has expanded the use of

adoption studies to explore specific differences between
black and white socialization experiences.19 The racial dif-
ferences in maternal behaviors that were identified provide
evidence for the hypothesized likely failure of black children
on highly g loaded items (i.e., those tasks requiring the de-
duction of complex relationships and abstract, conceptual
rationalizing).

The traditional and transracial adoptees completed a
“difficult cognitive task” (p. 323), a block design task from
the Wechsler Bellevue Scale, with their mothers’ assis-
tance.19 Because this task is rather difficult, it reflects the
nature of moderate (if we err on the conservative side) to
highly g loaded tests and thus allows us to explore black-
white socialization-dependent performance differences on
measures with appreciable g loadings. (For example, the
child must determine which shape category each available
block belongs to in order to reproduce the block design,
and such figure classification tasks have rather high g load-
ings.14 In addition, a similar design modeling task on the K-
ABC, the Triangles subtest, is the most highly g loaded K-
ABC Mental Processing subtest.11) Moore proceeded to in-
dex the mothers’ and children’s behaviors and verbaliza-
tions during problem-solving. Pronounced black-white dif-
ferences emerged in the domain of maternal helping
behaviors.

White mothers provided more nonspecific aid to their
children to help them solve the block design problem,
whereas black mothers largely provided specific advice.19

For example, white mothers may have suggested to their
children that they work on the problem one section at a time;
in contrast, black mothers may have directly instructed their
children to orient a block a specific way. Are white mothers
then actually less helpful in promoting their children’s real-
ization of a difficult cognitive goal such as completion of the
block design task? We can apply the developmental theo-
ries of Vygotsky to conclude that the white mother’s indirect
aid may actually be ideal for optimizing a child’s success in
mental testing situations.

Vygotsky identified a critical factor indispensable to the
ontological cognitive development of a child which he termed
the “zone of proximal development”.23 Children interact in a
cognitively nonsuperficial manner with persons such as their
mothers, who function at higher mental levels than them-
selves, in order to execute mental demands that cannot yet
be accomplished independently. This exposure to higher
standards of mental functioning is catalytic. In other words,
the child strives for and pushes towards acquisition of higher
levels of cognitive sophistication as well. The criterion of
“cognitively nonsuperficial” participation by the child refers
to the fact that the child has to engage deliberately in chal-
lenging mental reasoning in order to function cognitively in
this mentally complex and advanced milieu (and thereby
achieve mental growth). This requisite active mental partici-
pation by the child is reminiscent of the high “conscious
mental manipulation” required for success on highly g loaded
tests according to Jensen (see discussion above). This is
no accidental coincidence.

White mothers who provide indirect advice to help their
children complete difficult mental problems such as the block
design task—rather than provide direct, specific aid—may
create a zone of proximal development. They compel their
children to rationalize problems in a critically analytic man-
ner, to think for themselves and struggle through a cognitive
task in order to descry the relationships among the relevant
variables and an efficacious problem-solving strategy. Thus,
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white mothers may better prepare their children for the mental
demands posed by difficult items on cognitive batteries,
namely those that are highly g loaded. Having been raised
in an environment in which they have been mentally chal-
lenged by their mothers constantly, white-socialized children
are probably prepared to succeed more often on highly g
loaded test measures.

These white socialization experiences may also foster
children’s greater independence on mental tasks, whereas
black maternal helping behaviors may lead to the develop-
ment of a pattern of dependency on adults when cognitive
demands are particularly rigorous (i.e., tasks not merely
assessing simply imitative or rule-applying abilities). In sup-
port of this hypothesis, in the Moore study traditionally
adopted black children were more likely to request aid from
their mothers on the cognitively difficult block design test
than the transracial adoptees.19 Generalizing Moore’s find-
ings to home environments—we have no reason to believe
that the data lack ecological validity because mother and
child were allowed to interact freely during the testing ses-
sion as they would in the home—black-socialized children
have possibly become inured to superficial patterns of think-
ing. Their mothers have rescued them from deep contem-
plation and mental wrestling when cognitive demands have
become particularly taxing during their socialization experi-
ences. However, there is no mother present to help the black-
socialized child on a test battery and therefore he or she is
likely to perform poorly on highly g loaded tests.

Supporting this zone of proximal development argu-
ment, Hess and Shipman have observed a negative corre-
lation of r = -0.32 between use of imperative maternal con-
trol techniques and children’s Stanford-Binet IQ scores.24

Imperative control involves unquestioning obedience of rules
and would thus appear to train the child for the rule-apply-
ing nature of poorly g loaded tasks. In contrast, use of cog-
nitive-rational maternal control techniques is positively cor-
related (r = +0.18) with IQ scores.24 Cognitive-rational con-
trol involves providing the child with the logical rationale for
rules and inviting critical debate and self-initiated consider-
ation of alternatives by the child, a maternal mode that trains
the child in the critical relational thinking about the contin-
gencies between variables that is needed for highly g loaded
tasks. Although I will concede that these data do not estab-
lish causality, they nonetheless strengthen my proposed link
between the maternal promotion of complex thinking in chil-
dren and children’s higher achievement on cognitive batter-
ies with high g loadings such as the Stanford-Binet.

Moreover, maternal use of cognitive-rational strategies
is associated with higher Stanford-Binet behavioral ratings
for the child on measures such as activity initiation, response
quickness, social confidence, persistence, and eagerness
to continue.24 The white maternal socialization mode of cre-
ating a zone of proximal development that constantly chal-
lenges the child to engage in independent critical thinking—
a pattern which we have seen is congruent with the use of
cognitive-rational strategies—apparently breeds high self-
confidence, high persistence and motivation, and low test
anxiety in the child. This finding supports the later steps in
my socialization-mediated self-defeating model which posit
a connection between failure on highly g loaded measures,
resulting interference from anxiety effects, and subsequent
poor motivation to persist; however, I will explore these links
more systematically in subsequent sections.

We can garner further support for the hypothesized poor
preparation of blacks for highly g loaded tests from Hess and

Shipman’s data on differences in maternally supplied aid. Per-
formance scores were lower for children whose mothers pro-
vided direct physical feedback on a block-sorting task (e.g.,
showing how to position the blocks) rather than more indirect
verbal suggestive aid that would facilitate the child’s self-dis-
covery of an efficacious sorting principle in a zone of proximal
development manner; in addition, there was a negative corre-
lation of r = -0.35 between the use of such physical feedback
and children’s Stanford-Binet IQ scores.24 In contrast, the use
of indirect aid—according to my model, a manifestation of a
larger maternal socialization pattern of providing a zone of proxi-
mal development that forces the child to think critically and ab-
stractly—did not correlate negatively with IQ scores; rather,
there was a slight positive correlation.24 Thus, the Hess and
Shipman data confirm that low scores on highly g loaded tests
such as the Stanford-Binet are in fact likely to be obtained by
children not benefiting from a zone of proximal development
such as blacks. Let me now reiterate the different content na-
ture of highly g loaded tests such as the Stanford-Binet and
more moderately g loaded batteries: the former tests assess
the ability to discover relationships among variables and arrive
at abstract rules, whereas tests with lower g loadings assess
more concrete abilities of perception and sensorimotor manipu-
lation.

The lower Stanford-Binet IQ scores of children receiv-
ing direct physical feedback may thus indicate that this type
of physically oriented maternal support may adequately train
children for concrete perceptual and sensorimotor tasks, but
not for more abstract cognitive tasks—that is, those that are
more highly g loaded. In contrast, mothers who provide in-
direct aid that is more verbal and less physical may pro-
mote their children’s discovery of abstract rules such as an
efficient sorting algorithm in the case of the block-sorting
task, thereby preparing them for highly g loaded cognitive
measures that require such inductive conceptual thinking.
To summarize my argument, when problem-solving does
not possess sufficient cognitive meaning and salience for a
child, the child’s performance on highly g loaded cognitive
tests that are mentally challenging will be severely crippled.
This scenario applies to the case of the black-socialized child
due to the absence of a maternally created zone of proxi-
mal development in his or her socialization.

Recalling the schematic of my model (facing items highly
loaded on the general factor —> high failure rates on these
cognitively complex items by blacks —> rise to dominance
of anxiety-mediated interference —> desire to leave the high
anxiety testing environment —> low persistence and con-
sequent deteriorated test performance), so far we have ex-
plored the first two elements, the g-related components of
my model. Let me now discuss the hypothesized later steps
in this developmental scheme, namely anxiety effects and
their mediating role in governing black persistence levels in
the testing realm. I will actually discuss these factors in the
reverse order in which they appear in my model (i.e., first
the low persistence and desire to leave the distressing test-
ing milieu phenomena will be considered and then the anxi-
ety-mediated interference). I choose this “retrograde” ex-
planative route because I want to lead us directly into a dis-
cussion of the crucial middle link between the two main divi-
sions of my model: the progression from high failure rates
on cognitively complex highly g loaded items to the handi-
capping of performance by anxiety-mediated interference.
Allow me to begin examining the test anxiety component of
my theory by considering the last part of my model, the hy-
pothesized low persistence of black examinees.



The Low Test Persistence of Black-Socialized Children

In addition to analyzing maternal and child behaviors
on the block design task, Moore administered the WISC to
the traditionally and transracially adopted blacks and as-
sessed their behaviors and verbalizations. Traditional
adoptees made significantly more refusals to work on test
items, so-called “not-work responses,” than transracial
adoptees.19 In other words, rather than face the mental chal-
lenges of the WISC, the traditional adoptees frequently dis-
engaged (exited) from the tasks. This finding supports my
proposed final step in the development of black self-defeat-
ing behaviors, namely that black-socialized children are less
likely to persist in the testing realm; apparently, black home
environment experiences are more conducive to exit be-
haviors, whereas white socialization experiences are asso-
ciated with the exertion of more sustained trying behaviors
in mental testing situations. Even more revealing, the black-
socialized adoptees’ exit not-work responses were predomi-
nantly of the negation (direct refusal) and substitution (pro-
viding an impertinent utterance rather than engagement in
task-specific behavior) form; in contrast, the preponderance
of the white-socialized adoptees’ not-work responses were
refusals expressed in terms of task-specific competence
(e.g., inadequate ability to complete a given test item).19 We
can use attribution theory to understand the implications of
these differences between the transracial and traditional
adoptees’ exit not-work responses.

The white-socialized adoptees were more apt to attribute
their difficulties on test items to a situational external locus
such as lack of experience (e.g., “I haven’t learned that yet”)
rather than a more invariant dispositional internal locus (e.g.,
generally poor ability).19 Such an attribution is supremely
adaptive to test-taking because the child will be motivated
to endeavor on subsequent test items after failure on prior
items because of the intact confidence in his or her capacity
to complete successfully items that are suited for his or her
base of knowledge. In other words, it is only illogical for one
to continue trying when there is little chance of being re-
warded with success. Because the white-socialized child has
not attributed his or her failure to a stable and unchanging
internal locus and therefore retains the potential for suc-
cess on proceeding items, it is not dissonant for him or her
to continue trying on subsequent items in the test battery.

On the other hand, traditional adoptees most likely de-
veloped doubts about their abilities because they failed to
frame their not-work responses in terms of external-to-self
experiential difficulties. As a result, in contrast to the
transracial adoptees, the black-socialized children probably
became dismayed by their failures. They had low motiva-
tion to persist and sought quick test exit (in accordance with
the final steps of my socialization-mediated self-defeating
model) due to the perceived inevitability of continued fail-
ure. In support of this hypothesis, typical not-work responses
of the traditional adoptees were shaking the head “no” in
response to test items before the tester even completed
reading questions and declaring, “I don’t like to do this” (ne-
gation responses), or singing a song and playing finger
games (substitution responses), all of which were clear at-
tempts to disengage from test-taking rather than persist.19

These behaviors of the traditional adoptees conform per-
fectly with those of persons with self-defeating profiles ac-
cording to Curtis: “they may have high test anxiety and avoid
tasks on which they expect to fail…they may attend to dis-
tracting features of the situation [substitution behavior] when

they fail to meet defined performance criteria, especially if
they become very anxious” (p. 68).25 Curtis is establishing a
link between high anxiety and low persistence, and I will
explore this relationship below when I consider steps earlier
than the terminal “failure to persist” one in my model.

Overall, the implications of the not-work findings are
enormous, for typically not-work responses on intelligence
tests are treated like incorrect responses. For example, when
a subject fails to reply to a number of consecutive items on
a Wechsler subtest, the subtest is terminated and the sub-
ject is assigned a score of zero for all subsequent unat-
tempted items.26 Moore’s work alerts us to the danger of
assuming that not-work responses are indicators of deficien-
cies in cognitive skills, for the frequency of not-work re-
sponses may be a measure of a child’s motivation to persist
on intelligence batteries rather than an indicator of deficits
in the child’s cognitive repertoire. Allow me now to address
my model’s hypothesized black high test anxiety profile and
the interference effects that this anxiety wields on black test
performance.

Anxiety-Mediated Interference with the Test
Performance of High Anxiety Blacks

Supporting the anxiety component of my model, Payne,
Smith, and Payne demonstrated that black students obtain
higher test anxiety scores than their white peers on the Sur-
vey of Feelings About Tests self-report which largely reflects
the general factor (as determined by factor analysis) com-
mon to the most widely used test anxiety scales such as the
Children’s Manifest Anxiety Scale.27 Given this initial foot-
hold for validating the anxiety elements of my model, let us
consider the relevant data on the high test anxiety of black
students more thoroughly.

Empirical evidence for socialization-dependent differ-
ential levels of children’s engagement in the testing envi-
ronment is quite revealing. Ingeniously, the levels of “spon-
taneous extension,” or “unsolicited elaborations related to
the task at hand” (p. 319), of transracially and traditionally
adopted blacks were indexed during performance of the
WISC.19 The frequency of a child’s use of such self-initiated
utterances indicates his or her degree of involvement, moti-
vational level, and comfort with the testing environment—in
other words, how low (or high in the case of infrequent spon-
taneous extension behavior) test anxiety is.19 Therefore, if
the socialization-mediated self-defeating hypothesis is cor-
rect in asserting that the test performance of black-social-
ized children is crippled by high anxiety-induced low moti-
vation to persist, then black socialization experiences should
proffer lower levels of spontaneous elaboration during test-
taking.

Indeed, traditionally adopted blacks provided fewer
spontaneous elaborations that their transracial counter-
parts.19 White socialization experiences may thus foster the
greater ease in testing situations that promotes high engross-
ment and motivation to excel rather than the desire to exit
the test situation as quickly as possible due to high anxiety.
The apparent high anxiety of black-socialized children in the
testing environment, in contrast, may make them more likely
to ascribe failure to a stable internal locus and thus cease
trying on subsequent test items: “individuals high in anxiety
may be more likely to attribute failure to lack of ability than
persons low in anxiety” (p. 76).25 (This statement is conso-
nant with my discussion in the previous section of the detri-
mental attributions that blacks make for their testing failures.)
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Let me emphasize here that my model claims that poor black
motivation is caused by anxiety-based interference. In fact,
empirical evidence demonstrates that this postulated causal
link between anxiety-mediated inhibition of the performance
of high anxiety children and the compromise of trying be-
haviors is stronger in the proposed forward direction than in
the reverse direction.28

Convergent data corroborate that a prominent causal
agent for black children’s poorer performance on intelligence
tests relative to whites is high test anxiety (which results in
the use of self-defeating exit behaviors to escape from the
distressing testing milieu according to my model). First, the
use of pre-testing anxiety reduction mechanisms reduces
the black-white difference by as much as 10 IQ points (a
standard deviation is about 15 IQ points).19 White children
do not benefit nearly as much as blacks by such optimiza-
tion maneuvers, thus indicating that a black-specific defi-
ciency is corrected by such procedures rather than a race-
independent general handicapping. One such optimization
protocol achieved greater performance parity by using a pre-
testing play period to reduce the situational test anxiety of
otherwise disadvantaged children.29 Second, Seitz, Abelson,
et al. demonstrated that the location of the testing environ-
ment can substantially contribute to the debilitation of dis-
advantaged children’s test performance and that high anxi-
ety-based negative motivational factors possessed by these
children can be diminished with an anxiety-reduction regi-
men of one-to-one interaction with adults.30 Third, providing
ameliorative intervention to high anxiety children (which
would include blacks based on the cited data), such as hav-
ing them experience success and/or participate in neutral
(nonevaluative) tests, substantially improves their perfor-
mance.31 In totality, these studies indicate that the differen-
tial anxiety levels of blacks and whites play a central role in
governing their test performance. However, we have not yet
identified specific “culprits” of the black socialization experi-
ence that preclude optimal black achievement in testing situ-
ations due to anxiety-mediated performance interference. I
intend to demonstrate that the differing nature of white ver-
sus black maternal behaviors vis-à-vis their children may
account for the corruption of black children’s test perfor-
mance by anxiety effects.

Maternally Determined (and Related) Socialization
Experiences Account for the Anxiety-Mediated

Interference with Black Children’s Intelligence Test
Performance

A clear pattern of differences emerged between black
and white mothers when they were asked to assist their
children with the block design task in the Moore study.
Whereas white (transracial) mothers used more positive
ways of releasing tension such as joking or laughing when
their children espoused unfruitful strategies, black (tradi-
tional) mothers used more negative tension-release behav-
iors such as grinning and scowling.19 White mothers also
coaxed their children to success mainly with positive evalu-
ations of praise and enthusiasm (e.g., urges and cheers); in
contrast, black mothers predominantly engaged in negative
evaluations of their children’s abortive problem-solving ef-
forts and tried to boost performance by expressing their dis-
satisfaction with present execution patterns.19 As a result of
their preponderant use of positive forms of tension release,
positive evaluations of their children’s work, and urging with
enthusiasm, white mothers may breed in their children higher

levels of confidence in their mental problem-solving capaci-
ties and lower anxiety levels during mental task completion
than black mothers. Due to “the positive affect and encour-
agement their mothers display” (p. 325), white-socialized
children may have low anxiety and high motivation in prob-
lem-solving situations and may thus be likely to persist whole-
heartedly (rather than adopt exit behaviors) in their attempts
to solve the difficult mental tasks that appear on highly g
loaded test batteries.19 Supporting this claim, Crockenberg
demonstrated that greater maternal emotional responsive-
ness is in fact likely to elevate children’s motivational levels
on cognitive tests.32

Furthermore, unlike black-socialized children, white-
socialized children are likely to have received the low-pres-
sure message, “It’s okay to be wrong as long as you are
trying” (p. 325); as a result, after failure they may be less
likely to engage in self-defeating exit behaviors due to the
absence of intense pressure.19 On the other hand, con-
sider our discussion of black mothers’ lack of encourage-
ment of exploratory behaviors that are not necessarily con-
ducive to immediate solving of a problem and their use of
negative reinforcement mechanisms. This black maternal
socialization pattern may account for the diminished ef-
forts of black-socialized children in response to failure on
a test battery (recall the greater frequency of not-work re-
sponses among traditionally adopted blacks and their ex-
pression of not-work responses largely as negations and
substitutions). Indeed, rather than risk the disapproval of
their intolerant mothers (or other adults when we general-
ize to the formal testing milieu) with incorrect test responses,
black children would be expected to adopt the strategy of
exiting difficult mental tasks (use of negation or substitu-
tion). Blau provides corroborating evidence for the effects
of racial differences in maternal behaviors on children’s
test performance: black mothers use much more aversive
discipline than their white counterparts, a behavioral dif-
ference which may obviate black children’s need to recip-
rocate for positive benefits (which are lacking in the case
of black maternal use of aversive discipline) received from
the mother-child interaction.33

Gay and Abrahams confirm the proposed contribution
of black maternal behaviors and familial social structure to
the anxiety-mediated interference with black children’s in-
telligence test performance.34 The typical black home is
matriarchal and the mother largely defines her self-worth by
the efficiency of her household’s operation.34 In addition,
children in the black home are almost exclusively reared by
their siblings after they are toddlers.34 This developmental
mode causes the black child’s rare interactions with adults
to occur when he or she disrupts the smooth functioning of
the household and the mother must directly query the child
to assess why things have gone awry.34 The child may
thereby associate direct questioning with the anxiety-invok-
ing allegations of wrongdoing. When this contingency is
generalized to the asking of direct questions in the testing
situation, children from black households will suffer from high
tension in the testing realm, making the desire to exit and
the manifestation of self-defeating behaviors highly prob-
able—that is, completion of the sequence of events in my
self-defeating model. One may argue that the tense nature
of the black child-mother interaction will not necessarily be
generalized to the testing milieu. However, the black child’s
model for interaction with adults is almost exclusively the
child-mother relationship due to the virtual absence of any
other child-adult interaction in black socialization
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experiences. It is thus highly probable that the tense child-
mother interaction will be generalized to the child-adult ex-
aminer testing interaction.

How may this anxiety-loaded black child-mother inter-
action lead to the black child’s poor test performance? The
final “product” of low test persistence in my model can oc-
cur when test anxiety is high and expectations of success
are high.25 We have already discussed how black children
do in fact have high test anxiety. Moreover, since the black
child may associate the direct questioning characteristic of
test-taking with the scenario in which he or she fails to meet
the mother’s high expectations for him or her to contribute
to the smooth operation of the household, the latter crite-
rion of high expectations is satisfied as well.

Finally, other features of the black psychosocial envi-
ronment may aggravate the self-defeating problem by in-
creasing the anxiety level that black children enter the test-
ing situation with. Steele demonstrated that the socializa-
tion of black children makes them greatly cognizant of the
racial stereotype of their lower intellectual ability; this racial
stereotype burden, in turn, predisposes blacks to engage in
self-fulfilling prophecies to validate this stereotype.35 Ste-
reotype vulnerability was reduced and greater racial parity
achieved in the Steele study only when this “stereotype anxi-
ety” was made less salient.35 An intriguing theory from the
literature on self-defeating behaviors illustrates the gravity
of this stereotype anxiety handicapping.

Persistence on a test may be inversely proportional to
the diagnostic value of the test items.25 In other words, if
test items are conceived as opportunities to reduce one’s
uncertainty about one’s cognitive abilities, then on a test
with items that greatly reduce this uncertainty (items with
high diagnostic value), subjects will stop exerting trying ef-
forts more quickly than on a battery with a lower rate of un-
certainty reduction. Allow me to frame black stereotype vul-
nerability into this model. If the black child enters the testing
situation with high stereotype anxiety having used racial ste-
reotypes to conclude already that he or she is almost cer-
tainly cognitively inferior to whites, then test items will as-
sume high diagnosticity. That is, the black child will need
little convincing about his or her “inferior” mental ability be-
cause he or she has made a strong a priori evaluation. As a
result, when difficult test items such as highly g loaded mea-
sures on which failure is likely (recall the zone of proximal
development argument) are encountered, poor performance
on these items may serve as powerful confirmation of the
premature conclusion of lesser ability. Black testing persis-
tence will thus be compromised. In contrast, the white child
who likely does not enter the testing milieu with a strong
predetermined evaluation of his or her intellectual prowess
will not artificially inflate the diagnostic value of the test items
and will thus persist longer due to the higher informative
value of the items.

Let me summarize my arguments thus far. Recall once
again my socialization-mediated self-defeating model for
black test performance: items with high g loadings encoun-
tered —> shoddy performance on these cognitively com-
plex items —> ascent of anxiety-mediated interference —>
desire to escape from the high tension testing environment
—> disengagement through low persistence on ensuing
items and resulting severe deterioration in test performance.
I garnered evidence for the first main part of the model, black
children’s poor success on highly g loaded tests, by
demonstrating that they lack a maternally provided zone of
proximal development that is crucial for success on the

abstract relational tasks appearing on highly g loaded tests.
I then provided data supporting the second chief part of my
model, the debilitating influence of black children’s high test
anxiety and their resulting use of self-defeating exit behav-
iors: black mother’s greater use of negative tension and
negative evaluations of their children’s problem-solving, the
black child’s association of test-testing with the high anxiety
situation in which the mother queries why the household’s
smooth functioning has been upset, the black child’s vul-
nerability to stereotype anxiety, and other typical black psy-
chosocial experiences as evidence for a high test anxiety
profile among black examinees; the fewer spontaneous
elaborations (a measure of low test anxiety) of black-social-
ized children, their more frequent use of exit not-work be-
haviors, and their framing of not-work responses in terms of
internal rather than experiential attributions as evidence for
the compromise of black test persistence due to anxiety ef-
fects. We are now ready to join these two principal compo-
nents into the unified model by discovering the crucial link
between the two: how failure on mentally challenging highly
g loaded test items connects with the anxiety-mediated cor-
ruption of the high test anxiety black child’s subsequent-to-
failure test performance.

The Connection between Black Children’s Failure on
Highly g Loaded Measures and Anxiety-Mediated

Interference

First of all, it has been observed that children with high
anxiety (such as blacks) do in fact experience more failure
on mental tests than their low anxiety cohorts.31 The data of
Leppin, Schwarzer, et al. provide a crucial link between test
failure and high test anxiety effects, one that we can apply
to blacks due to their demonstrated high anxiety profiles.36

An ingenious paradigm was used to examine specifically
the effects of test failure on high anxiety examinees: sub-
jects completed anagrams and received categorical failure
feedback regardless of actual performance. It was discov-
ered that high test anxiety subjects attributed their difficul-
ties more frequently to inability (a stable internal locus) and
less to the difficulty of the cognitive tasks.36 Such a global
attribution hinders further trying behaviors because failure
is viewed as inevitable. In contrast, low anxiety examinees
implicated task difficulty rather than their own lack of ability
in their failure.36 Hedl confirmed that high anxiety individu-
als do in fact believe that their failure is due to global deficits
rather than task-specific demands.37

This attribution pattern conforms with Moore’s finding
that black-socialized (i.e., high test anxiety) children’s not-
work responses were not phrased in terms of external-to-
self experiential impossibilities, unlike the white-socialized
adoptees’ not-work responses. In turn, the traditional
adoptees demonstrated lower persistence through their
more frequent espousal of exit behaviors. The studies of
Leppin, Schwarzer, et al. and Hedl thus corroborate that
the high anxiety profile of black-socialized children is in
fact associated with anxiety-mediated interference with
subsequent-to-failure test performance. In other words, high
anxiety blacks will engage in unfavorable causal attribu-
tions for their failure that are likely to engender poor con-
tinued persistence and thereby deteriorate subsequent
performance because of the belief that their low global
ability predetermines failure. This corruption of black per-
formance by anxiety elements is confirmed by the fact that
high test anxiety children such as blacks have a low “worry”
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threshold; that is, they “react with worry at the first hint of
failure” (p. 64) according to Hedl.37 Hedl thus verifies that
anxiety effects interfere with the performance of high anxi-
ety black children once failure occurs, failure which is likely
to occur on highly g loaded tests due to the black child’s
discussed lack of practice with the abstract cognitive pro-
cessing necessary for success on these tests. Before con-
sidering more evidence, let me emphasize that my model
asserts that the detrimental effects of anxiety-mediated in-
terference occur in response to failure. In support of this
claim, high anxiety children do in fact perform as quickly
and accurately as low anxiety children when provided with
experiences of success; differential performance has only
been observed in the case of failure.31

This link between failure and anxiety-mediated interfer-
ence effects among black children can be viewed not only
in terms of blacks’ attributions for failure, but also in terms
of the black-white maternal differences in encouragement
of exploratory behaviors during problem-solving that we dis-
cussed. Recall that unlike white mothers, black mothers dis-
courage their children from exploring different strategies for
tackling a mental task if they are not directly conducive to
solving the given problem. Black-socialized children may
thus grow fond of using traditional, well-tried strategies that
have proffered success in their past experiences with men-
tal demands. Such “cognitive rigidity,” however, increases
the amount of anxiety-mediated interference with test per-
formance that black-socialized children experience.28

Rigid persons will have difficulty completing many of
the rather novel and atypical tasks appearing on test batter-
ies, most notably items which are highly g loaded and thus
require item-specific creative, abstract relational thinking
rather than application of a general cognitive rule or use of
imitative, reproductive strategies. Jerusalem, Liepmann, et
al. indicate that mentally rigid persons—such as black chil-
dren—are in fact likely to experience failure more frequently
in the testing environment, experience a resulting decrease
in self-esteem and confidence in their cognitive abilities, and
become inhibited in subsequent performance by anxiety
effects.28 Thus, the cognitive rigidity of blacks compounds
the anxiety-mediated interference elements that we have
already considered. Rigid individuals will also attempt to
avoid situations in which their cognitive capacities come
under question.28 This claim concurs with my socialization-
mediated self-defeating model’s assertion that black-social-
ized children are more likely to engage in exit behaviors in
order to escape from the anxiety-loaded testing environment.

Finally, we can consider the use of aversive discipline
by black and white mothers to understand the connection
for black-socialized children between test failure and anxi-
ety-mediated interference. Parents of high anxiety children
are more likely to use aversive discipline and be critical rather
than constructive during their children’s mental task efforts.31

High anxiety children may thus develop high dependency
on their mothers to deal adequately with many cognitive tasks
due to their failure to acquire successful strategies for men-
tal problem-solving. Hence, high anxiety black children are
expected to experience high failure in the formal intelligence
testing milieu in which the mother is no longer present to
help, especially on highly g loaded items that test the limits
of problem-solving capacity. In contrast, the parents of low
anxiety children, such as those of white children, help their
children develop “effective problem-solving strategies with-
out completely taking over the problem solving…they teach
their children to rely on their own resources and may help

them learn task-oriented responses, thereby increasing their
effectiveness as problem-solvers” (p. 60; italics added).31 In
other words, white mothers provide their children with the
zone of proximal development that hones their mental ca-
pacities and prepares them for highly g loaded items ap-
pearing on mental test batteries. Overall, we have pondered
data about black children’s attributions for failure, blacks’
cognitive rigidity, and black maternal use of aversive disci-
pline and the resulting black child’s cognitive dependency
to link the failure and anxiety components of my model. We
have thus now integrated the two main elements of my model
into a unified theory. However, before considering my model’s
implications, allow me to delineate the difference between
black performance on tests with high versus low g loadings.

High Anxiety Blacks are Handicapped Specifically on
Highly g Loaded Tests

An important distinction that my socialization-mediated
self-defeating model makes is between black performance
on highly g loaded items and tasks with poorer g loadings. I
contend that high anxiety black children experience inter-
ference due to their high anxiety profiles on the former type
of items, not on the latter. The literature in fact indicates that
“performance on easy (and therefore success-likely) test
items shows little or no dependency on anxiety level” (p.
128), but high anxiety subjects do in fact perform poorly rela-
tive to low anxiety subjects on more difficult measures.38

Empirical evidence for this distinction between difficult,
cognitively complex (highly g loaded) test items and rela-
tively easier (less strongly g loaded) items can be elicited
from the work of Rocklin and Thompson.39

These psychologists constructed two tests consisting
of verbal ability items originally appearing on the Standard-
ized Achievement Tests (SATs), a “hard” test consisting of
those items with low passing rates on the SAT and an “easy”
version comprised of items which more examinees passed.
Higher anxiety students performed better on the easy test
than on the hard test, and this performance profile was not
merely an artifact (i.e., performance is expected to deterio-
rate with increasing item difficulty), for the low anxiety stu-
dents actually performed better on the hard test!39 As my
model proposes, apparently the high anxiety black child is
indeed likely to perform poorly relative to whites specifically
on difficult highly g loaded test items. In fact, when the pref-
erences of high and low test anxiety subjects for easy ver-
sus difficult test items were assessed by Arkin and
Haugtvedt, there was a marked preference among high anxi-
ety subjects for easier test items.40 “Difficult tasks tend to
generate prodigious amounts of cognitive interference
among test-anxious persons” (p. 159).40 Therefore, high test
anxiety examinees’ choice of easy items may be indicative
of their desire to avoid such unpleasant “prodigious amount
of cognitive interference.” This theory is completely conso-
nant with my socialization-mediated self-defeating model: I
likewise hypothesize that black children’s failure on highly g
loaded tasks gives rise to anxiety-mediated interference, and
they then attempt to avoid the resulting highly tense and
uncomfortable testing situation by using disengaging exit
behaviors.

Covington verifies these differing interactions between
high versus low task difficulty and interference from anxi-
ety effects.41 Subjects were asked to perform “convergent”
deductive reasoning tasks which “stress the individual’s
capacity to generate and then selectively eliminate possible
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ideas until the person converges on only one idea that fits
all the constraints of the task” (p. 102; italics added).41

Covington’s tasks would presumably be highly g loaded,
for we have discovered that measures which assess rule
abstraction capacities and deductive (convergent) reason-
ing power are in fact highly g loaded. Interestingly,
Covington found an inverse relationship between test anxi-
ety and performance, one that increased in magnitude with
increasing task difficulty.41 Therefore, test performance in-
terference due to anxiety effects does seem to manifest
itself predominantly on more difficult test items, which in-
clude highly g loaded tasks due to their discussed cogni-
tive complexity. Let us now consider Covington’s explana-
tion for this interaction between high anxiety and high item
difficulty.

Covington contends that high anxiety examinees fear
that they are constantly falling behind on difficult test items;
however, this “reverberating circuit of worry” (p. 104) does
not manifest itself on simpler tasks requiring more superfi-
cial cognitive processing such as simple rule-applying or
imitative, reproductive behavior: “intrusive worry may cre-
ate an inhibition of all but the simplest, automatic ideational
responses, thus causing an inability to focus on completion
of a task” (p. 104; italics added).41 Difficult, cognitively com-
plex highly g loaded measures are thus specifically the cul-
prits for the self-defeating behavior (“an inability to focus on
completion of a task”) of high test anxiety black children;
anxiety-mediated interference is not expected on more poorly
g loaded measures that are less demanding and require
comparatively perfunctory mental calculations. Furthermore,
Covington indicates that the worry that one is falling behind
during a test—that is, the perception of failure to perform
adequately—results in anxiety-mediated “inhibition” of task
completion. This theory gives strong support to my model’s
link between black children’s probable failure on highly g
loaded items and the consequent disruption of subsequent
test performance by anxiety effects (i.e., “worry” in
Covington’s phraseology).

One may argue that my model fails to consider that
white children will also eventually encounter on a test bat-
tery items that are sufficiently difficult such that they (just
like blacks) will experience failure that corrupts subsequent
performance via anxiety effects. However, there is strong
evidence that this anxiety-mediated interference is a black-
specific phenomenon. Consider that failure attribution to an
internal locus such as lack of ability is likely to engender
anxiety and feelings of helplessness.42 Indeed, we have seen
that black-socialized children failed to frame their difficulties
in the Moore study in terms of experiential impossibilities
and instead defined internal loci such as poor global cogni-
tive ability. We discovered that this attribution profile of the
black-socialized child is in turn conducive to the develop-
ment of anxiety-based interference.

We have also observed that white-socialized children
are likely to ascribe their test failure to less invariant, more
external-to-self causes such as item difficulty or lack of task-
specific competence. Test-takers making such unstable at-
tributions are likely to respond to failure as a cognitive chal-
lenge and are motivated to try harder because they believe
that they can succeed; that is, they experience “facilitating
anxiety.”42 In contrast, black-socialized children who choose
more stable internal sources for their test difficulties are likely
to perceive failure as threatening rather than challenging;
that is, they experience “debilitating anxiety.”42 This “debili-
tating anxiety” leads to a loss of the sense of control: the

black-socialized child believes that his or her performance
will be inevitably poor due to his or her low ability (i.e., a loss
of perceived contingency between effort and outcome); as
a result, trying behaviors are compromised. On the other
hand, since white-socialized children do not experience this
“debilitating anxiety” as a result of test failure, my self-de-
feating model applying to black-socialized children fails to
apply to white-socialized children’s performance: test fail-
ure does not result in detrimental interference from anxiety
effects and thus the chain leading to deteriorated test per-
formance is halted. Now that we have examined my model
in full, let us consider the concerns that other psychologists
might have regarding my socialization-mediated self-defeat-
ing theory.

Addressing the Arguments of Jensen and Herrnstein
and Murray

What does Jensen have to say about the issue of test
anxiety and its contribution to the black-white gap in IQ
scores? Collectively referring to variables such as poten-
tially higher self-confidence and lower test anxiety levels
among white children as test sophistication or “test-wiseness”
(p. 589), Jensen contends that there is no evidence that
test sophistication is a significant contributor to the black-
white performance difference on mental tests.14 He supports
this conclusion by citing studies that examine possible black-
white differences in the benefits incurred from test practice.
(Test practice is a means of increasing test familiarity and
thus reducing test anxiety and increasing “test-wiseness.”)
However, Jensen does not adequately consider the relevant
data to the test sophistication issue: the differential avail-
ability to blacks and whites of informal practice/training epi-
sodes in the non-testing realm.

Jensen focuses on data indicating that if black and white
children are given a formal cognitive test a first and then
second time, the magnitude of performance improvement
is about the same for both groups.14 Such findings merely
indicate that practice elevates performance levels approxi-
mately the same for blacks and whites, but fails to address
the frequency issue. In other words, Jensen ignores the fact
that white socialization environments simulate testing con-
ditions more frequently than black ones because of the dis-
cussed central role that the zone of proximal development
(in which the mother constantly challenges the child
cognitively by not providing direct aid) plays in the white
home environment. Since white children are therefore likely
to have greater practice functioning under mentally chal-
lenging test-like conditions, they will probably have lower
test anxiety and thus outperform blacks on mental tests.
Essentially, Jensen contemplates relative performance im-
provements rather than the more revealing absolute perfor-
mance levels of blacks and whites: although blacks and
whites benefit about the same from taking a formal test twice,
blacks still achieve appreciably lower absolute scores than
their white counterparts due to their pre-testing differential
socialization experiences.

An influential work in recent years on the subject of in-
telligence testing is The Bell Curve by Herrnstein and Murray.
Contrary to my socialization-mediated self-defeating model,
Herrnstein and Murray deny that motivational factors play
any substantial role in depressing black children’s IQ
scores.16 They support their claim mainly with two bodies of
data. First, they examine the performance of blacks and
whites on the digit span subtest of the Wechsler, consisting
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of a forward digit span test in which the subject has to re-
peat a series of numbers in the same order than he or she
hears them and a backward digit span test in which the
number sequence must be recalled in reverse. Although both
tests have the same content, the backward digit span test is
much more highly g loaded and the white advantage is about
twice as great on this test as on the forward version.16

Herrnstein and Murray argue that motivation cannot account
for this difference in performance on the two parts of the
digit span subtest because both content-identical parts oc-
cur at the same time during the Wechsler battery.16 How-
ever, they do not consider the data that I invoked earlier
about the probable absence of black self-defeating behav-
iors on subtests with poor g loadings that require rather su-
perficial cognitive processing. The forward digit span is such
an exceedingly easy task—indeed, it has half the g loading
of the backward digit span test3—that anxiety-mediated in-
terference probably does not occur to any appreciable ex-
tent on it. In the Covington framework that we have dis-
cussed, this forward digit span test is likely a task requiring
the “simplest, automatic ideational responses” and thus “in-
hibition” by “intrusive worry” does not occur on it (p. 104).41

Only on the significantly more mentally challenging (i.e., more
highly g loaded) backward digit span test may the high test
anxiety of blacks become a liability; hence, the significantly
more pronounced black-white gap on the backward digit
span test.

The second piece of evidence that Herrnstein and
Murray base their conclusions on is work conducted by
Jensen. Subjects depressed a “home” button and then
moved a finger as quickly as possible to another button
above which a light had gone off. Jensen measured both
reaction time (the time required to lift the finger off the home
button when the target light illuminated) and movement time
(the time needed to move the finger from just above the
home button to above the target button).16 Jensen discov-
ered that blacks consistently had slower reaction times but
faster movement times, and thus Herrnstein and Murray
reason that motivational factors are not important in gov-
erning black test performance: “how can one be unmoti-
vated to do well during one split-second of a test but appar-
ently motivated during the next split-second?” (p. 228).16

However, these results can be rationalized by my self-de-
feating hypothesis. The quick movement time may not be
an indication of high motivation to excel. Rather, the short
movement times of blacks can be viewed as attempts to
exit the highly distressing testing situation quickly. After pos-
sibly becoming dismayed by the difficulty of the actual cog-
nitive processing component of the task (i.e., deciding which
button to move one’s finger to, a mental calculation reflected
in the reaction time), the black child was motivated to end
his or her involvement in this frustrating, anxiety-inducing
situation. In other words, the black child’s quick movement
time may be an indication of high motivation to exit rather
than excel in the testing environment.

Overall, therefore, I conclude that both the team of
Herrnstein and Murray and the psychometrician Jensen er-
roneously reject the claim that test anxiety and motivational
factors assume a central role in the poorer performance of
black children on cognitive test batteries. Having attempted
to bolster the validity of my model through this discussion of
Jensen’s and Herrnstein and Murray’s probable criticisms,
allow me now to suggest the implications of my theory on
the use of classical measures such as the WISC-R and
Stanford-Binet to assess blacks.

Both Highly and Poorly g Loaded Intelligence Tests
May be Racially Biased

I have argued that the self-defeating behaviors of black
children in the testing environment stem from highly g loaded
items. We have also observed that classical psychometric
batteries such as the WISC-R and Stanford-Binet are more
highly g loaded than the K-ABC. Should we then discard the
WISC-R and Stanford-Binet and adopt the K-ABC for mea-
suring intelligence? Is this an efficacious strategy for pre-
venting black children from engaging in self-defeating be-
haviors that lead to potential gross underestimation of their
mental abilities? The solution is not this easy.

Jensen noted that the K-ABC’s poorer g loading rela-
tive to classical measures allows it to achieve greater racial
parity (see discussion above). Specifically, some of the K-
ABC’s subtests (e.g., Numerical Recall) assess the non-g
specific factor of sequential short-term memory to an ap-
preciable degree. The Naglieri and Jensen data indicate that
blacks are not handicapped relative to whites on these more
specific and thus more poorly g loaded tasks.11 We have
discussed how tasks that are not highly g loaded (such as
rote memorization tasks like the Numerical Recall subtest)
are not nearly as cognitively demanding as measures that
are in fact highly g loaded. On these types of simpler mental
tasks, the anxiety factor may most accurately be viewed as
“a general increase in drive level which enhances the
individual’s readiness to respond where only one dominant
response tendency exists” (p. 128; italics added).38

Therefore, on the K-ABC’s sequential short-term memory
demands that most test-takers may be able to respond to cor-
rectly regardless of race (i.e., “only one dominant response
tendency exists”), anxiety may be facilitating rather than debili-
tating. As a result, black children—who have higher anxiety
levels than their white peers—do fairly well on the K-ABC
subtests that assess memory capacity. However, on even more
poorly g loaded and thus easier measures than the K-ABC
memory subtests, white performance may actually be crippled
because the low anxiety white profile may not produce the
arousal, attentional, and motivational levels (i.e., an “increase
in drive level”) needed for successful completion of these rela-
tively cognitively superficial tasks. Indeed, recall that Rocklin
and Thompson’s low anxiety subjects performed better on a
hard test version than on an easy version. In summary, highly
g loaded tests may bias against blacks, but poorly g loaded
tests may bias against whites.

Concluding Remarks: Toward a More Perfect
Cognitive Ability Assessment

So where should the future of intelligence testing lie?
Certainly our examination of race-dependent differential
socialization experiences emphasizes the need to consider
the complex underlying bases of the black-white performance
difference. We have seen that classical intelligence batter-
ies and the K-ABC are both imperfect measures. However,
they are far from being useless psychometric tools. They
are just instruments that must be used with extreme cau-
tion. A simple IQ score proffered by these tests only reflects
the cognitive capacity of a black or white examinee to a first
approximation. The examinee’s racially determined social-
ization experiences must be factored into the assessment
of mental ability. Although such a qualitative individualized
appraisal is laborious, it may be the only equitable assess-
ment procedure.
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To summarize my socialization-mediated self-defeating
model, I have argued that black children’s lack of a mater-
nally created zone of proximal development and consequent
cognitive rigidity may preclude success on highly g loaded
tasks. Data on black children’s spontaneous elaboration
behavior, the rather authoritarian matriarchal organization
of the black household, black maternal use of aversive dis-
cipline, negative tension release, and negative evaluations
of the child’s mental task efforts, and black stereotype anxi-
ety were then elicited to demonstrate black children’s high
test anxiety. This high anxiety may especially interfere with
black children’s test performance subsequent to probable
failure on highly g loaded items due to such factors as the
stable internal causal attributions that high anxiety blacks
adopt for their failure. In turn, subsequent persistence is
compromised and exit behaviors are espoused by blacks to
disengage from test-taking (recall the data on exit not-work
responses). This synopsis of a highly complex chain of
events highlights the central mediating role that socializa-
tion experiences undoubtedly play in governing intellectual
test performance.

The goal of achieving more racially impartial cognitive
assessment methods can only be achieved by viewing the
poorer performance of blacks as the product of differences in
such domains as socialization experiences rather than due to
deficits possessed by black children. Many psychologists have
already begun to adopt such an evaluative framework.43-46 Only
when this more qualitative socialization analysis is combined
with quantitative performance on the WISC-R, Stanford-Binet,
or K-ABC will a more “enlightened” assessment of a child’s
cognitive ability have been achieved. It is imperative that psy-
chologists adopt such global evaluative methods, for otherwise
the mental capacities of certain children may be severely un-
derestimated. Because the future of so many children is at
stake, there can be little room for error.
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