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ABSTRACT 

The purpose of the study was to compare the per

formance of fourth grade pupils from an experimental program 

with that of like pupils who had not experienced the program 

to determine program effects. 

The Tucson Experimental Program had been conducted 

for three years prior to that of the present study. It was 

one which has been designed to enhance the growth of 

Mexican-American pupils from disadvantaged areas in four 

important aspects: language competence, intellectual base, 

attituainal base, and the societal arts and skills. 

The design for the present study included the use of 

twenty-five matched pairs of fourth grade pupils, the 

subjects in the experimental group participating for the 

fourth year in the Tucson Experimental Project. Pupils in 

the control group had participated in a conventional non-

experimental program. Pairs had been matched on the basis 

of sex, age, and verbal intelligence. 

Four features of the two programs were in marked 

contrast. For adult supervision, the experimental program 

employed at least three adults: the teacher, the program 

assistant, and the teacher's aide; the conventional program 

regularly used only one adult, the classroom teacher. The 

focal emphasis of the experimental program was upon building 

x 



strong, positive attitudinal and intellectual bases; the 

emphasis of the conventional program was upon academic 

learning. The organization of the curriculum of the 

experimental program was in recognition of total life 

experiences; the curriculum of the conventional program was 

made up of compartmentalized segments of academic learning. 

The teaching materials of the experimental program were 

mainly concrete materials, sensory stimulators, individual 

titles of reading selections, games, and play equipment. 

The teaching materials of the conventional program were 

largely textbooks and teacher-selected learning materials 

for groups. The pupils were organized in groups of five 

most of the time in the experimental program; total class 

and three-group organization characterized the conventional 

program the major part of the school day. 

For the six months' duration of the present study, 

comparisons were made between control and experimental 

groups in performance in reading achievement, in oral 

communication, and in attitude toward school factors and 

self. 

The four hypotheses tested were: there would be no 

significant differences between control and experimental 

groups in reading achievement, in fluency of oral communica

tion, and in attitude toward school factors and self. 

The null hypotheses were supported by findings in 

two areas—reading achievement and attitude toward self. 
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Two hypotheses were not supported by the data; there were 

significant differences favoring the experimental group in 

fluency in oral communication and in attitude toward 

school—when all four factors (classmates, teacher, reading, 

and self) were totaled. 

The conclusion reached was that children from 

Spanish-speaking homes in disadvantaged areas did profit in 

oral communication and attitude toward school from an 

experimental program designed to fit their needs. They did 

not profit significantly in reading achievement or in 

improved self concept, according to tests administered. 



CHAPTER I 

INTRODUCTION 

General Area of the Study 

Educating disadvantaged children is not a new area 

of concern in the history of public school education. 

Presently, however, it is a topic of such magnitude that, 

new or old, it is in the forefront; and many educators have 

been giving the topic priority rating. Several factors may 

have contributed to the phenomenal growth and urgency of the 

matter, and to the dispatch with which school systems have 

responded to the challenge. The growth of urban centers, 

the demands of minority groups, and the alarming rates in 

school dropout have been powerful motivators for program 

development; and. the passage of Public Law 89-10 has been a 

powerful financial facilitator. 

Who are the "disadvantaged"? Within the frame of 

reference of educators interested, in early childhood and 

elementary school education, the disadvantaged are those 

children who are products of the culture of poverty, often 

belonging to a minority group, for whom the conventional 

school curriculum has little relevance. They are the 

"deprived" youngsters described by Crosby (1968) as children 

"whose life style constitutes deprivation in one or more 
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forms which inhibits, blights or warps full fruition of 

self, of intellect, and of emotion" (p. v). 

Mexican-Americans of the Southwest form a minority 

group for whom the school dropout rate has been very high. 

These children who come from Spanish-speaking homes have had 

problems on entering school and in staying in school because 

of limited competence in speaking and understanding English. 

When lack of language skill is combined with inadequate 

experiences, the bilingual pupil often finds himself unable 

to persist in an unsuccessful school venture and drops out. 

The problems of urban living, little market for 

unskilled laborers, educational programs designed mainly for 

middle class students, and the persistence of failure all 

combine to discourage and "push out" disadvantaged youngsters 

from school at an early age. The problems of turning dis

advantaged youth into adequate, productive members of 

society have become increasingly challenging. 

Significance of the Problem Nationally 

The problem of providing adequate educational pro

grams for disadvantaged youth has been recognized in recent 

years by our nation as never before. The passage of PL 89-

10 and. the funding of Title I (poverty area) programs 

attests to this undeniable fact. It is predicted, that the 

problem will continue to grow as a higher and higher per 

cent of our nation^ people swell the population of our 
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cities. In 1965 one out of every three children in urban 

areas was of the poverty group, and the ratio was expected 

to rise to one in two by 1970 (Mackintosh, Gore, and Lewis, 

1965). Since more than 70% of our nation's children now 

live in urban centers, this tremendous majority of deprived, 

children creates a problem for city educators. 

In the nation as a whole, the minority group that 

has a higher dropout rate than any other is that of the 

Mexican-American (Rowan, 1968). Since most of this sub-

cultural group is found in the Southwest, it is here that 

the impact of the problem is most serious. In the elementary 

school, the incidence of underachievement and school failure 

is very high; in the secondary school, the problem eventuates 

in frequent dropout. 

If the unfortunate ones are to become productive, 

adequate members of society, the younger they are when 

initiated into relevant programs the higher the prognosis 

of success. That responsible civic leaders believe this was 

evident from the figures issued by the Washington Office of 

Economic Opportunity; it was stated that, as of 1967, more 

than two million children had participated in over thirteen 

thousand. Headstart centers. If their advantage is to be 

maintained, later programs must be equally relevant. 
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Significance of the Problem Locally 

Tucson, like many cities of the Southwest, has its 

disadvantaged Mexican-American children. According to an 

April 1, 1969, survey of the total number of pupils enrolled 

in Grades 1 through 6 in Tucson District Number One, twenty-

seven per cent were of Spanish surname. In individual 

schools in the poverty area, the percentage of Spanish 

surname children ran as high as 90%. Twenty schools 

qualified for federal funds under Title I, Public Law 89-10; 

and although several minority groups were included, the 

Mexican-American was the largest by far. This group was 

the only large group for whom English was a second language. 

To provide opportunity for young Spanish-speaking 

children to learn English before being confronted with 

English textbooks, it had been the policy in Tucson prior to 

1965 to enroll these six-year olds in "1-C" classes for a 

year. The 1-C class was a pre-first grade in which English 

as a second language was developed for those Mexican-

Americans who spoke little or no English. Placement in 1-C 

was decided by the principal and first grade teachers on an 

informal basis, spoken English being the main criterion 

factor. 

Although it was an advantage for the Spanish-speaking 

beginner to have a full year to learn the English of the 

school, it was a disadvantage for the Mexican-American 

youngster to be one year older than his Anglo classmates as 
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he progressed through the elementary school. Overagedness, 

with its attendant problems, brought dropout and social 

misfits. It was also found that underachievement became 

progressively worse as these language-deprived pupils went 

through the grades. By the end of fifth and sixth grade 

(which was the children's sixth and seventh year in 

school) the cumulative deficit in achievement was as great 

as two or three years for many children. This phenomenon 

has been found to be a nation-wide phenomenon for dis

advantaged children (Whiteman and Deutsch, 1967). It was 

hoped that setting up a more appropriate educational program 

for Mexican-Americans would do away with the necessity for a 

pre-first year and keep these children in mixed classes with 

Anglos of their own age. Thus the Tucson District was very 

pleased to cooperate with The University of Arizona when the 

opportunity was presented to develop a program advantageous 

to Mexican-American pupils. 

Under these circumstances, the Tucson Public Schools 

in 1965 joined the University of Arizona Research and 

Development Center in Early Childhood Education to embark 

upon an experimental project for the benefit of Spanish-

speaking six-year olds in certain schools in disadvantaged 

areas of the city. This program had four major objectives: 

(1) to develop language competence; (2) to establish a 

strong intellectual base for learning; (3) to develop strong 

positive attitudes toward school and learning; and (4) to 
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develop appropriate achievement in the societal arts and 

skills. 

In the Tucson Experimental Project certain advan

tages were supplied for project classes. They included.: 

lower teacher-pupil ratios; additional adult services from 

a program assistant and teacher aides; expanded field trips 

and other experience programs; and additional equipment and 

materials for audio-visual activities and other sensory 

stimulation. The Project began with first grade children 

in September, 1965; and for the three years of the Project's 

duration, one first grade was added each year. By September 

of 1968 the original group of project pupils was beginning 

its fourth year of school. 

Statement of the Problem and Hypotheses 
to be Tested 

During the school year 1968-1969, the fourth year of 

the experimental program, the so-called disadvantaged 

Mexican-American pupils were in the fourth grade. It seemed 

advisable to determine whether or not pupils who had 

participated in the experimental program were realizing the 

benefits which had been envisioned for them. This study was 

designed to ascertain whether pupils from Spanish-speaking 

homes in disadvantaged areas profited more under an experi

mental program designed to meet their needs than under the 

conventional program. The areas of investigation were: 

(1) reading achievement, both word meaning and paragraph 
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meaning; (2) fluency in oral language; (3) favorable atti

tude toward factors in the school situation; and (4) 

favorable concept of self. The purpose of this study was 

to find answers to the following questions: Do fourth grade 

pupils enrolled for three years in a specially designed 

school program evince greater fluency in oral language 

during their fourth year than fourth graders of similar 

backgrounds and ability who have been enrolled in a con

ventional program? Do the pupils from the experimental 

classes achieve greater reading gains in word meaning and 

paragraph meaning than those in the conventional program? 

Are attitudes toward school and self more favorable among 

pupils in the experimental program than among those in the 

conventional program? 

The following hypotheses, which ordered and provided 

direction to the study, were tested: (1) after six months 

in the fourth grade, pupils in the Tucson Experimental 

Project and pupils in the conventional program will show no 

significant differences in reading achievement, either word 

meaning or paragraph meaning; (2) there will be no signifi

cant differences between the experimental and the control 

groups in fluency of oral language; (3) there will be no 

significant differences between the two groups in attitude 

toward school and teacher; (4) there will be no significant 

differences between pupils in the experimental and control 

groups in attitude toward self, or self-concept. The level 
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of significance which was selected in this study was the .05 

level. The instruments used in measurement were: the 

Stanford Reading Achievement Tests; the Oral Fluency Test 

Procedure developed by Walter Loban; and an attitude semantic 

differential scale, "My Feelings About School," developed by 

the investigator. 

Design of the Study 

Twenty-five fourth grade pupils from each of two 

schools in disadvantaged areas of Tucson District Number One 

served as subjects in the study; one group being the experi

mental group and one the control. The experimental group 

was composed of Mexican-American pupils, each of whom had 

been in the Tucson Experimental Project for three years 

prior to September, 1968. During the year 1968-1969 the 

pupils were enrolled in three classrooms in which Project 

and Non-Project pupils were mixed heterogeneously. 

The control subjects, pupils who had not participated 

in the Tucson Experimental Project, were matched with 

experimental subjects on the basis of sex, age, verbal 

intelligence, grade, and years in school. Pupils in both 

experimental and control groups had entered school the same 

year and were Mexican-Americans from Spanish-speaking homes. 

The performance of the matched pairs was compared in 

three areas: in reading achievement, both word meaning and 

paragraph meaning; in attitude toward four factors related 
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to school: classmates, teacher, reading, and self; and in 

oral fluency as measured by communication units and absence 

of language mazes. (A more detailed description is given in 

Chapter III.) 

Assumptions Underlying the Problem 

It was assumed in this study that all experimental 

classes were taught essentially the same curriculum, using 

the same general methods. It was also assumed that the 

"conventional" curriculum of the control classrooms was 

essentially the same in all. Teachers in the experimental 

and control classrooms were selected educators, above 

average in teaching proficiency, and having some teaching 

experience prior to the year of the study. 

Limitations of the Study 

It was recognized that scores obtained on the Lorge-

Thorndike Intelligence Test might be depressed scores for 

pupils coming from Spanish-speaking homes. However, since 

both control and experimental groups had the same dis

advantage, it should not have distorted the matching of 

pairs. The limited number of subjects was due to the 

application of the criterion of three years of enrollment 

in the experimental program, and the difficulty of matching 

pupils who were known to be able to speak little or no 

English in September of 1965. It was also recognized that 

the imbalance in numbers of pupils classified by sex 
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(seventeen boys and eight girls) eliminated the possibility 

of treatment of data for sex differences. Since this was a 

small sampling from a sub-cultural group, generalizations 

from findings may be applied only to like groups. 

Definitions of Terms Used 

The following definitions of terms are presented in 

order to clarify the particular meanings of words used in 

the context of this study. 

Disadvantaged Children 

Children coming from homes lying in "pockets of 

poverty" as defined by Title I, Public Law 89-10, 

directives. 

Pockets of Poverty 

Areas in which at least ten per cent of the families 

have an annual income of less than two thousand dollars. 

Mexican-American 

In this study, a person residing in the United. 

States, at least one of whose parents was of Mexican 

ancestry. 

Bilingual 

One who speaks two languages, as a Mexican-American 

who speaks Spanish and English. 
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Communication Unit 

A meaningful language segment; an independent 

clause. 

Language Maze 

A group of words characterized by many hesitations, 

false starts, and meaningless repetitions; a language 

tangle. 

Fluency of Oral Language 

The ability to use communication units of increasing 

length devoid of "mazes" as identified by Walter Loban. 

Chapter I has presented an overview of the study. 

The significance of the problem, both national and local, 

was substantiated. Some of the facets of education 

important in any program (academic, attitudinal, intel

lectual, and social) have been pointed up. An attempt has 

been made to set a clear and simple, but precise, background 

for viewing the study as it is developed in later chapters. 

Chapter II presents a summary of information 

extracted from related literature which seems pertinent to 

aspects of this study. Although there is much overlap in 

subtopics, focus has been upon four elements in the study 

which deserve special attention. Some topics which were 

mentioned in the introduction are treated more fully in this 

chapter. 
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A detailed description of the research design and of 

methods and procedures utilized will be found in Chapter 

III. Criterion procedures used for matching subjects and 

measurement procedures developed or administered will be 

described. To provide the reader with a frame of reference, 

a description will be given of educational programs used 

prior to the year of the study. 

In Chapter IV the findings are presented. 

Statistical significance, trends, and interesting compari

sons will be treated. Chapter V summarizes the study and 

offers conclusions and recommendations based on study 

findings. 



CHAPTER II 

R£SUM£ OF RELATED LITERATURE 

Education of Disadvantaged Children 

Recent attempts of the government to focus attention 

upon the poor in our culture have given rise to funded 

projects to improve the education of "disadvantaged" chil

dren. The appellation has been used rather broadly to cover 

various kinds of deprivation and disadvantage, but one 

common characteristic has been that of being poor. The 

children whom we are studying are products of the culture of 

poverty (Wilson, 1966) and, because many school experiences 

are not meaningful to them, they may develop hostile atti

tudes. These children described by Whipple (1966) as 

"children without" come from families that lack resources 

sufficient to supply basic needs, let alone those experi

ences which broaden and enrich lives. 

A disproportionate majority of our nation's dis

advantaged group live in the inner-city, and it is here that 

many programs to compensate for a variety of deprivations 

have been initiated. Professional literature describing 

educational programs for disadvantaged children has come 

mainly from America's largest sixteen cities since it is 

here that the problems are most critical. Here conditions 

13 
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which hamper educational progress are found in three areas 

of the child's world: his home, his neighborhood, and his 

classroom (Passow, 1963). In deprived homes adults, when 

present, are so concerned with the problems of living they 

do not often have time to help the child explore his world, 

to reward him for completing tasks successfully, or to help 

him develop a better self-concept (Deutsch, in Taba and 

Elkins, 1966). 

Since the summer of 1965 millions of dollars have 

been expended for projects funded, through Title I (Elementary 

and Secondary Education Act) and the Office of Economic 

Opportunity to provide opportunities for deprived children. 

Have the results been worth the expenditures? In the annual 

report of the National Advisory Council on the Education of 

Disadvantaged Children, "significant progress" was reported 

in overcoming educational disadvantage, but numerous short

comings were cited (Washington Monitor, February 5, 1968). 

According to this report, "The surface of this important 

work has been only lightly scratched." 

Literature on Project Headstart and other compensa

tory programs has been voluminous, but little objective 

research has been reported or widely disseminated. The need 

for meeting government time deadlines has not been conducive 

to the production of thoughtful research studies, nor has 

enough time elapsed for the termination of longitudinal 

projects. In his article "Programs for the Disadvantaged: 
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Promise or Pretense?" Kvaraceus (1966) comments on the 

"thin layer of research on which special practices are 

based" (p. 1), and recommends that the teacher of dis

advantaged learners act as his own researcher by studying 

the learning process and products of his own pupils through 

an "instructional interview." Other educators (Taba and 

Elkins, 1966) lament that "little has been done in the 

current program for the culturally deprived to encourage 

greater participation in school life and to create forms of 

grouping and of learning that enhance interaction and a 

sense of belonging" (p. 16). 

In contrast with this rather gloomy picture, Frazier 

(1968) presents a more optimistic point of view as he 

summarizes seven "Things We Have Learned." Educators, hope

fully, can build programs for the disadvantaged which recog

nize these principles: (1) we must abandon ethnic 

stereotypes; (2) there is need for new concepts of the total 

educational program, rather than "doing more of the same, 

but harder"; (3) something more (a meaningful program) is 

required than simply keeping children in school; (4) of the 

various factors in a total educational system for disad

vantaged children all should be of high quality but the two 

most important are curriculum development and teacher educa

tion: (5) a preventive program is more desirable than a 

remedial one; (6) curriculum must be the focus of planning 

efforts, not organization; and (7) school staffs must 
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understand the differences between the disadvantaged child's 

world and their own, and the importance of their own atti

tudes. 

Although uniform successes have not been reported 

from Project Headstart, still many of the most successful 

educational ventures have dealt with very young children. 

Recent changes in attitude toward fixed intelligence have 

resulted in increased attention to providing experience for 

the child in his early formative years. Educators involved 

in providing programs of "Early Systematic Intervention" as 

reported by Deutsch et al. (1967) conclude that this 

emphasis is the most effective means for alleviating or 

eliminating later social and learning disabilities. Incre

ment from improved ways of working with young children 

should soon be making significant contributions to pupil 

growth in the middle years of all children. 

Much of the reported literature has dealt with 

Headstart and early childhood programs. These, however, 

have not been the only levels in which compensatory programs 

have been conducted. Two programs which have been widely 

reported have involved older children. The Great Cities 

Program, initiated in Detroit, and New York's Higher 

Horizons Program, have received wide recognition for both 

comprehensive planning and execution (Shaw, 1966). 

The Detroit program has featured: (1) reinforcement 

of the teacher's work through services of additional 
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consultants and specialized personnel; (2) the involvement 

of parents in school activities; (3) the involvement of the 

total community in after-school and evening programs; and 

(4) the provision of additional funds over and above the 

regularly appropriated school apportionment. 

The Higher Horizons Project, an outgrowth of the 

Demonstration Guidance Project, also emphasized the four 

features of the Detroit Program, but involved junior high 

and senior high students. Of this program Frank Riessman 

wrote: "There is no question that the program did a 

splendid job in demonstrating . . . that educationally 

deprived children can learn" (Shaw, 1966). 

One generalization that has been increasingly 

significant in the review of project literature is the 

necessity for parent and. community involvement if programs 

are to have any lasting improvement effects. 

Bilinguals in Disadvantaged Areas 

The literature of the Southwest that describes 

bilinguals and bilingualism generally refers to Mexican-

Americans, since Mexican-Americans form the largest minority 

group that speaks two languages. Young children from 

Spanish-speaking homes may be more accurately described as 

monolingual, not bilingual; and they may need to learn 

English as a second language. 
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The educational programs of Mexican-American migrant 

farmhands have received much attention recently (Noar, 

1967). Some of the same problems experienced by them show 

up in the education of Mexican-American families more 

permanently settled in cities of the Southwest. Poverty is 

far more prevalent among Mexican-Americans than among Anglo-

Americans of the Southwest (The Invisible Minority. 1966). 

According to the census figures for 1960 there were about 

45% more Spanish surname families with incomes below $3,000 

than there were of the same income in the general population 

of Arizona. The "legacy of poverty" was a natural gift from 

Mexican immigrants who had come to the United States as 

unskilled laborers dissatisfied with conditions in Mexico. 

The Mexican-American child from a poverty area 

suffers the deprivation of other disadvantaged groups, with 

the additional handicap of lacking any school-oriented, 

language. Not all poor Mexican-Americans are "culturally 

deprived," so this emotion-packed term is avoided in 

referring to economic poverty. Distinguishing between 

culturally-deprived and culturally different, Brooks (1964) 

classifies Carlos, a child of Puerto Rican parents as 

"culturally different." The family has little money but a 

rich home life and many experiences with music, literature, 

and the arts (Brooks, 1964). Another child, one who exists 

in a home of very poor quality, is identified as "culturally 

deprived." The home lacks not only material comforts but 
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also the warmth of any close relationship or rewarding 

experiences with any environmental factors. 

A common conclusion reached by educators who worked 

with so-called bilinguals was that the schools must compen

sate for limited home experiences by providing a rich and. 

satisfying educational program. Meaningful vocabulary 

growth can only be insured through the supplying of experi

ences, real and synthetic (Tireman, 1955). Another even 

more basic need is that of learning how to learn (Shriver 

and Keppel, 1965). 

Concerned educators who have worked with bilingual 

children over the years recommend that teachers first become 

aware of some of the bilingual child's cultural background 

and the value which his culture places on education before 

attempting to teach specific concepts with given methods and 

materials (Kasdon, 1962). Bumpass (1961) identifies for 

teachers three processes which she believes must precede 

reading English for the Spanish-speaking child. They are: 

(1) development of the ability to "hear" (understand aurally 

in the new language); (2) the ability to "repeat" (produce 

orally with correct pronunciation and intonation); and (3) 

to "use" (have intensive practice in correct usage in basic 

sentence patterns) all words which will be found in beginning 

reading. 

In the consideration of a desirable program for 

beginners of Mexican-American parentage, there are two 
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schools of thought. One group recommends instruction in 

both Spanish and English; the other advocates the developing 

of English alone through experiences and the labeling of 

experiences in English terminology. The Invisible Minority 

(1966), in its recommendations for desirable programs, 

states: "Instruction in pre-school and throughout the early 

grades should be in both Spanish and English." It also 

recommends that a program in the mother tongue be continued 

through high school years. 

Gaarder (1965), in a position paper on education of 

bilingual children, states: "The best language policy for 

the education ... of Spanish-speaking children in the 

American Southwest includes the point that the child's first 

schooling should be in the mother tongue, and he should be 

made literate first in Spanish" (p. 5). 

In Laredo, Texas, a program was begun with first 

graders in September, 1964, to instruct both Anglos and 

Spanish-speaking children in both English and. Spanish. Oral 

activities were participated in by children in a given 

classroom in an alternation pattern; first the children 

spoke a few sentences in English, then the same context in 

Spanish. The program progressed through the grades one year 

at a time. 

In opposing a separate first grade classroom for 

children who do not speak English, George I. Sanchez, from 

the University of Texas, states that such segregation makes 
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no distinction between children who have well-developed 

concepts and those who have not. He would distinguish 

among the children who have a language handicap by classify

ing them in three groups: (1) those who have the required 

concepts and labels for them, but the labels are non-

English; (2) those who have concepts but no labels, English 

or non-English; and (3) those who have neither well-developed 

concepts or correct labels for them. Classifying children 

as speaking English or not speaking English is too gross a 

dimension. 

The California State Department of Education has 

recognized the importance of educating Mexican-Americans 

through the establishment of annual conferences termed 

"Nuevas Vistas Conferences." In the second of these, Edward 

Hanson, Education Project Specialist, Bureau of Elementary 

and Secondary Education, identified three kinds of programs 

in bilingual education carried on in the state of California: 

(1) those in which content material is taught to Spanish-

speaking pupils in their native tongue, while skills of 

English are being instilled; (2) those in which the Spanish-

speaking child, is taught in Spanish and English throughout 

the school experience; and (3) those in which all children 

are taught in two languages, producing a truly bilingual 

society (California State Department of Education, 1969). 

The desirability of having a teacher who speaks the 

native language of his pupils is not unanimously agreed upon 
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by educators. In the report of English as a Second Language 

Programs from New York City Schools (Reading Newsreport. 

1968), it is pointed out that "a teacher's knowledge of the 

native language of her students had no significant effect, 

and the best motivation to learn English was found where 

students were grouped with English-speaking classmates" 

(p. 18). 

In many school systems an effort is made to secure 

Spanish-speaking teachers for Mexican-American pupils, 

particularly beginners. Seldom is it possible to find 

enough qualified certificated teachers who are also bilin

gual to fill all the positions available. However, other 

administrators place above the ability to speak Spanish the 

characteristic of being a warm professional teacher who 

accepts all children. As Dr. Marie Hughes (1958) writes: 

"It may be said that the primary feature differentiating a 

professional teacher from any other educated adult is his 

acceptance of children—all children"; and later: "Accept

ance in some way says to the child, »You are important for 

yourself. You count with us because you are you'" (p. 16). 

Acceptance by the teacher is even more important to 

disadvantaged children than to others (Noar, 1967). Since 

many deprived children already have negative feelings about 

themselves and their ability when they come to school, it is 

very important to their self-concepts to be wanted in the 

classroom by the teacher. 
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Intellectual Development of the Disadvantaged 

Recent findings concerning the possibility of 

building intelligence through the provision of experiences 

have brought new hope for the improvement of disadvantaged 

children's "intelligence." Psychological literature abounds 

with references which offer sound support for the theory 

that intelligence is not fixed, but is subject to modifica

tion through experience (Hunt, 1961; Bruner, 1966; Deutsch, 

1967). Reports by Hunt (1961) in his Intelligence and 

Experience have been widely accepted in support of the idea 

that intelligence and experience are inter-related, and that 

a child's intellectual development increases as he interacts 

with his environment. 

In referring to changes in the idea of fixed intel

ligence, Hunt (1966) states: "These changes make sensible 

the hope that, with improved understanding of early 

experience, we might counteract some of the worst effects 

of cultural deprivation and raise substantially the average 

level of intellectual capacity" (p. 83). 

If intelligence is not fixed at birth (and much 

evidence indicates that it is not), if it is the product of 

experience or interaction with the environment, this cer

tainly offers great encouragement for educators working to 

provide increased opportunities for deprived children. 
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Experience, per se. may not result in the desired 

growth, however. Deutsch (1967) cautions, "It is highly 

likely that experience alone is not enough to enable the 

disadvantaged child to overcome the poverty of his back

ground. What is probably necessary is experience that is 

engineered, labeled, verbalized, and repeated in such a way 

that it is made relevant both to the child's previous 

experience and to his later activities" (p. 160). So the 

teacher still has an important role to play in making 

experiences meaningful. 

What are some of the characteristics of disadvantaged 

children which should be recognized in relation to learning? 

Deutsch (1967) classifies them in three areas, those of 

verbal, perceptual, and attention characteristics. She 

identifies some of the verbal differences between disad

vantaged and middle-class children as being the disad

vantaged child's use of simpler syntax, fewer and less 

descriptive terms, and fewer words in a statement. These 

characteristics she attributes to the fact that in the 

conversations of parent and child, sentences and commands 

are brief and infrequent. Meager furnishings in the home 

lead to meager descriptions and labeling. 

In the perceptual area, Deutsch speculates that 

visual perception may be impaired because of lack of experi

ence and practice, and that perceptual discrimination may be 

on a continuum like other abilities or skills. Her 
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references to the work of Fantz and von Senden (Deutsch, 

1967) indicate her belief that early and frequent experience 

with form discrimination (or lack of it) may materially 

affect accuracy and ease in later years. Auditory percep

tion, though less is known about this area, seems to lead to 

similar conclusions in regard to experience and practice. 

However, the widely accepted hypothesis Deutsch (1967) 

expresses is that the "noisy background and the weak signal 

conditions under which slum children live predispose them to 

learn early to tune out auditory stimuli" (p. 153). Some 

experiments have shown little or no improvement in auditory 

improvement, even with direct training. 

The third area to be considered is that of atten

tion. It is obvious that if a child does not attend, he 

cannot learn. What he will attend to also involves interest 

and motivation, but the duration of the child's attending is 

determined somewhat by previous experience and habit. To 

quote Deutsch (1967), "A child who has not previously been 

exposed to as much as ten minutes of uninterrupted speech 

will have great difficulty in listening all the way through 

so long a statement" (p. 155). 

Attention has been linked with the factor of 

curiosity (Waetjen, 1964), and the increase of attention 

with the incongrous, the ambiguous, or the novel. All of 

these vary with individuals according to previous experience 

and motivation. 
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Related to attention is that of memory, another area 

in which the disadvantaged child may perform poorly. 

Several factors in the child's early years may contribute 

to poor memory performance (Deutsch, 1963). Orientation to 

the present rather than to the past may account for lack of 

memory practice. Since there is less sharing of activities 

and reminiscences between child and adult in deprived homes, 

this lack may contribute to poorly developed memory. 

Teaching strategies which are a natural outgrowth of 

the recognition of the disadvantaged child's characteristics 

are: (1) motor-oriented teaching, including the use of 

teaching machines; (2) using tangible rewards; and (3) 

deliberate planning for gradually lengthening interest span 

(Goldberg, 1963). 

"Learning to learn" has already been mentioned as 

one of the great needs of the deprived child (Shriver and 

Keppel, 1965). "Learning to learn" is defined as encom

passing several processes (Bloom, Davis, and Hess, 1965): 

(1) motivating children to enjoy learning; (2) developing 

their ability to attend and to persist in tasks; (3) train

ing them to accept delay in rewards and to work for longer-

term goals; and (4) developing the point of view that adults 

can be sources of information, ideas, approval, and reward. 

It is refreshing to note that one writer (Riessman, 

1966b) presents some "pro's" for the disadvantaged in an 

article, "The Overlooked Positives of Disadvantaged Groups." 
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He has equated "slowness" with "sureness"; and even finds 

one characteristic of the disadvantaged which is shared by 

some creative individuals, that of single-mindedness. At 

any rate, Riessntan does educators a service in reminding 

them that "every cloud has a silver lining," if they but 

look for it. There may be advantages in being "disad

vantaged. " 

Language Development and the Self-Concept 

Two of the common characteristics found among older 

disadvantaged youth, particularly dropouts, have been poor 

self-concept, and an attitude of inevitable failure. The 

older the youth, the more deep-seated is the poor self-

image; this is quite understandable because the cumulative 

effect of school or academic failure has often provided 

reinforcement through a multitude of experiences. Whiteman 

and Drutsch (1967) in their report of the interrelatedness 

of deprivation, self-concept, and cognitive achievement 

concluded that there was a significant relation between 

increased deprivation and a more negative self-concept. 

Any child, whether disadvantaged or advantaged, 

needs experiences of success to develop an adequate self-

concept. If life has supplied more failures than successes 

to children it naturally follows that the trend must be 

changed or reversed if the self-concept is to be strength

ened. Educators, therefore, are experimenting with programs 



28 

which will insure increasing proportions of success in the 

school world, and. expect the most hopeful results when the 

process is initiated with very young children. The indi

vidual learns about self "from the mirror of other people" 

(Combs, 1962). To a large extent the verbal responses of 

significant persons in the child's world build this reflec

tion (Hughes, 1958). Teachers and others, then, must 

cultivate the habit of positive, supportive responses to 

children's acts. A classic example of the effectiveness of 

teacher's expectations upon pupil growth is contained in the 

study reported by Rosenthal and Jacobson (1968) of "self-

fulfilling prophecy." In this study the effect of a 

teacher's belief (though factually unfounded) that pupils 

would make unusual intellectual gains in his classroom did 

in fact result in unusual gains. 

As a part of the child's total life situation, 

language development and social development grow apace. 

The child's willingness to speak is dependent upon his rela

tion with others (Hughes, 1958). In programs for the dis

advantaged in which children have minimum language facility, 

it is necessary for adults in the classroom to develop 

children's confidence in speaking, as well as to set a model 

for imitation. The total human and physical environment of 

the classroom is completely involved in language development. 

Linguists speak of the "primary" language as the 

customary English of our schools, and "secondary" languages 
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as those forms of language which are not basic but used with 

small groups of persons. Riessman (1966a) points out the 

difficulty which arises when language other than standard 

English functions as a group's primary language, but is not 

accepted in the schools: "One's primary language is not be 

be denied, lightly for it is, in very basic ways, one's own 

self. Asking the disadvantaged child, to suppress the 

language he brings to the learning situation is equivalent 

to demanding that he suppress his identity and all the 

defenses that go with it" (p. 80). The teacher must be 

ingenious and sincere in accepting disadvantaged children's 

language; in addition, he must help them to grow linguis

tically. Competence in the spoken language appears to be 

basic for competence in reading and writing (Loban, 1963). 

Educators consider this another reason for beginning with 

oral language emphasis. 

In the literature on disadvantaged children, readers 

are continually warned, to be wary of over-generalizing or 

assuming that all disadvantaged children are alike. Most 

characteristics can be placed on a continuum; individuals 

within a group may differ greatly. Nevertheless, there is 

one common factor among the disadvantaged children reported.— 

that of language handicap. From his investigations in 

Project Potential, Metfessel describes children from the 

culture of poverty as typically having parents who do not 

have language skills to enable them to foster children's 
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language; typically being crippled in language development 

because they do not have names for objects, activities, and 

classes or groups. And. it is this language handicap which 

is of the greatest importance in school (Noar, 1967). 

Ware found that children from low socio-economic 

backgrounds have extremely limited conversational vocabu

laries. Kunz and Moyer (1969) found, no significant differ

ence between advantaged and disadvantaged five-year olds in 

sentence length when children used their own vocabularies. 

However, they did find differences in vocabulary scores and 

motor skills. 

Studies concerned with the maturity of children's 

language are reported briefly by Strickland (1962). One of 

her statements supported the conclusion that mean sentence 

length as a measure of linguistic maturity is most reliable, 

objective, and easily understood. Findings of her own three-

year study include data concerning the great variability of 

children's language and the linguistic patterns observed. 

The need for further research was cited in the area of the 

help children need, with language usage and understanding 

sentence structure. She states: "Certainly the number of 

long, run-on sentences used by many children was evidence of 

need for help both with cutting long units into shorter 

units on the basis of meaning, and with transmitting some 

coordinately arranged units into subordinate ones to clarify 

meaning and perspective" (p. 103). 
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Treatment of the topic, "Language Development," in 

the Encyclopedia of Educational Research (Harris, 1960) 

includes data on conditions that affect language development 

of young children. In 1954 McCarthy (Harris, 1960) sum

marized data which support the generalization that the 

"quality of a child's early linguistic environment is the 

most important external factor affecting the rate of language 

development" (p. 748). Going beyond that, in 1951 Milner 

(Harris, 1960) demonstrated that the wide variety of differ

ences developed in home language is associated with the 

child's performance in first grade. 

Many have called attention to the meager background 

of experiences typical of disadvantaged children. This has 

been accepted as one of the basic causes for the limited 

speaking and reading vocabularies of these deprived youth. 

Studies have shown (Figurel, 1964) that culturally disad

vantaged children at the end of sixth grade have vocabularies 

comparable with those of many first and second grade chil

dren in higher socioeconomic groups. Functionally, the sixth 

grader from this group may be able to read only every second 

and third word in the average textbook. Figurel (1964), in 

pleading with teachers for more relevant experiences for 

disadvantaged pupils, states: 

If reading competency is commensurate with one's 
experience, and much evidence seems to prove that 
this is true, culturally disadvantaged, children, 
with their limited, experiences, can be expected 
to do very little effective reading in textbooks 
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they now use. To help these children read 
better they must be helped to live better, and 
in this the teacher has the world at her 
command (p. 164). 

Helping children live better will surely help them 

develop better self-concepts; successful experiences in 

school may do the same. The individualizing of instruction, 

psychologists tell us, will also serve to develop the 

child's feeling of adequacy (Combs, 1962). 



CHAPTER III 

RESEARCH DESIGN AND PROCEDURES OF STUDY 

The present study grew out of the need to evaluate 

an experimental program for two reasons: to determine the 

present status of pupil growth, and to project the future 

course of the cooperative experimental project in terms of 

incorporation into the regular system-wide plans of the 

school district. Did the results or trends already evident 

warrant adoption of the program as district policy? 

The Experimental School 

The school from which the experimental subjects were 

chosen was one of eight that had participated in the Tucson 

Experimental Project through its fourth year (1968-1969). 

It was a school located in a "pocket of poverty" and eligible 

for funds under Title I of PL 89-10 since it had 18% of its 

families (more than the required 10%) that received an annual 

income of less than $2,000. According to the 1960 census, 

the average annual income of families in this tract was 

$4,168; the school district made up about fifty per cent of 

the total tract. Over 66% of the children in this district 

had Spanish surnames. 

33 
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The Control School 

According to the 1960 census, the average annual 

family income in the school district was $3,984, with 12.7% 

of the families receiving an annual income below $2,000 (see 

Table I). At that time 54.9% of the families had Spanish 

surnames. On the basis of general economic level and 

percentage of Mexican-American families, the control and 

experimental communities were highly similar. Pupils in the 

control school had not participated in the Tucson Experi

mental Project, but in 1965 had pupils entering first grade 

who would have been eligible for I-C, had there been such a 

program. 

Table I. Comparison of Economic Status of Two School 
Districts (1960 Census) 

Average Annual % of Families Receiving 
School Family Income Annual Income Below $2,000 

Experimental $4, 168 18% 

Control $3, 984 12.7% 

The Subjects 

The experimental subjects were fourth grade pupils 

enrolled in three separate classrooms of the experimental 

elementary school. All were Mexican-Americans, having come 
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from a group that could speak little or no English on 

entering first grade. The first criterion for selection 

as a subject was participation for the fourth year in the 

Experimental Project. No pupil was included who had been 

in school more than three years previous to the year 1968-

1969, thus eliminating the possibility of including pupils 

not making normal school progress. Seventeen boys and eight 

girls qualified for inclusion in the study, and these 

twenty-five pupils became the experimental subjects. The 

age range of pupils on October 1, 1968 was from 8 years, 9 

months to 10 years, no months, with a mean age of 9 years, 

3 months (see Table II). 

Table II. Description of Subjects by Sex and Age on 
October 1, 1968 

Age Interval in Years and Months Boys Girls Total 

9-9 to 10-0 
9-5 to 9-8 
9-1 to 9-4 
8-9 to 9-0 

1 
5 
6 
5 

0 
1 
4 
3 

1 
6 
10 
8 

Totals 17 8 25 

Mean = 9 yr. 3 mo. 
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For the purpose of identifying matching control 

pupils on the basis of verbal intelligence, the Lorge-

Thorndike Intelligence Test, Level B, was administered the 

last week in September. The Verbal Score stanine group was 

used as the matching criterion. All pupils, both experi

mental and control, came from Spanish-speaking homes in low 

socio-economic areas, and were in their fourth year in 

school. Individual pairs were matched on the basis of (1) 

sex; (2) age, within a 4-month interval; (3) verbal intel

ligence within a three-stanine group. The differentiating 

factor was participation or non-participation in the Tucson 

Experimental Project (see Table III). 

Table III. Description of Subjects by Verbal Intelligence 
and Sex 

Verbal Intelligence Boys Girls Total 

Above average 
(Stanine 7) 1 0 1 

Average 
(Stanines 6-5-4) 10 5 15 

Below average 
(Stanines 3-2-1) 6 3 9 

Totals 17 8 25 

Mean = Stanine 3.92 
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Description of Tucson Experimental Project 

The program in which the experimental subjects were 

participating for the fourth year was one which was espe

cially designed for young children from Spanish-speaking 

homes in low economic areas (Hughes, 1968). The goals of 

the program included improvement in four areas: language 

competence, building an intellectual base, developing an 

appropriate attitudinal base, and growth in the societal 

arts and skills which would enable pupils to take their 

place as contributors in modern society. 

The classroom was organized in small groups of 

pupils, preferably five in a group, in a flexible pattern 

of scheduling which allowed much interaction between pupils, 

and between pupils and an adult. Pupils in a given class

room would have daily opportunities to interact with at 

least three adults: the teacher, the teacher aide, and the 

program assistant. The program assistant was a "change 

agent," a master teacher who worked with an average of 

thirteen teachers, usually in one or two schools, to promote 

the philosophy and implementation of the experimental pro

gram. 

Pupils were enrolled in a heterogeneous pattern. 

However, during the first three years of the project, member

ship in experimental classes was limited to pupils who came 

from Spanish-speaking homes and would have qualified for a 

1-C class on entrance to school. During the fourth year 
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experimental class pupils were enrolled in classrooms with 

non-experimental pupils in a truly heterogeneous fashion. 

The classroom resembled the self-contained classroom in that 

one teacher worked with a given group of pupils (usually 20 

to 30), but other adults served as resource people. 

The classroom environment gave rich evidence of 

interest centers and on-going learning activities. Freedom 

to explore and a climate of trust and encouragement provided 

opportunity for pupils to develop positive self-images, and 

consistent discriminating reinforcement of appropriate pupil 

behavior was given by adults. Individualization was 

encouraged as an instructional procedure, and pupils were 

urged to help each other succeed. Outside the classroom 

many walking trips and bus trips were experienced, with the 

experiences mediated through language in a variety of ways. 

The Conventional Program 

The conventional program of the non-experimental 

schools, of which the control fourth grade was a part, 

followed basically the organization of the self-contained 

classroom with some cluster grouping for specific subject 

areas; classroom enrollment was on a heterogeneous basis. 

The teacher was usually the only adult in the classroom with 

an adult resource person only on special occasions. Skills 

teaching was usually done with total class, two-group or 

three-group organization. Schedules were quite rigidly 
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adhered to, and the textbook played a major role among the 

teaching materials. 

An average of three field trips were available to 

each class per year. Audio-visual equipment was shared 

among several classrooms. 
\ 

Reading Achievement 

To measure reading achievement and growth, the 

Stanford Reading Achievement Test, Form WM, Word Meaning and 

Paragraph Meaning, was administered to both populations as a 

pre-test the last week in September, and a post-test the 

first week in April. Pupils recorded answers on IBM answer 

sheets, since this was a machine-scored test. This was the 

subjects' first experience with the use of an answer sheet. 

Improvement in both reading sub-test areas was computed for 

the six-month school period. National stanine norms were 

used for comparisons. 

Attitude Scales 

An improved attitude toward self, toward learning, 

and toward other school factors was one of the goals of the 

Experimental Project. Because standardized tests for 

measuring this affective area in young children were not 

available, the investigator constructed an instrument, My 

Feelings About School. This scale made use of semantic 

differential scales as described by Osgood (Kerlinger, 

1965). Four factors in the school situation (classmates. 
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teacher, reading, and self) were rated by the pupil using 

bipolar adjectives on a five-point scale. Five pairs of 

adjectives were used for each of the four divisions of the 

test, so that a minimum score of 5 and a maximum score of 25 

were possible for each of the four divisions of the test. 

The possible total score range for a given test was from 20 

to 100 points. The test was administered three times at 

approximately nine-week intervals. 

A pilot study was run on the administration of My 

Feelings About School in a fourth grade classroom similar to 

the project classrooms. The administrator used two sample 

items for practice before the test instrument was used. 

Pupils showed they were unfamiliar with -the technique of 

selecting gradations between two polar points. They tended, 

to select points one and five on a 5-point scale rather than 

the intermediary points of 2, 3, or 4. For example, the 

nine-year old pupils saw colors as "black or white, with no 

grays in between." 

To familiarize pupils with the use of the rating 

scale, an additional practice page of three samples using 

bipolar adjectives was composed; and a second classroom was 

used for a trial run. This time the pupils showed more 

acceptance of the rating technique, and did choose inter

mediary points as well as extreme positions on the 5-point 

scale. 
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My Feelings About School was administered three 

times (at nine-week intervals) to experimental and control 

groups during the six-month experimental period. The 

investigator personally administered each of these tests, 

reading aloud all items with pupils so that reading achieve

ment could be eliminated as a possible barrier to pupil 

comprehension of the question. 

Oral Communication Tapes 

One of the goals of the Experimental Project was the 

acquisition of language competence with special emphasis 

upon oral fluency. For this reason tapings were made of 

each pupil's response to the motivation of a picture and the 

request to tell of some personal experience of which the 

picture reminded him. 

The interviewer was a teacher experienced in working 

with eight- and. nine-year olds. The interviewer established 

rapport by walking the pupil to the conference room and 

stopping at a display case to allow the pupil to explain 

the exhibit. The interview took place in a conference room 

in which were displayed, three large colorful pictures. 

(These were chosen from Silver Burdett Social Studies 

folders.) The subject was asked to choose one of the three 

pictures and tell about a happening of which the picture 

reminded him. The oral communication was taped and tran

scribed. 
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Each transcription was analyzed by the investigator 

according to the procedure described by Walter Loban in 

The Language of Elementary School Children (see Appendix B). 

The following items were noted: (1) number of words in the 

transcription; (2) number of communication units (independent 

clauses); (3) total number of words in communication units; 

(4) average number of words per communication unit; (5) 

number of mazes (language tangles); (6) total number of words 

in mazes; and (7) average number of words per maze. The 

relation was found between (1) the words in mazes and the 

total words in the transcription; and (2) the number of mazes 

and the number of communication units. 



CHAPTER IV 

ANALYSIS OF DATA AND INTERPRETATION OF FINDINGS 

The comparative study of Mexican-American children 

from Spanish-speaking homes had been designed to show the 

relative effectiveness of the Tucson Experimental Project 

and the conventional school program .in producing pupils 

competent in reading, in oral fluency, in positive attitude 

toward school, and in attitude toward self as an adequate 

individual. All pupils had spent three years and one month 

in school when the study was begun. They had spent three 

years and seven months in school when the study was com

pleted. The period of Project participation for the Experi

mental Group was a total of 34 school months (three school . 

years and seven months). The period of participation for 

the Control Group in the conventional program was the same 

number of school months, with a six-month period from 

October 1 to April 1 forming the basis for calculating 

reading gains for both groups. No comparable tests were 

administered to all first graders at the time of the initia

tion of the Tucson Experimental Project, so it was impos

sible to measure gains over the 34-school-month period (or 

three years and seven months). 

43 
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Reading Achievement 

Hypothesis One states: "After six months in the 

fourth grade, pupils in the experimental program and pupils 

in the Control Group will show no significant differences in 

reading achievement, either word meaning or paragraph mean

ing. " 

The Stanford Reading Test, Intermediate I, Form W, 

was administered about October 1 and again six months later 

to both experimental and control groups. Mean raw scores 

were computed and a comparison made between pre-test and 

post-test scores of both groups. When the t test was 

applied for significance of mean differences, no significant 

difference was found between groups in either word meaning 

or paragraph meaning of either pre-test or post-test data. 

In reading achievement, the fourth grade pupils of the 

experimental group were not significantly different from 

those of the control group either at the beginning or end 

of a six-month period in the fourth grade (see Table IV). 

When within-group comparisons were made, the gains 

of the experimental group were not statistically significant 

in either word or paragraph meaning. However, the control 

group showed significant gains at the .01 level of confidence 

in both word meaning and paragraph meaning when the test was 

applied to wi thin-group comparisons. Since there were no 

significant differences between the two groups of fourth 

grade pupils either at the end of one month in the fourth 



Table IV. Comparison Between Gxoups of Reading Test Scores 

Experimental 
Group Control Group 

Read ing 
Subtest 

Mean 
Raw 
Score S.D. 

Mean 
Raw 
Score S.D. r Diff. t Sig. 

Word Meaning 
(Pre) 10.16 5.34 8.12 4.03 .03 2.04 1.55 NS 

Word Meaning 
(Post) 11.00 5.11 11.48 4.35 .18 .48 .39 NS 

Paragraph 
Meaning (Pre) 17.00 8.59 15.12 4.08 .36 1.88 1.16 NS 

Paragraph 
Meaning (Post) 18.88 9.80 21.76 6.78 .19 1.88 1.12 NS 

NS = Not Significant. 

Diff. = Difference. 
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grade (the experimental group having spent three years in 

the Experimental Project) or at the end of the six-month 

school period under observation, it can be assumed that for 

these pupils the experimental program did not affect reading 

growth significantly. Under the conventional program, the 

control group did make significant gains in reading achieve

ment during the six-month school period (see Table V). 

Hypothesis One was supported by the data; the two 

groups showed no significant differences in reading achieve

ment. 

Oral Communication 

It was hypothesized that there would be no signifi

cant difference between the experimental and control groups 

in fluency of oral language at the end of six months. 

Fluency was to be determined by the number and length of 

communication units in oral taping, and by the absence of 

mazes, or language tangles. 

Each pupil had been interviewed in an individual 

conference. The child was shown three pictures, asked to 

choose one which interested him, and requested to tell of 

one of his own experiences recalled by the stimulation of 

seeing the picture. The child's responses were taped, 

analyzed, and "scored" according to the procedure identified 

by Walter Loban (1963) in The Language of Elementary School 

Children. 



Table V. Comparison Within Groups of Reading Test Scores 

Fall 1968 
Pre-Test Spring 1969 Post-Test 

Mean 
Raw 
Score S.D. 

Mean 
Raw 
Score S.D. r Diff. t Sig. 

Experimental Group 

Word Meaning 10.16 5.34 11.00 5.11 .51 .84 .81 NS 

Paragraph 
Meaning 17.00 8.59 18.88 9.80 .48 1.88 1.00 NS 

Control Group 

Word Meaning 8.12 4.03 11.48 4.35 .65 3.36 4.75 * *  

Paragraph 
Meaning 15.12 4.08 21.76 6.78 .08 6.64 4.35 * *  

**Significant at .01 level of confidence. 

NS = Not Significant. 

Diff. = Difference. 
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The following seven items were tabulated for each 

child's taped response: (1) total number of words in the 

transcript; (2) number of communication units (usually 

independent clauses); (3) total number of words in communica

tion units; (4) the average length of a communication unit; 

(5) the number of mazes or "language tangles"; (6) the 

number of words in mazes; and (7) the average length of a 

maze. The data were obtained for all subjects, and totaled 

for both experimental and control groups. A preliminary 

examination of the data revealed a wide range of scores and 

an extremely skewed distribution for both control and experi

mental groups. For this reason, the Chi-Square median test 

was chosen to compare performances of the two groups of 

pupils. 

An analysis of the data is given in Table VI. Among 

the seven variables tested, a significant difference between 

groups was found in only one—"Total Words in Communication 

Units." The performance of the Experimental Group was 

significantly higher at the .05 level of confidence in total 

length of communication units. In other words, pupils in 

the Experimental Group talked more in meaningful language 

than pupils in the Control Group in describing their 

experiences. 

Besides the seven variables scrutinized above, two 

other items were evaluated: the relationship of the number 

of words in the mazes to the total words in the transcripts; 



Table VI. Comparison of Two Groups in Oral Fluency 

Total 
Group 
Median 
N=50 

Experimental 
Group 
N=25 

Control Group 
N=25 

Above 
Median 

Below 
Median 

Above 
Median 

Below 
Median 

Total Words in 
Transcript 

Number of 
Communication Units 

Total Words in 
Communication Units 

Average Words per 
Communication Units 

Number of Mazes 

Total Words in 
Mazes 

Average Words per 
Maze 

135.00 

17.00 

130.00 

7.82 

2 .00  

7.00 

3.50 

16 

16 

16 

11 

13 

12 

12 

9 

9 

14 

12 

13 

13 

10 

10 

9 

14 

16 

14 

13 

15 

15 

16 

11 

9 

11 

12 

2.88 .09 

2.88 .09 

3.92* .05 

,72 

,74 

.32 

, 08  

.40 

.40 

.56 

.75 

•Significant at the .05 level of confidence. 
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and the relationship of the number of mazes to the number of 

communication units. 

Table VII gives the percentage of words in mazes in 

relation to total words in transcripts. It is evident that 

the percentage shown for the Control Group (9.85%) is about 

twice that of the experimental group (5.02%). Pupils in the 

experimental group talked more and had fewer losses of 

meaning through mazes. 

Table VII. Comparison of Two Groups Showing Words in Mazes 
in Relation to Total Words 

(1) Total Words (2) Total Words Percentage 
Group in Mazes in Transcripts (1) to (2) 

Experimental 202 4020 5.02% 

Control 382 3880 9.85% 

In Table VIII the comparison is made of number of 

mazes to number of communication units. In this data also 

it can be seen that the Control Group has about twice the 

proportion of mazes to communication units, which was found 

for the experimental group. The experimental group may be 

said to have consistently fewer losses from mazes in 

meaningful statements. 

In both Table VII and Table VIII the frequency of 

mazes or words in mazes of the control group approaches 

twice that of the experimental group. If absence of mazes 
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Table VIII. Comparison of Two Groups in Mazes Occurring in 
Relation to Communication Units 

(2) Total Number 
(1) Total Number Communication Percentage 

Group of Mazes Units (1) to (2) 

Experimental 49 501 9.78% 

Co ntrol 76 431 17.63% 

in oral responses may be considered a measure of fluency, 

the experimental group may be considered approximately twice 

as fluent as the control group. 

Hypothesis Two is not supported by the data given 

above. There is a significant difference between groups in 

oral fluency, both in terms of proportion of mazes in oral 

communication, and in terms of total number of words in the 

communication units. 

Attitude Toward School 

The third hypothesis to be tested stated that there 

would be no significant difference between control and 

experimental groups in attitude toward school and teacher. 

"Attitude toward school and teacher" was interpreted as 

including attitude toward classmates, reading, teacher, and 

self, the most important features of a child's school. 
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To test pupils* attitudes a semantic differential 

scale, "My Feelings About School," had been constructed. 

The four sections in this test measured, in sequence, atti

tude toward classmates, teacher, reading, and self 

(Appendix A). It was possible to obtain a total of 100 

points on a given testing, 25 points being the highest 

possible score in each of the four attitude areas. The test 

had been administered three times at approximately nine-week 

intervals. 

To test significance of the difference between 

groups the means of the raw scores were computed for each 

of the four categories measured in the test, and for the 

totals; then the t test was applied. 

No significant differences were found between groups 

or within groups in attitude toward classmates or toward 

reading (Tables IX, X, XI, and XII). 

Although there were no significant differences 

between groups in attitude toward self, t in the third 

testing approaches significance, and favors the experimental 

group (Tables XIII and XIV). (This will be described more 

fully under Hypothesis Four.) 

In attitude toward the teacher, the difference 

between means in the Third Testing approached significance 

at the .05 level of confidence (t = 1.99) but did not reach 

the required t of 2.02 (Tables XV and XVI). The higher 

score was earned by the Experimental Group, indicating a 
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Table IX. Comparison Between Two Groups in Attitude Toward 
Classmates 

First Testing Second Testing Third Testing 

Group 
Mean 
Raw S.D. 

Mean 
Raw S.D. 

Mean 
Raw S.D. 

Control 21.95 3. 32 21.00 2.91 19.64 5.45 

Experimental 22.04 4.77 21.91 3.81 21.52 3.34 

Between 
Groups t = . i 07 (N.S.) t = .90 (N.S.) t = 1. 41 (N.S.) 

There were no significant differences between 
groups in attitude toward classmates. 

Table X. Comparison Within Groups of Attitude Toward 
Classmates 

Test I  to Test II  to Test I  to 
Group Test II  Test III  Test III  

Control t = 1.59 t = 1.40 t = 1.85 

Experimental t = .26 t = .84  rt
 

II • en
 

There were no significant differences within groups 
in attitude toward classmates. 
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Table XI. Comparison Between Two Groups in Attitude Toward 
Reading 

First Testing Second Testing Third Testing 

Mean Mean Mean 
Group Raw S.D. Raw S.D. Raw S.D. 

Control 21. 55 4.40 21. 50 4.83 21. 23 5.41 

Experimental 21. 74 2.73 22. 35 2.31 22. 65 2.14 

Between 
Groups t = : .18 (N.S.) t = .76 (N.S.) t = : 1.17 (N.S.) 

There were no significant differences between groups 
in attitude toward reading. 

Table XII. Comparison Within Groups of Attitude Toward 
Reading 

Test I to Test II to Test I to 
Group Test II Test III Test III 

Control t = .06 t = .28 t = .26 

Experimental t = 1.27 t = .69 t = 1.52 

There were no significant differences within groups 
in attitude toward reading. 
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Table XIII. Comparison Between Two Groups in Attitude 
Toward Self 

First Testing Second Testing Third Testing 

Group 
Mean 
Raw S.D. 

Mean 
Raw S.D. 

Mean 
Raw S.D. 

Control 22. 32 2.32 21.86 3.96 21.41 3.65 

Experimental 21.65 3.93 22.78 2.13 23.04 2.20 

Between 
Groups t = = .69 t = .98 t = 1.83* 

*There were no significant differences between 
groups, but t = 1.83 approaches significance. 

Table XIV. Comparison Within Groups of Attitude Toward 
Self 

Test I to Test II to Test I to 
Group Test II Test III Test III 

Control t = .63 t = .53 t = 1.23 

Experimental t = 1.40 t = .40 t = 1.63 

There were no significant differences within groups 
in attitude toward self. 
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Table XV. Comparison Between Two Groups in Attitude Toward 
Teacher 

First Testing Second Testing Third Testing 

Group 
Mean 
Raw S.D. 

Mean 
Raw S.D. 

Mean 
Raw S.D. 

Control 21.45 5.24 22.23 4.30 19.91 6.63 

Experimental 22.65 3.20 22.57 3.89 22.83 2. 35 

Between 
Groups t = .1 93 (N.S.) t = .28 (N.S.) t = 1.99* 

*t approaches significance at .05 level but does not 
meet required t of 2.02. 

Table XVI. Comparison Within Groups of Attitude Toward 
Teacher 

Test I to Test II to Test I to 
Group Test II Test III Test III 

Control t = 1.05 t = 2.10* t = 1.36 

Experimental t = .19 t = .44 t = .37 

*Significant at .05 level of confidence. 
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more positive attitude toward the teacher than that of the 

Control Group toward their teacher. 

Sums of the total scores for the four attitude areas 

were averaged and compared for the three testings. The 

Control Group's third test total mean was found to be 

significantly less than the mean of the Experimental Group 

at the .05 level of significance. In other words, at the 

third and last testing the Control Group showed a signifi

cantly less positive attitude toward the combined four 

school factors than did the Experimental Group (Table XVII). 

It was also true that the Control Group showed a signifi

cantly less positive attitude in the third testing than in 

the first testing (Table XVIII). 

It should be noted that both groups of fourth 

graders, as measured by this scale, were highly positive 

toward classmates, teachers, reading, and selves. However, 

the trend of the scores of the Control Group was to become 

less positive as pupils proceeded from first to third 

testing. The trend of the scores of the Experimental Group 

from first to third testing was to become more positive. As 

a result of these opposing trends in the two groups, total 

scores at the third testing showed a significant difference 

at the .05 level of confidence (t = 2.17). The difference 

favored the Experimental Group in positive attitude 

(Table XVII). 
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Table XVII. Comparison Between Groups of Attitude Totals 

First Testing Second Testing Third Testing 

Group 
Mean 
Raw s. D. 

Mean 
Raw s. D. 

Mean 
Raw S. D. 

Control 87.27 10. 57 86.18 12. 79 82.18 15. 33 

Experimental 87.91 12. 48 89.61 9. 48 90.04 7. 97 

Between 
Groups t = <19 t = 1.02 t = 2.17* 

*The Control Group's third mean (82.18) was signifi
cantly less than the Experimental Group's third mean (90.04) 
at the .05 level of confidence. 

Table XVIII. Comparison Within Groups of Attitude Totals 

Test I to Test II to Test I to 
Group Test II Test III Test III 

Control t = .67 t = 1.70 t = 2.21* 

Experimental t = 1.32 t = .32 t = 1.04 

*The Control Group's third mean was significantly 
less than their first mean at the .05 level of confidence. 
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Attitude Toward Self 

The fourth hypothesis stated that there would be no 

significant difference between the Control Group and 

Experimental Group in attitude toward self. The test 

findings of My Feelings About School. Section 4, supported 

this null hypothesis. When the "t" test for significance of 

mean differences was applied to the data on attitude toward 

self, "t" at the third testing was the highest of the three 

comparisons, but the index of 1.83 failed to meet the 2.02 

required. The attitude toward self of the Experimental 

Group was more positive than that of the Control Group, but 

not to any significant degree (refer to Table XIII). 

It is interesting to note that the mean of the raw 

scores of the Control Group in Attitude Toward Self became 

consistently smaller from first to third testing, as the 

Experimental Group scores became consistently larger. 

(Control Group means were: Test I, 22.32; Test II, 21.86; 

Test III, 21.41. Experimental Group means were: Test I, 

21.65; Test II, 22.78; Test III, 23.04.) If the same rate 

of change had persisted in both groups, it might be pre

dicted that a significant difference would be achieved in 

another nine-week interval. 

When within-group means were tested for signifi

cance, the highest critical ratio was earned by the Experi

mental Group for the growth between Test I and Test III, but 

it was not significant (Table XIV, t = 1.63). The trend 
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favored the Experimental Group in positive attitude toward 

self. 

Hypothesis Four was supported by the findings; there 

were no significant differences between groups in attitude 

toward self as measured by the test, My Feelings About 

School. 



CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS, 
AND RECOMMENDATIONS 

This study was undertaken to aid a school system in 

comparing growth and achievement of fourth grade pupils who 

had spent approximately four years under highly different 

educational programs. Although the need was very direct and 

specific, it was hoped that generalizations might be arrived 

at which would have wider application to educating children 

from disadvantaged areas, particularly Mexican-Americans. 

This chapter treats three areas: (1) a summary of the 

problem and presentation of the major findings; (2) a state

ment of conclusions warranted by the findings; and (3) some 

recommendations for further needed research. 

Summary 

The purpose of the study was to compare the behavior 

of fourth grade pupils from homes and schools in areas 

defined as "disadvantaged" according to the federal criteria 

for "pockets of poverty." The pupils came from homes in 

which parents were of Mexican ancestry; Spanish was the 

native language of the home, and English as a second language 

was taught in the schools. 

61 



62 

Subjects for the study were twenty-five matched 

pairs of fourth grade pupils in two schools; the pupils had 

been matched by sex, age, verbal intelligence, and years in 

school. All came from Mexican-American families in which 

Spanish was so commonly spoken that pupils, on entering 

school, spoke little or no English. The low economic areas 

in which the experimental and control schools were located 

qualified as "pockets of poverty." The learning environ

ments under which pupils from the experimental and control 

schools were receiving their education were greatly 

divergent. It was the purpose of the study to attempt to 

determine whether the different learning environments pro

duced behaviors that were significantly different. The 

behaviors under observation were in the areas of reading 

achievement, oral fluency, and attitudes toward school 

factors and self. 

As a national phenomenon in the educational progress 

of Mexican-American children, the ever-widening gap between 

the intellectual capacity of pupils and their school achieve

ment has received concerned attention from many educators. 

The early dropout of Mexican-American youth has also been 

accepted as an area of critical national significance. The 

inter-relationship between school failure and negative 

attitudes toward self and today's schools has been the 

focus of much study and research. To what extent does 

building strong positive self concepts produce improvement 



63 

in school achievement, or is school success necessary to 

build good self concepts among children of the middle years? 

The Tucson Experimental Project enrolled six-year-

olds that spoke little or no English in a program that gave 

early priority to several areas of child development, like 

social competence, intellectual base, and emotional 

security; and subordinated direct teaching of subjects like 

reading and numbers. It was hoped that through the building 

of a broad base of language competence, intellectual founda

tion, learning how to learn, and a positive attitude toward 

education and learning, educators could look for an 

accelerated rate of learning by pupils in their middle 

years, and an eradication of the cumulative deficit so common 

among disadvantaged children in the middle grades. It was 

also hoped that pupils would experience gratification in 

their school living which would culminate in greater school 

success and a desire to continue school membership into 

adolescent years. 

Major changes in educational procedures require much 

time, evaluation, understanding, and modification. The 

subjects in this study had participated in a novel program 

for less than four years and it might be questioned whether 

significant changes could be brought about in this short 

period of time. Much attention has been given recently to 

the affective areas of development, but there has been a 

lack of instruments to measure attitudes of nine-year-olds. 
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The four areas studied in this research project 

were: reading achievement, oral communication, attitude 

toward school, and self-concept. In one, the area of read

ing achievement, there were no significant differences or 

trends to be seen in comparisons between groups. However, 

in this one area the Control Group came in for recognition 

of the reading gains made during the six month period under 

study. The Control Group made gains significant at the .01 

level of confidence in both word meaning and paragraph 

meaning; the Experimental Group did not. 

The second area of study, oral communication, 

revealed some significant differences between performances 

of experimental and control pupils. The Experimental Group 

used more words in meaningful units than the Control Group 

to a degree that was significant at the .05 level of 

confidence. (These data do not include words in mazes.) 

When one looks at the mazes or language tangles (a 

negative factor in oral fluency) found in transcripts from 

both groups, he notes that the Control Group has nearly 

twice the ratio of mazes to communication units that the 

experimental group had. The Control Group also had nearly 

twice the ratio of number of words in mazes to number of 

words in transcript. The Control Group exhibited lack of 

fluency in oral communication. 

The fourth area of study was that of self concept. 

No significant difference was found between control and 
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experimental groups in attitude toward self as measured by 

the instrument used. However, the trend observed in the 

Experimental Group was to become more positive in self 

concept as the trend in the Control Group was to become less 

positive. Narrow treatment of the area of self concept is 

acknowledged as a weakness in the design. 

Conclusions 

The principal reason for embarking upon this study 

was to determine whether or not benefits for Mexican-

American disadvantaged pupils of the Tucson Experimental 

Project justified expansion of this program. In the four 

areas measured, Experimental pupils showed significant 

superiority in two, and a trend approaching significance in 

a third. Only in one of the areas, reading achievement, was 

there no significant difference between groups. In this 

area the Control Group had excelled in gains made in word 

meaning and paragraph meaning by within-group comparisons. 

These facts would seem to warrant expansion of the program 

for pupils like those enrolled in the Tucson Experimental 

Project. 

Other conclusions seem warranted by the findings of 

the research project. 

1. Efforts to overcome the "cumulative deficit" in 

reading achievement of disadvantaged Mexican-

American pupils by the end of grade four have not 
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been successful in this instance. Perhaps a more 

direct program of reading instruction is required. 

It is also possible that a longer period of project 

participation will be required—perhaps three addi

tional years. 

Since pupils in the Experimental Group have shown 

behavior in oral communication that is significantly 

better than that of the Control Group, it can be 

assumed that efforts to develop oral fluency have 

been at least partially successful. Opportunities 

provided in the Project for maximum interaction have 

probably given the necessary practice for improve

ment in oral fluency. Mexican-American pupils, 

handicapped in use of English, can be helped to 

overcome this lack through the kinds of activities 

provided in the Tucson Experimental Project. 

As measured by the test administered, attitudes of 

pupils in the Experimental Group have been more 

positive than those shown by Control pupils. It 

must be assumed that some features of the Tucson 

Experimental Project have provided gratification so 

that pupils viewed school factors in a more favorable 

light than their matched counterparts. 

Improving children's self-concepts is a relatively 

new focus in the history of education. More effec

tive techniques will need to be used if experimental 
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pupils are to show marked superiority in this area 

over non-project pupils. It must be noted, however, 

that there is no evidence here that nine-year-olds 

hold extremely negative attitudes toward school. 

Negative attitudes may be an attribute of older 

children who have had longer periods of failure in 

school. 

Implications and Recommendations 

Findings and questions aroused by the study indicate 

the desirability of further research in several areas. 

Trends noted which were consistent and becoming increasingly 

positive would, seem to justify the belief that additional 

significant differences would have been found between groups 

of subjects if the duration of the project had been extended. 

It is recommended, that this study be pursued for 

three additional years to enable researchers to determine 

whether or not the early building of strong intellectual and 

attitudinal bases would result in an accelerated rate of 

learning in academic areas during the fifth, sixth, and. 

seventh years of school. For this purpose, it would be 

helpful to follow the project into the junior high years. 

The significant superiority of the experimental 

subjects in total attitude toward school, as measured by the 

scale used in this study, would indicate the desirability of 

promoting those components in the Tucson Experimental 
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Project which resulted in favorable attitude. Discriminat

ing gratification by teachers, opportunities for significant 

and varied experiences, and increased attention to providing 

success experiences for children should be characteristics 

of all school programs. To insure the development of oral 

communication skills, many opportunities for small group 

interaction among pupils (as well as between pupils and 

adults) must become a feature of the conventional school 

program. 

Replicating the study with larger samples and a 

balanced number of boys and girls would enable researchers 

to validate the findings of this study, and to relate 

factors to the sex of the subjects. 

The difficulty of obtaining valid measures of atti

tude in fairly young children points up the need for greatly 

expanded development of attitude measuring instruments which 

have been validated and standardized for many populations. 

This work would, be especially appropriate at the present 

time when the interest in affective areas is very high and. 

researchers are dependent upon quite subjective techniques 

of measurement. 

There is continuing need to find more reliable and 

valid ways of measuring verbal intelligence of children for 

whom English is not the native tongue, so that the matching 

of pupils can be more accurately accomplished. 
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Much more scientific study needs to be made of 

pupils in the middle school years to determine how benefits 

derived from such programs as Headstart and Follow Through 

can be maintained and nurtured. 



APPENDIX A 

MY FEELINGS ABOUT SCHOOL, AN ATTITUDE SCALE 

Administrator's Directions for My Feelings About School 

Examiner's Statement to Pupils: 

The written lesson we are about to do is written so 

you can tell us how you feel about your school. If we know 

how you feel, it will help us set up school programs that 

will be more valuable to you. This is not a test and there 

are no right or wrong answers. 

I hope you will try to tell me exactly how you 

honestly feel. I am the only one who will see these papers 

with your name on them. Your teacher will not see them; 

your principal will not see them. We say they are 'confi

dential. ' The only information we will give your teacher 

and principal is about the class as a whole when we average 

the points, so do your very best to be honest. 

All you need on your desk is a pencil, so please put 

everything else away and look at the chalkboard. I think 

this is a brand new way of marking for you. Please read 

this aloud with me. 'How do you feel about this room?* 

(Draw children's attention to chalkboard diagram.) 

How do you feel about this room? 
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This room is: 

beautiful ugly. 

You see there are five boxes between 'beautiful' 

and 'ugly.' If you think very beautiful describes this 

room, put X in Box 1. If you think it is not quite 

beautiful, put an X in Box 2. If it is halfway between 

beautiful and ugly or just so-so, put an X in Box 3; if it 

is somewhat ugly, put an X in Box 4; if you think it ugly, 

you'd put an X in Box 5. Do you understand this way of 

marking? How would you mark this room? (Oral responses) 

What would the practice mark mean? 

(Pass Papers) 
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MY FEELINGS ABOUT SCHOOL 

This is a written exercise in which you can show how you 
really feel about school and the people in it. Knowing how 
you feel will help the people who plan your school 
activities arrange the work so that it will be more valuable 
to you. 

Directions: Read each question carefully. Look at the 
pairs of words that are opposites. Put an X 
in one of the boxes (numbered 1, 2, 3, 4, or 5) 
to show the way you feel about the things named 
in the question. Try this sample. (I will 
read it with you.) 

Sample 1: 

How do you feel about the temperature in this room? 

The temperature is: 

hot 1 2 3 4 5 cold 

Put an X on 1^ if it feels hot. 

Put an X on 2^ if it is only sort of hot. 

Put an X on 3 if it is neither hot nor cold. 

Put an X on 4_ if it is sort of cold. 

Put an X on 5 if it is really cold. 

Where did you put your X? Why? 

Sample 2; 

How do you feel about this room? 

This room is: 

beautiful 1 2 3 4 5 Ugly 

Sample 3: 

How do you feel about the )'s in multiplication? 

easy 1 2 3 4 5 hard 
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SCHOOL DATE 

MY FEELINGS ABOUT SCHOOL 

Directions: Look carefully at each pair of words which are 
opposites. Put an X in one of the boxes which 
is nearest the way you feel about your school 
and the people in it. (This is like the sample 
we did on the chalkboard.) 

How do you feel about most of your classmates? 

My classmates are: 

unfriendly 1 2 3 4 5 friendly 

helpful 1 2 3 4 5 not helpful 

disagreeable 1 2 3 4 5 likeable 

selfish 1 2 3 4 5 sharing 

honest 1 2 3 4 5 dishonest 

How do you feel about your teacher? 

My teacher is: 

helpful 1 2 3 4 5 not helpful 

cheerful 1 2 3 4 5 cross 

not 
understanding 1 2 3 4 5 understanding 

dull 1 2 3 4 5 interesting 
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fair 1 2 3 4 5 unfair 

How do you feel 

Reading is: 

about your reading? 

boring interesting 1 2 3 4 5 boring 

useless 1 2 3 4 5 useful 

easy 1 2 3 4 5 hard. 

no fun 1 2 3 4 5 fun 

pleasant 1 2 3 4 5 unpleasant 

How do you feel 

I am: 

about yourself and your school work? 

learning 1 2 3 4 5 forgetting 

disliking 1 2 3 4 5 liking 

not 
understanding understanding 1 2 3 4 5 
not 
understanding 

unsuccessful 1 2 3 4 5 successful 

poor 1 2 3 4 5 good 

NAME 



APPENDIX B 

ORAL COMMUNICATION DATA 

Techniques of Recording and Analyzing 

Adapted, from 

Walter D. Loban's The Language of Elementary School Children. 
pp. 6-9. 

1. The Communication Unit 

"The communication unit has been defined by Watts as a 

group of words which cannot be further divided without 

the loss of their essential meaning. For instance, 'I 

know a boy with red hair' is a unit of communication. 

If 'with red hair' is omitted the essential meaning of 

that particular unit of communication has been changed." 

A communication unit may be composed of words 

illustrating complete grammatical predication. It may 

also be an answer to a question which only lacks repeti

tion of the question elements to satisfy the require

ments of complete predication. Therefore, "yes" may be 

admitted as a communication unit if in answer to a 

complete question. An independent clause between two 

silences is another definition of a communication unit. 

A slant line (/) marks the end of a communication 

unit; CU may be used as an abbreviation for this unit. 
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2. The Language Maze 

"The language behavior in question is not a matter of 

word stumbling over one another but rather a case of 

many hesitations, false starts, and meaningless repeti

tions. In this research these language tangles have 

been labeled 'mazes'" (p. 8). 

The maze may be long, consisting of many words, or 

short, consisting of few words or word, parts. At times 

the subject may abandon the idea he started to express, 

leaving incomplete or dangling word elements. When a 

maze is removed, the remaining material always makes a 

communication unit. 

The procedure for recording mazes is to count the 

words (or oral fragments) and circle the number as (^. 

In the actual transcript the mazes are enclosed in 

brackets [an1 he, an' snowtime]. 
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ORAL COMMUNICATION 

Directions for Interview 

Interview Room 

A. Secure room which will be free from interruptions. 

B. Set up tape recorder with tape for at least ten 

minutes duration. 

C. Record necessary pupil information on the tape: 

"This tape is made on . 
date 

at School 
name 

of 
pupil•s name 

a fourth grade pupil in 's room." 
teacher•s name 

D. Display three large colorful pictures showing 

activities of interest to nine-year olds. 

Establishing Rapport 

A. To make pupil comfortable with the interviewer, 

establish friendly contact prior to interview. 

B. Call for the pupil at his classroom and accompany 

him to the interview setting. 

C. Stop at the school showcase (or other area of 

interest) and ask the pupil to tell you about the 

display. 

D. Encourage him by listening attentively and asking 

questions you are reasonably sure he can answer. 
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E. Escort the pupil to the interview room and make 

sure you will not be interrupted. 

III. Conducting the Interview 

Interviewer's Statement: While we are visiting 

together I'd like to have you choose one of these 

pictures which reminds you of something you think is 

fun. Then tell me all about one time you did some

thing like this. You see, I need to know what boys 

and girls in the fourth grade think is fun. I'm going 

to start the recorder so when we're through talking 

1*11 not have to remember everything. Sometimes I 

forget. 

Which picture reminds you of good fun? Remember, tell 

me as many things as you can about your experience. 
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ORAL COMMUNICATION DATA 

Sample 

Pupil No. 20 Experimental 

Control 

Words in Transcript = 114 

Communication Units = 13 

Words in C.U. = 107 

Ave. Length C.U. = 8.23 

No. Mazes = 1 

Words in Mazes = 7 

Ave. Length Maze = 7 

In October I was a priest, dressed up like a priest, / and. 

we went almost to each house and. got candies and gums and. 

everything, and. all those stuffs. / It was fun to go trick 

or treating. / My sister was a bad girl / and my brother was 

a boy wonder / [and my little brother—once, you know,] 

there was gate locked / and there was a man watching TV, / 

and he said: "Hey, open up the door." / Then my mother got 

him, / and then we went to another place. / Then when we got 

home we started eating all the candies. / Then this morning 

we had a tummy ache, / and I think that's all I know. / 

8.23 ave. length C.U. 
13)107 

104 
30 
26 
40 



SELECTED BIBLIOGRAPHY 

Allen, R. Van and Claryce Allen. Language Experiences in 
Reading. Teacher's Resource Book. Chicago: 
Encyclopedia Britannica Press, 1966. 

Allen, Virginia French (ed.). On Teaching English to 
Speakers of Other Languages. Papers read at TESOL 
Conference, Champaign, Illinois: National Council of 
Teachers of English, 1965. 

Arizona Center for Early Childhood Education, College of 
Education, University of Arizona. Annual Report. 
June 1968-June 1969. Tucson: College of Education, 
University of Arizona, June 1969. 

Ashton-Warner, Sylvia. Teacher. New York: Simon & Schuster, 
Inc., 1963. 

Association for Supervision and Curriculum Development. 
Perceiving. Behaving. Becoming. 1962 Yearbook. 
Arthur W. Combs, Chm. Washington, D. C.: Associa
tion for Supervision and Curriculum Development, 
1962. 

Association for Supervision and Curriculum Development. 
Learning and. Mental Health in the School. 1966 
Yearbook. Washington, D. C.: Association for 
Supervision and Curriculum Development, N.E.A., 
1966. 

Beatty, Walcott H. "The Feelings of Learning," Childhood 
Education. XLV (March, 1969), 363-366. 

Bereiter, Carl and Siegfried Engelmann. Language Learning 
Activities. New York: Anti-Defamation League of 
B'nai B'rith. N.D. 

Bereiter, Carl and Siegfried. Engelmann. Teaching Dis
advantaged Children in the Preschool. Englewood. 
Cliffs: Prentice-Hall, Inc., 1966. 

Berlin, Irving N. "Special Learning Problems of Deprived 
Children," NEA Journal. LV (March, 1966), 23-24. 

Bettelheim, Bruno. "Teaching the Disadvantaged," NEA 
Journal. LIV (September, 1965), 8-12. 

80 



81 

Black, Millard H. "Characteristics of the Culturally Dis
advantaged Child," Article 5 from The Disadvantaged. 
Child. Frost and Hawkes (ed.). Boston: Houghton-
Mifflin Co., 1966, pp. 43-50. 

Bloom, Benjamin S., Allison Davis, and Robert Hess. 
Compensatory Education for Cultural Deprivation. 
New York: Holt, Rinehart & Winston, 1965. 

Braveman, Miriam. "Favorite Books of Disadvantaged. Youth," 
NEA Journal. LV (December, 1966), 49, 71-72. 

Brooks, Charlotte K. "Some Approaches to Teaching Standard 
English as a Second Language," Elementary English. 
XLI (November, 1964), 728-733. 

Bruner, Jerome S., Rose R. Olver, and Patricia M. Greenfield. 
Studies in Cognitive Growth. New York: John Wiley & 
Sons, Inc., 1966. 

Bumpass, Faye L. "Helping Spanish-Speaking Children Acquire 
a Functional Use of English as an Aid to Reading," 
Changing Concepts of Reading Instruction. IRA Con
ference Proceedings, Vol. 6, 1961. New York: 
Scholastic Magazine, 1961, pp. 236-239. 

Bumpass, Faye L. Teaching Young Students English as a 
Foreign Language. New York: American Book, 1963. 

Burger, Henry G., Ph. D. Ethno-Pedagogy: A Manual in 
Cultural Sensitivity with Technigues for Improving 
Cross-Cultural Teaching by Fitting Ethnic Patterns. 
Albuquerque: Southwestern Cooperative Educational 
Laboratory, Inc., June, 1968. 

Cabrera, Y. Arturo. "Schizophrenia in the Southwest: 
Mexican-Americans in Anglo-Land," Claremont Reading 
Conference 31st Yearbook. Claremont, California: 
Claremont Graduate School and. University Center, 
1967, pp. 101-106. 

California State Department of Education. Nuevas Vistas. 
A Report of the First Annual Conference. 
Sacramento: California State Department of Educa
tion, 1968. 

California State Department of Education. Nuevas Vistas. 
A Report of the Second Annual Conference. 
Sacramento: California State Department of Educa
tion, 1969. 



82 

Carlton, Lessie and Robert H. Moore. "Culturally Dis
advantaged Children Can Be Helped," NEA Journal. 
LV (September, 1966), 13-14. 

Chall, Jeanne. Learning to Read: The Great Debate. New 
York: McGraw Hill, 1967. 

Ching, Doris C. "Reading, Language Development, and the 
Bilingual Child," Elementary English. XLVI (May, 
1969), 672. 

Combs, Arthur W. "A Perceptual View of the Adequate 
Personality," Perceiving. Behaving. Becoming. 
Chapter V, pp. 60-64. Washington, D. C.: ASCD, 
NEA, 1962. 

Conference on Improving English Skills of Culturally Differ
ent Youth in Large Cities. Jewett, Arno et al., 
Editors. Washington, D. C.: United States Govern
ment Printing Office, 1964. 

Courtney, Brother Leonard, F.S.C., Editor. Institute I The 
Culturally Deprived Reader, from Highlights of the 
Convention Series, Newark, Delaware: International 
Reading Association, 1966. 

Crosby, Muriel. "Identifying Oral Language Relationships," 
Children and Oral Language, pp. 3-9. ACEI, ASCD, 
IRA, and KCTE, 1964. 

Crosby, Muriel. "Of the Times and the Language," Elementary 
English. XLIV (February, 1967), 106-113, 147. 

Crosby, Muriel. Preface to Educating the Children of the 
Poor. Alexander Frazier (ed.). Washington, D. C.: 
Association for Supervision and Curriculum 
Development, 1968. 

"The Culturally Deprived," National Elementary Principal. 
Washington: National Education Association, Depart
ment of Elementary School Principals, Vol. XLIV 
(November, 1964). 

Cutts, Warren G. Research in Reading for the Middle Grades. 
Washington: United States Government Printing Office, 
1963. 

Day, David E. "Educating the Disadvantaged: A Beginning," 
Educational Leadership. XXV (November, 1967), 132-
135. 



83 

Deutsch, Cynthia P. "Learning in the Disadvantaged." No. 8 
in The Disadvantaged Child. by Martin Deutsch & 
Associates, New York: Basic Books, Inc., 1967. 
Chapter 8, p. 147ff. 

Deutsch, Martin P. "The Disadvantaged Child and the 
Learning Process," Education in Depressed Areas. 
New York: Teachers College, Columbia University, 
1963, pp. 163-179. 

Deutsch, Martin P. "What We've Learned About Under
privileged Children," Nations Schools. LXXV (April, 
1965), 50-51. 

Deutsch, Martin P., Richard D. Bloom, Bert R. Brown, 
Cynthia P. Deutsch, Leo S. Goldstein, Vera P. John, 
Phyllis A. Katz, Alma Levinson, Estelle Cherry 
Peisack, and Martin Whiteman. The Disadvantaged 
Child. New York: Basic Books, Inc., 1967. 

Dinkmeyer, Don C. Child Development, the Emerging Self. 
Englewood Cliffs, N. J.: Prentice-Hall, Inc., 1965. 
Fostering the Growth of Intelligence, p. 238. 

Dziuban, Charles D. and Jess P. Elliott. "A Factor Analysis 
of Urban Disadvantaged Children's Interests," 
Educational Leadership. XXVI (November, 1968), 161-
168. 

Easterly, Jean L. Oral Communication Among Fifth Grade 
Students Having Varying Cultural Backgrounds. 
Unpublished Master's Thesis, University of Arizona, 
1967. 

Fielding, Byron. "Federal Funds to Meet Local Needs," NEA 
Journal. LV (September, 1966), 23-26. 

Figurel, J. Allen. "Limitations in the Vocabulary of Dis
advantaged Children: A Cause of Poor Reading," 
Improvement of Reading Through Classroom Procedures 
(edited by J. Allen Figurel), pp. 164-165. Con
ference Proceedings of International Reading 
Association IX. Newark, Delaware: IRA, 1964. 

Fox, Robert, Margaret Barron Luszki, and Richard Schmuck. 
Diagnosing Classroom Learning Environments. Teacher 
Resource Booklets on Classroom Social Relations and 
Learning. Chicago: Science Research Associates, 
1966. 



84 

Frazier, Alexander (ed.). Learning More About Learning. 
The Third ASCD Research Institute, Washington, 
D. C.: Association for Supervision and Curriculum 
Development, NEA, 1959. 

Frazier, Alexander (ed.). Educating the Children of the 
Poor. Washington, D. C.: Association for Supervi
sion and Curriculum Development, 1968. 

Frost, Joe L. and Glenn R. Hawkes (ed.). The Disadvantaged 
Child. Boston: Houghton-Mifflin Co., 1966. 

Gaarder, A. Bruce. "Education of Native-Born American 
Bilingual Children (A Position Paper)." Unpublished 
paper. Appendix A of A Developmental Proposal Sub
mitted to U. S. Commissioner of Education. August 
30, 1965. 

Gaarder, A. Bruce. "Gaarder Statement to Special Sub
committee on Bilingual Education," TESOL Newsletter. 
January 1-March, 1968, pp. 21-22, 38. 

Galbraith, Clare Kearney. "Spanish-Speaking Children 
Communicate," Childhood Education. XLII (October, 
1965), 70-74. 

Goldberg, Miriam L. "Factors Affecting Educational Attain
ment in Depressed Urban Areas," Education in 
Depressed Areas. A. Harry Passow (ed.). New York: 
Teachers College, Columbia University, 1963, pp. 68-
99. 

Gordon, Edmund W. and Doxey A. Wilkerson. Compensatory 
Education for the Disadvantaged—Programs and 
Practices: Pre-School Through College. New York: 
College Entrance Examination Board, 1966. 

Grambs, Jean D. "Achieving Adequacy Through Education," 
National Elementary Principal, XLIV (November, 
1964), 9-15.. 

Haberman, Martin. "Materials the Disadvantaged Need—and 
Don't Need," Educational Leadership. XXIV (April, 
1967), 611-617. 

Harris, Albert J. "Teaching Reading to Culturally Differ
ent Children," Improvement of Reading Through 
Classroom Practice. Newark, Delaware: International 
Reading Association, 1964, pp. 24-26. 



85 

Harris, Chester W. (ed.). Encyclopedia of Educational 
Research. "Bilingualism." New York: Macmillan Co., 
1960. 

Hechinger, Fred M. "Head Start To Where?," Saturday Review. 
December 18, 1965, pp. 58-60, 75. 

Heller, Celia S. Mexican-American Youth: Forgotten Youth 
at the Crossroads. New York: Random House, 1966. 

Hughes, Marie M. "Language—Function of Total Life Situa
tion," Learning a New Language. General Service 
Bulletin 101. Washington, D. C.: ACEI, 1958. 

Hughes, Marie M. "Learning and Becoming—New Meanings to 
Teachers," Learning and Mental Health in the School. 
ASCD, 1966 Yearbook. 

Hughes, Marie M. "Why the Project—Tucson District No. 1-
University of Arizona Cooperative Project," Tucson: 
Arizona Center for Early Childhood Education, 1968, 
pp. 1-4. (Mimeographed.) 

Hunt, J. McV. Intelligence and Experience. New York: The 
Ronald Press Co., 1961. 

Hunt, J. McV. "How Children Develop Intellectually," The 
Disadvantaged Child. Joe L. Frost (ed.) and Glenn 
R. Hawkes. Boston: Houghton-Mifflin Co., 1966. 

The Invisible Minority. Report of the NEA-Tucson Survey on 
the Teaching of Spanish to the Spanish Speaking. 
Washington, D. C.: Department of Rural Education, 
National Education Association, 1966. 

Ivie, Stanley D. "Lower Class Values," Arizona Teacher. 
LVI (January, 1968), 10-13. 

John, Vera P. and Leo S. Goldstein. "The Social Context of 
Language Acquisition," The Disadvantaged Child. 
Chapter 9. New York: Basic Books, Inc., 1967. 

Jones, George W. "Compensatory Education for the Dis
advantaged," NEA Journal. LVI (April, 1967), 21-33. 

Kasdon, Lawrence M. "Reading and the Bilingual Child," 
Challenge and Experiment in Reading. IRA Conference 
Proceedings, Vol. 7, 1962. New York: Scholastic 
Magazines of 1962. 



86 

Kerlinger, Fred N. Foundations of Behavioral Research. 
New York: Holt, Rinehart and Winston, Inc., 1965. 
Chapter 32, The Semantic Differential, pp. 564-580. 

Kravitz, Ida. "The Disadvantaged Child: Some Implications 
for Teachers of Reading," from Highlights of the 
Pre-Convention Institutes. Newark, Delaware: 
International Reading Association, 1966. 

Kunz, Jean and Joan E. Moyer. "A Comparison of Economically 
Disadvantaged and Economically Advantaged Kinder
garten Children," Journal of Education Research. 
LXII (May-June, 1969), 392-395. 

Kvaraceus, William C. "Programs for the Disadvantaged: 
Promise or Pretense?," National Elementary Principal. 
Washington: National Education Association, Depart
ment of Elementary School Principals, XLV (February, 
1966), 59-64. 

Lee, Dorris M. and R. V. Allen. Learning to Read Through 
Experience. New York: Appleton-Century-Crofts, 
1963. 

Leighton, E. Roby (ed.). Workshop for Teachers of Bilingual 
Students. Tucson: University of Arizona, College of 
Education, November 10, 1961. 

Gertrude M. and Esther Murow. Educating Disadvan
taged Children in the Elementary School (An 
Annotated Bibliography). Washington, D. C.: U. S. 
Government Printing Office, 1966. 

Walter. The Language of Elementary School Children. 
NCTE Research Report No. 1, Champaign, Illinois: 
National Council of Teachers of English, 1963. 

Walter. "What Language Reveals," Language and 
Meaning. Washington, D. C.: Association for Super
vision and Curriculum Development, NEA, 1966, pp. 
63-73. 

Loretan, Joseph 0. and Shelley Umans. Teaching the Dis
advantaged . New York: Teachers College, Columbia 
University, 1966. 

Mackintosh, Helen (ed.). Children and Oral Language. Joint 
statement from Four Organizations. ACEI, ASCD, IRA, 
NCTE, 1964. 

Lewis, 

Loban, 

Loban, 



87 

Mackintosh, Helen K. , Lillian Gore, and Gertrude M. Lewis. 
Educating Disadvantaged Children in the Middle 
Grades, Washington, D. C.: U. S. Government 
Printing Office, 1965. 

Madsen, William. The Mexican-Americans of South Texas. New 
York: Holt, Rinehart & Winston, 1964. 

Malabar Reading Project Faculty and Staff. "Mexican-
American Children Discover Themselves in the Reading 
Process: A Panel Discussion." Claremont Reading 
Conference. 31st Yearbook. Claremont Graduate School 
and University Center, 1967, Claremont, California. 

Manuel, Herschel T. Spanish-Speaking Children of the 
Southwest. Austin: University of Texas Press, 
1965. 

McAllister, Jane E. "Affective Climate and the Disad
vantaged," Educational Leadership. Washington: 
National Education Association, ASCD, XXI (April, 
1965), 481-485, 531. 

McDonald, Christina R. "Language Development Through 
Literature: A Program for Young Spanish-Speaking 
Children," Claremont Reading Conference. 31st 
Yearbook. Claremont, California: Claremont 
Graduate School and University Center, 1967. 

McWilliams, Carey. The Mexicans in America. A Student's 
Guide to Localized History. New York: Teachers 
College Press, Columbia University, 1968. 

Melby, Ernest 0. The Teacher and Learning. Washington, 
D. C.: Center for Applied Research in Education, 
Inc., 1963, pp. 8, 47. 

Meyerson, Marion D. "The Bilingual Child," Childhood 
Education. XLV (May, 1969), 525-527. 

Morris, Effie Lee. "Choosing Books for the Deprived," The 
Instructor. November, 1966, pp. 105ff. 

National Council of Teachers of English. Language Programs 
for the Disadvantaged. Report of the NCTE Task 
Force on Teaching English to the Disadvantaged. 
Champaign, Illinois: National Council of Teachers 
of English, 1965. 



88 

Nava, Julian. Mexican-Americans. Past, Present, and Future. 
New York: American Book Co., 1969. 

Nelson, Violet, Betty Richards, and Lupe Rodriguez. 
Orchestrated Instruction: A Cooking Experience. 
Tucson: The University of Arizona, Arizona Center 
for Early Childhood Education, 1969. 

Noar, Gertrude. Teaching the Disadvantaged. What Research 
Says to the Teacher, No. 33. Washington: NEA, 1967. 

Olson, Arthur V. "Teaching Culturally Disadvantaged 
Children," Education. LXXXVII (March, 1967), 423-
425. 

Osgood, Charles E., George J. Suci, and Percy H. Tannenbaum. 
The Measurement of Meaning. Urbana: University of 
Illinois Press, 1957. 

Passow, Harry A. (ed.). Education in Depressed Areas. Work 
Conference on Curriculum and Teaching in Depressed 
Urban Areas. New York: Teachers College, Columbia 
University, 1963. 

Phillips, Nina. Conversational English for the Non-English-
Speaking Child. New York: Teachers College Press, 
1967. 

"Poverty and the School," Educational Leadership. 
Washington: National Education Association, ASCD, 
Vol. 22, No. 7, May, 1965. 

Reading Newsreport. October, 1968, Vol. 3, No. 1. "Summer 
Harvest for the Slums," pp. 14-20. 

Riessman, Frank. Blueprint for the Disadvantaged. New 
York: Anti-Defamation League of B'nai B'rith. N.D. 

Riessman, Frank. "Digging 'The Man's' Language," Saturday 
Review. September 17, 1966a, pp. 80-81, 98. 

Riessman, Frank. "The Overlooked Positives of Disadvantaged 
Groups," Article 6 from The Disadvantaged Child. 
Frost and Hawkes (ed.). Boston: Houghton-Mifflin 
Co., 1966b, pp. 51-57. 

Rivlin, Harry N. Teachers for Our Big City Schools. New 
York: Anti-Defamation League of B'nai B4rith, 1964-
1965. 



89 

Robinett, Ralph F. "A 'Linguistic1 Approach to Beginning 
Reading for Bilingual Children," First Grade Reading 
Programs. Newark, Dolaware: International Reading 
Association, 1965. 

Robinson, Helen M. , Samuel Weintraub, and Helen K. Smith. 
"Summary of Investigations Relating to Reading, 
July 1, 1964 to June 30, 1965," Reading Research 
Quarterly. Vol. I, No. 2. Newark, Delaware: Inter
national Reading Association, 1965. 

Rosenthal, R. and L. F. Jacobson. "Teacher Expectations for 
the Disadvantaged," Scientific American. CCXVIII 
(April, 1968), 19-23. 

Rowan, Helen (ed.). "Increasing the Ranks of the College 
Bound," Carnegie Quarterly (Fall 1968), Vol. XVI, 
No. 4. New York: Carnegie Corp. of New York. 

Sanchez, George I. "Significance of Language Handicap," 
Learning A New Language. General Service Bulletin 
101. Washington, D. C.: ACEI, 1958. 

Sanchez, George I. and Howard Putnam. Materials Relating to 
the Education of Spanish Speaking People in the 
United States. Austin: University of Texas, 1959. 

Seaberg, Dorothy I. "Is There Literature for the Disad
vantaged Child?," Childhood Education. XLV (May, 
1969), 508-512. 

Shaw, Frederick. "Educating Culturally Deprived Youth in 
Urban Centers," The Disadvantaged Child. Frost, 
Joe L. and Glenn B. Hawkes, Editors. New York: 
Houghton-Mifflin Co., 1966. 

Shriver, Sargent and Frances Keppel. Education: An Answer 
to Poverty. Washington: Office of Economic Oppor
tunity, 1965. 

Sigel, Irving E. and Frank H. Hooper, Editors. Logical 
Thinking in Children. New York: Holt, Rinehart & 
Winston, Inc., 1968. 

Smith, Mildred Beatty. "Reading for Culturally Disadvan
taged," Educational Leadership. XXII (March, 1965), 
398-403. 



90 

Sontag, Marvin, Adina P. Sella, and Robert L. Thorndike. 
"The Effect of Head Start Training on the Cognitive 
Growth of Disadvantaged Children," Journal of 
Educational Research. LXII (May-June" 1969), 387-
389. 

Southwestern Cooperative Educational Laboratory. Non-
Technical Report—To Serve These. Albuquerque: 
SWCEL, June 1, 1966. 

Strickland, Ruth G. The Language of Elementary School 
Children. Bulletin of the School of Education, 
Indiana University, Bloomington, Indiana: School 
of Education, Indiana University, 1962. 

Taba, Hilda and Deborah Elkins. Teaching Strategies for the 
Culturally Disadvantaged. Chicago: Rand McNally & 
Co., 1966. 

Texas Education Agency. Pre-School Instructional Program 
for Non-English Speaking Children. Austin, Texas: 
State Department of Education, February, 1961. 

Tireman, L. S. "The Bilingual Child and His Reading 
Vocabulary," Elementary English. XXXII (January, 
1955), 33-35. 

Tireman, L. S. and Mary Watson. A Community School in a 
Spanish-Speaking Village. Albuquerque: University 
of New Mexico Press, 1948. Also prologue by Margaret 
Wyss. 

U. S. Department of Health, Education and Welfare. A Chance 
for a Change: New School Programs for the Disad
vantaged.. Washington, D. C.: Government Printing 
Office, 1965. 

Voyat, Gilbert. "IQ: God-Given or Man-made?," Saturday 
Review. May 17, 1969, pp. 73-75, 86-87. 

Waetjen, Walter W. "Curiosity and Exploration: Roles in 
Intellectual Development and Learning," Intellectual 
Development: Another Look. Washington, D. C.: 
Association for Supervision and Curriculum Develop
ment, 1964. 

Walbesser, Henry H. and Heather L. Canter. "Acquisition of 
Elementary Science Behavior by Children of Disad
vantaged Families," Educational Leadership. Vol. 25, 
No. 8, May, 1968. 



91 

Washington Monitor. February 5, 1968. 

Wayson, William W. "Needed: Diagnostic Attention," Educa
tional Leadership. XXIV (January, 1967), 323-326. 

Whipple, Gertrude. "The Special Needs of Children Without," 
Reading for Children Without—Our Disadvantaged 
Youth, pp. 1-7, Reading Aids Series. Newark, 
Delaware: International Reading Association, 1966. 

Whiteman, Martin and Martin Deutsch. "Social Disadvantage 
as Related to Intellective and Language Development," 
The Disadvantaged Child. Chapter 17. New York: 
Basic Books, Inc., 1967. 

Wilson, Herbert B. "Developing Cross-Cultural Under
standing," Childhood Education. XLII (October, 
1965), 89-91. 

Wilson, Herbert B. "The Culture of Poverty and Some Educa
tional Implications," from a talk given at Pre-
Opening Conference, Wakefield Jr. High, August 29, 
1966. 

Zintz, Miles. "Developing a Communication Skills Program 
for Bilinguals," Understanding and Helping the 
Retarded Reader. Ruth Strang (ed.). Tucson: 
University of Arizona Press, 1965, pp. 64-75. 


