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CHAPTER 1
West Indian Children in ESN (Special) Schools
in Britain
There are five main points I want to bring to the attention of West Indian parents and others interested:
1. There are very large numbers of our West Indian children in schools for the Educationally Subnormal — which is what ESN means.
2. These children have been wrongly placed there.
3. Once placed in these schools, the vast majority never get out and return to normal schools.
4. They suffer academically and in their job prospects for life because of being put in these schools.
5. The authorities are doing very little to stop this scandal.
1. Large Numbers
An Inner London Education Authority report entitled The Education of Immigrant Pupils in Special Schools for Educationally Subnormal Children (ILEA 657) reveals that five of their secondary ESN schools had more than 30 per cent immigrant pupils at the time of their survey in 1967. By January 1968, one of the schools had 60 per cent immigrant children!
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In the ILEA’s ESN (Special) Day Schools, over 28 per cent of all the pupils are immigrant, compared with only 15 per cent immigrants in the ordinary schools of the ILEA. This situation is particularly bad for the West Indians, because three-quarters of all the immigrant children in these Educationally Subnormal schools are West Indian, whereas West Indians are only half of the immigrant population in the ordinary schools. The 1970 figures are even more alarming, for even though immigrants comprise nearly 17 per cent of the normal school population nearly 34 per cent of the ESN school population is immigrant. And four out of every five immigrant children in these ESN schools are West Indian! The figures from the ILEA report to substantiate what I have said above are given at the back of this booklet as an appendix.
[bookmark: bookmark0][bookmark: bookmark1]Z. vvrongjul rlacement
The same ILEA report gives figures of immigrant children whom the headmasters of these ESN schools thought were wrongly assessed and placed:
Three of the nineteen schools thought that less than 10 per cent of their immigrant pupils had been wrongly placed; three thought that between 10 and 19 per cent were wrongly placed; a further three thought that the figure was between 20 and 29 per cent. One school put the figure at between 30 and 39 per cent; two schools thought as many as 40 to 49 per cent of the immigrant pupils wrongly placed; and finally, one school estimated that between 70 and 79 per cent of its immigrant pupils were wrongly placed!
Thus nine out of nineteen schools thought that 20 per cent or more of their immigrant pupils had been wrongly placed. This is from Table 9, page 9, of the report. The report states (page 5) that: ‘ Where children are suspected as being wrongly placed in the ESN school, this is four times as likely in the case of immigrant pupils ’ (my italics).
[bookmark: bookmark3][bookmark: bookmark2]3. Permanently ESN
On the question of the number of children returning to normal schools, the report states (page 3): ‘ The number returning to ordinary schools . . . is low, and is only slightly higher for immigrants (7 per cent) than for non-immigrants (4 per cent).’ From this we can see clearly that even though massive numbers of West Indian and other immigrant children are being wrongly placed in these ESN schools, only 7 per cent ever return to normal schools. We must therefore arrive at the conclusion that the West Indian child’s frequently wrongful placement in an ESN school is a one-way educational ticket.
[bookmark: bookmark4][bookmark: bookmark5]4. Why the ESN School is Unsuitable for the Child
who has been Wrongly Placed
In order to understand why it is so scandalous for large numbers of West Indian children to be wrongly placed in ESN
how it is organized, and who it caters for.
ESN schools are designed to assist each child in such a school to realize his assumed low capabilities so that he will on leaving school be able to hold down a simple job and be as independent as possible, thereby not being a burden on his family or the State when in adult life. The whole assumption of an ESN school is that the child cannot cope with the average academic requirements of a normal school.
The children are chosen to attend these schools because they are of low intelligence — 50 to 75 or 80 IQ. Children of normal intelligence are supposed to score between 90 and 110 on the IQ tests. The Education Act of 1921 defined ESN children as those who ‘ not being imbecile and not being merely dull and backward ’ should be provided for in special classes and schools. Therefore, if a child were an ‘ imbecile ’ (ie of under 50 IQ), nowadays referred to as ‘ severely subnormal, (SSN), he would be placed in a hospital or training centre. If he were ‘ merely dull and backward ’, then he would still remain in an ordinary school, with perhaps extra help. To be ESN under the 1921 Act, you need to be very dull or backward, but not so much as to be an ‘ imbecile ’.
Under the 1944 Education Act, local education authorities were directed ‘ to the need for securing that provision is made for pupils who suffer from any disability of mind or body by providing, either in special schools or otherwise, special educational treatment, that is to say, education by special methods appropriate for persons suffering from that disability ’. It was intended that Special Schools would provide mainly for pupils whose backwardness was due to limited ability. Pupils who were not so limited intellectually would need suitable arrangements in ordinary school.[footnoteRef:0] [0:  For evidence on this, see A. E. Tansley and R. Gulliford, The Education of Slow-learning Children (London: Routledge and Kegan Paul, 1960); especially pages 1-22.] 

I have run youth clubs for children from six ESN schools in London. I have visited these schools on several occasions, as well as others. I have taught in two ESN schools over the past two years. I have held numerous conversations and discussions with the head teachers and staff of these many schools. The main purpose of an ESN school which emerges from my experience
and observation, is to ‘ socialize ’ the child, rather than attempt academic wonders with him. The child must be provided with a structure which facilitates his learning to live with himself and with other children, and with adults. This seems to be priority number one. If he is to cope with society given his low intelligence, initial sense of failure, and his general lack of confidence, he must be taught, through the provision of the right environment, how to cope with his own emotional problems and how to relate or ‘ get on ’ with the other children.
This task quite often takes up the best part of the child’s years at the ESN school, and so most children hardly get beyond this stage to the stage where they can grasp the ‘ three Rs,in other than a rudimentary way. Given their low intellectual capacity, this is undoubtedly the right emphasis in their education (always assuming, of course, that the children’s intelligence has been correctly assessed, which it hasn’t in the case of most West Indian children). The true ESN child can never expect realistically to be given the sort of job which calls for academic qualifications or an average level of intellectual reasoning. Given his limited mental ability, he is placed in a job which is simple, repetitive, requires little initiative, and a minimum of mental effort. Such a job he can manage. A job requiring greater mental skills he would probably fail at, with grave repercussions for his mental health. Once he is given sufficient instruction in the three Rs so that he can cope with signs, notices, simple correspondence, and basic arithmetic, the most important qualification he must possess if he is to hold down a job in society, is that of social adjustment, namely being able to get on with the boss and fellow workers and not lose job after job.
Naturally, each school tries to do more than the rudimentary three Rs with children who are capable of more wherever and whenever possible. Some children leave school with the ability to read some books. However, the extent to which this can be done is limited by the fact that the teachers have to concentrate on basic arithmetic, reading and writing, along with woodwork, needlework, cookery, swimming, PE, etc, and cannot teach the whole range of subjects like geography, history, biology, English literature, physics, etc, which would broaden considerably the horizons of the averagely intelligent child. It would be quite
the staff size, school library facilities and the intellectual calibre of the pupils who have been specially placed there. It would also be educationally wrong, since, as explained earlier, the major needs of the children are for social adequacy. It is only because ESN schools build up a special Kbrary of books to deal with the children’s basic reading difficulties, arrange a curriculum which helps these children of low ability, and choose the right staff for the job, that they are at all able to help the educationally subnormal child and prepare him for his role in society. If they were to perform the same duties as a normal school, or do both jobs, they would be unable to do either properly.
Therefore, ESN schools are not places where children go for short periods of six months to two years in order to be given intensive and highly specialized help so that they can then be returned to normal schools and function at the normal academic level. Many West Indian parents in my experience have been led to believe that they are, and have therefore been quite happy to let their children attend these ‘ Special ’ schools, believing them to be especially good. This explains why many have not protested at their child’s assignment to one of these schools. Another reason is that many are never told that they have the right of appeal over the assessment.
If the ESN school did prepare the child through intensive lessons for coping in the ordinary school, then West Indian children by and large would perhaps be rightly placed. Instead, because children are attached to these schools on a permanent basis, the curriculum and entire organization of the school is geared to cope with children who are of below normal academic abilities. It is true that the range of ability in an ESN school is very large, since it copes with 50 to 80 IQ levels. But though the range is large, it is, as a whole, well below average academic standards. The children are being prepared for survival, not for excelling, or even participating actively in the society as does the average person.
From what I have said so far, it is quite clear that the academic organization of the ESN school is not geared for coping (and quite rightly) with a child of average or above average intelligence. A Black child of average or above average intelligence who gets placed in an ESN school can be expected to encounter great difficulties. The child who feels he is wrongly placed (and. many do feel this way) may become upset or even disturbed and
refuse to cooperate or participate fully in the classroom, and so will appear even more retarded — and become retarded through mental inactivity — as time goes by. The experience of being removed from a normal school and placed in the neighbourhood ‘ nut ’ school, as everyone calls it, is a bitter one. The child, feels deeply that racial discrimination and rejection have been practised towards him by the authorities who assessed him wrongly as being ESN. Other Black children, who are young and unsure of themselves, may simply accept the judgement of themselves as being of low intelligence and give up any attempt to succeed academically. The immense influence of other people’s expectations in creating the child’s own self-image of his abilities and likely performance will be examined, with evidence, in Chapter 3.
On the other side of the coin, the teacher who is told by the educational ‘ experts ’ that a child is ESN, will obviously expect the child to be ESN. Therefore the sort of work she will give the child, and the standard she will expect of him, will obviously be much lower than in a normal school. This means the child will learn much less than he is really capable of, and will be very frustrated day by day in the classroom. That such children quite often ‘ act up ’ and become behaviour problems under these circumstances is to be expected.
However, even if the teacher had the full range of books and teaching equipment which an ordinary school has, and had the right expectations of the child’s intellectual ability, and even if the West Indian child were not in the least bit affected by being taken out of ordinary school and placed in a school with educationally subnormal and in many cases emotionally disturbed children — all highly unlikely assumptions — the problem of keeping one or two children of average intelligence not only just c occupied ’ but educationally stimulated, and advancing at a normal academic rate, while at the same time trying to teach eighteen or nineteen other children at a considerably different academic (and emotional) level, would be virtually impossible.
The implications for the large number of West Indian children who get placed in ESN schools and who can never c escape ’ back to normal schools are far-reaching and permanent. As demonstrated above, the West Indian child’s educational level on leaving school will be very low. He will be eligible, by reason of his lack of qualifications and his assessment as being ESN, only for
the jobs which really ESN pupils are able to perform; namely, simple, repetitive jobs of a menial kind, which involve little use of intelligence. This is what he or she can look forward to as a career! In turn, through his getting poor wages, poor housing, and having no motivation to better himself, his children can look forward to a similar educational experience and similar career prospects! No wonder E. J. B. Rose, who was Director of the Survey of Race Relations in Britain, and co-author of the report Colour and Citizenship, states that by the year 2000 Britain will probably have a Black helot class unless the educational system is radically altered.[footnoteRef:1] [1:  The Times, May 15th, 1970, page 11. A helot is a modern-day ‘ hewer of wood and drawer of water ’.] 

As Maureen Stone points out in her thesis West Indian children in an ESN school — why are they there?: ‘ The authorities should realize that by placing these children in ESN schools they are not solving a problem, but creating one, for these same children will grow up to react with hatred and violence against a system that has crippled them by making them in one other respect (education) unable to play their full role in society.’
5. The Authorities Do Nothing
One can appreciate from the evidence presented just how imperative and urgent it is to stop and reverse the process by which these large numbers of immigrant and especially West Indian children are being dumped in ESN schools. One would have thought that in the light of their own report on this scandal the ILEA inspectorate would have recommended the reversal of present policy. Instead, the ILEA report (657) states in its first recommendation (page 6): ‘ Special Schools for ESN children must continue to provide for immigrant children, even those of relatively high IQ, until more suitable alternative provision can be made. The recommendation must always be based on the educational needs of the child ’! (my italics).
The entire report reeks of complacency, and no urgent recommendations are made at all. The ILEA and other local education authorities in Britain have continued to treat the problem with the same complacency, and the numbers of West Indian children admitted to ESN schools continue to soar. But then perhaps it
12

isn’t complacency on the part of the authorities, but rather a conscious plan. Perhaps. The evidence for this argument will be presented in Chapter 7.
[bookmark: bookmark7][bookmark: bookmark6]CHAPTER 2
[bookmark: bookmark9][bookmark: bookmark8]Why are our Children Wrongly Placed?
[bookmark: bookmark11][bookmark: bookmark10]Personal Biases in Assessment
There are numerous reasons for such large numbers of West Indian children being wrongly placed in ESN special schools. They revolve around the manner of assessment by the authorities. In many authorities only the Medical Officer of Health decides, which is farcical, since he has no qualifications in this field. In other authorities, a committee including the headmaster of the child’s school and the Educational Psychologist decides. Usually the opinion of the Educational Psychologist is decisive. In turn, the single most important indicator to the Educational Psychologist is the IQ test.
Immediately, two problems arise from this. The Teacher in the classroom, whose report initiates the assessment proceedings, the Headmaster, and the Educational Psychologist, impose three biases quite often, in their assessment of the child :
(1) The Cultural Bias. This normally takes the form of linguistic differences between West Indian English and ‘ standard classroom ’ English. The West Indian child’s choice of words, usage and meaning of words, pronunciation, and intonation sometimes present tremendous difficulties in communication with the teacher, and vice versa. This factor, while recognized in a lip-service way by many of the teachers and other authorities involved, is often ignored when assessing and generally relating with the child. Thus, teachers often presume to describe West Indian children as being ‘ dull ’, when in fact no educated assessment of the child’s intelligence can be made under these circumstances. In addition many behaviour patterns and ways of relating to the teacher and to other children which are part of the West Indian culture are misunderstood by the teacher, who usually has no understanding of or inclination to learn about the West Indian culture. The ILEA report (page 10) points out that only three of the nineteen schools suggested as a helpful method the
in this direction, the scope and direction of the programme — and the people running it — make one very sceptical about its usefulness.
One common difficulty, for instance, arises from the fact that the child is not expected to talk and ‘ talk back,as much in the West Indian classroom as he is here, in the English classroom. English teachers tend to interpret this apparent shyness and relative unresponsiveness as indicating either silent hostility or low intelligence. Many teachers have said to me that only after years of experience have they discovered that often when the West Indian child does not understand what they are saying, he replies ‘ Yes ’, because he thinks this is expected of him in his relationship to the teacher. Moreover, many children fear that they may arouse the teacher’s anger or be thought stupid if they ask her to repeat what she has said.
(2) The Middle-class Bias. In most cases the teacher and the Educational Psychologist are middle class, in a middle-class institution (which is what a school is), viewing the child through middle-class-tinted glasses, the child being working class in most cases. Both on the basis of class and culture they believe their standards to be the right and superior ones. They may do this in the most casual and unconscious of ways, w'hich may make the effect on the child even more devastating. The child may therefore, not only because of problems with language but also because of feeling that he is somehow inferior, and bound to fail, refuse to communicate or to try his best in the tests for assessment. Evidence to support this statement will be given in Chapters 3 and 4.
(3) The Emotional-disturbance Bias. Many of the problem children, I would contend, are suffering a temporary emotional disturbance due to severe culture and family shock, resulting from their sudden removal from the West Indies to a half-forgotten family, and an unknown and generally hostile environment. They often react by being w'ithdrawn and uncommunicative, or, alternatively, by acting out aggressively, both of which are well-known human reactions to upset, bewilderment and dislocation. This behaviour is often misunderstood by these supposedly trained people, as being a permanent disturbance. Despite their training, in my experience many teachers feel threatened by disturbed children, and tend to be biased against them. This accounts for
the extremely large numbers of West Indian children who are submitted for assessment by the teachers, not on grounds of intellectual capacity, but because they are ‘ a bloody nuisance And dozens of teachers and head teachers have admitted this to me. This temporary disturbance of the children due to the emotional shocks they have suffered may well take on a permanent form, however, when the nature of their problem and their consequent needs is misunderstood, and instead they face an educational environment which is humiliating and rejecting.1 While suffering emotional turmoil they are placed in unfamiliar testing situations, to do unfamiliar and culturally biased tests, with white examiners whose speech is different, whom they have been brought up to identify as the ‘ master class ’,[footnoteRef:2] [footnoteRef:3] and before whom they expect to fail. They then experience the test, only to have their fears confirmed, when they are removed from normal schools — in their mind, ‘ rejected ’ — and placed in the neighbourhood ‘ nut ’ school. And it must be remembered that the ILEA report states (page 3) that 20 per cent (that is, one-fifth) of all the immigrant pupils in six of their secondary ESN schools had been admitted to the Special school without even being given a trial in ordinary school first. [2: 	See Chapters 3 and 5.]  [3: 	See Chapter 4.] 

The IQ Test
All three biases against the West Indian child, cultural, middle class, and emotional-disturbance, apply just as much to the actual questions asked on the IQ test administered to the children, and the very nature of f the test situation The vocabulary and style of all these IQ tests is white middle class. Many of the questions are capable of being answered by a white middle-class boy, who, because of being middle class, has the right background of experiences with which to answer the questions — regardless of his real intelligence. The Black working-class child, who has different life-experiences, finds great difficulty in answering many of the questions, even if he is very intelligent.
The very fact of being ‘ tested ’ is a foreign experience to many Black children. The white middle-class child is used to tests. The questions that are asked on these tests have to do with the sort
of life he lives. He is therefore confident when doing these tests. Thus the white middle-class child can be expected to do these tests better than the white working-class or Black child — and he does. If white middle-class people make up these IQ tests, and if they also do the testing, is it really any surprise that their own children score the highest? Does this have anything to do with the real abilities of the children? None.
Similarly, it should be pointed out that an emotionally disturbed child is highly likely to do badly in tests, since the act of sitting in one place for an hour or more, and answering a series of questions and doing a series of different tasks in a special order, is likely to be too frustrating and confining an experience for him.
IQ tests can only be claimed to measure intellectual functioning at a particular moment in time, without being able to give the reasons why the functioning is at that particular level, or say which factors are more important than which for each child tested. This point is vital to grasp if one is to understand why the IQ test is meaningless in so many cases.
The child may be functioning below normal because of being emotionally disturbed, or because of being in a bad mood on the day of the test. It could be because of racial resentment at being tested by a white person (see Chapter 4), or the fear of being placed in an ESN school as a result of the test. It could be the result of low motivation to do or succeed on the test; or it could be the fact that the act of being tested is a foreign or unusual experience, and hence the child is nervous and possibly even upset. Any or all of these factors is enough to upset his true score by as much as twenty or more points! And all of this is assuming that the questions on the test itself are not culturally biased — which they are!
Now some of the less honest Educational Psychologists will say that they take account of these factors by stating in their report on the test that the child seemed upset, or disturbed, etc. But this does not ‘ take account5 of these vital factors. There is no assessment or scoring procedure on the IQ. test that can add on points to a child’s score to take into account any of the disturbance factors. What is most disturbing about the use of the IQ test is that it is the children with difficulties who are on the whole tested. Therefore the test is being used in an area where the factors discussed above would most distort the test results; in fact, make
15


it a mockery of an exercise. Since twenty to twenty-five points can in many cases decide a child’s future, and the test result is very often wrong by a wider margin when dealing with ‘ problem children the test is not only a shambles but a tragedy for many.
[bookmark: bookmark13][bookmark: bookmark12]CHAPTER 3
[bookmark: bookmark14][bookmark: bookmark15]The Attitude of the Teacher
From what has been said already, it is quite clear that large numbers of West Indian children are failing to perform to the best of their abilities, or even averagely. They are falling behind in their classroom work, and they get low scores on tests, relative to their true abilities. There are many reasons for this, and it is important to know what they are if we are to do anything to alter the situation.
[bookmark: bookmark17][bookmark: bookmark16]Prejudice and Patronization
There are three main ways in which a teacher can seriously affect the performance of a Black child : by being openly prejudiced; by being patronizing; and by having low expectations of the child’s abilities. All three attitudes can be found among teachers in this country. Indeed, these attitudes are widespread. Their effect on the Black child is enormous and devastating. That there are many openly prejudiced teachers in Britain is not in doubt in my mind. I have experienced them personally. I also have consulted many Black teachers whose experiences with some white teachers are horrifying. Two West Indian teachers in South London have reported to me the cases of white teachers who sit smoking in the staff-room, and refuse to teach a class of nearly-all-Black children. When on one occasion they were accosted by one of the Black teachers, they stated their refusal to teach ‘ those niggers ’. These incidents were reported to the head teachers of the schools, who took no action against the teachers concerned. In fact, the heads of these schools had been trying to persuade the children to leave school when they had reached the school-leaving age, even though their parents wished them to continue their education, in some cases in order to obtain CSE’s and ‘ O ’ levels, and in other cases because they thought the children could benefit from another year’s general education. Therefore the teachers in this case conspired to prevent these
to teach them.1
There are many more teachers who are patronizing or condescending towards Black children. These are the sort who treat a Black child as a favourite pet animal. I have often overheard teachers saying : ‘ I really like that coloured child. He is quite bright for a coloured child ’! One teacher actually said to me one day, in a sincere and well-meaning type of voice : ‘ Gary is really quite a nice boy considering he is Black.’ There are other teachers who won’t press the Black child too hard academically, as ‘ he isn’t really up to it, poor chap ’. Children see through these hypocritical and degrading statements and attitudes more often than adults realize, and they feel deeply aggrieved when anyone treats them as being inferior, which is what patronization is all about. They build up resentment, and develop emotional blocks to learning.[footnoteRef:4] [footnoteRef:5] [4: 	For those who need further detailed evidence of open prejudice by teachers, read Marina Maxwell’s Violence in the Toilets, the Experiences of a Black Teacher in Brent Schools.]  [5: 	For further evidence on this and other aspects of the problem, see R. J.] 

[bookmark: bookmark18][bookmark: bookmark19]When the Teacher does not expect much from the Child
Most teachers absorb the brainwashing that everybody else in the society has absorbed — that Black people are inferior, are less intelligent, etc, than white people. Therefore the Black child is expected to do less well in school. The IQ tests which are given to the Black child, with all their cultural bias,[footnoteRef:6] give him a low score only too often. The teachers judge the likely ability of the child on the basis of this IQ test. The teacher has, in the form of the IQ test results, what she considers to be ‘ objective ’ confirmation of what everybody in the society is thinking and sometimes saying: that the Black children on average have lower IQs than the white children, and must consequently be expected to do less well in class. Aiderman Doulton of the Education Committee in the Borough of Haringey has expressed this view, and it is probably fair to say that the Banding of children in Haringey for supposedly achieving equal groups of ability in all the schools [6: Goldman and F. M. Taylor (1966), ‘ Coloured immigrant children: a survey] 

was really a clever plot to disperse the Black children in the borough throughout the school system. The notorious Professor Jensen, the Enoch Powell of the academic world, has added credence to the myth of Black inferiority by openly declaring that Black people are inherently less intelligent than whites, and therefore Black children should be taught separately.1
In these circumstances, it is not surprising that most English teachers expect less from the Black child than from the white child. The profound effect that low teacher-expectations has on the child’s actual performance will now be illustrated from an experiment conducted in America.
Two American experts in education[footnoteRef:7] [footnoteRef:8] conducted IQ tests on the children in a particular school in San Francisco. They did not tell the teachers the true results of the tests. Instead, they picked at random twenty names of children from the school and told the teachers that these were the bright children, even though they were not. At the end of the year the children were tested again, and the teachers were asked many questions about them. The twenty who the teachers thought were the brightest did far better than the rest. They got higher scores than the other children in the IQ test. The teachers thought that they were ‘ happier ’, more ‘ curious ’ and ‘ interesting ’ than the other children, and ‘ more likely to succeed in life than the others ’. In Grade 1 the children whom the teachers thought were bright gained 27| points (on average) in their IQ scores, compared with an average of 12 points for the others, a difference of 15| points! In Grade 2, the difference was 9 points. [7: 	See Professor Liam Hudson’s excellent article on ‘ IQ: the effect of heredity and environment ’ in The Times Saturday Review, November 7th, 1970.]  [8: 	Robert Rosenthal and L. F. Jacobson, ‘ Teacher expectations for the disadvantaged Scientifi/: American Anril 1Q6R Vnl 21 No 4.] 

These scores can make all the difference between whether a child gets into grammar school or not; or which stream a child gets put into in a comprehensive ; or whether, indeed, a child will be taken out of an ordinary school and placed in an ESN school. And these performances on the part of the children were simply the result of what the teachers expected from each child. They had nothing to do with any special help being given to one group, and the teachers and children were told nothing about
the experiment. As the experts pointed out: ‘ In our experiment nothing was done directly for the child. There was no crash programme to improve his reading ability, no extra time for tutoring, no programme of trips to museums and art galleries. The only people affected directly were the teachers; the effect on the children was indirect.’ Yet they got these large differences in performance directly related to what the teacher expected of the child. This shows how important it is to get rid of these biased IQ tests, conducted under biased conditions; for the teacher believes in these tests, and the teacher’s expectations affect the child’s academic progress.
In a study done in London,1 118 epileptic children were given an IQ test. Their teachers, not knowing the results of the test, were then asked to give their assessment of the children’s intelligence by stating whether a child was ‘ average ’, ‘ above average ’, ‘ well above average ’, etc, from their knowledge of each child. It is important to mention at this stage that epileptic children suffer a lot of prejudice directed against them by the general society, similar to that Black children face — but obviously not as great. Teachers also tend to think of them as being less intelligent than ordinary children — again similar to what the Black child faces.
In twenty-eight cases, the teachers seriously underestimated the child’s true ability. This means that a quarter of the children were wrongly assessed! In one case a thirteen-year-old girl with an IQ of 120 (which is university level!) had failed her 11 + examination and was in the ‘ D ’ stream of a secondary modem school. Her teacher considered that she was of ‘ below average ’ intelligence! (average intelligence = 100). Another child with family problems and very low income got an IQ score of 132 (which is exceedingly high). Her teachers, however, all rated her as being ‘ low-stream ’ material 1
This sort of information is shocking, because now that most schools are either comprehensive or going comprehensive, it is the assessment of the teachers and head teachers which decides which stream a child is placed in — which in turn influences what is expected of him academically. If these teachers who are supposed to know the children make serious mistakes in a quarter
of the cases concerning epileptic children, against whom there is some prejudice, can you imagine how many wrong assessments are made by teachers when Black children are involved?!
[bookmark: bookmark21][bookmark: bookmark20]CHAPTER 4
[bookmark: bookmark22][bookmark: bookmark23]The Black Child,3s Attitude — Anxiety and Hostility
Studies have been done in America and Britain which show that Black children do considerably worse in tests and exams when they are conducted by white examiners and white Educational Psychologists. In America, Professor Katz proved this beyond all doubt in a series of tests which he conducted with Black children. Whenever a white examiner conducted a test on a Black child the Black child always did much worse than when a Black examiner had conducted the test. Whenever the child believed that it wasn’t a test at all, but a game, he always did much better. But the moment the child suspected or was told that it was a test, the child became anxious, nervous, and even hostile, and therefore did much worse on the test. This is because the Black child is only too aware of the uses to which these tests are put by white society. The test has been the main instrument of trying to make Black people beheve that they are inferior, and test results are used as an excuse to put children in the lowest streams in schools. The Black child knows this only too well. He knows that the test is rigged in advance (by its cultural bias against him) to ensure his failure, and so he abandons all attempts to do well on it. This can be seen most clearly when a group of Black children were told that the results of their tests would be compared with the results obtained from white children. In this case all the Black children did much worse than when they were told they would be compared with other Black children.
In Britain, Peter Watson,[footnoteRef:9] a white Educational Psychologist, went to a secondary school in East London where there are many West Indian pupils. He took with him a Black assistant. The two of them tested groups of West Indian children separately. The group of West Indian children tested by the Black examiner did considerably better than the group tested by Peter Watson, the white examiner. In other words, they did much worse under the white examiner than under the Black one. And the difference in scores was even greater than what Professor Katz found in his experiments in America. [9:  P. Watson, ‘ Race and intelligence ’,New Society, No 407, July 16th, 1970.] 

What is very significant to note is that these West Indian children, on returning to their classrooms after completing the test with the white examiner, displayed feelings of aggression and anger which the teachers in the classes noticed. But the West Indian children showed no such emotional reaction after being tested by the Black examiner. Professor Katz had the same experience in America, and so did Dr. Baratz.
As Erik Erikson, a world-famous social anthropologist, has pointed out, these IQ tests are influenced by the general state of race relations in the society at the time at which the test is conducted. These tests are not conducted in test-tubes in a laboratory. The child who is doing the test is acutely aware of what white people think about Black people, and how they treat Black people. It is no accident that a four-year-old Negro girl in America told Mary Goodman, a psychologist, that: ‘ The people that are white, they can go up. The people that are brown, they have to go down.’[footnoteRef:10] For even a four-year-old Black child understands clearly the role ascribed to Black people by white-dominated society. She knows, even at that age, just how far she can expect to go, socially, economically, and educationally. [10:  M. Goodman, Race Awareness in Young Children (Cambridge, Mass: Collier Books. 1964).] 

The Black child in Britain, facing a white examiner, remembers the white landlord who has pushed Mum and Dad around; he remembers the face of Powell on the television screen, demanding the expatriation of Black people and their ‘ picanniny ’ children; he has seen on the news and heard his parents talk about white skinheads and the white police who have beaten up Black people in the streets at night. More than likely he has encountered a racist teacher in the past; he has certainly been called ‘ Black bastard5 or ‘ Wog ’ by many of the white children on more occasions than he cares to remember. If he lives in Haringey he would almost certainly have heard about Aiderman Doulton of the Haringey Education Committee stating that Black children had achieved significantly lower IQ scores than white children, the inference being that ‘ something must be done about these
Black children He might have put two and two together and realized that this is why he sees so many Black children, including some of his friends, going to ESN schools. The thought will not have escaped him that the test he is about to sit before the white examiner, who is an official of white society, will undoubtedly be used against him, as it has been used against so many of his friends.
Under these circumstances, and in this entire racial context, the Black child feels (and quite rightly) that he is fighting a losing battle. He becomes so consumed with fear, inner rage and hatred, that he is unable to think clearly when attempting the test. Under these circumstances the very bright child does averagely, and the average child does poorly.
Conclusion
The Black child labours under three crucial handicaps: (1) Low expectations on his part about his likely performance in a white- controlled system of education; (2) Low motivation to succeed academically because he feels the cards are stacked against him; and finally, (3) Low teacher-expectations which affect the amount of effort expended on his behalf by the teacher, and also affect his own image of himself and his abilities. If the system is rigged against you and if everyone expects you to fail, the chances are you will expect to fail too. If you expect to fail, the chances are, you will.
[bookmark: bookmark25][bookmark: bookmark24]CHAPTER 5
What the British School System does to the Black Child Some time ago a white boy of thirteen in the school for Educationally Subnormal children where I teach, asked my permission to draw a picture of me. I had been his class teacher for one year. I had a very good relationship with him, and he was very fond of me. He enjoyed drawing. The picture he did of me was quite good. He had included my spectacles, which he always teased me about, and he also drew my moustache and beard while he made great jokes about them. When he was finished, he passed me the paper with the portrait of myself, looking very pleased with himself at having drawn what he considered a near-likeness. I said to him : ‘ Haven’t you forgotten to do something? ’ ‘ What ? ’ he said, looking curious and suspicious.
‘ You forgot to colour my face. My face and cheeks, etc — they are not white, are they? ’
‘ No, no! I can’t do that!,he said, looking worried. ‘ Well, you said you were painting a picture of me. Presumably you wanted it to look like me. You painted my hair, moustache and beard, and you painted them Black — which they are. So you have to paint my face dark brown if it is to look like me ataU.’
‘ No! I can’t. I can’t do that. No. No,’ he said, looking highly embarrassed and disturbed. He then got up and walked away, finding himself a hammer to do woodwork with in the corner of the room far away from me.
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This same boy, along with one of his white school friends, had waited outside the school gate for me one afternoon the previous week. When I approached, one of them said: ‘ People are saying that you are coloured, but you aren’t, sir, are you ? ’ This was a rhetorical question on their part. They both looked very worried that ‘ some people ’ should be calling me ‘ coloured ’, and wanted my reassurance that I was not. They both liked and admired me, and hated thinking that I might be coloured! I explained to them then, as I had done many times before in class, that I was
came from Africa. They obviously had mental blocks against accepting me as being Black.
This white boy, who did not even know who ‘ coloured people ’ were, obviously had the most fearful image of what Black people were supposed to be like, even though his favourite teacher was Black, and one of his closest friends in class was a Black child. I happened to know that his house-mother at the children’s home where he lives has never discussed race with him, and does not display any open prejudice to Black people. In fact she has, over the years, been an excellent foster-mother to two West Indian boys. Yet he picked up from somewhere a sufficiently adverse image of Black people, that he couldn’t bear to have his favourite teacher be c coloured ’, and could not bring himself to draw me as I was — a Black man. He had to have my face white!
This experience of mine gave me an idea; if this is how two white boys in the class felt about me, then perhaps they felt the same way about their close friend, Desmond, a Black boy of eleven from Jamaica. So I gathered together all the drawings and paintings which the children had done of each other, and sure enough, Desmond got painted white by all the white children! What’s w'orse, Desmond and the other four Black children had painted each other white also!
A week later, Desmond, the West Indian boy, asked me to draw a picture of him. I drew the outline, as he watched, making critical comments from time to time. Having completed the outline, I began shading his face Black. He immediately said: ‘ What — what are you doing? You are spoiling me! ’
I said: ‘ No, of course not. I am painting you as you are — Black; just like I am. Black is beautiful, you know. You aren’t ashamed of that, are you ? ’
At that he calmed down, and I completed shading his face Black. Then I did his hair. His hair was Black, short, and very African in texture. I drew it exactly as his hair really was. When he saw it, he jumped out of his chair and shouted: ‘ You painted me to look like a golliwog! You make me look just like a golliwog ! ’ and he was half about to cry, half about to pounce on me for having done so terrible a thing as to have drawn his hair like it was, instead of making it long, straight and brown, as he had drawn himself in the past!
After I had calmed him down, again by pointing out that my
hair was exactly the same as his, and that I liked mine, he decided to retaliate by drawing one of me. He drew my hair Black and African-like, he drew my moustache and beard, but he, like the white boy before, refused to shade my face dark brown or black even though I had done his that way. When I asked him to draw my face the colour it really was, rather than leaving it white, he said very emotionally: ‘ You do it yourself ’, and walked out of the room.
Obviously in an English classroom it is terrible to be Black. The white child is concerned lest his best friend be considered Black, and the Black child is more than concerned that he should be considered Black!
And this is what this society, with the aid of the school system, is doing to our Black children!
The examples I have given above are not isolated ones. There is the Indian girl in my class who wears Indian clothes to school and whose mother wears her caste-marks and sari when going anywhere, and yet this girl once denied she was Indian when speaking to her English friends in the class. Or there is the case of the Jamaican girl in my class who pretended not to know where Jamaica was, and stated indignantly that she was not from ‘ there ’ when speaking to some of the other children one day. Both conversations I overheard by accident. I could give case after case, for they are endless. In fact, none of the West Indian children whom I taught and ran clubs for over a period of three years, have failed to reveal their feelings of ambiguity, ambivalence, and at times despair, at being Black. Many have been made neurotic by their school experience.
[bookmark: bookmark27][bookmark: bookmark26]How the System Works
The Black child’s true identity is denied daily in the classroom. In so far as he is given an identity, it is a false one. He is made to feel inferior in every way. In addition to being told he is dirty and ugly and ‘ sexually unreliable ’, he is told by a variety of means that he is intellectually inferior. When he prepares to leave school, and even before, he is made to realize that he and c his kind ’ are only fit for manual, menial jobs.
The West Indian child is told on first entering the school that his language is second rate, to say the least. Namely, the only way
he knows how to speak, the way he has always communicated with his parents and family and friends; the language in which he has expressed all his emotions, from joy to sorrow; the language of his innermost thoughts and ideas, is ‘ the wrong way to speak A man’s language is part of him. It is his only vehicle for expressing his thoughts and feelings. To say that his language and that of his entire family and culture is second rate, is to accuse him of being second rate. But this is what the West Indian child is told in one manner or another on his first day in an English school.
As the weeks and months progress, the Black child discovers that all the great men of history were white — at least, those are the only ones he has been told about. His reading-books show him white children and white adults exclusively. He discovers that white horses, white rocks and white unicorns are beautiful and good; but the word ‘ Black ’ is reserved for describing the pirates, the thieves, the ugly, the witches, etc. This is the conditioning effect of what psychologists call word association on people’s minds. If every reference on TV, radio, newspapers, reaing- books and story-books in school shows ‘ Black ’ as being horrible and ugly, and everything ‘ white ’ as being pure, clean and beautiful, then people begin to think this way on racial matters.
Several months ago in my class I was reading one of S. K. McCullagh’s story-books for children, The Country of the Red Birds. This author is world famous, and she has written numerous story-books and reading series for children, used in schools in many parts of the world. She is actually a lecturer in psychology. In this story, these two white children went out to the ‘ island of Golden Sands ’. They got to the ‘ white rock ’, where the very helpful ‘ white unicorn ’ lives. When they met the unicorn, ‘ the first thing that they saw was a Black ship, with. Black sails, sailing towards the white rock ’.
‘ The Black pirates! The Black pirates! ’ cried the little unicorn. ‘ They’ll kill us! Oh, what shall we do ? ’
Finally they escaped from the white rock, which the ‘ Black pirates ’ had taken over, and went to the island of the ‘ red birds ’. There, ‘ a Black pirate stood on the sand, with a red bird in his hand ’, about to kill it. The white boys and the white unicorn, along with the other red birds, managed to beat off the Black pirate, and the red birds in gratitude to the white boys and white unicorn state: ‘We will do anything for you, for you have saved a red bird from the Black pirates.’
For those who may be sceptical about the influence of word association on people’s minds, it is interesting to note that when I said ‘ Black pirates ’ in the story, several of the white children in the class turned their heads and looked at the Black children, who in turn looked acutely embarrassed.
When the pictures, illustrations, music, heroes, great historical and contemporary figures in the classroom are all white, it is difficult for a child to identify with anyone who is not white. When in addition the pictures of Blacks are golliwog stereotypes, about whom filthy jokes are made; when most plays show Black men doing servant jobs; when the word ‘ Black ’ in every storybook is synonymous with evil, then it becomes impossible for the child to want to be Black. Put another way, it would be unnatural of him not to want to be white. Does this not explain why Desmond and the other Black children draw themselves as white? Can you blame them?
But this is not the end of the picture, unfortunately, for the Black children know they are Black. Whenever they might begin in their fantasy to believe otherwise, they are soon reassured on this score by being told they are ‘ Black bastards ’ whenever there is a row in the playground — and even when there isn’t.
The children are therefore made neurotic about their race and culture. Some become behaviour problems as a result. They become resentful and bitter at being told their language is second- rate, and their history and culture is non-existent; that they hardly exist at all, except by grace of the whites — and then only as platform sweepers on the Underground, manual workers, and domestic help.
The Black child under these influences develops a deep inferiority complex. He soon loses motivation to succeed academically, since, at best, the learning experience in the classroom is an elaborate irrelevance to his personal life situation, and at worst it is a racially humiliating experience. He discovers in an amazingly short space of time the true role of the Black man in a white-controlled society, and he abandons all intellectual and career goals. Remember the four-year-old Black girl in America, mentioned earlier, who said to Mary Goodman: ‘ The people that are white, they can go up. The people that are brown, they
have to go down.’ When two other psychologists in America (Radke and Trager) investigated ‘ Children’s perception of the social roles of Negroes and Whites ’/ the ‘poor house’ was assigned to Negroes and the ‘ good house ’ to Whites by the great majority of white and Negro children aged five to eight years.
[bookmark: bookmark28][bookmark: bookmark29]Conclusion
The Black child acquires two fundamental attitudes or beliefs as a result of his experiencing the British school system: a low self-image, and consequently low self-expectations in life. These are obtained through streaming, banding, bussing, ESN schools, racist news media, and a white middle-class curriculum; by totally ignoring the Black child’s language, history, culture, identity. Through the choice of teaching materials, the society emphasizes who and what it thinks is important — and by implication, by omission, who and what it thinks is unimportant, infinitesimal, irrelevant. Through the belittling, ignoring or denial of a person’s identity, one can destroy perhaps the most important aspect of a person’s personality — his sense of identity, of who he is. Without this, he will get nowhere.
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CHAPTER 6
Self-hatred: The Black and White Doll Experiments
The Black child is prepared, both by his general life experiences and by the classroom, for a life of self-contempt. He learns to hate his colour, his race, his culture, and to wish he were white. He learns to consider Black things and Black people as ugly, and white things and white people as beautiful. He believes that since he is Black, he can never be beautiful. Therefore when he draws a picture of himself, he draws himself white. When he draws any picture of a man, it is always that of a white man. Not a single Black child has ever drawn me a picture of a Black man. Of hundreds of drawings done for me over the years by Black children, every one of them is of a white man!
In America, Kenneth B. Clark and Maime P. Clark did a famous study[footnoteRef:11] which demonstrates beyond all doubt the Black child’s self-contempt. They interviewed a sample of Black children aged three to eight years old from all parts of America. The children were shown two dolls, one Black and the other white. They were first asked to pick ‘ the doll that looks like a white child Ninety-four per cent of the children picked out the right doll. Then they were asked for ‘ the doll that looks like a coloured child ’. Ninety-four per cent got the right doll. [11:  ‘ Racial identification and preference in Negro children ’, in T. M. Newcomb and T. L. Hartley (eds), Readings in Social Psychology (New York: Holt, 1947).] 

This showed that the vast majority (93 to 94 per cent) understood and could recognize which doll looked like each race. They were then asked to pick the doll that they liked to play with best. Thirty-two per cent picked the coloured doll, and 67 per cent chose the white doll!
The Black children were then asked: ‘ Give me the doll that is a nice doll ’, and 38 per cent chose the coloured doll, but 59 per cent chose the white doll as the ‘ nice ’ doll.
When they were asked for the doll that looked bad, 59 per cent picked the coloured doll, and only 17 per cent picked the white doll!
When asked for the doll that was a ‘ nice colour ’,38 per cent chose the coloured doll and 60 per cent chose the white doll.
Finally, they were asked: ‘ Give me the doll that looks like you.’ Sixty-six per cent picked the coloured doll, and 33 per cent (one-third) of these Black children aged three to eight chose the white doll as the one that looked like them!
As the Clarks point out with reference to the last question: ‘. . . Some of the children who were free and relaxed in the beginning of the experiment broke down and cried or became somewhat negativistic during the latter part when they were required to make self-identifications. Indeed, two children ran out of the testing-room, unconsolable, convulsed in tears.’
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In case anyone is liable to dismiss the above evidence on the grounds that this happened in America and does not apply to the West Indian in Britain, I have bad news for you. The same test was conducted in Britain recently, with the same results!
[bookmark: bookmark31][bookmark: bookmark30]CHAPTER 7
[bookmark: bookmark33][bookmark: bookmark32]Why our Children get the Worst Education
[bookmark: bookmark35][bookmark: bookmark34]The Immigrants3 Role in Britain
There are two reasons for the presence of Black immigrants in this country : (a) Our countries have been so successfully fleeced that the only employment opportunities open to a very large section of our people have been in England, where all our stolen wealth resides. Therefore we left the West Indies in search of work, (b) The British capitalist needed our services, and actively recruited us in the West Indies because of Britain’s shortage of unskilled labour, particularly for dirty jobs.
Immigrants in Britain perform four major tasks:
(1) We increase the supply of labour through our presence, particularly unskilled labour, relative to the demand, thus keeping wages down and profits up.
(2) We perform many of the menial and unwanted jobs where otherwise there would be a labour shortage.
(3) We immigrants, without realizing it, serve to divide the working class and dampen their militancy. This is because on the one hand the native worker feels threatened job and social statuswise by the arrival of the immigrant, and on the other hand he moves one rung further up the social ladder by the presence of immigrants who form the lowest social rung. We have the lowest social status because we are given the worst jobs, the worst housing, and we are never accepted by the society. Both because the English worker feels threatened job-wise and because he has, by our presence here, someone to look down on, he adopts a prejudiced and discriminatory position towards us. The incitement to racial hatred adopted by various members of the Establishment, notably Enoch Powell, has the effect of diverting the workers’ energies and attention away from the main cause of their low socio-economic position — the Establishment itself.
(4) The Establishment pays cheaply for us in another way
apart from wages — in the lack of provision of capital infra- «4-«X		•	1	:				1	1		]		4.:^	1 facilities. Both because of low wages and our widespread experience of prejudice, most of us are forced to live in overcrowded, run-down areas, with the least amenities. There is no new provision of housing for our needs, despite our contribution to the economy. Thus the society gets us as cheaply as possible, to plug a crucial gap in the economy — the need for a sizeable unskilled labour force.[footnoteRef:12] [12:  For evidence on the economic contribution of the immigrant to the British economy, see Economic Impact of Commonwealth Immigration,] 

But there are contradictions in the Establishment position; through the incitement of prejudice as a diversionary tactic, the white masses have become so insecure that they have demanded the cessation of the flow of immigrants, and many have gone further, following Powell’s lead, and suggested the deportation of coloured immigrants. But this is unwelcome to Big Business, which sees in this the danger of losing their cheap labour market. Thus all three political parties do nothing to remove the immigrant from Britain. The Guianese Government has asked the British Government to assist in advertising and financing a programme to encourage Guianese and other West Indians living in this country to return to Guyana to help in Guyana’s development needs. The British Government appears to have done nothing in response.
But there is another threat to Big Business and the social ‘ order ’. If the children of us immigrants were to get equal educational opportunities then in one generation there would be no large labour pool from underdeveloped countries, prepared to do the menial and unwanted jobs in the economic system, at the lowest wages and in the worst housing; for our children, armed with a good education, would demand the jobs — and the social status that goes with such jobs — befitting their educational qualifications. This would be a very bad blow to Britain’s ‘ social order ’, with its notions about the right place of the Black man in relation to the white man in society.
Thus the one way to ensure no changes in the social hierarchy and abundant unskilled labour is to adopt and adapt the educational system to meet the needs of the situation: to prepare our children for the society’s future unskilled and ill-paid jobs. It is
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in this perspective that we can come to appreciate why so many of our Black children are being dumped in ESN schools, secondary moderns, the lowest streams of the comprehensive schools, and ‘ Bussed ’ and ‘ Banded ’ about the school system.
[bookmark: bookmark37][bookmark: bookmark36]CHAPTER 8
[bookmark: bookmark39][bookmark: bookmark38]Conclusions and Recommendations
This booklet has been written for the West Indian community in Britain, though a lot of its message is relevant to the educational problems of Black children in the West Indies and America as well. It is written particularly for West Indian parents, since parents are in a position to do the most for their children, and since West Indian parents are known traditionally for being tremendously sacrificing and ceaselessly ambitious over their children’s educational progress and general welfare. It is also written with West Indian teachers, educational psychologists, social workers and community leaders in mind; for through their awareness of the scandalous situation which befalls our children, they can help to galvanize and organize the community for whatever actions are needed to radically alter the situation. The recommendations which follow proceed logically from the evidence presented in this booklet, and are in most cases self- evident. They represent the minimum conditions which we as a Black community can and will accept for our children....
[bookmark: bookmark41][bookmark: bookmark40]Recommendations that we as a West Indian Community must insist on in dealing with the Authorities
(1) No West Indian child (or any immigrant child, for that matter) to be placed in an ESN school unless and until he has had a minimum of two years in a normal school.[footnoteRef:13] [13:  As the Little, Mabey and Whittaker study on ‘ The education of immigrant pupils in Inner London primary schools ’, Race, April 1968, Vol 9, No 4, pp 439-52, points out in its conclusions: ‘ There is a consistent] 

(2) Moreover, any child considered for placement in an ESN school should receive first a minimum of eighteen months to two years of intensive help in ‘ opportunity classes,in normal school. ‘ Opportunity classes ’ should not be full-time classes, but classes which the child attends for one or two hours each day, to get
special help. We do not wish to create ESN ‘ ghetto ’ streams within the normal school.
(3) All West Indian children of 65 + IQ, at present in ESN schools, to be returned promptly to normal schools, where special provisions should be arranged through ‘ opportunity classes ’ to return them to normal academic standards. Chapters 2, 3 and 4 demonstrate beyond all reasonable doubt that a West Indian child given a score of 65 on a white, middle-class IQ test, conducted by a white Educational Psychologist or Medical Officer of Health, is undoubtedly in the 80-90 IQ range at least. Such children have no right to be in ESN schools.
There is also a need for a re-examination of the placing of large numbers of West Indian children in the lowest streams of secondary schools. Chapter 3 shows conclusively the profound influence of teacher expectations (of which streaming is a manifestation) on a child’s academic performance.
(4) All remaining West Indian children in ESN schools (ie those of 50-65 IQ) should be reassessed by Black Educational Psychologists at the earliest opportunity, with a view to their referral back to normal schools if this proves justified in their opinion.
(5) A committee of West Indian educationalists should be set up to look into the possibility of standardizing the present IQ tests to West Indian cultural requirements, or constructing a test or other method of assessment specifically applicable to the West Indian child, whichever seems necessary in the opinion of that body.
(6) In the meantime, all IQ and other tests on West Indian children must be conducted by West Indian Educational Psychologists only. (I would humbly suggest the same for Indian and Pakistani children.) Chapter 4 demonstrates, on the basis of experience, the absolute necessity for this.
(7) There should be the recruiting of as many West Indian teachers as possible for schools with large numbers of West Indian children. All ‘ opportunity classes ’ should be Black staffed. Chapters 4, 5 and 6 demonstrate the importance of providing our Black children with adults to identify with and feel proud of, to help to break the vicious circle of self-contempt.
(8) Black history and culture, ie the history of Black people throughout the Caribbean, the Americas, Africa and Asia, should
be made part of the curriculum of all schools, for the benefit of the Black and the white children. Chapters 5 and 6 demonstrate the urgent necessity for this beyond doubt. Indeed, its exclusion from most school curricula constitutes nothing short of criminal negligence (or prejudice) in the educational sphere.
(9) Parents whose children are being considered for ESN placement should always be informed of what is happening at every stage in the process of assessment, and of their right to object and appeal against any decision. They should be informed of their rights orally and in writing, and the precise nature and purpose of an ESN school should be explained clearly to them, as it affects their child.
[bookmark: bookmark43][bookmark: bookmark42]Things we can do for Ourselves
(1) We need to open Black nursery schools and supplementary schools throughout the areas we live in, in Britain. Our nursery schools should have Black dolls and toys and pictures, and storybooks about great Black men and women, and their achievements and inventions. Our children need to have a sense of identity, pride, and belonging, as well as mental stimulation, so that they do not end up hating themselves and their race, and being dumped in ESN schools. Pride and self-confidence are the best armour against the prejudice and humiliating experiences which they will certainly face in school and in the society.
We should start up supplementary schools in whatever part of London, or Britain, we live, in order to give our children additional help in the subjects they need. These classes can be held on evenings and Saturday mornings. We should recruit all our Black students and teachers for the task of instructing our children. Through these schools we hope to make up for the inadequacies of the British school system, and for its refusal to teach our children our history and culture. We must never sit idly by while they make ignoramuses of our children, but must see to it that by hook or crook our children get the best education they are capable of! Some supplementary schools have already been started in parts of London. Don’t be the last to get your child in one!
(2) Parents must make it their duty to visit the schools that their children attend as often as possible. This will keep the
teachers on their toes, and make them realize you mean business where the education of your child is concerned. Find out what ‘ stream 5 your child is in, and why. If you think he should be doing better, let them know your views. Don’t be taken in by the usual statement that ‘ Your child is doing all right.’ Show them you are concerned with your child’s progress, and let the child know that you care about his progress too. The whole point of this booklet is to show you that it is not always, or only the child’s fault, if he isn’t succeeding.
(3) We should talk and chat with our children as often as we can. Make the time when necessary. Quite often the child has bad experiences at school, with other children, or with the teacher, or with the sort of work he is being given at school. The only way we can find out about his problems and help him with them is through chatting with him.
(4) We should read to our children, especially West Indian story-books and books about Black people throughout the world. See the book list at the end of this booklet for the sort of books you can read with your children. The book list also has the name and address of the West Indian bookshop where all these books can be obtained.
(5) Toys such as bricks and other playing materials are very important to provide our small children with. Psychologists have proved beyond all doubt that they help to make children more active mentally and think better. If they get bricks, puzzles, drawing and colouring books, as well as dolls and small cars to play with from the time they are one year up, they will tend to be much brighter when they start school. (And if we don’t want them to hate themselves, we must get them Black dolls. Remember Chapter 6 ?)
(6) Finally, if you are a West Indian parent with a child at an ESN school, read over this booklet carefully, take it and show it to the head teacher at the school, and go and see the Chief Education Officer of your borough and demand a reassessment of your child by a Black Educational Psychologist, in the light of this booklet.
[bookmark: bookmark44][bookmark: bookmark45]CHAPTER 9
[bookmark: bookmark47][bookmark: bookmark46]Questions and Answers for Parents
What is an ESN Special school? What type of child does it cater for?
Once they were called ‘ feeble-minded ’,then ‘ mentally subnormal ’,and now the children are called Educationally Subnormal ’ or ‘ ESN ’ for short. As Chapter 1 demonstrates, ESN schools are really for children who are naturally of very low intelligence. They are not remedial schools in the sense of preparing the child for return to normal school. They keep children on a permanent basis. They do not therefore cater properly for the child who is of normal intelligence but functioning badly because of language or emotional difficulties, or because he has missed a lot of schooling before coming to this country. In fact, there is some evidence that such children deteriorate mentally at ESN schools.
How and why do children get sent there?
Usually, the child’s class teacher makes a report to the head teacher, to the effect that the child is far behind in his work, doesn’t seem to be catching up, and seems dull. Quite often the real truth is that the child may be giving trouble to the teacher — being a ‘ bloody nuisance,— and this is one way of the teacher, and the school, being rid of him. Quite often the child may be going through a difficult patch of emotional disturbance, when he can’t concentrate on his studies, and this is confused with his intelligence.

The head teacher then makes a report to the education authorities, and then the Medical Officer of Health arranges a medical examination and an IQ test of the child. The Medical Officer of Health then decides, in some boroughs on his own (!), in other boroughs with the help of the headmaster and an Educational Psychologist, whether the child should be sent to an ESN school.
What is an IQ test?
An IQ test is a test conducted by a Medical Officer of Health or Educational Psychologist intended to measure the intelligence of a child. It consists of a series of questions (many of them quite stupid, and unrelated to the experiences of West Indian children —see Chapter 2) and tasks for the child to do, lasting about one hour. If the child is upset, emotionally disturbed, unable to understand what the Educational Psychologist is saying, or if the child is uneasy because of never having done a test like this before, then the score or ‘ marks5 which the child will get on the test will have nothing whatever to do with his real intelligence. This is why the test is so absurd and very harmful when given to West Indian children, particularly those with difficulties. West Indian children feel more at ease and do considerably better on the tests when they are conducted by West Indian Educational Psychologists, so always insist on one if they want to test your child.
Do parents have any say over whether their child is placed in an ESN school? Can parents refuse? Can they appeal against any decision?
Parents must be consulted before a child can be given a medical examination and IQ test. Parents must be consulted, also, if a decision to send their child to an ESN ‘ Special ’ school is taken. If parents insist that the child be given remedial help in the normal school instead of ESN placement, then many authorities will probably agree. However, they can refuse, and place your child in an ESN school even if you object. In such a case, you have the right of appeal. If you can bring evidence and arguments to support your case, then the Borough Education Committee or the Secretary of State for Education might reverse the decision. But they have the last word. If you think your child is being wrongly placed, then it is always worth your while to protest and appeal. It might force them to think again.
Can a child be transferred back from an ESN school to normal school?
Yes. But this happens very rarely. (See Chapter 1.) The only cases I know of were cases where the parents kept on putting pressure on the headmaster and the school.
What is the alternative to ESN school for a child of normal ability but who is doing badly at school?
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Remedial or ‘ opportunity,classes in the nonnal school. These are classes (which only some boroughs have — and you should press your borough to start them if they haven’t) where the child can have an hour or two of special help in the subjects he needs help in (like English and arithmetic) from a well-qualified and experienced teacher. West Indian children tend to do much better when taught by West Indian teacher^ so you must make it your duty to press your education authority to hire more Black teachers for your child’s sake.
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Table 1. Immigrant Pupils in Ordinary and ESN Day Schools, September 1966 and 1967
	
	School
	No of pupils
	No of immigrant
	Percentage of

	Year
	type
	on roll
	pupils
	immigrants

	1966
	Ordinary
	398,133
	52,400
	13.2

	
	ESN
	3,876
	904
	23.3

	1967
	Ordinary
	397,130
	59,434
	15.0

	
	ESN
	4,109
	1,166
	28.4



Table 2. Nationality of Immigrant Pupils in Ordinary and ESN Schools, Spring 1967 (figures given as percentages)
NationalityOrdinary schools
54
10
16
21
ESN schools
75
4
13
8

West Indian
Indian and Pakistani Cypriot

Other
Total no of children :	55,161	886

APPENDIX II
The Caribbean Education and Community Workers3 Association
West Indian children are being put in disproportionate numbers in the lowest streams of secondary schools; they have been placed in their thousands in ESN schools where the authorities themselves now admit they do not belong; in some boroughs they are being bussed from their neighbourhood to far distant schools; the children have been banded — or bandied — about the schools in various boroughs, on the assumption that they are of ‘ low intelligence ,and ‘ culturally deprived and so must be spread in twos and threes throughout the school system to prevent ‘ standards being lowered
All these actions, and many more that we find out about every day, have been done and continue to be done without consulting the children’s parents. And. in many of those cases where parents have to be consulted by law, they have been deceived —for example, the authorities have described the ESN school as ‘ special ’, rather than a school for the subnormal.
The Caribbean Education and Community Workers’ Association consists of West Indian teachers, social workers, educational psychologists and community workers. It has three main functions:
(1) To do/carry out research and find out what is happening to our children in the schools — and why;
(2) To let all Black parents know what is happening and what their rights are;
(3) To help set up parents and youth organizations all over the country to meet the needs of the Black child — supplementary Black schools, youth clubs, nursery schools, playgroups and so on.
If you can help in any way, please contact the Association. Our address for the time being is :
c/o Mr. Martin Bart,
24 Willoughby Lane, Tottenham, London N.17.
[bookmark: bookmark50][bookmark: bookmark51]BOOK LIST FOR PARENTS
WEST INDIAN LITERATURE FOR CHILDREN
(Books and book lists, with prices, are obtainable from:
New Beacon Books Ltd, 2 Albert Road, London N4. Tel: 01-272 4889)
NOVELS
Hurricane
Drought
Fire
Riot
Four adventure novels for children by Andrew Salkey, about the experiences of children from different families during the exciting events of hurricane, fire, drought, and a riot in a market-place. Set in town and country in Jamaica. Suitable for 8-12-year-olds. Hurricane received the German Children’s Book Prize in 1968.
The Year in San Fernando, by Michael Anthony Excellent novel about the experiences of a 12-year-old boy who leaves his home in the country for San Fernando, a large town in Trinidad. Suitable for 12-16-year-olds. Black Midas, by Jan Carew, a Guianese author
Anansi Stories and West Indian Folk Tales, both by Philip Sherlock
West Indian Stories, by Andrew Salkey
Caribbean Narrative, by O. R. Dathome
West Indian Narrative, by Kenneth Ramchand
These last three are selections of Caribbean writing, suitable for secondary school pupils.
The Sun’s Eye. Edited by Anne Walmsley
A selection of stories and poetry suitable for 11-15-year-olds. HISTORICAL NOVELS
Queen of the Mountain, by P. M. Cousins (2s 6d, 12|p)

An adventure story about the Jamaican Maroons. Very well written. Suitable for 8-13-year-olds.

Sixty-Five, by V. S. Reid
About the excitement of the 1865 rebellion in Jamaica, as seen by a 12-year-old boy.
flSTORY
The People Who Came. Book 1 by Alma Norman; Book 2 by Patricia Patterson and James Carnegie
A good description of the cultures of India, Africa, China, American Indian tribes, and Europe, and the ways in which they affected the West Indies. For secondary pupils 11-14 years.
Marcus Garvey 1887-1940, by Adolph Edwards
The story of the life of the man who preached Black Pride in Jamaica and America and opened our eyes.
A Visual History of the West Indies, by Shirley Duncker Excellent for primary classes.
,AYS
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Four Plays for Primary Schools, by Edward Brathwaite Odale's Choice, by Edward Brathwaite
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