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Are jews Intelligent?

. Compared to Whites whose scores are adjusted for race, jews score:
375 points lower in SAT Math, 230 vs. 605.
35.4 points lower in NAEP Math, 251 vs. 286.4.
7.3 points lower in ACT Composite, 15 vs. 22.3.
228 points lower in GRE Quantitative, 325 vs. 553.
43 points lower in TIMSS Math, 495 vs. 538.
. Compared to jews in Israel:
o Whites in Belgium score 92 TIMSS Math and 67 TIMSS Science points higher.
o Asians in Singapore score 138 TIMSS Math and 100 TIMSS Science points higher.
. The Medical College Admission Test, taken mostly by jews, is the only standardized test
that doesn't correlate with critical thinking skills.

. Lawyers, who are mostly jews now, score in the range of home economics majors which is

300 GRE points lower than many math, science, and engineering majors.
. New York and New Jersey with their high jewish population spend more than most states
for education but consistently score in the lowest quartile on standardized tests.
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The most common misperception in the US today about jews is that they are "intelligent”, with
IQs of 115, compared to Whites of 100 and blacks of 85. How did this happen, since it was US
immigration policy which was based on 1Qs just 77 years ago that caused many jews to be
refused admission to the US?:

Gould's most inflammatory allegation isto blame 1Q testers for increasing the toll of the
Holocaust. His thesisis that early 1Q testers claimed Jews as a group scored low on their
tests. Thisfinding was then allegedly used to support passage of the restrictive Immigration
Act of 1924, under which Jewish refugees were denied entry in the 1930s. Gould even
claimsthat Henry H. Goddard in 1917 and Carl C. Brigham in 1923 |abeled four-fifths of
Jewish immigrants as ~ feeble-minded . . . morons.”
http://www.eugenics.net/paperd/jprnr.html

By what process did jews transform from "feeble minded ... morons" to "intelligent” in only 77


http://dnads.directnic.com/oasisc.php?s=3&w=468&h=60
http://www.eugenics.net/papers/jprnr.html

years. How did this transformation benefit the US? Why are the SAT, NAEP, ACT, GRE, and
other scores for jews not readily available, particularly when every other race is broken down by
every demographic category you might be curious about? Why did jews complain at Harvard in
1922, when they were 21% of the freshman class that year, that they were being "discriminated
against"? Why, with the support by so many jewish judges and lawyers and politicians for
affirmative action, are jews now 50% of the students in the Harvard Law School at the same time
that White men are vilified for "discriminating against" women and other races? What can be
intelligent about this?

JEWS CONTROL AMERICAN EDUCATION

Consider what happened to this country immediately following the jews' involvement in our
"education” process:

"American blacks as well as whites, wherever they lived, reached their highest levels of
educational achievement in the Thirties and early Forties during the Depression and the war
years. In 1930, 80% of the blacks and 98% of the whites over 14 were literate. Nearly all
black and white students in the 4th through the 12th grade could read at 4th through 12th
grade levels. For teachers rarely promoted unprepared students. In contrast, scores on the
1992 National Adult Literacy Survey tests show that only about 56% of the blacks and 83%
of the whites over sixteen are literate. Scores on 1994 NAEP reading tests indicate that 42%
of the 4th graders can't read; 72% of the 8th graders can't read 8th grade assignments; and
66% of the nation's high school seniors can't read 9th grade textbooks in any core subject.”

"To put it simply, schooling doesn't start, even for potential geniuses, until studentslearn to
read. And because American teachers switched in the 1930s from reading instruction that
worked for everyone to reading instruction that neuroscientists now tell us does not work for
anyone, schooling has never begun for over 43 million Americans with an average 12 years
of school attendance. And every year the number of high school graduates who receive
diplomas they cannot read grows. Few realize it has been growing for 45 years. In 1952,
Army personnel officers started hiring psychologists to interview thousands of nonreading
high school graduates they mistakenly thought were faking illiteracy to stay out of the
Korean War. After the psychologists told the officers that the graduates weren't faking,
Defense Department administrators knew that something terrible had happened to grade
school reading instruction. And they knew that it had started in the Thirties. Why they
remained silent, no one knows. The switch back to reading instruction that worked for

everyone should have been made then."

"The numbers of illiterate American adults have jumped from 3 million with little or no
schooling in the early Thirties to about 43 million with an average 12 years of school
instruction in the early Nineties. The 96% literacy rate for 18 million military registrants
tested during World War 11 dropped to nearly 80% for several million prospective recruits
tested during the Korean War. Thiswas an incredible 400% increasein illiteracy for young
men in the 8 years between 1945 (the end of World War 11) and 1953 (the end of the Korean
War)."




What happened? Was this accidental? Why is the jewish controlled media so studiously
ignoring this catastrophe? Why did jews go to the US Census Bureau in 1957 and insist that
jews not be listed as a separate category in any of the racial and religious demographics, thus
concealing their over-representation in the "education” of our Christian children and their under-
representation in high test scores and academic achievement?

JEWS CONTROL IMMIGRATION POLICY

It was jewish control of US immigration policy which decimated our immigration standards and
enabled "feeble minded ... morons" to immigrate to this country by the millions.

WHY THE LOW TEST SCORES OF NEW JERSEY AND NEW YORK?

The SAT Math score of the average college bound black in 1992 was 385, which was 198 points
lower than the average of 583 for all students in lowa, many of whom were denied admission to
college that year because of affirmative action for blacks. Even the average SAT Math score for
students in Washington, DC, the consistently lowest scoring area of the country, year in and year
out, was 56 points higher, at 441. But college bound Whites, whose SAT score was 489, also
had lower SAT Math scores than the average of all students in half the states in the country, with
students in lowa scoring 94 points higher. The average students in lowa, North Dakota, South
Dakota, Minnesota, Wisconsin, Utah, Kansas, Nebraska, and lllinois scored more than 50 points
higher than college bound Whites and higher even than college bound Asians. How is it possible
for college bound students to score consistently lower than *average* high school graduates in
half the states? Why do jews, who constitute 50% of the student body and 50% of the faculty of
Harvard Law School, and thus are perhaps half of our lawyers and judges, support the admission
of so many unqualified students to our once fine universities? How can the *average* scores of
all students in lowa be 94 points higher than the average score of college bound WHITES?



The Low Academic Performance of States With Large jewish Populations
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Based on the ethnic composition of students in lowa (90.6% Whites, 3.4% blacks, 2.4%
Hispanics, 1.6% Asians, .5% Indians, and 1.5% jews), and the known average SAT scores for
each race, lowa SHOULD have scored only 490, or 93 points lower than their actual score of
583. Similarly, Nebraska scored 57 points higher than expected, Minnesota scored 89 points
higher, Utah scored 72 points higher, Wyoming scored 36 points higher, North Dakota scored 96
points higher. Even more significantly, all of these states spend considerably less for education
per student than New Jersey or New York do. It's impossible for the average Whites in those
states to have such low average SAT scores if the average score for the entire state is so much
higher. The only way this could have happened is if the Whites in those states actually have an
average SAT Math score of 576, or 85 points higher than that reported by the ETS. It's also
possible, but highly unlikely, that:

|. Their education systems are simply that much better than New Jersey's and New York's,
or

I1. Their spending as little as a third as much for education actually *improved* the quality of
education.

There are two other reasons Whites in those states probably have such higher SAT scores than
the average "Whites" in the rest of the country, which is that states like New Jersey and New
York include 6% more Latinos and 30% more jews in their categories for "Whites".

The best fit for these western states is an SAT Math score of 590 for Whites, but this causes New



Jersey's and New York's calculated scores to be 66 and 56 points higher, respectively, than their
actual scores of 478 and 473. 83% of the 5.5 million jews in the US are in the Northeast and
30% and 29% of the population of New Jersey and New York who are counted as "Whites" are
actually jews. The ONLY thing that can account for New Jersey's and New York's dismal SAT
Math scores is that jews have an average SAT Math score of 340. There is NO other known
way, with New Jersey spending 3 times as much for education ($9,225 per student per year) as
these Western states, for this to happen. It explains a lot about how the jews suddenly got so
"intelligent” but still don't want to brag about their test scores. And why they support the
admission of blacks to universities who score hundreds of points lower than millions of more
qualified Whites. And why the 1.9% of the population who are jews support affirmative action,
even though they supposedly have 115 IQs.

This is a much lower SAT Math score than average: 61 points lower than blacks, 121 points
lower than the "average college bound White", 210 points lower than Asians, and 206 points
lower than Whites in lowa.

The ACT Composite score has a similar problem, with the average scores of these Western
states being proportionately higher than all "Whites" who participated in the ACT, and New
Jersey and New York scoring proportionately lower than their composite average score predicts
they should score. Once the ACT score for Whites is adjusted up, from 21.8 to 22.1, and that for
jews is adjusted downward, from 21.8 to 20.7, all of these states score within 0.3 points of their
anticipated composite average.

NAEP confirms this trend. New Jersey and New York are again the exceptions to the rule--until
the score for jews is adjusted--downward--considerably. After the scores for Whites are
increased from 270 to 281 to match the actual scores of the Western states, and when it's
presumed that the scores for jews are similar to that for Whites, New Jersey and New York score,
respectively, 1 and 5 points lower than their predicted score. The only explanation for why states
which spend so much for education score so low on all the standardized tests is the very low
academic performance of jews. To normalize the scores for all these states requires the NAEP
score for jews to be set at 265, which again is considerably lower than the average: 16 points
lower than Whites, and 14 points lower than Asians.

Race by State blacks Whites Hispanic Asian Indian jews

New Jersey 14.60% 37.20% 12.40% 5.80% 0.10% 30.0%
New York 20.30% 27.40% 17.60% 5.20% 0.50% 29.0%
Nebraska 6.00% 85.40% 4.90% 1.30% 1.40% 1.0%
Minnesota 5.20% 86.40% 2.20% 4.10% 1.90% 0.2%
Utah 0.70% 88.40% 6.00% 2.40% 1.50% 1.0%
Wyoming 1.20% 88.20% 6.20% 0.80% 2.80% 0.8%
N. Dakota 0.90% 88.20% 1.10% 0.70% 8.10% 1.0%

lowa 3.40% 90.60% 2.40% 1.60% 0.50% 1.5%


http://nces.ed.gov/pubs99/condition99/SupTables/supp-table-46-2.html
http://www.census.gov/population/estimates/state/rank/black.txt

Scores by State
SAT M original

SAT M adjusted
ACT Comp original
ACT Comp adjusted
NAEP Math original

NAEP Math adjusted

SAT Math
New Jersey
New York
Nebraska
Minnesota
Utah
Wyoming
N. Dakota
lowa

ACT Comp
New Jersey
Nebraska
Minnesota
Utah
Wyoming
N. Dakota
lowa

NAEP Math
New Jersey
New York
Nebraska
Minnesota
Utah
Wyoming
N. Dakota

lowa

blacks

62.9
87.5
25.9
22.4
3.0
5.2
3.9
14.7

2.5
1.0
0.9
0.1
0.2
0.2
0.6

34.7
48.3
14.3
12.4
1.7
29
21
8.1

431
431
17
17
238
238

Whites

2143
157.8
491.9
497.7
509.2
508.0
508.0
521.9

8.2
18.9
19.1
195
195
195
20.0

104.5

77.0
240.0
242.8
248.4
247.8
247.8
254.6

491

576

21.8

22.1

270

281

Hispanic Asian

59.5 33.6
84.5 30.2
23.5 7.5
10.6 23.8
28.8 13.9
29.8 4.6
5.3 4.1
11.5 9.3
2.3 13
0.9 0.3
0.4 0.9
11 0.5
1.2 0.2
0.2 0.2
0.4 0.3
30.3 16.2
42.9 14.5
12.0 3.6
5.4 114
14.6 6.7
15.1 2.2
2.7 2.0
5.9 4.5

480
480
18.6
18.6
244
244

Indian

0.4
2.2
6.1
8.3
6.6
12.2
35.4
2.2

0.0
0.3
0.4
0.3
0.5
15
0.1

0.2
1.2
3.4
4.7
3.7
6.9
19.9
1.2

580

580

21.7

21.7

279

279

jews Adjusted

111.0 482
107.3 469
3.7 559
0.7 563
3.7 565
3.0 563
3.7 560
5.6 565
6.2 20.5
0.2 21.6
0.0 21.7
0.2 21.8
0.2 21.7
0.2 21.7
0.3 21.8
79.5 265
76.9 261
2.7 276
0.5 277
2.7 278
2.1 277
2.7 277
4.0 278

437
437
19
19
246
246

Reported

478
473
544
579
563
525
583
583

20.6
21.7

22
215
21.6
21.4

22

270
261
276
275
277
272
281
278

491
370
21.8
20.7
270
265

Diff

0.1
0.1
0.3
-0.3
-0.1
-0.3
0.2

4.2
0.0
-0.2
-1.8
-0.7
-4.9
3.9
-0.2


http://www.act.org/news/data/00/00states.html
http://nces.ed.gov/pubs/ce/c9622d02.html

Of course jews don't want anyone to know about this. Such scores ARE evidence that
jews really are "feeble minded ... morons".

LAWYERS' LOW TEST SCORES

With jews being 50% of law school admissions and 50% of law professors at Harvard Law
School, how else can it be explained that the GRE test scores of lawyers are so low? The score
for lawyers of 496 is in the range of home economics and social worker majors, and 170-250
points lower than math, engineering, and physics majors. If jews are only 30% of those who take
the GRE, and if the only reason for the low test scores for lawyers is race, then jewish men must
score 360 and jewish women must score 290, for an average of 325. If they're 46% of the test
takers, then their scores must be 436 and 366, respectively, for an average of 401.

Why Lawyers Score 496 on the GRE Quantitative Test
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GRE Quantitatitve Score By Major

ISRAEL'S LOW TEST SCORES

With Israel's current immigration policy limiting immigration only to jews, and nobody else, it's the



perfect place to measure the average intelligence of jews, particularly with objective, credible
tests like TIMSS math, in which Israel received one of the lowest scores in the world, at 466.
This was even lower than the US score of 506, which was *after* the jews implemented the
"education" principles which destroyed our education system and caused SAT scores to plunge
98 points. Once adjusted for the padding in the scores, and normalized against jews at 1.0, it's
easy to detect the correlation between these widely disparate and independent tests.

When the test scores for Turkey are used to represent mulattoes, Belgium to represent Whites,
Chile to represent Hispanics and Indians, Japan to represent Asians, and Israel to represent
jews, the ratio between the different races in each of these 4 tests is strikingly similar. These
tests show that Asians and Whites outperform jews by 2.4 times on SAT Math, 1.4 and 1.3
respectively in ACT Composite, 2.1 and 1.9 times in NAEP Math, and 2.4 and 2.7 times in TIMSS
Math.

blacks Whites Hispanic Asian Indian jews
SAT math 1.4 2.4 1.7 24 1.4 1.0
ACT comp 0.0 1.4 0.4 1.3 0.5 1.0
NAEP math -0.8 2.1 -0.4 1.9 -0.3 1.0
TIMSS math 0.4 2.4 -0.1 2.7 -0.1 1.0

MCAT SCORES AND CRITICAL THINKING SKILLS DON'T CORRELATE

These low test scores, coupled with the over-representation of jews as American doctors, are the
only explanation for the fact that most standardized test scores for high school and college
students correlate very well with a number of different tests designed to measure critical thinking
skills--but that the MCAT shows almost no correlation. It also is the perfect explanation for why
we spend twice as much for "health care" as a percent of GDP as countries like Japan and
Australia whose men have a four year longer life expectancy than our men. It also explains why
these jew doctors were so easily deceived by the polio and Ritalin hoaxes, which contributed

greatly to the US having the world's highest incarceration rate.

THIS EXPLAINS THE EINSTEIN HOAX!

There is no longer any need to speculate about why Einstein felt the need to plagiarize all of his
writings.

THE REAL POPULATION OF JEWS?

Comparing the official jewish population in states with the highest jewish population, New Jersey,
New York, and Maryland (5.7%, 9.1%, and 4.1%), to the states with some of the highest SAT
math scores, Minnesota, Utah, Wisconsin, North Dakota, and lowa, produces an interesting
result. When the SAT scores reported by the ETS for each race are used, the Western states
score an average of 84 points higher than their racial composition suggests that their composite
average should be, whereas NY and NJ score 8 points lower than their estimated composite



average. To compensate for the high scores of these Western states, the average SAT scores
for Whites must be increased by 86 points, to 577, but this causes the estimated composite
scores of the Eastern states to be 50 points higher than their actual scores. Not even adjusting
the scores for jews to zero makes up for this difference--with an SAT score for jews of O, these
states still score 19 points lower than their estimated composite average.

Adjusting the scores for blacks downward 151 points to 280 and assuming that jews score in the
same range as blacks resolves this differential in these Eastern states--but then the estimated
composite scores in the Western states are 21 points higher than the actual scores reported by
ETS. To compensate for this, the scores for Whites must be increased another 21 points, to
598. The scores for Hispanics, Asians,and Indians can be adjusted in a similar manner, but their
populations in these states are too small to impact this composite average. If it's assumed that
race is the only factor in these differences in SAT scores between states, the following estimates
are required to normalize these scores. The first column is the adjusted score and the second
column is the original score reported by ETS:

605 491 Whites
230 431 blacks
480 460 Hispanics
610 580 Asians
437 437 Indians
230 491 jews

The scores for blacks and jews can't be adjusted any lower than this, because this is the
minimum score someone would get if they just guessed on each question on the SAT. Adjusting
the Asian score higher or the Indian or Hispanic score lower doesn't change the composite score
by much--though it's probable that their real scores are as different from those reported by ETS
as the scores for Whites and blacks. There are only three other possible options to explain this
disparity:

1. The actual percentage of jews in these states is considerably higher than the official
estimates.

2. The presence of jews in White schools seriously eroded the education quality of Whites.

3. Or both.

NAEP Math

Using the NAEP Math scores reported by the NCES by race and state, these Western states
again score higher than their composite average scores by race, and the Eastern states score
lower (4.2 points vs. -2 points). To normalize these states requires scores for Whites to be
increased 4.4 points to 286.4 and for jews to be decreased 31 points to 251, which creates a



racial gap of 35.4 points between Whites and jews. In this case, the scores for jews are higher
than for blacks, by 8 points.

286.4 282.0 Whites
243.0 243.0 blacks
251.0 251.0 Hispanics
274.0 274.0 Asians
264.0 264.0 Indians
251.0 282.0 jews

ACT COMPOSITE

The ACT scores for these Western states are an average of 1/2 point higher than their composite
scores based on ACT scores by race, while those for New Jersey are 1/2 point lower. In order to
normalize these states, ACT scores for Whites must be increased from 21.8 to 22.3, and those
for jews must be decreased by 6.8 points to 15. This puts jews 2 points lower than blacks and 6.7
points lower than Asians:

22.3 21.8 Whites
17.0 17.0 blacks
18.6 18.6 Hispanics
21.7 21.7 Asians
19.0 19.0 Indians
15.0 21.8 jews

It's been argued by educators that one of the main factors in the differences between states in
standardized test scores is the difference in the percent of test takers in each state. This makes
the unwarranted presumption that only the top students take the tests and that fewer test takers
will increase the average score because they are the ones with higher than average academic
skills. If this were the case, then New Jersey would be the highest scoring state in ACT
Composite, bar none, because only half of its 18 year olds graduate from high school in the first
place, and only 4% of its high school graduates take the ACT. This theory would mean that the
2% of New Jersey's 18 year olds who ultimately participate in ACT should be the creme de la
creme of academia--so we must ask why it is that the uppermost ranks of the 31% of New
Jersey's high school students who complete their core course work score significantly LOWER


http://www.act.org/news/data/00/00states.html

than the average White student in the country (21.5 vs. 21.8), 1.3 points lower than home
schooled students, and 1.5 points lower than the 69% of lowa's students who participated in
ACT. Why do the upper 98th percentile of New Jersey's students score 1.5 points lower than the
lower third percentile of lowa's students? The only possible explanation is that a good
percentage if not the majority of the "White" students in New Jersey are made up of everybody
but Whites--namely jews and Hispanics.

When a state by state comparison is made, there's little to no correlation between the percent of
ACT test takers and ACT scores, so ACT scores by state are almost independent of the percent
of test takers.

There is Little to Ho Correlation Between ACT
Quantitative Scores & the Percent of Test Takers
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Percent of Graduates Tested by State

For those who believe that a 1.5 point difference is not a big difference, it should be noted that
the real base score in ACT Composite is 17--no group or state scores lower than 17, not even
Washington, DC, who scores at the bottom of all tests, and 17.8 in ACT Composite. So the
difference is not 21.5 for New Jersey and 23 for lowa (an apparent 7% difference), but 3.7 versus
5 (an actual 35% difference)--and many of the highest scoring states spend half as much for
education as New Jersey does.



ACT Composite Scores Minus 17
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Why did the jewish controlled NYT broadcast in their headlines that Israel, which is full of jews,
scored only 466 in TIMSS math? http://fathersmanifesto.com/israel.htm We score VERY low in
TIMSS, 56 points lower than Belgium, but jews scored another 36 points lower than us. Even
though jews are a RACE, not just a religion, these scores are all we have for jews. Why would
American jews score HIGHER than Whites in the US, when Israeli jews scored 92 points lower
than Whites in Belgium?

> |n "The Bell Curve" authors Herrnstein and Murray write

> "Jews--specifically, Ashkenazi Jews of European origins--test higher

> than any other ethnic group. A fair estimate seems to gbe that the

> Jews in America and Britain have an overall IQ mean somewhere between
> a half and a full standard deviation above the mean. " page 275 citing

> Storfer 1990 Intelligence and Giftedness. >


http://fathersmanifesto.com/israel.htm

Which source is the most accurate? If this paragraph is true, and if there is any relationship at all
between "IQ" and standardized test scores, then:

1) Why do jews in Israel score 92 points lower than Whites in Belgium?
http://fathersmanifesto.com/israel.htm

2) How can we possibly explain the LOW low test scores of New Jersey when blacks make up
only 14% to 18% of the students there? What other than jews can explain the difference?
http://fathersmanifesto.com/jewsig.htm

3) Why are the GRE quantitative scores of lawyers, who are mostly jews, in the same range as
social workers and home economics majors? They score 496, which is 169 points lower than
physical science majors, 179 points lower than computer science majors, and 221 points lower
than physics majors. This is pretty DUMB for professionals who're supposed to be so smatrt.
http://fathersmanifesto.com/lawyersindex.htm

4) How did jews transition from "feeble minded ... morons", to IQs a standard deviation higher
than Whites in only 77 years http://fathersmanifesto.com/race.htm ?

5) Why are MCAT scores, which are taken mainly by jews, almost completely uncorrelated with
tests for critical thinking skills? http://fathersmanifesto.com/satcriticalthinking.htm

6) How else can we explain that jews seem to be so universally STUPID?
References:

. Population by state: http://www.census.gov/population/estimates/state/rank/
. Additional NAEP data: naep1996.pdf
. A more detailaed analysis.
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Critical Thinking Skills and Standardized Test Scores

. Standardized tests like SAT Math, SAT Verbal, GRE, GMAT, and ACT show a high degree of correlation
with critical thinking skills.

. SAT Math shows a higher correlation than SAT Verbal--about 0.48 to 0.66.

. SAT total shows higher correlation than either SAT Math or SAT Verbal, at 0.68.

. GRE and GMAT show a slightly higher correlation than SAT Math, up to 0.69.

. MCAT had the lowest correlation in quantitative skills than all the standardized tests, at 0.40.

. Critical thinking skills don't improve with age, at 0.006.

. College GPA is virtually uncorrelated with critical thinking skills, as low as 0.20.

. The Major GPA is just slightly more correlated with critical thinking skills, up to 0.33.

. Amount of reading is even less correlated than college GPA, at 0.14.

. Graduate units are only slightly correlated to critical thinking skills, at 0.34 to 0.41.

. One study found that critical thinking skills did not improve after taking critical thinking course.

. College versus non-college had a relatively low correlation, at 0.40.

. "coursework not strong predictor of critical thinking scores (Banta & Pike, 1989)"

In other words, using GPA, course work, age, or remedial courses as prerequisites for admission to college deteriorates the quality of college
students. The best way to maintain quality in students admitted to college is to ignore these other factors and concentrate on all standardized
test scores except the MCAT.

"Differences in CT across gender after critical thinking course - differences not found when SAT scores & GPA controlled" implies that, when the
critical thinking scores for boys are correlated with their higher standardized test scores, there is no gender difference in critical thinking scores,
which is about like saying: "when adjusted for height, pygmies are no shorter than normal people".

The poor correlation between critical thinking and MCAT suggests that the US medical profession has been so politicized that the least qualified
students now qualify to go to medical school. How could critical thinking not be a vital ingredient for effective medical doctors? Could this be why
the US spends twice as much as a percent of GDP for health care than countries like Japan and Australia, whose men live 4-5 years longer than

American men, or why our medical professionals place such an unhealthy confidence in vaccinations like the polio vaccination which spread the
SV40 monkey virus to 98 million Americans and created the cancer, AIDS, hepatitis B, polio, and Gulf War Syndrome.

http://nces.ed.gov/NPEC/papers/PDF/d& a.pdf
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Name

Scores

Author Definition

Reliability

Method Design

Validity

Correlation
With Other
Measures

California Critical Total All subscores Total Form AB Number of corrected | Content derived from SAT-V 35- .62
Thinking Skills Test KR 20 .70-.71 item-total correlations | American Philosophical SAT-M 44 -
Forms A & B Analysis: Categorization (Facione & Facione, | below .1 for Form A | Association committee and A8
items 1-9 Decoding sentences 1992) & B respectively objectives of the California Nelson-Denny
CCTST (includes Clarifying meaning (Total # items) State University system 49
interpretation} | Examining ideas Form A & B Total (34) 10, 10 Age 000
34-item multiple Detecting arguments respectively Induction {14} 5, 7 Ditferences in CT across College GPA
choice Analyzing arguments Total .56, .39 Deduction (16) 3, 2 gender after critical thinking | .20-29
Induction 42, 35 Analysis {99 9, 6 course - differences not (Facione &
Author Deduction .50, .53 Evaluation (14) 3, & found when SAT scores & Facione, 1992)
Inference; Cuerying evidence Analysis (4, .16 Inference {11) 3,2 GPA controlled.
Peter Facione items 14-24 Conjecturing Evaluation 45, 33 {Jacobs, 1995) CCTT .56
alternatives Inference .36, 42 Blacks/whites show WGCTA 50
Publisher Drawing conclusions {Jacobs, 1995) significant improvement in SATV 45
Principal component | CT skills after CT course, vet | SAT M .37
California Academic | Evaluation: Assessing claims analysis did not Hispanics & Asians show no | {Freshmen,
Press items 10-13 Assessing arguments Form A support item gains. N=131)
217 La Cruz Ave. iterns 23-35 Stating results A8, 3% internal classification (Erwin, 1946)
Millbrea, CA 94043 | (includes Justifying procedures consistency {Jacobs, 19935) Differences found for
explanation) Presenting arguments {Erwin) academic majors across SAT-V 52- 39
Date =08 to .34 Item critical thinking courses SAT-M .35- 02
correlations with (All above, Facione & (Jacobs, 15993)
19901992 total, 7 out of 34 Facione, 1992}
Syllogisms items correlated from WGCTA 50
Testing Time Deductive Proofs in math =08 to 09 with total Effect sizes for critical (Erwin, 1997)
Reasoning: {Erwin) thinking courses .22-33
45 minutes items 1,2,5,6, (Erwin)
11-19,
Cost 22,2330 Effect sizes .22- 44 for
critical thinking course
$225/Pack of 200 Argument's conclusion { Pike,1997)
Inductive follows from truth of its
*Mot for use with Reasoning: premises SATV, SATM, GPA, HS.
non/native English items 25,27- GPA accounted for 41% of
speaking students 29, 31-33 variance in CCTST scores
(Jacobs, 1995)
Name Scores Definition Reliability Method Design | Validity Correlation With Other
Measures
College Outcome Total All subscores Alternate forms High ceiling : Content reviewed by ACT COMP UAP area tests
Measures Program reliability for 6% of nation's staff, senior college faculty | correlated with Ohjective test,
Objective Test Comnunicating | Send & receive info. | Objective test high scorers get | & consultants AT - 59
In a variety of (forms &6, 1005, 67% correct
60 Multiple choice maoddes, w/in a 11/9) Faculty rated problem Pre-Professional skills Test
items: simulation variety of settings, Total Subscale solving subtest as 100% 36-.56
activities with & for a variety of 83, 86, 86 correlations content coverage for college | National Teacher Exams .53-
excerpts from TV purposes Communicating Fresh. .43-353 outcomes (Pike, 1989) 62
documentaries, radio 66, .70, .76 Senior 48-53 Major GPA 33
NEwscasts, Solving Analyze a variety of | Solving problems (ACT, 1990) For solving problems Cumulative GPA 35
commentaries, Problems problems, select or .69, 70, .72 subtest Means from ACT total 538 (Sibert, 1989)
magazine articles, create solutions and | Clarifying values Subscale freshman (72.0) to senior
music & art implement solutions | .05, 73, .71 Correlations (74.5-76.5) increase; Mean CAAP subscores 24- 635
Fresh. .51-58 difficulty from freshman
2 correct responses, 2 Identify one's -84 internal Seniors .54-57 | (50%) to senior (552 Academic Profile Critical
distractors — points personal values & consistency {Forrest & 39.4%); no gender thinking subtest w/ problem
subtracted for Clarifying values of others, {03-.68 subscores Steele, 1982) differences solving .42
incorrect response Values understand how Total ACT score 46
personal values G study Solving Pre-Professional Skills {Banta & Pike, 1989)
Authors develop, analyze forms %10 Problems with English score + Social
implications of Total 86-97 ather COMP sciences ACT score account | Senior GPA 32
American College decisions made on Subscores subscales for 43% of variance in Amount of reading .14
Testing Program persanally held T1-96 S0-71 problem solving scores Seniors mean ACT score &
values (values vary across | (Sibert, 1989 {Sibert, 1989) mean gains -.34
Publisher sample size) SAT wtal 66-.68
Identify, analyze, (ACT, 19907 Single factor #.9 gain in mean scores for
ACT understand social supported by institutions that have 46% of | GRE subscores w/
lowa City, 1A Functioning institutions, impact | Alternate forms factor analysis degree gen. ed. communication, solving
w/in social of self & others reliability .70 (Banta & Pike, requirements. problems, clarifying values
Date institutions Subscales .53- 68 1989) 3.9 gain in mean scores for | subscores respectively
Identify, analyze, (Forrest & Steele, institutions that have 31% of | Verbal .66, 53, .62
1476 understand tech., 1982) 13 items (54%) degree gen. ed. Quant. 54, 22, 34
Lsing science impacts of self & on solving requirements. Anal. .67, 48, 57
Testing Time & technology others KR 20 problem problems

2 hours 30 minutes
Cost

$ 6 - 817/per tast

Using the arts

Identify, analyze,
understand art,
impacts on self &
others

solving subtest .51,
G coefficient .01
(Pike, 1989)

exhibited race
DIF (blacks &
whites), favoring
whites most
often (Pike,
1988a)

ACT {academic abilitv)
accounts for 20% of
variance in problem solving
scores (Pike, 1989)

Students scores higher for

GMAT subscores w/
communication, solving
prablems, clarifying values
subscores respectively
Verbal 49, 54, 57
QDuant. 45, 13, 31




< hours M) minutes
Cost Using the arts

§ 6 - 8$17/per test

ldennty, analyze,
understand art,
impacts on self &
others

L coelnicent Ol

(Pike, 1989)

whites most
often (Pike,
1989)

LME {Dlacks &
whites), favoring

accounts ror 2% or

scores (Pike, 1989)

Students scores higher for

subtests related to major
{Forrest & Steele, 1982)

variance in problem solving

communication, solving
problems, clarifying values
subscores respectively
Verbal 49, 54, 57
Quant, 45, .13, 31

Total 60, 28, 48

Name Scores Definition Reliability Method Design | Validity Correlation With Other Measures
Comnell Critical Thinking Total Deduction S50 - 77 split Discrimination | Review of items and keyed SAT-V 36
Test (Items 1-10} half internal indices .20 - responses by [linois Critical SAT-M .51
consistency 24 Thinking Project members Rokeach Dogmatism Scale
CCTT Semantics (Ennis, {Authors) -41,-37
(ltems 11 & 21) Millman, & Legitimate low WGCTA 48, .79

S0-itern multiple choice
Level Z: grade 13 & above
Author(s)

Robert Ennis & lason
Millman

Publisher

Critical Thinking Press &
Software

P00, Box 448

Pacific Grove, CA
Q3950-0d448

Date

1971, 1982

Testing Time

50 minutes

Cost

$16.95/pack of 10

Credibility
(Items 22-25)

Induction -Judging
Conclusion
(Items 26-38)

Induction
(ltems 39-42)

Definition &
Assumption
Identification
(Items 43-46)

Tomko, 1985)

T4 - 8O split
half internal
comsistency
(Frisby, 1992)

0 internal
consistency
(Mines et al.,
1990}

.58 internal
consistency
freshman
.72 internal
comsistency
sophomores
(Orlando &
Erwin}

scoring test
takers & those
who 'guessed’
produced scores
in the same
range

(Frisby, 1992}

=17 - 43 item
correlations
with total

11 out of 52
items
correlations
range from -.17
to .08

{Orlando &
Erwin)

Ciender DIF
analysis found 3
items favor
males, while 1
item favors
femnales

Cross-sectional study from
freshman to seniors showed
significant CT improvement
[Mines, 1990)

Validity study contains sample
group & data collection
procedure deemed consistent
with test purpose; Possible test
bias/ lack of cross validation
(Modjeski & Michael, 1983)

Differences found across
ability levels {Frisby, 1992)

Subtest scores increased
across Reflective Judgment
Stages

Detecting ambiguous
arguments & 3 WGCTA
suhtests accounted for 50% of
variance in RJI stages

[Mines et al , 1990)

Contradictory findings: Study
1- N differences found across
CT course; Study 2-
Significantly higher gains for
students wha took critical
thinking course vs. no critical
thinking course

(Langer & Chiszar, 1993)

Logical Reasoning Test, Part 11,
Form A 25

A Test of Critical Thinking, Form G
A4

RII 62

{Authors, all above)

GPA 32-38
Graduate Units _34- 41
(Crarret & Wulf, 1978)

WGOCTA 48
CCTST 56
SATV 48

SATM .36

(Erwin}

SAT Writing 42
SAT Verbal 44
LSAT AR
(Frishy, 1992)

MMPI (ego-related subscales)
Men .21-23
Women 31-38

WOOTA 71, .54, 94

RJ1 46, 27, 59

(for WGCTA & RJIL: correlation, w/
academic ability controlled, corrected
for attenuation, respectively)

ACT 62

(King et al., 1990; Mines et al., 1990)




Name Scores | Definition Reliability Method Design Validity Correlation With Other
Measures

Watson-Cilaser Total Inference: Form A subtest Manual contains validity evidence for | SAT-V  37-69
Critical Thinking Discriminating among 69-85 Split | inter-correlations sugpested inferences; sample & data SAT-M .29-48
Appraisal degrees of truth or falsity | half .29 -.50 (Brabeck, | collection consistent with test use; ACT, composite .63
Forms A & B of inferences drawn from | .75 Alternate | 1983) universe of sampled performance ACT: Math .30, English 21
(YM & ZM given data. forms defined; Possible test bias/ lack of Ca. Achievement test,
forms- older .73 test-retest | Inter-correlations cross-validation studies, Forms YM, | reading .64 ({Author)
Versions) Recognition of over 3 mo. based on nursing M (Modjeski & Michael, 1983)

Assumptions: [ Author) students COTDL 0, 17; CCTST 50
WGCTA Recognizing unstated Form A&B 45-.69 | Content based on definition of Dressel | CCTT 48

assumptions or 70's split half | {Authors) & Mayhew (1954} {authors) SAT-V 4R, 35

80 multiple choice
items

Authors
Cioodwin Watson
& Edward M.
Cilaser

Publisher

The Psychological
Corp.

555 Academic
Court

San Antonio, TX
TR204-2498

Date

1980

Testing Time

40 minutes

Cost

$97/pack 23

presuppositions in given
statements or assertions.

Deduction:
Determining whether
certain conclusions
necessarily follow from
information in given
stalements or premises.

Interpretation:

Weighing evidence and
deciding if
generalizations or
conclusions based on the
given data are warranted.

Evaluation of
Arguments:
Distinguishing between
arguments that are strong
and relevant and those
that are weak or
irrelevant to a particular
question at issue

internal
consistency
{Sternberg,
1983, cited in
King et al.,
1990)

.82 internal
comsistency
(Mines et al.,
1990)

76 internzl
consistency
(Brabeck,
1983}

.78 internzl
consistency
{Taube, 1995)

&7 internal
consistency
54- 80
subscale
internal
comsistency
freshman
(Orlando &
Erwin)

With recognition of
assumptions
excluded, 3 out of
4 factors loaded
with test of
divergent thinking,
but not convergent
thinking {Fontana
etal., 1983)

Confirmatory
Factor Analysis
supported WGCTA
as ability factor
with SAT scores &
GPA

(Taube, 1995)

01 - 48 item
correlations with
total; & out of B0
item correlations
range .01-.09; 4
items exhibited
DIFF, 2 items
favored females, 2
items favored
males

(Orlando & Erwin}

Increase in scores across RI1 Stages;
I WGCTA subtests & 1 CCTT subtest
accounted for 30% of variance in RJ1
stages

(Mines et al., 1994)

3 out of & studies found differences
for CT across CT courses versus non
CT courses { McMillan, 1987}

Successful prediction of women's
performance in physics courses, but
not men's (McCammon et al., 1988)

Differences for college versus non
college students, effect size 44
(Pascarella, 1989)

Differences not found across nursing
program {Saucier, 1993)

Differences in CT across grades
{A=B=C) for freshman courses
{Gadzella et al., 1996)

Lower CT for med. students who took
extra time to complete courses or
changed their curricula  (Scort &
Markett, 1994)

SAT-M 36, 25 (Erwin, 1996)

RIl 40 {Brabeck, 1983)

CCTT .71, .54, 94
Rl
RIIz 1, academic ability
controlled, corrected for
attenuation respectively)
ACT
{King et al., 1990)

A6, 27,51 {for CCTT &

59 (Mines et al., 1990)

Math Anxiety Rating Scale - 30

Arithmetic Skills Test 36

Primary Mental Abilities Test
Ad (McCammon et al., 1988)

WG Form AYM T8
WG Form B/ZM .69
{Berger, 1983)

MCAT scores

Reading .37
Quantitative 40
Age =23
(Scott & Markett, 1994)
CLEW {dualism) 33
SAT-V 43
SAT-M .39

GPA 30 (Taube, 1995)
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Immigration

Mexico requires that an American immigrant must prove that he has a source of income which is at
least 43 times the minimum wage in Mexico City at the time of his immigration. We however have no
such requirement--with few exceptions, immigrants to the US don't need to show an income, a degree,
an ability to manage or own a business, Personal Savings, intelligence, morality, nor a faith in nor an
understanding of Christianity. Most other countries, as well as the US until recent memory, had
sensible immigration policies, as evidenced by what the jew thought of US Immigration policy as
recently as 1924:

Gould's most inflammatory allegation consists of blaming 1Q testers for magnifying the toll of those lost in the Holocaust (p.

263). Here he has followed the lead of Leon Kamin's (1974) The Science and Politics of 1Q. The Kamin-Gould thesis is that
early 1Q testers claimed their research proved that Jews as a group scored low on their tests and that this finding was then
conveniently used to support passage of the restrictive Immigration Act of 1924 which then denied entry to hapless Jewish
refugees in the 1930s. Gould goes so far as to claim (1996, pp. 195-198; 255-258) that Henry H. Goddard (in 1917) and Carl
C. Brigham (in 1923) labeled four-fifths of Jewish immigrants as "feeble-minded ... morons".

To accomodate the jew, immigration policy was turned upside down and an intelligent standard was
replaced by no standard, thus violating the religious rights of the vast majority of Americans. To 264
million putative Christians in this putative Christian nation, the Statue of Liberty isn't our law, because
the Holy Bible is:

"Give me your tired, your poor,

Y our huddled masses yearning to breathe free,
The wretched refuse of your teeming shore.
Send these, the homel ess, tempest-tossed to me.
| lift my lamp beside the golden door."

Contrast this with what the Holy Bible says:

California voters were so incensed by the problems caused by lax immigration policy that we passed
Proposition 187 by an overwhelming majority, to restrict immigration to the state in a way that the
federal government should have but failed. Federal judge Mariana R. Pfaelzer single-handedly
disobeyed the will of we the people and struck down what would have been law and a giant step closer
to what we the people want, to what our Forefathers wanted, and to what our Holy Bible requires.


http://dnads.directnic.com/oasisc.php?s=3&w=468&h=60
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What did Mariana know about the "constitutionality” of a law which the Authors of our Constitution
would have embraced with open arms? Not much. Was she misled, as millions of Americans are
misled, when she read the inscription on the Jefferson Memorial "Nothing is more certainly written in
the book of fate than that these people are to be free"? Doe she deal in half truths because she was
educated in half truths? Does she know what Mr. Jefferson really thought about the differences
between the Caucasoid and Negroid Races?:

"Nothing is more certainly written in the book of fate than that these people are to be free.
Nor is it less certain that the two races, equally free, cannot live in the same government.
Nature, habit, opinion has drawn indelible lines of distinction between them."

Besides ignoring popular opinion, and the opinion of one of our premier Founding Forefathers, and not
really understanding or adding a thing to what is and what is not "constitutional”, and comitting an
outright act of treason against her own oath of office, and making a mere rag out of our once proud US
Constitution, what else did Mariana know? Consider Mr. Lincoln's words on the matter:

"What | would most desire would be the separation of the white and black races." Spoken at
Springfield, Illinois, July 17, 1858, ABRAHAM LINCOLN COMPLETE WORKS, edited by
Nicolay and Hay, published by The Century Company, 1894, Volumel, p. 273

So who is this minority of Americans who Marianna supports, and why does she support this minority at
the great expense of the majority?

Posterity



http://www.rpi .edu/~eglash/eglash.dir/itsc.dir/notesl 11.htm

C. Brigham (US 1923):
Defends work of Y erkes, supports application to immigration law

Cultural biasis OK because we don’t want immigrants who “don’t think
like Americans.”

Explained correlation of 1Q with amount of time in U.S. using absolute
rather than relative time.

Explanation for lower 1Q in non-english speaking “Nordics’: “that’s just
cultural difference”

Impact of the Army 1Q test results for African Americans and Jews:
segregation and 1924 immigration restriction act.


http://www.rpi.edu/~eglash/eglash.dir/itsc.dir/notes1_11.htm

http://www.eugenics.net/papers/jprnr.html

Gould's most inflammatory allegation isto blame |Q testers for increasing the toll of the Holocaust. Histhesisis
that early 1Q testers claimed Jews as a group scored low on their tests. This finding was then allegedly used to
support passage of the restrictive Immigration Act of 1924, under which Jewish refugees were denied entry in the
1930s. Gould even claimsthat Henry H. Goddard in 1917 and Carl C. Brigham in 1923 labeled four-fifths of
Jewish immigrants as ~ feeble-minded . . . morons."

http://adrr.com/law0/pr5y5.htm

What most people do not know is that a generation ago, when |Q and achievement tests were first administered,
Jewish and Asian students were at the bottom of the test groups and deemed racialy inferior.

Test scores "proved" that Jews and Asians were inferior and hopeless. Now, test scores prove that Jews and
Asians are superior and that other groups are hopeless.

If you believe that, | have some ocean front property in Arizonal'd like to sell you ...

http://www.pbs.org/wgbh/pages/frontline/shows/sats/interviews/| emann.html

Brigham wrote a book in 1923 called A Study of American Intelligence. This was based on hiswork on the
Army AlphaTest. He analyzed the test results by race and found--as people who do that have always found--that
people of color, Jews, Mediterraneans, anybody who wasn't akind of what he would call a Nordic, was inherently
intellectually inferior. And that the country was in big trouble because two many of these people were coming
into the country. So this book isakind of very ripe, racist book by today's standards, typical of establishment
thinking of the time, although Brigham, you know, bothered to write it down. And it just stands up very well as
an offensive piece of writing. Now, Brigham renounced it within about five years. To his great credit, he
specifically disowned the book. He changed his mind, he broke with the eugenics movement and by the end of his
life, wasreally one of the leading critics, of the eugenics movement. So he came around and deserves alot of
credit for that.
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http://www.us-isragl .org/j source/anti-semitism/harvard.html

Jews are now 50% of the students in the Harvard Law School!!

Tak about discrimination!!

Harvard's Jewish Problem

During and after World War 1, American Jewry became the target of anti-Semitism by a
variety of socia groups, including the Ku Klux Klan and various immigration restriction
advocates. |vy League universities were no exception, and several of these venerable
schools moved to restrict Jewish enrollment during the 1920s. Some Jewish students at
Harvard, the bellwether in American education, did not take admission restrictions lying
down.

Nativism and intolerance among segments of the white Protestant population were aimed at
both Eastern European Jews and Southern European Catholics. In higher education, Jews
were particularly resented. By 1919, about 80% of the students at New Y ork's Hunter and
City colleges were Jews, and 40% at Columbia. Jews at Harvard tripled to 21 % of the
freshman class in 1922 from about 7% in 1900. Ivy League Jews won a disproportionate
share of academic prizes and election to Phi Beta Kappa but were widely regarded as
competitive, eager to excel academically and less interested in extra-curricular activities
such as organized sports. Non-Jews accused them of being clannish, socially unskilled and
either unwilling or unable to*fit in.”

In 1922, Harvard's president, A. Lawrence Lowell, proposed a quota on the number of Jews
gaining admission to the university. Lowell was convinced that Harvard could only survive
If the majority of its students came from old American stock.
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Lowell argued that cutting the number of Jews at Harvard to a maximum of 15% would be
good for the Jews, because limits would prevent further anti-Semitism. Lowell reasoned,
“The anti-Semitic feeling among the studentsisincreasing, and it grows in proportion to the
increase in the number of Jews. If their number should become 40% of the student body, the
race feeling would become intense.”

The fight against Jewish quotas at Harvard was led by Harry Starr, an undergraduate and the
son of a Russian immigrant who established the first kosher butcher shop in Gloversville,
New York. As president of the Menorah Society, Harvard's major Jewish student
organization, Starr organized a series of meetings between Jewish and non-Jewish students,
faculty and administrators to discuss Lowell's proposed quota. The meetings were
frequently heated and painful. As Starr recalled in an account published in 1985, which can
be found at the American Jewish Historical Society, “We learned that it was numbers that
mattered; bad or good, too many Jews were not liked. Rich or poor, brilliant or dull,
polished or crude—([the problem was] too many Jews.”

Starr insisted that there could be no “Jewish problem” at Harvard or in America. Starr
observed, “The Jew cannot look on himself as a problem.... Born or naturalized in this
country, heisafull American.” If admitting all qualified Jewsto Harvard meant a change in
the traditional social composition of the student body, so be it. Starr refused to hear any
hokum about 'pure’ American stock as away to limit Jewish admissions to Harvard.
“Tolerance,” he wrote in the Menorah Journal, “is not to be administered like castor ail,
with eyes closed and jaws clenched.”

Lowell received a great deal of public criticism, particularly in the Boston press. Harvard's
overseers appointed a 13-member committee, which included three Jews, to study the
university's “ Jewish problem.” The committee rejected a Jewish quota but agreed that
“geographic diversity” in the student body was desirable. Harvard had been using a
competitive exam to determine who was admitted, and urban Jewish students were scoring
highly on the exam. Urban public schools such as Boston Latin Academy intensely prepared
their students, many of whom were Jewish, to pass Harvard's admissions test. The special
committee recommended that the competitive exam be replaced by an admissions policy
that accepted top-ranking students from around the nation, regardless of exam scores. By
1931, because students from urban states were replaced by students from Wyoming and
North Dakota who ranked in the top of their high school classes, Harvard's Jewish ranks
were cut back to 15% of the student body.

In the late 1930s, James Bryant Conant, Lowell's successor as president, eased the
geographic distribution requirements, and Jewish students were once again admitted
primarily on the basis of merit. Harry Starr, who lived until 1992, became a national Jewish
communal leader, including aterm of service as atrustee of the American Jewish Historical
Society. Professionally, he became the director of the Lucius N. Littauer Foundation, which



was established by a Jewish congressman from Gloversville and which over the years has
given many generous gifts to Harvard. Harry Starr held no grudges against the university
which in 1922 he lovingly baffled on behalf of hisfellow Jews.

Source: American Jewish Historical Society.
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Census Bureau Statistics Do Not Disclose Who is a jew and who is not

The 2000 Census has been released, but there is a question about the statistics regarding jews. We must
know these statistics about jews because of the tremendous influence they have on American life, politics,
business, and world affairs.

It is known that there are 5,500,000 jews in the US, making up 2.5% of the US population, and that 86% of
jews live in the Northeast. The 2000 Census discloses the wealth and incomes of various races and
religions but not that of jews

It is also known from other sources that, even though jews are only 2.5% of the population, they are 23%
of the millionaires in the US. The 2000 Census doesn't reveal how jews are now taking control of
education, law, medicine, textiles, and Hollywood. It shows how many people are employed in these
fields, but it doesn't show how many employees and owners are jews. Jews have established an
unmeasured power by taking control of specific industries, the justice system, culture, and media.

The power of the jews is illustrated by an ugly jewish woman Barbara Streisand, a troublemaker who grew
up in a fatherless broken household in a ghetto in Brooklyn, who was made wealthy and famous by jewish
money and influence. Her appearance in "Funny Girl* on Broadway in New York, which is 50% controlled
by jews, for which she won an Academy Award, was the beginning of this jewish influence and control.
With this success and the support of the jewish controlled record industry, Hollywood, and the media, she
became a film director.

After donating a considerable but unknown amount of money to the Clinton '92 campaign for the
presidency, she became a regular visitor to the White House, treating it as her own residence.

The jews established Streisand as a textbook example of how jews succeed in the US. Without this
jewish connection, money, and support, jews like Barbara Streisand would never have become rich and
famous.

The jews went to a lot of trouble to conceal this connection to the White House, their role in developing
figureheads like Streisand, and the source of their wealth. To avoid this exposure, leaders of the jewish
community approached the Census Bureau in 1957 and insisted that jews not be identified as a separate
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race or religion. While all government statistics break down every other race and religion by separate
categories, this is never done for jews. They are included in the general category for "Whites".

It's well known that jews control the banking industry, but it's impossible to identify their ownership
positions. It's well known that they control the wholseale industry, textile industry, shoe industry, financing
industry, but it's impossible to tell from the Census what their ownership position is. Like 1,001 rivers
flowing into the ocean, their tentacles are everywhere but their ownership position is nowhere to be found.

It's widely known that jews control the medical and legal professions, but their move into US education is
well concealed. Few people know that jews are now 20% of the humanities and justice educators, or
20% of the professors at the best colleges, or 50% of the faculties of Harvard Law School.

The wealth of the jews is fairly well known but not because of the Census. And now their role in taking
over US education is being concealed because the Census ignores their involvement. In order to
understand how much involved they are in the takeover of the education system, we must study this
problem through other sources.
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"The Dumbbell Curve"

Snce American teachers switched in the 1930s from reading instruction that
worked for everyone to reading instruction that neuroscientists now tell us
doesn't work for anyone, school-produced illiteracy has soared. And it is
illiteracy--not low 1Q--that is not only responsible for decades of declining test
scores but is also critically linked to every critical social problemin Oklahoma
and nationwide.

by Regna Lee Wood
June 1996

"Regna Lee Wood, who is already a mgor national resource because of her
brilliant analyses of illiteracy, shows in relentless detail the extent to which
Murray and Herrnstein, authors of "The Bell Curve," ignore the effect of
illiteracy on scores on 1Q and other tests. We are not, she argues persuasively,
facing a crisis of intelligence but one of literacy."

--Dr. John Silber, Chancellor Boston University

INTRODUCTION

If social scientist Charles Murray - coauthor with the late Harvard
psychology professor, Richard Herrnstein, of The Bell Curve, a
bombshell published in October 1994 - truly believes that America
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Is breeding back to afeudal caste state because tiny isolated groups
of "cognitive elite" graduates from two dozen prestigious
universities are begetting a few legitimate little masterminds -
potentially richer and more powerful in a hightech world than their
brilliant mommies, daddies, and nannies. . . while larger but
equally isolated groups of "underclass' graduates and dropouts
from public high schools, mostly in minority neighborhoods, are
producing many illegitimate little muddleheads - potentially poorer
and more helplessin an information age than their ssmple single
mothers and their no-name fathers. . . then heis due for along
sabbatical.

And those who willingly or unwillingly have accepted The Bell
Curve'sterminal diagnosis for Americas societal ills (the authors
say the continued separation of the nation's brightest and dullest
citizens means "the end of American civil society as we have
known it") [1] without questioning the validity of copious but

nevertheless critically incomplete MurrayHerrnstein behavioral
data and the soundness of bizarre reasoning that leads to such a
grievous conclusion . . . should also take respite from their
cognitive activities. For until now the published and aired
discussions on this 850-page study of how differing degrees of
inherited mental potential supposedly affect U.S. social structure
have generated little but incomprehensible sounds from American
whites and comprehensible fury from American blacks.

Clearly, neither The Bell Curve writers nor The Bell Curve
reviewers have done their homework. They share an astonishing
ignorance of American history - particularly American education
history. Neither authors nor critics seem to know what has changed
aonce literate, responsible, industrious, freedom-loving people into
abarely literate, irresponsible, fragmented, violent society with
burgeoning numbers of public housing projects called prisons.

The failure to learn what happened in American schools before the
rioting Sixties has produced costly misperceptions. No one seems
to know who caused what.

For example, those who don't know that over 600,000 military
registrants with 6 to 12 years of schooling were rejected during the
Korean War (195053) because they could not read with the Army's
required 4th grade proficiency [2] think "dumbing down" textbooks




and ssimplifying curriculum in the Sixties was an unwilling
response to student activist and minority |leader demands for easy
courses that anyone could pass. But the truth is that teachers and
school administrators asked publishers for smple "Little Golden"
textbooks because students with limited 300 to 3000 word "see and
say" vocabularies couldn't read the 10,000 words in traditional high
school math, science, history, and literature books. And because no
one has discovered ways to greatly simplify secondary math and
science books or write history without proper names for people,
places, and things (few capitalized names are in a sight repetition
list of frequently used words) or rewrite classics and produce
anything but plots and outlines, most secondary core subjects were
dropped. The alternative was to close the high schools. Such
misinterpretations, followed by mistaken diagnoses and very wrong
prescriptions occur again and again in The Bell Curve. Chapter |
begins with one of these sad sequences.

THE SMART AREN'T GETTING SMARTER -- EVERYONE IS
GETTING DUMBER

The authors are bewildered because the 1960 Harvard freshmen
were nearly 200 SAT composite points smarter than the 1952
Harvard freshmen. Because Murray and Herrnstein were evidently
unaware of radical changes in the extent of college entrance testing
that occurred between 1952 and 1960, they assume high school
seniors AND Harvard admissions boards were both getting smarter.
And they believe this amazing difference in SAT scores proves that
whiz kids with money or scholarships were flocking to schools
where they could associate with other wellendowed whiz kids as
early as 1960. [3]

Not so. The true explanation has little to do with how many younq
Americans inherited high 10s or who persuaded them to congregate

in the nation's prestigious institutions of higher learning in 1960.
But it has much to do with arebellion by taxpayers.

After doubling faculties and facilities for World War 1l veterans
going to public colleges and universities on the first Gl Bill and at
the same time furnishing a never ending string of new schools and
teachers for "baby boomers," who boosted public school
enrollment from 23 million in 1946 to 43 million in 1966 [4], state

and local taxpayers said they couldn't afford dormitories,



classrooms, and teachers for dropouts among the millions of
veterans children they knew would start to collegesin 1960. They
refused to house and teach poorly prepared students who would
stay in college only a semester or two.

So, they asked for and received state laws or directives requiring
college entrance test scores on transcripts of all students entering
postsecondary public schools. They assumed that state or city
colleges and universities would post required minimum admittance
scores that would stop those who couldn't pass college courses
from enrolling thus saving money for potential dropouts and
oppressed taxpayers.

Minimum SAT or ACT scores could have saved billionsin higher
education expenditures. But elected officials allowed few colleges
to post them. Telling constituents in districts with poor schools that
only five or six percent of their graduates can go to public
Institutions of higher learning is not recommended reelection
strategy. So, for every state university that posted minimum college
entrance test scores, hundreds of new and old two year colleges
posted open admission policies. Consequently, over half of the
college and university students then and now have dropped out
before receiving any degree. [5]

But college entrance testing hasn't been the same since states joined
individual schoolsin mandating college entrance examinations. In
1952 only 80,000 took SATs[6] most of them headed to private
schools which had required Scholastic Aptitude Testing (SATS)
since the late Twenties. In 1960 aMILLION took college entrance
examinations: 740,000 SATs[7] and 260,000 ACTs|[8] (given the
first timein 1959 by the American College Testing Corporation).
Most of these were headed for public colleges and universities.

By 1970 over amillion seniors, largely in 22 west and east coast
states and Washington, D.C., were taking SATs. And amillion
seniors, mostly in 27 midwestern, southern, southwestern, and
western states, were taking ACTs [9]. Around 2 million prepared
and unprepared seniors have taken annual college entrance tests for
the last 25 years.

But in 1952 and 1960 nearly all seniors taking these tests were



ready for college because high school college preparatory courses
in the Forties and Fifties were still adequate. Therefore, 1500 best-
performing young men, with money or scholarships, chosen from
740,000 SAT participants should have produced a SAT average
higher than the average posted by 1500 high scoring youths, with
money or scholarships, chosen from only 80,000 SAT participants
some of them veterans with interrupted school attendance.
Conceivably, the SAT composite average for the 1960 Harvard
freshmen, chosen from a group nine times larger than the
comparable 1952 pool of SAT participants could well be 200
points higher.

Another likely reason for the big difference in 1952 and 1960
Harvard freshmen SAT scoresisthat 1952 Harvard freshmen took
amore difficult SAT verbal test. After the national SAT verba
average of 500 plummeted 24 pointsin 11 years between 1941 and
1952 [10] a plunge that started 12 years after most school districts

adopted sight repetition of whole word reading instruction SAT
administrators rewrote some verbal questions, decreased the
numbers of multiple choice answers, and rescored the whol e test.
Ostensibly SATs were changed to meet specifications for
automatic graders.

However, the new version was demonstrably easier. Instead of
sinking 24 pointsin 11 years, the verbal and still unaffected math
averages each rose 2 points in the ensuing 11 yearsto averbal 478
and amath 502 .[11] And these were the SAT averages when the
first enormous class of postwar baby boomers who had learned or
NOT learned to read in crowded "looksay" sight repetition reading
classes, took SATsand ACTsin thefall of 1963 and the spring of
1964. Therest is history.

Between 1963 and 1980 national SAT composite scores fell 90
points: from 980 to 890 54 verbal pointsto 424 and 36 math points
to 466. [12] Before an easier revised and rescored SAT was
introduced in 1995, the average 1994 SAT verbal score was down
one more point to 423, and the average math score was up 13
points to 479 [13] producing a 902 composite score 98 points lower
than 1941's composite of 1000 and 78 points lower than 1963's
composite average of 980.

Unlike other analysts, Murray and Herrnstein give little credit for



the partial recovery in SAT math scores since 1980 to the
ballooning participation of high-scoring Asian math students. [14]
But years of low to very low verbal scores surprisingly linked to
high and very high math averagesin Californiaand Hawaii, two
SAT states with the nation's largest Asian populations, suggest that
highly proficient Asian math students are indeed responsible for
much of the 13 point gain in SAT math averages since the low 466
in 1980. No one, including Murray and Herrnstein, has a
reasonable explanation for the movement of national SAT verbal
averages. After the numbers of seniors taking college entrance tests
peaked in the late Sixties, SAT verbal averages dropped 26 more
points; the numbers (not percentages) of those scoring over 700 on
the SAT verbal section dropped by 50% in 7 years [15]; and the
totals for seniors scoring above 600 (out of 800) on the SAT verbal
section dlid from 116,630 in 1972 to 60,612 in 1981 a jolting 40%
decrease. [16]

Perhaps the 1960 Harvard admission board was savvier than the
1952 Harvard admissions directors. And there's no denying the
1960 Harvard freshmen their very high SAT scores. But nothing in
decades of falling SAT averages supports The Bell Curve
contention that the smart are growing smarter through association
and marriage with cognitive elite peers they meet in college,
business, foundations, or government.

Actually, scores on millions of standardized tests taken since 1940
suggest a contrary conclusion. The smart are not getting smarter.
Everyone is getting dumber. All categories on the "bell curve" have
shifted to the dull end.

THE SHRINKING POOL OF LITERATE, EMPLOYABLE GRADUATES

Another puzzling misinterpretation of behavior, apparently based
on insufficient data, isin "Higher Ladders, Narrower Doors." In
this chapter of The Bell Curve, Murray and Herrnstein supposedly
prove that employers pay much more for high 1Qs today than they

paid yesterday. [17]

After noticing that wages for recent high school graduates and
dropouts fell 20% and 16% during the same eight yearsin which
salaries and incomes for new graduates from four-year colleges



rose 11% to 30% (for those in difficult fields from top-rated
schools), Murray and Herrnstein declare information-age
employerswill require adrastically different labor market. They
say jobs for those with only 12 or fewer years of schooling are
disappearing. And they gloomily predict that only those with the
inherited mental capacity to pass college courses will have good
jobs or maybe ANY jobsin the future.

Ironically, if average college graduates (who can't read bus
schedules, according to the 1992 National Adult Literacy Survey)
[18] had made these ominous forecasts, school psychologists would
probably have given them high marks for their "ability to infer
relationships and draw conclusion,” no matter what the counselors
thought about the accuracy of the predictions. But average college
graduates did not make these implausible deductions. Murray and
Herrnstein made them. The Bell Curve psychometricians with
doctorates from MIT and Harvard who should understand the
significant scores on millions of standardized academic tests given
by the U.S. Departments of War, Defense, HEW, Labor, and
Education reached these very wrong conclusions.

Apparently Murray and Herrnstein never really studied the score
summaries on 25 years of National Assessment of Educational
Progress reading, math, and science tests (NAEP exams). They just
noticed they are consistently low. They never examined scores on
70 million Armed Forces academic tests (AGCTsand AFQTYS)
especialy those made by prospective recruitsin the 1940 to 1973
draft years. Supposedly they weren't familiar with the disheartening
scores on congressionally commissioned 1992 National Adult
Literacy Survey tests given to thousands representing 190 million
Americans over the age of 16. And obviously, The Bell Curve
authors didn't realize that scores on all of these tests show
frightening increases in adult illiteracy.

The numbers of illiterate American adults have jumped from 3
million with little or no schooling in the early Thirties[19] to about
43 million with an average 12 years of school instruction in the
early Nineties.[20] The 96% literacy rate for 18 million military
registrants tested during World War |1 dropped to nearly 80% for
severa million prospective recruits tested during the Korean War.
[21] Thiswas an incredible 400% increasein illiteracy for young
men in the 8 years between 1945 (the end of World War 11) and




1953 (the end of the Korean War).

Seemingly Murray and Herrnstein did not know that NAEP and
NALS reading tests show that nearly athird of our high school
students can't read, half can't read 6th grade lessons or write a
simple two or three sentence note, and almost twothirds can't read
9th grade assignments in any core subject. [22] Thisis a school--

produced illiteracy that has turned most American high schools into

day care centers for twothirds of the nation's secondary students.

If Murray and Herrnstein had analyzed these test results, they
surely would have realized that the shrinking labor market for high
school graduates has little to do with increased complexity of jobs
in this hitech information age and much to do with the scarcity of
high school OR college graduates with skills equivalent to those
with 8th grade certificates in the Thirties and early Forties.

InaJduly 15, 1991 Wall Street Journal article, the long time
president of the American Federation of Teachers, Albert Shanker,
admitted that most high school diplomas mean very little. He
described America's abysmal educational status thisway:

"First we should realize that the overwhelming maority of the
American children perhaps 90% are not learning very much.
Middle class parents are happy with the education their children get
because the kids go to colleges. They don't realize that most of
these youngsters would not be admitted to universitiesin any other
industrialized country. THESE KIDS ARE GETTING THEIR
JUNIOR HIGH AND HIGH SCHOOL EDUCATIONSIN
COLLEGE."

So much for why employers aren't anxious to hire RECENT high
school graduates.

THEY'RE NOT STUPID, JUST ILLITERATE

But the most troubling misinterpretation of behavior based on
partial and sometimes insignificant data collected in the wrong
decade, followed by awrong determination of causes and a
prescription that will surely end this nation "as we have known it"
Isin"The Leveling of Education In America’. In this chapter of



The Bell Curve the authors discuss consequences of "dumbing
down" curriculum and textbooks, a practice they say was
introduced in the Sixties to give students with varied
socioeconomic backgrounds and genetic mental capacities an equal
chance to succeed.

In opposition to most critics, Murray and Herrnstein think this
"dumbing down" to give everyone a chance to pass high school
courses "may have worked". In spite of conclusive evidence to the
contrary, they say, "An American youth with average 1Q is
probably better prepared academically than ever before." They
have only one objection. Measures to ssmplify high school studies
"let the gifted get away without developing their potential ."
Consequently, "The problem in American education is confined
mainly to one group of students, the cognitively gifted." [23]

In plain language this is what the MurrayHerrnstein dissertation on
the effects of "dumbing down" American education seems to say:

1. Because extraordinary numbers of U.S. citizens aren't very
bright, dumbed down books and simplified courses have given
students with average to low average | Qs an excellent chance to
reach their fullest potential. But the authors admit this potential is
not very high.

2. Therefore, Americans should not be alarmed if 20% to 30% of
the nation's seventeenyearolds can't read. Critics of U.S. schools
must realize that "in a universal education system many students
will not reach the level of education that most people view as
basic."

3. But critics should be alarmed to learn that dropping tough
subjects and grading down textbooks have not helped students with
the highest 1Qs. Such diluted instruction is not challenging to those
with the brightest, inquiring minds.

4. So, because we can't raise low Qs with better nutrition, Head
Start, Chapter I, or adoption (and democracies certainly can't use
Hitler's government-sponsored cohabitation or China's mandatory
sterilization), the only way to improve American academic
performance is to take some of the billions spent on teaching the
disad vantaged and use it to give students with the highest Qs the



best possible education. Hopefully, we can produce compassionate
super citizens who can make the right decisions for the 3 out of 4
Americans old enough to vote who can't read a propo- sition on a
ballot or can't read a newspaper article explaining a proposition on
aballot.

Of course the argument that America's disastrous educational
performance is due to mass inheritance of inferior minds plus the
failure to adequately educate the very few with genetically superior
mindsisvalid only if Murray and Herrnstein can prove that
average American students have never learned any more than they
are learning today. The Bell Curve psychometricians meet this
challenge by offering proof that average studentsin earlier 20th
century American schools were even less academically proficient
than average studentsin later 20th century schools. They say the
necessary evidenceisin three sets of standardized test scores:[24]
1. Consistently low scores on Preliminary Scholastic Aptitude
Tests (PSATS), given regularly to groups representing all 11th
graders not just college bound juniors between 1955 and 1983;

2. Low, unchanging scores on NAEP tests, regularly given to cross
sections of all high school juniors between 1969 and 1990;

3. Rising scores on lowa Basic Skills tests given annually to lowa
9th graders since 1940 (except for a 14 year drop between 1964
and 1978, termed "aberrational” by Murray and Herrnstein though
it parallels the 90 point SAT slide between 1963 and 1980).

If analysts are unaware of the 400% increase in illiteracy among
military registrants between World War 11 and the Korean War
(195053) and the 4000% increase in 4th grade illiteracy among
registrants with at least 4 years of schooling during the same
period, the 35 years of PSAT and NAEP tests scores for 11th
graders seemingly give strong support to the Murray-Herrnstein
argument. Here are the results:[25]

The 1955 PSAT averages for al juniors were considerably lower
than the comparable 1983 averages.

The 1969 NAEP scoresfor all 11th graders are virtually the same
as the 1990 scores.



And neither of these PSAT and NAEP averages for all juniors seem
to have been affected between 1963 and 1980 by the steep, 90 point
dlidein SAT scores for college bound seniors supposedly proving
the MurrayHerrnstein contention that only students with high 1Qs
have been hurt by dumbed down books and curriculum.[26]

But some former Defense Department manpower specialists are
aware of that increase in illiteracy. They remember the shocking
divein AFQT scores during the Korean War when a reluctant
Army rejected over 600,000 young men because they couldn't read
road signs, orders, and safety instructions. They know that 1955
testing for all 11th graders was too late to show the enormous
difference between very literate World War 1l registrants and
barely literate Korean War registrants. Thirtyfive years of PSAT
and NAEP cross-section testing AFTER 1955 cannot show what 20
million AGCTs and AFQTstaken in the 15 years BEFORE 1955
clearly suggest: The World War |11 generation was the last highly
literate generation produced by American public schoolsin the
20th century. [27]

However, the 24 years of rising scores on the 9th grade lowa Basic
Skills Test between 1940 and 1964 are not so easily dismissed.
Why were SAT scores the highest and |owa scores the lowest in
1941? Why did lowa scores rise while SAT verbal averages sank
24 points and AFQT scores dropped out of sight during the Korean
War?[28]

Testing specialists know that giving the same test for successive
years will produce higher scores because teachers consciously or
unconsciously teach the test. This explains some of the increase.
Surely the test was modified and renormed for national sales
severa times during those 24 years. If so, 9th gradersin lowa,
many times the state with the highest ACT average, would make
higher percentile scores because 9th graders in other states made
lower percentile scores. There is a plausible reason. However,
believing that the educational level for lowa 9th graders rose while
the 4th grade literacy rate among millions of young military
registrants with at least four years of schooling from every statein
the U.S.A plummeted from 99.5% to less than 80% is not plausible..

[29]



In contrast, the increases in achievement test scoresin lowa and
other states since 1978 are easily explained. In chronological order
these are the reasons:

1. In 1975 Congress passed the Education For The Handicapped
Law, now called the Individuals With Disabilities Education Act
(IDEA), for students with mental, physical, or emotional
handicaps. [30]

2. 1n 1976 Specific Learning Disabilities, a category now
containing over 52% of the 5 million Special Education school
enrollment, was added to the official list of Special Education
disabilities though the government describes Specific Learning
Disability students and Language Impairment pupils as normal
with no mental, physical, or emotional handicaps. [31]

3.1n 1977, state legidators and school superintendents started
excusing all Special Education pupils from taking statewide
achievement tests (though 65% of the first year Special Education
enrollment was in these two nonhandicapped categories Specific
Learning Disabilities and Language |mpairments). [32]

4. By 1978, those wanting higher district test averages, were
placing considerable numbers of teaching failures most of them
normal but illiterate students with no mental, physical, or emotional
handicaps in Specific Learning Disability and Language
Impairment classes, which today comprise about 75% of the 5
million in public school Special Education programs. [33]

5. By excusing the poorest performing 8 to 14 percent of the
normal, non-handicapped students from participation in their
annual achievement testing, virtually all states that give these tests
(most do) happily post average scores above the national averages.
For publishers of CATs, MATS, and IBSTs pretest or "norm" these
achievement tests on a national school population that includes all
but the truly handicapped such as the deaf, blind, or severely
retarded. This produces the L ake Woebegone Phenomenon, named
after Garrison Keillor's mythical town where all children are above
average. Thisisthe probable reason lowa 9th grade scores on
IBSTs started rising in 1978 and have not stopped going up in the
Special Education elevator since. [34]



Many who judge schools by looking at standardized test results
know that the most revealing scores can be missing scores. They
may be nonexistent scores on state achievement tests that real,
nonhandicapped students should have taken but didn't take scores
that would decidedly lower any state's achievement test averages.
They may be scores on unpublicized tests, unknown to researchers.
Or unbelievably, they may be published grades on national tests
that young Americans from every school district in the nation DID
take, and are still taking.

Of course these missing scores are Armed Forces Qualification
Tests (AFQTS9), caled Army Genera Classification Tests (AGCTS)
in World War 11, taken by 50 million prospective recruits since
1940 and by 20 million high school juniors since 1968 .[35] And
no one knows why Murray and Herrnstein did not report available
results from 50 years of very extensive and almost continuous
military testing (except for three years after World War I when the
Defense Department was busy discharging 9 million service men
and women).

But they didn't. The Bell Curve authors didn't even put these well
known tests on their list of important "longitudinal measures' for
assessing American educationa performance. And that's more than
ironic.

For The Bell Curveis essentially a compilation of what Murray and
Herrnstein learned or thought they learned in a study of scores on
these same AFQTs. These were AFQTs given to a special group of
12,000 young people, chosen by the U.S. Labor Department to
represent all Americans 14 to 22 years old, in asurvey to find out
who could do what jobs in the Eighties and Nineties. [36]

The Bell Curve analysts chose to study these particular AFQT
scores ten years after the test was given in 1980 for two reasons. In
their judgment AFQTs were excellent intelligence tests. And the
Labor Department had collected an extraordinary amount of
demographic information on the 12,000 participants and their
parents data they needed to test The Bell Curve hypotheses.

The Labor Department survey directors knew the sex and age;
racial and ethnic back-grounds; places of residence; and jab,



income, welfare, education, marital, and medical histories
(including birth weights) of the participants. This enabled
researchers to correlate most socio-economic factors with the
individual AFQT "1Q" scores.

And they did. Using formulas with a hundred numbers, letters,
mathematic symbols, and punctuation marks, Murray and
Herrnstein supposedly could determine what a year of college was
worth to students with varied 1Qs and what aten point difference in
Qs could mean in profits for an employer hiring people to do
unskilled jobs. They learned that poor students with high 1Qs and
single mothers on welfare will most likely succeed whilerich
children with low 1Qs and two wealthy parents may take and need
handouts al their lives. According to "multiple and logistic
regression analyses," The Bell Curve devolution theory isfact. [37]
Every serious social problem such as crime, illegitimacy, or
unemployment is linked to if not caused by a socioeconomic factor
that no democracy can do much about: genetically limited mental
capacity for astonishing numbers of Americans, most of them
living in crowded but isolated communities.

But this grim conclusion is based on the questionabl e assumption
that all low scores on written intelligence tests indicate genetically
limited mental ability. Before converting 12,000 AFQT scoresto
12,000 1Qs, later correlated with many sociological factors from
sick leavesto birth weights - Murray and Herrnstein should have
discovered that 3,000 to 4,000 of the 12,000 in the Labor
Department youth survey group could not read the questions or the
multiple choice answers on the AFQTs they took in 1980.

If The Bell Curve psychometric experts had looked at the scores on
30 million AFQTs and AGCTs taken between 1940 and 1973
BEFORE they looked at scores on 12,000 AFQT s taken in 1980,
they would have noticed that the percentage of scoresin the
noninductible Category V for low 1Q and illiterate registrants
soared from 9% in World War |1 to an appalling 27% at the end of
the Vietham War. [38] And of course they would have wondered

why. Certainly all of the 27% couldn't be retarded; many had to be
illiterate.

Enough. The Bell Curve critics and reviewers did not need to know
about the scores on 130 million standardized tests before




challenging the Murray and Herrnstein devolution theory. Three
major questions should have occurred to anyone who read the
book.

QUESTION ONE: If the damaging isolation of a nation's
brightest and dullest citizens isinevitable in hitech societies, why is
Americathe only "information age" society so acutely affected?

Why don't other advanced countries have ballooning
concentrations of violent citizens like those in American cities?
Why don't Japan, Germany, Sweden, Switzerland, Britain, and
France have at least one identifiable group so stupid they cannot
link today's actions with tomorrow's consequences?

Isit because their indigents aren't illiterate blacks? If so, why can
average citizens in majority black populations in British
Commonwealth Bahamian and West Indies islands read better than
average white citizens in the United States? Literacy ratesin the
Bahamas and Jamaica are 95 and 98.5 percent. Nearly all of these
black, formerly British island people can read anything they want
or need to read. But the 1992 National Adult Literacy Survey tests
show that only 81 to 84 percent of the American whites and 56 to
60 percent of the American blacks who share their genetic history
with West Indian and Bahamian blacks can read.

And if ahigh toll from deaths by intent is a measure of racia
idiocy, why were 8000 out of 31 million blacks killed during 1990,
1991 and 1992 in warring South Africa while 33,000 out of 31
million American blacks were murdered in family and
neighborhood violence during 1989, 1990, and 1991 in the peaceful
USA?[39] Isthisreally aprice the U.S. must pay for entering the

"information age"?

QUESTION TWO: Because very low scores on written
intelligence tests are symptoms of dull minds and AL SO symptoms
of very bright but ILLITERATE minds, how did psychometricians
Murray and Herrnstein know which low test scores were due to
genetically limited mental capacity and which low scores reflected
illiteracy?

If Albert Einstein, whose name is synonymous with "20th Century
Genius," had taken awritten 1Q test at age eight, he most likely




would have scored in a section at the wrong end of the "bell curve'
because he did not learn to read until he was nine. And if he had
started to American schoolsin the 1980's rather than to Swiss
schoolsin the 1880's, chances are excellent that avery dyslexic
Albert Einstein would not have learned to read at nine or any age.
Exit information on Specific Learning Disability Special Education

students and scores on AGCTs, AFQTs, ASVABs, NAEP, and
NALS tests all suggest that ayoung, dyslexic Albert Einsteinin
New Y ork or Oklahoma public schools probably would have
become one out of four U.S. adults who can't read; or two out of
four U.S. citizens who can't read middle school |essons; or three
out of four Americans over age sixteen who can't read and
understand high school textbooks in any core subject including
math and physics.

Obviousdly, inheriting the right, bright genesis not the guarantee of
success that The Bell Curve authors say it is. Certainly it isn't for
three-fourths of the American adults who can't read or who can't
read very well.

Without literacy one of the learned skills and habits that Murray
and Herrnstein believe are just 20 to 40 percent of being bright or
dull (compared to an inherited intelligence quotient they think is 40
to 80 percent of being smart or stupid) Einstein might have been an
extraordinarily observant but illiterate night watchman. If so, the
difference between what he might have added to the world's
knowledge of the universe in that position and what he did
contribute as aliterate scientist is, of course, beyond reckoning.

And the difference between private incomes and public
contributions made by normal literate and illiterate Americans with
| Qs above 70 comprising 97% of the U.S. population isthe
difference between wealth and welfare for them and for the nation.
Conservative estimates for the yearly dollar cost of American
school produced adult illiteracy usually start around $400 billion.

[40]

QUESTION THREE: How can sociologists focusing on
American behavioral data collected in the 1960's, 70's, 80's, and
90's find causes of acollapsing socia structure that demonstrably
started to crumble in the 1930's when American grade schools
suddenly and amazingly began to lose their capacity to produce



literate citizens? Historians don't look for causes of the Civil War
in the 1860's, 70's, 80's, and 90's. If they want to know why
Americalost half amillion men in this nation's worst of all wars,
they look for causesin the 1830's, 40's, and 50's. In like manner,
sociologists who want to find causes for societal explosionsin the
Sixties the riots, gang wars, demonstrations, etc. must focus on
what happened in the 1930's, 40's, and 50s.

If they do, they will discover that Americasilliterate school
children doubled the U.S. juvenile crime rate between 1948 and
1955 while other Axis and Allied countries were still experiencing
the post World War |l decreases in youth delinquency that occurred
after fathers went home. [41] They will see that the numbers of

fatherless children and unmarried mothers doubled in the Fifties
when illiterate juveniles reached their twenties. [42] Mothers could

not afford to marry illiterate fathers who couldn't support
themselves much less wives and children. And they still can't. They
will understand why drugs were increasingly attractive to bored,
illiterate teens, forced by state laws to stay in school until age
Sixteen.

Researchers who look at what happened in the Thirties, Forties,
and Fifties will find one socioeconomic factor that is inseparably
linked to every critical U.S. socia problem. But it isn't an
inordinate number of low 10Qs. Incredibly, it is an inordinate
number of school-produced illiterates. Theilliteracy came first,
before the terrible increases in illegitimacy and crime.

If analystslook at AFQT, NAEP, and NALS test results, they can
see that over 60 million 4th graders have not learned to read in
whole word or whole language sight repetition reading classes
since World War II. They will realize that 43 million of these non
reading 4th graders have never learned to read in later grades or
adult literacy programs. And that another 50 million with very
limited reading vocabularies are able to read only 4th and 5th grade
material. [43] The literacy that enables Americans to read anything
they want or need to read is missing, and it has been missing for a
long time.

Count the years of high percentage literacy for adultsin racial,
ethnic, or religious communitiesin cities, states and nations. Then
count the years of instruction that children in these demographic



categories have received in schools where all 2nd graders can read
2nd grade lessons, all 3rd graders can read 3rd grade assignments,
and all 6th graders can do 6th grade work. Either count will be a
better gauge than The Bell Curve Qs for predicting success or
failure of groups and members of groups in their academic and
€conomic pursuits.

Jews have been reading scriptures for four millenniums. More than
400 years ago Christian Protestants in Europe and the British Isles
started teaching townspeople to read so they could read and
interpret the Bible for themselves. Lutherans in German states
established the first public elementary schools at the sametimein
the middle 1500s for the same reason.

Protestants in the Massachusetts Bay Colony passed literacy laws
in the 1640s, requiring parents to teach children to read and towns
with over 50 families to provide grammar school teachers for
children. [44] The laws apparently worked. Historians say that 95%
of the Massachusetts men could read in 1700. Protestants L utheran,
Congregational, Presbyterian, Dutch Reformed, Baptist, Quaker,
and Methodist and Jews have literacy histories measured in
centuries and millenniums. Logically, Jewish students and states
with many descendants of European and British Isles Protestants
such as lowa and New Hampshire should make the highest SAT
and ACT averages. And they do.

About 90% of the white American adults could read in 1870. The
accepted 80% U.S. literacy rate for 1870 includes millions of
blacks (13 to 14% of the population) who were illiterate by
longstanding laws in slave states and colonies until the Civil War
ended in 1865. [45] Census data plus AGCT scores indicate that

98% of the nation's white residents, with an average eight to ten
years of schooling, could read in 1930, 1940, and 1950. [46]

Though U.S. Labor Department surveys and NALS test results
show that this high 98% white literacy percentage sank to an
alarming 83 or 82% by 1990,[47] white parents and grandparents
were able to teach many of their children, who could not learn to
"sight" words and sentences at school, how to "sound out" syllables
and words at home. They gave their children alphabet books that
taught them to spell 26 of the 44 English soundsin at |east one way
before they ever went to school. Unwittingly, white parents taught



their children to read the same way they and their forefathers had
learned to read for four and five generations by matching spoken
sounds with letters that usually spell those sounds. Thus white
parents were able to diminish and delay the terrible consequences
of the new "see and say" whole word repetition reading instruction.

But most didn't realize that their children were not learning to read
in school. Even parents who questioned teachers about a child's
fallure to read did not understand that sight repetition teaching was
radically different from the phonics instruction they had received
when virtually all of their World War Il generation learned to read
well during the first two yearsin school. And of course they
couldn't know that years later neuroscientists, using PET scans
(positron emission tomography screens) which show the brain's
reading cellsin action, would prove conclusively that no one, not
just their children, learns to read by recognizing the overall shape
of words and sentences that all must learn to match sounds with
proper letters or they cannot read.

But black parents and grandparents, knowingly or unknowingly,
were in no position to decrease the awful impact of the switchin
reading methods on their children. With an average schooling of
three plus yearsin 1930 and four plus yearsin 1940 [48] and a
starkly different literacy history that didn't begin until after the
Civil War blacks were helpless when teachers suddenly stopped
teaching their children to read in the first two grades.

And they were helpless for reasons that had nothing to do with The
Bell Curve's"genetically limited mental capacity.” [49]

Though bankrupt, most southern states or counties ran segregated
Reconstruction schools the first legal schools for 90% of the blacks
for three or four months a year between 1866 and 1877. [50] Many

white students could continue grade school lessons at home with
literate parents after the schools closed. Black schoolchildren
waited for next year and, hopefully, three more months of
instruction, often from exslaves who had learned to read in spite of
hundred-year slave codes prohibiting literacy for blacks. An eighth
grade certificate, representing eight normal years of instruction,
would have taken 18 to 24 years. So black grade school graduates
taught grade school children, and black high school graduates



taught high school students for along time. Southern blacks did not
have teachers with college degrees in appreciable numbers until
after World War 11. [51]

As soon as whites regained control of southern local and state
governmentsin 1877, they began to change the average spending
ratio for white and black students from an equal $1 for $1
distribution to an unequal $7 to $2 division. [52] In some states the
difference in white and black student appropriations was
unbelievably extreme. Between 1915 and 1930 the white to black
funding ratios in South Carolina, aways the lowest scoring SAT
state, and in Mississippi, always the lowest scoring ACT state,
were $10 to $1 and $6 to $1. [53] This shows how long the
damaging effects of these painfully unequal disbursements have
lasted. For some black studentsin these two states, this unfair
division of scarce school dollars was the difference between having
aschool for two or three months a year and having no school at all.

In the critical years between 1866 and 1930, when virtually all
normal children learned to read in two years and read to learn for
another six to ten years before receiving grade school or high
school diplomas, northern students received 64 regular eight or
nine month school years of instruction. Though they went to school
every year, southern white students received only 40 to 45
equivalent full years of schooling. And southern black students had
accessto just 30 or 35 regular length school years of instruction.
This explains why northern black scores on Army General
Classification Tests were sometimes higher than southern white
AGCT scores during World War 1.

Nevertheless, American blacks as well as whites, wherever they
lived, reached their highest levels of educational achievement in
the Thirties and early Forties during the Depression and the war
years. In 1930, 80% of the blacks and 98% of the whites over 14
were literate. [54] Nearly al black and white studentsin the 4th

through the 12th grade could read at 4th through 12th grade levels.
For teachers rarely promoted unprepared students.

In contrast, scores on the 1992 National Adult Literacy Survey tests
show that only about 56% of the blacks and 83% of the whites over
sixteen are literate. [55] Scores on 1994 NAEP reading tests




indicate that 42% of the 4th graders can't read: 72% of the 8th
graders can't read 8th grade assignments; and 66% of the nation's
high school seniors can't read 9th grade textbooks in any core

subject. [56].

Congressional subcommittee hearings on postsecondary education
in 1991 revealed that "illiteracy” was a major reason for defaults on
$13 billion in college and trade school loans. [57] No one seemed
surprised just angry at the reprehensible trade schools who were
taking advantage of Americasilliterate high school graduates.
Scores on 1994 NAEP 12th grade reading tests show that
"illiteracy" is still amajor reason for defaults on college and trade
school loans - now totaling $22 billion.

CONCLUSION

Who knows? If the literacy history for American whites and blacks
were reversed, perhaps black graduates with doctorates from
Harvard and MIT might be writing a"bell curve" book showing
that blacks are 16 |Q points brighter than whites. And they would
be just aswrong as The Bell Curve authors, Charles Murray and
Richard Herrnstein.

For not even Harvard or MIT psychometricians can determine the
mental potential of illiterates with written 1Q tests. At least 3,000 of
the 12,000 scores on the AFQTSs, taken by the Labor Department's
youth survey group in 1980, are asfictitious and maybe as
deceptive as the Wolf in Little Red Riding Hood. These
unidentified scores don't reflect degrees of intelligence. They show
how lucky or unlucky 3,000 illiterate young Americans were in
guessing answers to multiple choice questions.

But even if some cognitive elite genius does find a speedy way to
accurately determine | Qs for thousands of illiterates, why useit?
What's the profit in knowing how many geniuses and fourth
quartile dullards live in the United States? Repeatedly, The Bell
Curve authors remind us that 1 Qs are genetic. And that inherited
characteristics change very little. So why spend time on factors no
one can alter?

What matters to social and political scientists and to educators are
those things that are changeable such asilliteracy. llliteracy matters



because the only thing teachers of any subject in any grade can
teach illiterate students is how to read.

To put it ssmply, schooling doesn't start, even for potential
geniuses, until students learn to read. And because American
teachers switched in the 1930s from reading instruction that
worked for everyone to reading instruction that neuroscientists now

tell us does not work for anyone, schooling has never begun for
over 43 million Americans with an average 12 years of school
attendance. And every year the number of high school graduates
who receive diplomas they cannot read grows.

Few realize it has been growing for 45 years. In 1952, Army
personnel officers started hiring psychologists to interview
thousands of nonreading high school graduates they mistakenly
thought were faking illiteracy to stay out of the Korean War. [58]
After the psychologists told the officers that the graduates weren't
faking, Defense Department administrators knew that something
terrible had happened to grade school reading instruction. And they
knew that it had started in the Thirties. Why they remained silent,
no one knows. The switch back to reading instruction that worked
for everyone should have been made then.

But it wasn't. So now we have The Bell Curve devolution theory
that is patently unprovable because so many Americans can't read
|Q tests. But who knows what may happen if, just asin other
countries, everyone learns to read? Perhaps 25 years from now
when cognitive elite psychologists and sociologists gather to
discuss the effects of differing mental capacities on American
society, they'll wonder where all the dunces went.
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ABSTRACT This paper discusses Jewish involvement in shaping United States immigration
policy. In addition to a periodic interest in fostering the immigration of co-religionistsas a
result of anti- Semitic movements, Jews have an interest in opposing the establishment of
ethnically and culturally homogeneous societies in which they reside as minorities. Jews have
been at the forefront in supporting movements aimed at altering the ethnic status quo in the
United States in favor of immigration of non-European peoples. These activities have involved
leadership in Congress, organizing and funding anti-restrictionist groups composed of Jews and
gentiles, and originating intellectual movements opposed to evolutionary and biological
perspectives in the social sciences.

Jewish Involvement in Shaping American Immigration Policy, 1881-1965: A Historical Review
INTRODUCTION

Ethnic conflict is of obvious importance for understanding critical aspects of American history,
and not only for understanding Black/ White ethnic conflict or the fate of Native Americans.
Immigration policy is a paradigmatic example of conflict of interest between ethnic groups
because immigration policy influences the future demographic composition of the nation.
Ethnic groups unable to influence immigration policy in their own interests will eventually be
displaced or reduced in relative numbers by groups able to accomplish this goal. This paper
discusses ethnic conflict between Jews and gentiles in the area of immigration policy.
Immigration policy is, however, only one aspect of conflicts of interest between Jews and
gentilesin America

The skirmishes between Jews and the gentile power structure beginning in the late nineteenth
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century always had strong overtones of anti-Semitism. These battles involved issues of Jewish
upward mobility, quotas on Jewish representation in elite schools beginning in the nineteenth
century and peaking in the 1920s and 1930s, the anti-Communist crusades in the post-World
War Il era, aswell asthe very powerful concern with the cultural influences of the magjor media
extending from Henry Ford's writings in the 1920s to the Hollywood inquisitions of the
McCarthy era and into the contemporary era. That anti-Semitism was involved in these issues
can be seen from the fact that historians of Judaism (e.g., Sachar 1992, p. 620ff) feel compelled
to include accounts of these events as important to the history of Jewsin America, by the anti-
Semitic pronouncements of many of the gentile participants, and by the self-conscious
understanding of Jewish participants and observers. The Jewish involvement in influencing
immigration policy in the United States is especially noteworthy as an aspect of ethnic conflict.
Jewish involvement has had certain unique qualities that have distinguished Jewish interests
from the interests of other groups favoring liberal immigration policies. Throughout much of
this period, one Jewish interest in liberal immigration policies stemmed from a desire to provide
asanctuary for Jews fleeing from anti-Semitic persecutions in Europe and elsewhere.

Anti-Semitic persecutions have been a recurrent phenomenon in the modern world beginning
with the Czarist persecutionsin 1881, and continuing into the post-World War Il erain the
Soviet Union and Eastern Europe. Asaresult, liberal immigration has been a Jewish interest
because "survival often dictated that Jews seek refuge in other lands' (Cohen 1972, p. 341). For
asimilar reason, Jews have consistently advocated an internationalist foreign policy for the
United States because "an internationally-minded Americawas likely to be more sensitive to
the problems of foreign Jewries' (Cohen 1972, p. 342). However, in addition to a persistent
concern that America be a safe haven for Jews fleeing outbreaks of anti-Semitism in foreign
countries, there is evidence that Jews, much more than any other European-derived ethnic group
in America, have viewed liberal immigration policies as a mechanism of ensuring that America
would be a pluralistic rather than a unitary, homogeneous society (e.g., Cohen 1972). Pluralism
serves both internal (within-group) and external (between-group) Jewish interests. Pluralism
servesinternal Jewish interests because it legitimates the internal Jewish interest in rationalizing
and openly advocating an interest in Jewish group commitment and non-assimilation, what
Howard Sachar (1992, p. 427) terms its function in "legitimizing the preservation of a minority
culture in the midst of amajority's host society." The development of an ethnic, political, or
religious monoculture implies that Judaism can survive only by engaging in a sort of semi-
crypsis. Aslrving Louis Horowitz (1993, 86) notes regarding the long-term consequences of
Jewish life under Communism, "Jews suffer, their numbers decline, and emigration becomes a
survival solution when the state demands integration into a national mainstream, areligious
universal defined by a state religion or a near-state religion." Both Neusner (1987) and Ellman
(1987) suggest that the increased sense of ethnic consciousness seen in Jewish circles recently
has been influenced by this general movement within American society toward the
legitimization of minority group ethnocentrism. More importantly, ethnic and religious
pluralism serves external Jewish interests because Jews become just one of many ethnic groups.
Thisresultsin the diffusion of political and cultural influence among the various ethnic and



religious groups, and it becomes difficult or impossible to develop unified, cohesive groups of
gentiles united in their opposition to Judaism.

Historically, major anti-Semitic movements have tended to erupt in societies that have been,
apart from the Jews, religiously and/or ethnically homogeneous (MacDonald, 1994; 1998).
Conversely, one reason for the relative lack of anti-Semitism in America compared to Europe
was that "Jews did not stand out as a solitary group of [religious] non-conformists (Higham
1984, p. 156). It follows also that ethnically and religiously pluralistic societies are more likely
to satisfy Jewish interests than are societies characterized by ethnic and religious homogeneity
among gentiles.

Beginning with Horace Kallen, Jewish intellectuals have been at the forefront in developing
models of the United States as a culturally and ethnically pluralistic society. Reflecting the
utility of cultural pluralism in serving internal Jewish group interests in maintaining cultural
separatism, Kallen personally combined hisideology of cultural pluralism with a deep
immersion in Jewish history and literature, a commitment to Zionism, and political activity on
behalf of Jewsin Eastern Europe (Sachar 1992, p. 425ff; Frommer 1978). Kallen (1915; 1924)
developed a"polycentric" ideal for American ethnic relationships.

Kallen defined ethnicity as deriving from one's biological endowment, implying that Jews
should be able to remain a genetically and culturally cohesive group while nevertheless
participating in American democratic institutions. This conception that the United States should
be organized as a set of separate ethnic/cultural groups was accompanied by an ideology that
relationships between groups would be cooperative and benign: "Kallen lifted his eyes above
the strife that swirled around him to an ideal realm where diversity and harmony coexist"
(Higham 1984, p. 209). Similarly in Germany, the Jewish leader Moritz Lazarus argued in
opposition to the views of the German intellectual Heinrich Treitschke that the continued
separateness of diverse ethnic groups contributed to the richness of German culture (Schorsch
1972, p. 63). Lazarus also devel oped the doctrine of dual loyalty which became a cornerstone of
the Zionist movement. Kallen wrote his 1915 essay partly in reaction to the ideas of Edward A.
Ross (1914). Ross was a Darwinian sociologist who believed that the existence of clearly
demarcated groups would tend to result in between-group competition for resources. Higham's
comment is interesting because it shows that Kallen's romantic views of group co-existence
were contradicted by the reality of between-group competition in his own day. Indeed, it is
noteworthy that Kallen was a prominent leader of the American Jewish Congress (AJCongress).

During the 1920s and 1930s the A JCongress championed group economic and political rights
for Jews in Eastern Europe at a time when there was widespread ethnic tensions and persecution
of Jews, and despite the fears of many that such rights would merely exacerbate current
tensions. The AJCongress demanded that Jews be allowed proportional political representation
aswell asthe ability to organize their own communities and preserve an autonomous Jewish
national culture. The treaties with Eastern European countries and Turkey included provisions



that the state provide instruction in minority languages and that Jews have the right to refuse to
attend courts or other public functions on the Sabbath (Frommer 1978, p. 162). Kallen's idea of
cultural pluralism as a model for America was popularized among gentile intellectuals by John
Dewey (Higham 1984, p. 209), who in turn was promoted by Jewish intellectuals: "If lapsed
Congregationalists like Dewey did not need immigrants to inspire them to press against the
boundaries of even the most liberal of Protestant sensibilities, Dewey's kind were resoundingly
encouraged in that direction by the Jewish intellectuals they encountered in urban academic and
literary communities" (Hollinger, 1996, p. 24).

The well-known author and prominent Zionist Maurice Samuel (1924, p. 215) writing partly as
anegative reaction to the immigration law of 1924, wrote that "If, then, the struggle between us
[i.e., Jews and gentiles] is ever to be lifted beyond the physical, your democracies will have to
ater their demands for racial, spiritual and cultural homogeneity with the State. But it would be
foolish to regard this as a possibility, for the tendency of this civilization isin the opposite
direction. There is a steady approach toward the identification of government with race, instead
of with the political State." Samuel deplored the 1924 |egidlation and in the following quote he
develops the view that the American state as having no ethnic implications.

We have just witnessed, in America, the repetition, in the peculiar form adapted to this country,
of the evil farce to which the experience of many centuries has not yet accustomed us. If
Americahad any meaning at al, it lay in the peculiar attempt to rise above the trend of our
present civilization- the identification of race with State. . . . Americawas therefore the New
World in this vital respect- that the State was purely an ideal, and nationality was identical only
with acceptance of the ideal. But it seems now that the entire point of view was a mistaken one,
that America was incapable of rising above her origins, and the semblance of an ideal-
nationalism was only a stage in the proper development of the universal gentile spirit. . . .

To-day, with race triumphant over ideal, anti-Semitism uncovers its fangs, and to the heartless
refusal of the most elementary human right, the right of asylum, is added cowardly insult. We
are not only excluded, but we are told, in the unmistakable language of the immigration laws,
that we are an "inferior" people. Without the moral courage to stand up squarely to its evil
instincts, the country prepared itself, through its journalists, by along draught of vilification of
the Jew, and, when sufficiently inspired by the popular and "scientific* potions, committed the
act. (pp. 218-220)

A congruent opinion is expressed by prominent Jewish social scientist and political activist Earl
Raab 1 who remarks very positively on the success of American immigration policy in atering
the ethnic composition of the United States since 1965. Raab notes that the Jewish community
has taken a leadership role in changing the Northwestern European bias of American
immigration policy (19934, p. 17), and he has aso maintained that one factor inhibiting anti-
Semitism in the contemporary United States is that " (a)n increasing ethnic heterogeneity, as a
result of immigration, has made it even more difficult for a political party or mass movement of



bigotry to develop” (1995, p. 91).

Or more colorfully: The Census Bureau has just reported that about half of the American
population will soon be non-white or non-European. And they will all be American citizens. We
have tipped beyond the point where a Nazi-Aryan party will be able to prevail in this country.
We i.e., Jews| have been nourishing the American climate of opposition to bigotry for about
half a century. That climate has not yet been perfected, but the heterogeneous nature of our
population tends to make it irreversible- and makes our constitutional constraints against

bigotry more practical than ever. (Raab 1993b, p. 23).2

It should be noted as a genera point that the effectiveness of Jewish organizations in
influencing American immigration policy has been facilitated by certain characteristics of
American Jewry. As Neuringer (1971, p. 87) notes, Jewish influence on immigration policy was
facilitated by Jewish wealth, education, and social status.

Reflecting its general disproportionate representation in markers of economic success and
political influence, Jewish organizations have been able to have a vastly disproportionate effect
on United States immigration policy because Jews as a group are highly organized, highly
intelligent, and politically astute, and they were able to command a high level of financial,
political, and intellectual resources in pursuing their political aims.

Similarly, Hollinger (1996, p. 19) notes that Jews were more influential in the decline of a
homogeneous Protestant Christian culture in the United States than Catholics because of their
greater wealth, social standing, and technical skill in the intellectual arena. In the area of
immigration policy, the main Jewish activist organization influencing immigration policy, the
American Jewish Committee (AJCommittee), was characterized by "strong leadership
[particularly Louis Marshall], internal cohesion, well-funded programs, sophisticated |obbying
techniques, well-chosen non-Jewish allies, and good timing" (Goldstein 1990, p. 333). In this
regard, the Jewish success in influencing immigration policy is entirely analogousto their
success in influencing the secularization of American culture. Asin the case of immigration
policy, the secularization of American culture is a Jewish interest because Jews have a
perceived interest that America not be a homogeneous Christian culture.

"Jewish civil rights organizations have had an historic role in the postwar development of
American church-state law and policy” (Ivers 1995, p. 2). Unlike the effort to influence
immigration, the opposition to a homogene